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When migrants are able to employ their skills, their work clearly benefits both
themselves and receiving societies. But when skilled migrants are compelled
to work at jobs that are not commensurate with their qualifications, their
capacity to contribute is compromised. Such waste arises from barriers in the
recognition of degrees, certificates and qualifications obtained abroad.
International cooperation is necessary to improve the portability of
qualifications and the mutual recognition of degrees and certifications.
United Nations General Assembly, 2006
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PhD
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Postgraduate Certificate in Education

REQV

Relative Education Qualification Value

RPL

Recognition of Prior Learning

RVQ

Relative Value Coefficient (the symbol Q is used to
represent coefficient)

SACE

South African Council for Educators
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Southern African Development Community

SADTU

South African Democratic Teachers Union

SAQA

South African Qualifications Authority

SAQMEC

Southern and Eastern Africa Consortium for
Monitoring Educational Quality

SETA

Sector Education and Training Authority

SGB

School Governing Body

TQP

Teaching Qualifications and Policy

TVET

Technical and Vocational Education and Training

UFS

University of the Free State

UIS

UNESCO Institute for Statistics

UKZN

University of KwaZulu-Natal

UNESCO

United Nations Education, Scientific and Cultural
Organisation

UNISA

University of South Africa

UPE

Universal Primary Education
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CHAPTER 1
MIGRANT TEACHERS IN SOUTH AFRICA
James Keevy

Introduction
Teachers, together with other skilled professionals, have become increasingly
mobile in modern-day society. It has become commonplace to find South
African teachers working in the United Kingdom, Canada and in the United
Arab Emirates. Likewise, it is not uncommon to find teachers from Zimbabwe,
India or Ghana teaching in South Africa. While initiatives have been
undertaken by the South African government, in collaboration with the
Commonwealth Secretariat (see Morrow and Keevy 2006, Keevy and Jansen
2010, Manik and Singh 2011), to investigate and monitor the outward
migration of South African teachers, and also to protect the rights of such
teachers when practising in other countries, there has been a concerning lack
of attention to the situation of inward migration of teachers to South Africa.
While there is consensus between government officials, teacher unions and
even the public, that many migrant teachers are employed in South Africa,
limited evidence exists to support this view. Also concerning is the apparent
lack of awareness of the conditions of service of such migrant teachers.
This study was primarily undertaken to shed light on the status of migrant
teachers in South Africa, and secondly, to consider the implications for policy,
research and practice in relation to the requirements that migrant teachers
must meet. While the requirements are not necessarily more onerous that
those applied in other countries, it was evident from the outset of the study that
the coordination between the different agencies could be substantially
improved to make the processes more accessible and simple to understand. It
is anticipated that the release of this study will contribute directly to the
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development of a more systemic and coordinated approach to the
appointment of migrant teachers in public schools in South Africa. The
improved coordination will not only strengthen the integrity of the national
education and training system in South Africa, but will also save resources
across SAQA, the DHA, provincial departments of education, the DHET and
SACE, and contribute to the safeguarding of the rights and conditions of
service of migrant teachers within South Africa.
An important feature of the study is that it involved access to multiple data
sources through collaboration between SAQA, the DHET and the University of
KwaZulu-Natal (UKZN). SAQA, as part of its role in overseeing the further
development and implementation of the South African NQF, provides an
evaluation and advisory service with respect to international (also referred to
as foreign) qualifications. Based on a DHA requirement, international entrants
to South Africa, including teachers, must have their qualifications evaluated by
SAQA to qualify for a work permit and, by implication, as a prerequisite for
teachers before being employed in public schools. This requirement has
resulted in SAQA gathering data on the evaluation of international teacher
qualifications. SAQA is also responsible for maintaining the National Learners'
Records Database (NLRD), which comprises of registers of national
qualifications, part-qualifications and learner achievements, amongst others.
These data include international students graduating from in-service
programmes at public universities in South Africa. The provincial education
departments are the employers of both temporary and permanent teachers in
public schools. The DHET provides a service to the provincial education
departments and to other employers of migrant teachers through the
evaluation of foreign qualifications for employment purposes. It therefore has
access to data on migrant teachers generated through this evaluation
process. In addition, the DHET is able to request data of migrant teachers
employed in the public sector from the National Treasury, as captured in the
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Personnel Salary System (PERSAL), in order to inform its planning regarding
teacher supply and demand in the country. The DHET also has access to data
on migrant teacher education students studying at public universities in the
country, as captured on the Higher Education Management Information
System (HEMIS). The UKZN is a comprehensive university with the research
capacity to undertake a qualitative study focusing on inward migration of
teachers, specifically to the provinces of Limpopo, Kwa Zulu-Natal and
Gauteng. The study took place between August 2011 and December 2012.
For the purpose of this study, the analysis was limited to data that could be
accessed directly by SAQA and the DHET. Data were sourced from the South
African Council for Educators (SACE), but the decision was made not to
include the data due to inconsistencies which were being addressed by
SACE, but which were not ready for inclusion in this research.
This is the first time that the data are being compared and the results made
public. The datasets from SAQA and the DHET were further limited to the year
2010 in order to facilitate comparisons. Quantitative data on migrant teachers
employed by private schools and school governing bodies (SGBs) were also
not included in this study mainly due to the absence of centralised
repositories. However, some qualitative data on migrant teachers in private
schools are included (see Chapter 5).
In conducting this study we have preferred to use the term 'migrant teacher' to
describe teachers from other countries who are teaching in South Africa.
While several other terms have been used to describe these teachers in South
Africa, such as “foreign”, “international”, “internationally trained”, “global”,
“recruited”,and “non-South African”, we found the term migrant to be the most
suitable. The term captures the possibility of both inward (to South Africa) and
outward (from South Africa) migration, but more importantly, it avoids the
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stigmatisation of being a foreigner in another country. The focus of the
research is however on inward migration, that is, immigration.
This choice is supported by several related studies (Manik 2005; Morgan,
Sives and Appleton 2006; South African Council for Educators 2011; Smith
and Nhavoto 2012). Considering South Africa's recent history, notably several
incidents of xenophobia since 2008, it was important to use a term that
contributes in a constructive manner to the portrayal of these teachers.
It is anticipated that the findings of this study will impact on national policy,
research and practices relating to the employment of migrant teachers in the
public sector. In particular, the study aims to influence policy and approaches
to data collection in the DHET and SAQA for credential evaluation practices,
teacher supply and demand planning, and most importantly, the fair and
equitable conditions under which migrant teachers are employed.

Location of the study within the broader context of the
Commonwealth Teacher Recruitment Protocol
This study was initiated as a direct outflow of the involvement of South Africa in
the development of the Commonwealth Teacher Recruitment Protocol
(CTRP) that was agreed in September 2004. The South African involvement
included the Department of Education (now the DBE and DHET), SAQA, the
South African Democratic Teachers Union (SADTU), SACE and individual
researchers, notably from UKZN and the University of Pretoria. Since 2004,
concerns have been raised regarding the lack of accessible data on migrant
teachers in South Africa as well as on the migration patterns of South African
teachers to other countries, despite the fact that such data are being captured
in different ways, and in different places within government structures.
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Following a Commonwealth Teacher Research Symposium held in Addis
Ababa in June 2011 (see Commonwealth Secretariat and United Nations
Education, Scientific and Cultural Organisation International Institute for
Capacity Building in Africa [UNESCO IICBA] 2012), representatives from
South Africa, including the DHET (Whitfield Green), SAQA (James Keevy)
and UKZN (Sadhana Manik) committed to exploring collaboration options that
would document and analyse the position of migrant teachers in South Africa.
This book is a direct result of the collaboration.
Teacher migration is recognised as a growing regional, continental and global
phenomenon. As emphasised in the Symposium Statement of the Fifth
Annual Commonwealth Teachers' Research Symposium held in South Africa
in 2010, 'many countries across the globe face severe current and future
shortages and changes in teacher supply and demand' (Ochs 2011: 5). This
stark fact is confirmed by the recent review of the global demand for primary
teachers conducted by the UNESCO Institute for Statistics (UIS 2010) which
found that 7.2 million new teachers will be needed globally between 2008 and
2015 to replace teachers leaving the profession. Amongst 99 countries that
need to expand their teaching forces, 6.8 million teachers need to be recruited
to cover not only 1.7 million additional posts to reach universal primary
education (UPE) but also 5.1 million teachers in order to fill the posts of
teachers leaving the profession (assuming an annual attrition rate of 5%)(UIS
2010). According to the UIS, sub-Saharan African countries alone will need to
recruit more than 2 million teachers in total to maintain today's teaching forces
and to make the extra effort to meet UPE. In North America and Western
Europe, countries will need to replace about 1 million of today's teachers due
to attrition.
In order to address these shortages many countries are actively recruiting
teachers, in many cases from more vulnerable small and developing states,
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either through bilateral processes or recruitment agencies (Lederer 2010;
Manik 2010), or by simply employing individual teachers as they come into the
country, in many cases in temporary positions. While the migration of teachers
remains the right of the individual, just as has been the case particularly with
professionals in nursing (see Commonwealth Secretariat 2005) which has
become accepted in an increasingly globalised world, there is an enormous
price to be paid by sending countries that invest vast amounts in pre-service
training (see Musset 2010) lasting anything between 2.6 to 3.8 years for
primary teachers and 2.9 to 4.1 years for secondary teachers in
Commonwealth countries (Keevy and Jansen, 2010). Another important
factor for consideration is the potential exploitation of teachers in recruiting
countries, particulary when the recruitment takes place without governmental
oversight (Manik 2011).
For the 53 Commonwealth countries, the challenges associated with teacher
migration were recognised in 2002, mainly in reaction to teacher loss
experienced in the Caribbean region, and the CTRP was adopted in 2004
(Commonwealth Secretariat 2004). The key purpose of the CTRP has been
to:
…balance the right of teachers to migrate internationally, on a temporary
or permanent basis, against the need to protect the integrity of national
education systems and to prevent the exploitation of the scarce human
resources of poor countries. The Protocol also seeks to safeguard the
rights of recruited teachers and the conditions relating to their service in
the recruiting country (Commonwealth Secretariat 2004: 7).

The lessons associated with the implementation of the CTRP between 2004
and 2009 are important to note. In this regard the following key observations
stand out:
Firstly, there is the importance of context: as noted by Ochs and Jackson
(2009: x) in their study on the review of the CTRP, 'a central factor in the
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implementation of the [Commonwealth] Protocol was the issue of context'.
Referring to examples such as national, social and security policy, migration
legislation, organisation of education systems and unregulated industries,
Ochs and Jackson make the point that context impacts directly on the scale
and nature of teacher recruitment. Secondly, it is apparent that the CTRP had
achieved relatively low levels of awareness amongst key stakeholders,
including teachers. In South Africa this observation can be extended to include
teacher educators, and the employers of teachers. In their study Ochs and
Jackson found that 82.5% of interviewees were completely unaware of the
Protocol. Another important finding from the review was that countries, and in
particular Ministries of Education, were not capturing data on teacher mobility,
recruiting agencies and recruited teachers.
Many of the findings of the Ochs and Jackson study were confirmed in a
complementary study conducted by Keevy and Jansen (2010) focusing on the
transferability of teacher qualifications in the Commonwealth. The findings
included recognition of the limited data on migrant teachers, as well as the fact
that 'the issue of qualifications and comparability of qualifications remains a
challenge to the effective deployment of teachers' (2010:74). The study also
found that teacher qualifications in each country varied, based on context:
The unique context of each country located within its specific historical trajectory will,
over years, have contributed to significant interventions and approaches to qualifications
design and professional regulation of the teacher profession. This critical factor needs to be
borne in mind as comparisons are drawn across participating [Commonwealth]
countries (Keevy and Jansen 2010: 49).

Jansen (in Ochs 2011: 13) makes a similar point about context, although
referring specifically to the understanding of qualifications and the manner in
which teaching and learning takes place when he asks: 'what does it mean to
talk about qualifications when you are blind to context?' The importance of
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context is also supported by Spreen (in Ochs, 2011: 15), stating that 'we have
big problems to fix that have a lot to do with inequality and social justice around
educational outcomes…we cannot just ignore those things in thinking about
how we qualify and certify'.
In considering the preliminary findings of both the Ochs and Jackson (2009)
and Keevy and Jansen (2010) studies, the Commonwealth Steering
Committee on Teacher Qualifications and Professional Recognition, which
met at Stoke Rochford Hall, Lincolnshire, United Kingdom on 8 April 2009,
made several recommendations. Amongst others, it was recommended that
the CTRP be extended to provide for the right of safe passage and return to the
country of origin of teachers when the recruiting country becomes engaged in
conflict. It was also emphasised that existing data management systems
should be strengthened. Ministers were urged to support efforts to advocate
and disseminate the CTRP, particularly amongst teachers and teacher
organisations. Guidelines to support the design of induction and orientation
courses were proposed. In an attempt to strengthen the implementation of the
Protocol, the Steering Committee supported the Ochs and Jackson proposal
for the establishment of a dedicated unit as a:
…mechanism to address the non - adherence of countries, teachers, recruitment agencies
and ministries as well as to share good practices within and beyond the teaching profession
(Ochs and Jackson 2009: xi).

The voluntary nature of the CTRP, and the limited checks and balances in
place to monitor its implementation, was and remains a weakness (Ibid.). This
weakness was mitigated, at least to some extent, by encouraging the
establishment of focal points within Ministries of Education to deal with all
matters relating to the CTRP. The Commonwealth Secretariat was also
encouraged to bring its comparative advantage concerning the Protocol to the
global discourse, including to the Task Force on Teachers established by
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UNESCO. With regard to the study on qualifications, the Steering Committee
(later renamed the Working Group on Teacher Recruitment) proposed that the
comparability table of initial teacher qualifications be updated and reviewed
on a regular basis in order to make longitudinal and updated data on teacher
qualifications available to member states. The Committee also proposed that
the development of professional competency standards for Commonwealth
teachers be seriously considered, including the active collaboration of
teaching councils (Keevy and Jansen 2010).
In June 2010, a Commonwealth Advisory Council on Teacher Mobility,
Recruitment and Migration was established to provide guidance and advice to
the Commonwealth Secretariat on the monitoring and implementation of the
CTRP. South Africa participated actively in the meetings of the Advisory
Council, with the then South African Director General of Education, Duncan
Hindle, chairing many of the meetings. The Advisory Council supported the
earlier proposals that a strategy was necessary to raise awareness of the
Protocol through the proposed focal points, and that more needed to be done
to strengthen the information base on teacher mobility and migration. The
Council also proposed that examples of good practice be distilled, and
importantly, that strategies be explored to “model legislation” for
operationalising the Protocol in source and recruiting countries. Other
important recommendations of the Council included a call to countries to
create, expedite and report on effective implementation of a regulatory
framework for recruiters and recruitment agencies in accordance with the
provisions of the CTRP and relevant international standards. A consideration
of the feasibility of a Commonwealth and/or global quality standard of
agencies that agree to and conduct their business in accordance with the
principles of the CTRP was suggested. Governments were encouraged to
collaborate with teacher organisations in the implementation of the
Commonwealth Teacher Recruitment Protocol, and also to engage in bi-
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lateral/multi-lateral agreements on teacher migration as it relates to the CTRP.
Lastly, the Council proposed the development of professional teacher
standards through mutually agreed qualifications frameworks, in accordance
with the provisions of the CTRP to encourage cross-border recognition and
transferability of teacher qualifications and the professional registration of
teachers (Degazon-Johnson 2010).
Reflecting on the experiences that relate to the implementation of the CTRP
as outlined above, the following key observations stand out (Keevy 2011b):
Context matters. Context impacts on the scale and nature of teacher recruitment, the
recognition and comparability of teacher qualifications, as well as the extent to which the
teaching profession is regulated. In the case of teacher qualifications, it is evident that the
common English legacy shared by Commonwealth member states has resulted in several
commonalities with regard to levels, duration, and qualification types.
Professionalisation matters. Research shows significant weaknesses across the
Commonwealth in terms of the levels of professionalisation, including the establishment
and role of professional councils, continuing professional development and even criminal
record screening.
Enforceability matters. The extent to which a broad, non-enforceable political agreement,
such as a protocol for teacher recruitment, can be enforced by member states has clearly
been a limiting factor. This is confirmed by the recommendation of the Commonwealth
Advisory Council on Teacher Mobility, Recruitment and Migration for “model legislation” to
be developed to operationalise the Protocol, as well as the call on countries to create
regulatory frameworks for teacher recruitment.
Advocacy matters. Closely linked to the point on enforceability, it is recognised that a
protocol of this nature, especially when it is not yet enforceable, requires strong and
continuing advocacy to improve awareness not only with ministries, but also with the
teachers themselves.
Collaboration matters. The process of developing the Commonwealth Protocol is
exemplary in the extent to which it has been able to draw on different levels and
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experiences from member states. Through the establishment of interim committees to
oversee the Protocol, to the ongoing involvement of senior government officials, including
regular reporting to the Ministers of Education through the Conference of Commonwealth
Education Ministers (CCEM), there has been a continued emphasis on collaboration. An
area identified as a weakness has been the limited extent to which teacher professional and
employment organisations and recruitment agencies have been involved in this work.
Oversight matters. The role of the Commonwealth Secretariat, the now disbanded Steering
Committee on Teacher Qualifications and Professional Registration, and the recently
established Commonwealth Advisory Council on Teacher Mobility, Recruitment and
Migration cannot be underestimated. The additional call for a “dedicated unit” to monitor
non-adherence, as well as the identification of country focal points, all point towards the
need for strong and effective oversight mechanisms, particularly in the African context
where many countries do not have the capacity to effectively monitor teacher supply and
demand.
Data matters. The Commonwealth experience clearly shows that data on teacher migration
and recruitment are limited at best and that data management systems require
strengthening if countries are to do effective planning related to teacher provisioning.

A stable and well qualified teaching force, aligned to the needs of the
education system, is essential to ensure the effective delivery of quality
education in any country. For these reasons, an understanding of inward and
outward teacher migration patterns is essential for planning around teacher
supply and demand. Anecdotally, it seems as if inward teacher migration is a
significant contributor to teacher supply in South Africa, and may be one of the
reasons why the impact of what is known to be the inadequate production of
new teachers in South Africa is not being more strongly felt. It is also
understood that an over-reliance on inward migration of teachers is not
sustainable in the long term and has been recognised as a stop-gap measure.
This teacher source can prove to be unstable and unpredictable, for example,
if the factors causing teachers to leave the source country suddenly improve
(see Manik 2011) thus making it more attractive to stay in their home countries.

21

The changing of entry and professional requirements also contributes directly
to South Africa becoming less favourable as a destination.

The requirements for migrant teachers to be employed in
public schools in South Africa
For a migrant teacher to be employed in a public school in South Africa at least
four distinct but interrelated requirements need to be met. For international
students studying at a South African university, an additional admission
requirement exists. While these requirements are interdependent, they are
not always implemented in a sequential and coordinated manner. The
requirements are in most instances not well described for the applicants
involved in the interrelated process. Some systemic solutions are proposed in
the final chapter of this book.
The requirements are illustrated in the diagram below. The triangle contains
the requirements applicable to both national and migrant teachers, while the
circle resembles the additional need for migrant teachers to meet immigration
requirements.

Immigration
requirements

Employment
requirements
Qualification

Professional
requirements

Admission
requirements

Figure 1: Teaching requirements in South Africa

22

(1)

Evaluation of the international teaching qualification(s) by SAQA

Qualification

In the first place, the international teaching
qualification(s) of the migrant teacher who intends
to teach in a public school must be evaluated by the
South African Qualifications Authority (SAQA) to
determine its legitimacy in terms of status and
authenticity, its comparability to a South African

qualification and its location on the South African National Qualifications
Framework (NQF). This process requires the completion of an online
(www.saqa.org.za) or manual application form and a payment of between
R520 and R990 (2013 value) depending on the urgency of the application.
SAQA requires the following in order to evaluate the international teaching
qualification:
•

completed application form (online or manual)

•

certified copies of the relevant qualification(s)

•

verification of the authenticity of documents

•

original language and sworn translations

•

academic records and transcripts

•

subject list or diploma supplements (for higher education
qualifications)

•

country-specific requirements, e.g. in the case of artisans from
Zimbabwe, submission of the Skilled Worker Qualification card is
required

•

declaration by the applicant

On completion of the evaluation, a certificate is posted to the candidate or it
can be collected from the SAQA offices in Pretoria. The purpose of the SAQA
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evaluation is often misunderstood, both by applicants and employers. The
SAQA evaluation does not provide access to employment in the public or
private sector as it is limited to findings related directly to the international
qualification. It is also important to note that SAQA evaluates the qualifications
of all international persons seeking employment in South Africa, and not just
prospective teachers.
(2)

Application for a work permit issued by the Department of Home Affairs
A second requirement for employment in a public
school is the possession of a valid general or quota

Immigration
requirements

work permit issued by the Department of Home

Qualification

Affairs (DHA) (www.dha.gov.za). The cost of this
application was R1 520 in October 2013 and the fee
could be paid by the applicant or the employer. For
a general work permit, the applicant and
prospective employer must prove that there is no

South African person who can fill the position. For a quota work permit, a noncitizen must prove to the DHA that he or she has the skills that South Africa
deems critical and/or scarce. This list is published on an annual basis
according to specific professional categories for which a demand exists in the
local South African labour market. Examples include teachers in
mathematics, science and biology. A quota work permit is issued to an
applicant before he or she has secured employment.
The following is required by the DHA when applying for a work permit:
•

certified copy of the applicant's identity document or passport

•

SAQA evaluation certificate

•

sworn translation of the qualification certificate if not in English
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•

registration with the relevant professional body (for teachers, this is
with SACE)

(3)

•

completed application form

•

application fee

Apply to SACE for professional registration as a teacher
A third requirement for public school teachers is

Qualification

related to the professional status of the migrant
teacher. The South African Council for Educators
(SACE) (www.sace.org.za) is the statutory
Professional
requirements

professional body that oversees the registration of
teachers, professional development activities and
a code of ethics.

The following is required by SACE for registration purposes:
•

completed registration form

•

valid proof of legal entry into South Africa

•

registration fee, which is currently R200 for South African teachers,
and R400 for foreign teachers and South African teachers working
outside of South Africa

•

certified copies of qualifications and passport

•

letter of employment or pending employment in South Africa

•

letter of good ethical and professional standing from the teaching
council or the ministry of education where there is no council, to
satisfy ethical standards

This letter of good ethical and professional standing must verify that the
teacher was authorised to teach in a specific jurisdiction, that the authorisation
was never suspended, cancelled or revoked. The letter must also be and
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original, stamped and signed by the appropriate official, and not be more than
one year old when SACE receives it.
SACE does allow for migrant teachers to be registered provisionally, and this
registration is renewable. The duration ranges from one to three years. SACE
distinguishes between those who have fulfilled all the requirements for
registration (including the documents highlighted above) as a qualified
teacher; those whose proof of qualification or letter of good standing is
pending; and those who are academically but not professionally qualified as
teachers.
In terms of qualifications, SACE requires Relative Education Qualification
Value 12 (REQV12) for teaching in the pre-primary phase (matric plus a twoyear certificate in teacher education), REQV13 for primary and secondary
phases (matric plus minimum teacher education qualification of three years),
or 'any other qualification recognised by the Council for purposes of registration'. REQV, a qualification grading system used in the public education
system, has important implications for employment, and for the salaries of
teachers employed by the State. It is discussed in more detail in Chapters 3
and 4.
SACE requires the prior evaluation of international qualifications to be done by
SAQA or by the employer (provincial education departments). The role of
SACE is not always understood by migrant teachers. One reason for this is the
fact that the majority of migrant teachers in South Africa are from various
African countries, and most of these countries do not have well established
teaching councils like SACE and the Teacher Registration Council of Nigeria.
To further complicate the matter, SACE is not listed as a professional council
by the DHA when applications for work permits are initiated. The acceptance
of either the SAQA or DHET evaluations of international qualifications also
results in confusion.
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(4) Meet employment requirements
A fourth requirement for a migrant teacher is determined
by the relevant employer. In the case of teachers in private
schools, the school acts as the employer, while in the case
of temporary or contract appointments at public schools,
Employment
requirements

the School Governing Body (SGB) acts as the employer.
For employment in a public school post funded by the

Qualification

state, the employer is the relevant provincial department
of education. Provincial education departments evaluate
the qualifications of local teachers. In the case of migrant
teachers' qualifications, and in cases where local teachers
hold complex and/or international qualifications, the

DHET provides a service to the provincial education departments in terms of
evaluating these teachers' qualifications for employment in education. The
evaluation determines the compliance of the international qualification(s) with
prevailing South African policies on teacher education qualifications and the
recognition of qualifications for employment in education.
The following is required by the DHET when applying for the evaluation of a
foreign qualification for employment in education in South Africa:
•

certified copy of the qualification certificate

•

official transcript of the qualification, indicating the different
subjects, number of hours of study and practice in each subject, as
well as the number of years of study required to complete the
qualification

•

official statement from the education authority in the country of
origin, indicating whether the particular qualification is recognised
for employment in that country
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•

information relating to the foreign institution concerned

Policies currently in place that have an impact on this process include:
Personnel Administration Measures (PAM) (South Africa 1999), which
indicates the use of REQVs in determining the value of the qualifications held
by teachers seeking employment.
Norms and Standards for Educators (Department of Education [DoE] 2000a):
This policy describes a set of professional teacher education qualifications for
South African teachers that draws strongly on the notions of teachers' roles
and competences that must be developed in teacher education qualification
programmes. This policy has been superseded by the Policy on Minimum
Requirements for Teacher Education Qualifications (DHET 2011b). The
qualifications offered by higher education institutions linked to the Norms and
Standards for Educators (DoE 2000a) are currently being phased out.
Policy on Minimum Requirements for Teacher Education Qualifications
(DHET 2011b): This policy describes a set of initial professional and postprofessional qualifications for educators in the schooling sector. It
foregrounds the notion of teacher knowledge and practice, and describes five
kinds of teacher learning that should happen through teacher qualification
programmes, in varying ratios, depending on the purpose of the qualification.
This policy is based on the Higher Education Qualifications Framework (DoE
2007), which thus also has a bearing on the evaluation of qualifications for
employment in education. The Higher Education Qualifications Framework
(DoE 2007) has since been replaced by the Policy on the Higher Education
Qualifications Sub-Framework (SAQA 2013a) resulting in the need for minor
adjustments to the Policy on Minimum Requirements for Teacher Education
Qualifications(DHET 2011b). The adjustments are currently being finalised.
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The following minimum South African qualifications for initial teacher
education are required for new entrants to the teaching profession, including
migrant teachers, in terms of this policy:
•

Bachelor of Education (BEd) (NQF Level 7), or

•

Advanced Diploma in Teaching (NQF Level 7) which caps an
undergraduate Bachelor's degree (NQF Level 7 or 8) or an
approved Diploma (NQF Level 7)

Policy on Professional Qualifications for Lecturers in Technical and Vocational
Education and Training (DHET 2013d): This policy, also based on the notion of
teacher knowledge and practice, and based on the Higher Education
Qualifications Sub-Framework (SAQA 2013a), puts in place a set of
qualifications for lecturers teaching in Technical and Vocational Education and
Training (TVET) Colleges.
The development of a Policy on Qualifications for Adult Educators and
Community Education and Training Lecturers, including the release of the
policy for public comment, was at an advanced stage at the time of completion
of this book (February 2014).
Criteria for the Recognition and Evaluation of Qualifications for Employment in
Education based on the Norms and Standards for Educators (DoE 2000b):
This policy provides a mechanism for recognising and assigning an REQV for
the qualification or set of qualifications that an individual teacher holds. The
assigned REQV has important implications for employment, and for the
salaries that teachers employed by the State will earn. It is important to note
that qualifications gained by South African teachers are always evaluated in
relation to the policies that were in place at the time the qualifications were
achieved. This policy is revised from time to time to take into account any
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changes in the qualifications policies for teachers. It is currently (2014) being
revised to take into account the new qualifications policies described above.
The required REQV levels for professionally qualified teachers are as follows:
•

The qualification pathways for new teachers as described in the
Policy on Minimum Requirements for Teacher Education
Qualifications (DHET 2011) result in an REQV evaluation of
REQV14.

•

However, teachers who qualified before the current minimum
requirements were put in place and who hold a qualification or set of
qualifications evaluated at REQV13 are deemed to be
professionally qualified, in line with the policy requirements at the
time that they qualified.

•

A professionally unqualified educator can receive up to REQV15 for
approved and recognised academic qualifications, but does not
qualify for permanent employment without a professional teaching
qualification.

The DHET, at present, does not require the applicant to be in possession of a
valid work permit, SACE registration certificate, nor of a SAQA evaluation. The
DHET does however consider the SAQA evaluation of the international
qualification(s) of the migrant teacher, but conducts further evaluations for
employment purposes to determine the compliance of the international
qualification with the policies as listed above. This additional but essential
requirement of the employer is often misunderstood when candidates view
the SAQA evaluation as the ultimate determination of the requirement to
teach. With increasing levels of fraudulent qualifications submitted to both
SAQA and the DHET, the two sets of evaluations are in some instances
contradictory, resulting in several complications.
(5)

Meet admission requirements of the university (when studying at a
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South African university)
For international students studying in South Africa, the SAQA evaluation of
their previous international qualifications is required by most of the higher
education institutions (HEIs). In some cases,
the HEI may prefer to conduct its own evaluation
Qualification

of the international qualifications before
admission is granted. Due to the fact that
admission lies within the authority of public

Admission
requirements

HEIs, the SAQA evaluation can be overruled.

Such discrepancies between different evaluation processes result in some
confusion on the part of the student.
The HEIs must take into account whether admission requirements for access
to a specific teacher education qualification, as described in relevant
qualifications policies, has been met. This has important legal implications. If a
student is admitted to a qualification but has not met the admission
requirements for the qualification, the new qualification may not be recognised
for employment in education, even though the student has successfully
completed the programme. Errors have occurred in this regard, and HEIs
have inadvertently invited legal action on the basis of incorrect admission to
programmes. The DHET is increasingly assisting HEIs to make this
determination, especially for complex and/or lesser known foreign
qualifications, and has instituted a process to provide training to university
officials in this area. The growing problem of “qualification laundering” is also
applicable here. There are increasing instances of lower-level fraudulent
foreign qualifications being submitted for admission into higher-level South
African qualifications. Illegitimate qualifications are then “capped” with a
further qualification, which is then used to gain access to employment.
The table below provides a summary of the requirements that migrant
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teachers must meet as described above. The requirements are not presented
sequentially as no agreements are in place for this purpose.
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Issues
study or
general/quota
work permit

Registers
teacher

SACE

Evaluates
international/
foreign
qualifications

Function

DHA

SAQA

Evaluating
agency

R1 520

R400
Certified copies
of qualifications,
letters of
employment
and good
professional
standing

• registration form
• valid proof of legal entry into South Africa
• registration fee
• certified copies of qualifications and passport
• letter of employment or pending
employment in South Africa
• letter of good ethical and professional
standing

R990

R520-

Cost
(in 2013)

• SAQA evaluation certificate
• sworn translation of the qualification
certificate if not in English
• registration with the relevant professional
body (for teachers, this is with SACE)
• completed application form
• application fee

• completed application form
• certified copies of the relevant
qualification(s)
• verification of the authenticity of documents
• original language and sworn translations
• academic records and transcripts
• subject list or diploma supplements
(for higher education qualifications)
• country-specific requirements
• declaration by the applicant

To determine
legitimacy of
qualifications
and comparability
with South African
qualifications on
the NQF

To enable the
migrant teacher
to study or be
employed in the
country if he/she
meets admission
or employment
requirements

Submission
requirements

Purpose of
evaluation

SACE
registration
certificate

DHA study
permit or
work permit

SAQA
evaluation
certificate

Upon
successful
completion
of
evaluation,
migrant
teacher
receives…
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To determine the
extent to which
migrant teacher
qualifications
meet
requirements
for employment
in education in
South Africa.
To assign an
REQV status to
evaluated
qualifications

To determine
whether
prospective
student meets
admission
requirements for
qualification
programme

Provides
opportunities
for further
studies

Purpose of
evaluation

Employs
teachers

Function

• SAQA evaluation and/or conducts own
evaluation
• recommendation from the DHET
• certified copies of qualifications
• study permit

• certified copy of identity document/ passport
• certified copy of the qualification certificate
• official transcript of the qualification
• official statement from the educational
authority in the country of origin
• information relating to the foreign institution
concerned

Submission
requirements

Table 1: Requirements for migrant teachers in South Africa (fees as charged in 2013)

University

Provincial
Education
Departments/
DHET

Evaluating
agency

Application
fees vary
from
institution to
institution

No cost

Cost
(in 2013)

Admission
to study
programme

DHET
Evaluation
Certificate

Upon
successful
completion
of
evaluation,
migrant
teacher
receives…

It should be noted that each of the four evaluations described above are
conducted for a specific purpose, and whilst there may be a need for these
processes to be streamlined, there is a need for each to be carried out. The
table above also shows that migrant teachers need four sets of evaluation
documents to be in place before they can be legitimately employed in South
Africa:
1. SAQA evaluation certificate
2. DHA work permit
3. SACE registration certificate
4. DHET evaluation certificate
The implementation of the requirements for migrant teachers in South Africa is
not centrally coordinated, although some collaboration between SAQA, the
DHA, the DHET and SACE has taken place in recent years. The lack of
coordination has contributed directly to complexities relating to the
appointment of migrant teachers, particularly when viewed from the
perspective of the migrant teacher. The increase in the submission of
fraudulent qualifications in recent years has further contributed to the urgent
need for a more systematic and possibly even sequential approach to the
processes. Without the necessary coordination and agreement on the order of
applications, and the specific functions of each application (which then do not
need to be duplicated elsewhere) the system is particularly vulnerable to
exploitation. Officials and evaluators at all the relevant institutions, including
admission officers at HEIs, will be greatly supported in their ability to identify
possible instances of fraud in an agreed and coordinated process. A
coordinated process will also enable the evaluation processes for the migrant
teacher to be expedited. The need for coordination is taken up again in
Chapter 6.
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Recognising international teacher qualifications
Table 2 below gives an overview of the main initial teacher qualifications
offered across 35 participating Commonwealth countries that formed part of
the study conducted by Keevy and Jansen (2010). It is noted that, largely due
to the Commonwealth legacy in these countries, there are some
commonalities such as the level and duration of qualifications, qualification
types, and importantly also a common weakness across the countries when it
comes to professional requirements (only eight of the 35 participating
Commonwealth countries were found to be enforcing comprehensive
professional requirements).
When considering the status of migrant teachers in South Africa, it is useful to
take note of the findings of the Keevy and Jansen (2010) study as they provide
several benchmarks in relation to qualifications and professional
requirements for teachers. As can be seen in the table below, there is strong
convergence towards two pathways to reach fully qualified status: the first is
an academic pathway consisting of a Bachelor Degree (of between three and
four years’ duration) followed by a shorter duration professional qualification
(such as a Postgraduate Diploma or Graduate Diploma); the second is a
professional qualification, typically a Bachelor Degree in Education, although
there are some variations in the naming. As described later in this publication,
South Africa is one of the countries that has implemented these two pathways
towards fully qualified status.
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12.5
9.5
16.5

2.13
1.9

Postgraduate Diploma in Education

Postgraduate Certificate in Education

Associate Degree in Education

1.00

15.8
10.2

3.57
1.20

Bachelor Degree in Education

Graduate Diploma in Education

11.5

2.08

Certificate in Education

0.71
15.2

3.43
2.07

Diploma in Education

Bachelor Degree

Qualification

Table 2: Qualifications across participating countries (adapted from Keevy and Jansen 2010)

Professional

Academic

Qualification type

Average
practical
component
(weeks)

Average
duration
(years full-time
equivalent)

9

17

14

14

74

46

46

60

Percentage
of countries
that offer the
qualification
(n=35)

When international teaching qualifications are evaluated by SAQA in South
Africa, several aspects are taken into account. In comparing international
qualifications with South African qualifications, the following are considered:
•

authenticating the status of institutions and the qualifications offered

•

investigating the authenticity of qualification documentation

•

verifying that the qualification was awarded to the individual in
question

•

the structure and outcomes of the international qualifications

In addition, when the evaluation is conducted for employment purposes by the
DHET, or for admission purposes by an HEI, the extent to which the
qualifications match professional teacher qualification requirements in South
Africa are also considered.
It is in the comparability of the international qualification where the similarities
within the Commonwealth play an important role. Education and training
systems within countries with similar colonial influences tend to be more
compatible, and this facilitates the comparison of qualifications. This is an
important factor that should be considered also when evaluating the
qualifications of migrant teachers in South Africa.
A related point must also be considered here: the evaluation of qualifications,
in this case, the evaluation of teacher qualifications, is a practice that has been
in place across the world for many years. More commonly referred to as
credential evaluation, the practice draws on, and has influenced, several
international conventions, such as the Lisbon Convention in Europe and the
Arusha Convention in Africa. A key feature of the practice has been a strong
reliance on information provided by the country of origin, such as the purpose
of the qualification, the duration, the level and the status of the awarding body.
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The global development of qualifications frameworks over the last thirty years
has influenced these practices (Adam 2013), notably towards the inclusion of
learning outcomes in the evaluation process. It must however be noted that
the influence of qualifications frameworks on credential evaluation practices is
still at an early stage, with only a few countries exploring the potential benefits
(Keevy 2010). South Africa is a leading country in this area, just as it was in the
late 1980s when national qualifications frameworks were first introduced in
Australia, New Zealand, Scotland, Ireland, France, and of course, also South
Africa.
The interrelationship between different modes of recognition of qualifications
must also be considered. As explained above, credential evaluation provides
a well-established practice, although this is being influenced by the move
towards learning outcomes facilitated by the introduction of qualifications
frameworks. The referencing of national and regional qualifications
frameworks provides yet another mode of recognition that will become more
important in the future. Prior agreements, such as bi- and multi-lateral
agreements between countries, and regional conventions also play an
important role. A last mode of recognition is that of the social uses of
qualifications, which includes employment and social benefits. Classically,
teacher qualifications function as an effective discriminator of who is eligible
for employment as a teacher and of prescribed employment benefits.
Qualifications become the arbiter of the “social goods” (as described by
Durkheim and Giddens 1972) for which an aspirant teacher is eligible (Isaacs
and Keevy 2009), such as for promotion or appointment. Given the discursive
practices in any one country, the collective bargaining practices and the
historical trajectory of the State, a set of teacher employment practices
emerge. These practices reflect many different impacts of how qualifications
are evaluated, perceived and finally “socially valued” (Jorgensen 2008).Each
of the modes of recognition are employed for specific purposes, in some
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instances explicitly so, and in others, more implicitly. Table 3 below illustrates
the relevance of the different purposes in relation to the four modes of recognition.
Purpose of recognition

Mode of recognition

Improve
Demonstrate Facilatate
transparency competence cross-border
mobility

Give
access to
social
goods

Credential evaluation

*

**

***

*

Prior agreement

*

*

***

*

***

*

***

*

*

*

*

***

Benchmarking (incl. referencing)
Social uses

Table 3: Recognition of qualifications (Keevy and Jaftha 2013) (Key: * some relevance,
** relevant, *** very relevant)

For this study on the status of migrant teachers in South Africa, it is important
to take note of the different modes of recognition and their purposes.
Credential evaluation is currently performed by SAQA, the DHET and some
HEIs. As illustrated in the table above, the main purpose of these evaluations
is to facilitate cross-border mobility of the migrant teachers to South Africa.
While this study does consider the relevance of prior agreements,
benchmarking and social uses, it is primarily concerned with credential
evaluation. The other three modes of recognition are however important to
consider as they all have a direct bearing on the effectiveness of credential
evaluation. Each is briefly discussed below.
Prior agreements to recognise qualifications, including teacher qualifications,
between South Africa and other countries are limited but have the potential to
play an important role in the facilitation of cross-border mobility. Current
agreements include a 2009 agreement with Germany on the Abitur
qualification (equivalent to a South African university entrance certificate)
offered at German schools in Johannesburg, Pretoria and Cape Town; and a
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2013 agreement with Russia on the mutual recognition of educational
qualifications and academic degrees. Despite the significant numbers of
Zimbabwean teachers in South Africa (see Chapters 3, 4 and 5) no bilateral
agreement exists with South Africa.
Benchmarking between South Africa and other countries takes place on a
regular basis. Examples include the comparison of 35 Commonwealth
countries referred to earlier in this chapter (Keevy and Jansen 2010); an
evaluation of the South African Senior Certificate in relation to selected
international qualifications (Umalusi and Higher Education South Africa
2008); and a recent study on the recognition of South African qualifications in
Australia (Jaftha et al 2014).
The social uses of qualifications in South Africa, specifically the extent to
which migrant teacher qualifications function as an effective discriminator of
who is eligible for employment as a teacher and of prescribed employment
benefits in South Africa, is an undeniable reality. The challenge facing South
African regulatory bodies and other institutions involved in the various
processes that migrant teachers are being subjected to is to move towards a
more transparent, streamlined and coordinated approach that can also be
used to demonstrate competence and facilitate cross-border mobility. As
noted by Isaacs and Keevy (2009:8), this is an underdeveloped area that
requires more attention in the future:
The social uses of qualifications impact directly on attempts at improving transparency of
qualifications, as in the comparability table developed for teacher qualifications. Social
valuing, however, remains relatively intangible and is currently located beyond the
boundaries of the qualifications framework discourse.
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In an attempt to increase transparency, it is important that migrant teachers be
made aware of the evaluation practices of international qualifications by
SAQA, the DHET, SACE and HEIs; specifically the extent to which these
practices are based on international models, and are performed against clear
criteria captured in policy. Migrant teachers should have full access to the
criteria being applied when qualifications are evaluated, including objective
appeal mechanisms. Migrant teachers should also have access to the criteria
applied by recruiting agencies, employers, schools and recruiters. The extent
to which this is happening in practice is a point we will return to at the end of
this book.

Research design
The research design is framed within the overall conceptual framework and
location of the study within the CTRP and related developments. The study
takes as its starting point the need for balancing the right of teachers to
migrate internationally against the need to protect both the integrity of national
education systems, and to safeguard the rights of recruited teachers in the
recruiting country (Commonwealth Secretariat 2004).
The study employs a mixed-mode approach, involving both quantitative and
qualitative methodologies by accessing various data sources, including the
NLRD, the evaluation of international qualifications conducted at SAQA and
the DHET, PERSAL data from the DHET, and interviews with migrant teachers
in three provinces of South Africa.
Fundamental to the research design are three sets of research questions and
the corresponding sources of data:
The first set focused on teacher qualifications, both those awarded in South
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Africa, and those awarded in other countries, but evaluated in South Africa.
Here it was asked how many international students had graduated with
education-related qualifications in 2010 from public universities in South
Africa. The NLRD is identified as the primary source of data for this purpose
(SAQA 2013b).
Data extracted from the NLRD identified 2 982 international students who
achieved education and teacher-related qualifications at accredited South
African institutions or other private providers in the year 2010 (Ibid.). The
methodology utilised in extracting and analysing the data consisted of three
procedures. The first step was the extraction of the data from the NLRD, based
on a comprehensive list of education and teacher-related qualifications from
NQF Organising Field 5 (Education, Training and Development). The list was
supplemented with qualifications identified through extensive text searches of
qualification titles for education-related terms, as not all education and
teacher-related qualifications are registered in Organising Field 5. The second
step was to run queries to produce a dataset for analysis. A learner
achievements query was initiated, using the qualification identifiers of the list
of qualifications produced. Additional queries were run to obtain the
qualification information as well as personal information relating to gender,
age etc. of the qualification holder. Analysis of the dataset marked the third
step of producing the report. Chapter 2 of this report provides a detailed
overview of this dataset as conducted by Molatelo Tloubatla, Carina Oelofsen
and Yvonne Shapiro from SAQA. Whitfield Green provided additional data on
the achievement of education-related qualifications at public universities in
South Africa (DHET 2013c), which is compared with the SAQA (SAQA 2013b)
data.
Another question focused on the extent of evaluations of international teacher
qualifications in 2010. SAQA data on the evaluations of international
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qualifications (SAQA 2013d)are analysed and presented in Chapter 3. The
analysis was conducted by Auburn Daniels from SAQA, with support from
Navin Vasudev and Nadina Coetzee. This dataset includes information on
2,863 international teaching-related qualifications evaluated by SAQA in
2010. Additional data from DHET (DHET 2013a) were analysed by Whitfield
Green and compared with the SAQA data.
The second set of research questions focused on the extent of employment of
migrant teachers in public schools in South Africa. For comparative purposes,
the year 2010 was also used. Data from PERSAL were accessed for this
purpose (DHET 2013b). Chapter 4 was prepared by Whitfield Green from the
DHET. The chapter provides an analysis of 1,633 migrant teachers on the
PERSAL system employed in South Africa in November 2010.
The third set of questions focused on the individual experiences of migrant
teachers in South Africa. Sadhana Manik from UKZN conducted this
qualitative component of the study. In Chapter 5 she reports on migrant
teachers' professional experiences in South Africa, based on data collected in
KwaZulu-Natal, Limpopo and Gauteng. Twenty-five migrant teachers were
either interviewed or asked to complete a questionnaire: 14 teachers were
interviewed (using a semi-structured interview schedule) and 11
questionnaires were received from teachers. The study was informed by the
requisite research ethics, with all participants and schools given pseudonyms,
thus ensuring that they would remain anonymous. Consent was obtained from
all participants prior to embarking on data collection. Participants who were
interviewed chose not to be recorded and thus trustworthiness of the data was
obtained by reading participants' responses back to them at the end of their
response to each question. In the analysis of the data, participants' interviews
were repeatedly read with the critical questions in mind and coded according
to the categories that emerged. Responses from the questionnaires were
similarly coded into categories.
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Structure of the following chapters
The following chapters of this book are structured according to the categories
of research questions outlined above, namely: the number and range of
international students who graduated with teacher-related qualifications in
2010 from public universities in South Africa; the number and range of
evaluations of international teacher qualifications by SAQA in 2010; the
number and range of employment of migrant teachers in public schools in
South Africa in 2010; and also the individual experiences of migrant teachers
in South Africa.
Chapter 2 provides a detailed analysis of the qualifications awarded to
international students in South Africa by public HEIs in 2010. Chapter 3
focuses on the evaluations of international teacher qualifications by SAQA
and the DHET in 2010. Chapter 4 gives an analysis of the number and range of
employment of migrant teachers in public schools in South Africa in 2010,
based on the PERSAL data. Chapter 5 is an account of the individual
experiences of 25 migrant teachers in South Africa. In Chapter 6 we reflect on
the findings across the different data sources as we identify key implications
for policy and data collection for the appointment of migrant teachers in South
Africa.
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CHAPTER 2
ACHIEVEMENT OF SOUTH AFRICAN
TEACHING QUALIFICATIONS BY
INTERNATIONAL STUDENTS
Molatelo Tloubatla, Carina Oelofsen, Yvonne Shapiro and Whitfield Green

Introduction
The concept of internationalisation in higher education is a topical issue. Its
potential benefits, as well as the challenges associated with it, have been well
documented by a number of scholars (see for example Oosthuizen 2014 and
Adam 2014). A Communication on European Higher Education in the World
(European Commission 2013) proposes that the internationalisation of higher
education will prepare learners (abroad or in Europe) to live in a global world
by increasing their experience and knowledge, employability, productivity and
earning power.
Internationalisation can lead to increased opportunities for students and
academic staff mobility through, for example, students from one country
opting to study in another, student and staff exchanges, joint offering of
qualifications, joint research projects and so on. Some of the obvious
advantages of internationalisation include international knowledge sharing
and opportunities for new learning. Some challenges include the relevance of
a qualification gained in one country for work in another, recognition of
qualifications across borders, perceived threats posed by international
students, undermining of national systems and processes, and the danger of
localised knowledge being undermined or not valued.
Within the local regional context, a Southern African Development Community
(SADC) Protocol on Education and Training (SADC 1997) was signed in
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Blantyre in 1997 by 12 SADC countries, including South Africa. Specifically in
relation to student and staff mobility and access to universities, member states
agreed (Ibid.):
•

to recommend to universities and other tertiary institutions in their
countries to reserve at least 5% of admissions for students from
SADC nations, other than their own

•

to work towards harmonisation, equivalence, and eventual
standardisation of university entrance requirements

•

that in order to prevent costly repetition of courses taken at
universities within the region and in order to contribute towards the
mutual recognition of qualifications throughout the region,
universities shall be encouraged to devise mechanisms to facilitate
credit transfer from one university to another within the region

•

that it is desirable to work towards the harmonisation of the
academic years of universities in order to facilitate staff and student
mobility

•

that within ten years from the date of entry into force of this Protocol,
they shall treat students from SADC countries as home students for
purposes of fees and accommodation

•

to facilitate movement of students and staff from the region for
purposes of study, research, teaching and any other pursuits
relating to education and training, and

•

to work towards the gradual relaxation and eventual elimination of
immigration formalities that hinder free student and staff mobility.

In response to the requirements of the SADC Protocol to work towards
harmonisation, equivalence as well as national accreditation systems, work
was initiated in 1997 to develop a SADC Regional Qualifications Framework
(RQF) (SADC 2005). After several years of collaboration, the SADC RQF was
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approved in September 2011 (SADC 2011), and is now at an early stage of
implementation. It is anticipated that the SADC RQF will play an increasingly
important role in determining the comparability of qualifications, not only
within SADC, but also further afield as regional qualifications frameworks are
also developed in Europe, Asia and the Caribbean (Keevy, Chakroun and Deij
2010).
This chapter analyses the phenomenon of international students studying in
education programmes in South Africa against the backdrop of
internationalisation and regional co-operation in higher education. Data
drawn from the National Learners' Records Database (NLRD) (SAQA 2013b)
and the DHET 2010 annual survey on education graduates (DHET 2013c) are
analysed and compared to determine the number of international students
studying towards education qualifications in South Africa.
There are two qualification pathways to qualify as a teacher in South Africa, as
was discussed in Chapter 1 drawing on the study on teacher qualifications in
the Commonwealth (Keevy and Jansen 2010) and the Policy on the Minimum
Requirements for Teacher Education Qualifications (DHET 2011):
•

The first pathway is through the completion of a four-year, full-time
Bachelor of Education Degree (BEd, NQF Level 7)

•

The second is an appropriate general undergraduate degree (NQF
Level 7 or 8) or approved diploma (NQF Level 6) followed by a oneyear postgraduate qualification, such as a Postgraduate Certificate
in Education (PGCE) (NQF Level 7), recently replaced by the
Advanced Diploma in Teaching (Adv. Dip. [Teaching])
(NQF Level 7) .
1

1
Following a strong appeal from the field of teacher education in South Africa, the revised Higher Education Qualifications SubFramework (HEQSF) (SAQA 2013a) allows the use of the name Post-Graduate Certificate in Education (PGCE) for the Advanced
Diploma in Teaching. The revision of the Policy on Minimum Requirements for Teacher Education Qualifications (DHET 2011b) will
reinstate the use of this name.
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Both pathways require at least four years of full-time study. The BEd and the
PGCE/Adv. Dip (Teaching) are known as initial professional teaching qualifications. Teachers are also able to study towards a wide variety of continuing
professional development qualifications and postgraduate qualifications.
Post–professional qualifications typically have a retraining or upgrading
function, or serve to develop competence in specialised professional roles
such as educational leadership and management. These qualifications are
fully described in the Policy on Minimum Requirements for Teacher Education
Qualifications (DHET 2011b).
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Biographical profile of international students graduating
with teaching-related qualifications
Table 4 shows that most of the international graduates with education-related
qualifications in 2010 were from Namibia (1072 or 36%), followed by
Zimbabwe with 236 (7.9%), then Lesotho and Swaziland, both with 206
(6.9%) graduates. The data clearly illustrate that most international graduates
in teaching-related qualifications in South Africa are from other SADC
countries (1937 or 64.9%), and specifically from those in close proximity to or
that share a border with South Africa. The data also show that the largest
category of people who have achieved education and teacher-related
qualifications were between the ages of 30 and 39 (1 206 or 40.3%). The
predominance of this relatively mature age cohort may indicate that many
migrant teachers who already hold some qualifications may be capping these
qualifications with a South African initial teaching qualification in order to teach
in South Africa. Alternatively, they might already be recognised teachers in
their own countries, and are completing a South African continuing
professional development-type programme to equip themselves to teach in
South Africa.
Overall, 2 219 (74.4%) of the graduates were women, and 763 (25.6%) were
men. This is an interesting trend that is accentuated in the teaching
profession, where women are also strongly represented within national
systems. The number of females is greater than the number of males across
the age ranges, except for age range 60-69 years where the difference is
minimal. Internationally, and across a range of professions, the trend of
women migrating has steadily increased to a point where the two genders are
at par as noted by Jolly and Reeves (2005). They also note that in Africa
'women tend to move shorter distances than men. Women migrants are more
likely to migrate internally or just across borders than migrant men' (2005: 7).
This trend is consistent with the findings presented above.
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Table 4: Nationality, age and gender of international students graduating with teaching-related qualifications in 2010 (SAQA 2013b)
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39
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Total

Teaching-related qualifications awarded to international
students in South Africa
Analysis of the available data shows that international students engaged in all
levels of study within the field of education, spanning NQF Levels 1 to 10,
and including initial teacher education, continuing professional development
and high-level postgraduate studies.
2,982

South Africa Graduates
International Graduates

37,322
Figure 2: Achievement of teaching - related qualifications in 2010 (SAQA 2013b)

Data from the NLRD (SAQA 2013b) further shows that 40 304 people
achieved education and teacher-related qualifications in 2010. This includes
all types of educational qualifications, not only initial teacher education.
People from outside South Africa achieving education and teacher-related
qualifications made up 7.4% (2 982 international students) of the total in 2010.
Tables 5 and 6, as well as Figure 3, on the following page, provide an overview
of 36 public and private education providers at which international students
achieved education and teacher- related qualifications in 2010.
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Table 5: Education providers from which international students graduated with teaching-related qualifications in 2010 and the respective NQF levels

4

LNA: Level Not Assigned.The South African NQF changed from 8 to ten levels in 2009. This category includes qualifications that were not assigned a level within the 10-level NQF.
The unspecified data are from the Education, Training and Development Practices (ETDP) Sector Education and Training Authority (SETA) where the provider was not identified.

3

(SAQA 2013b)

Rest of Africa

North America

Europe

Oceania

Asia
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Seychelles
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Mauritius

Malawi

Lesotho

Botswana
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6

The unspecified category includes graduates where the countries were not specified: SADC, excluding South Africa; Other and the rest of Oceania.
The unspecified data are from the Education, Training and Development Practices (ETDP) Sector Education and Training Authority (SETA) where the provider was not identified.

5

(SAQA 2013b)

Table 6: Education providers from which international students graduated with teaching-related qualifications in 2010 and the nationalities of students
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Figure 3: Main education providers from which international students graduated with teachingrelated qualifications in 2010 and the nationalities of students (SAQA 2013b)

Tables 5 and 6, as well as Figure 3, show some interesting trends. Most of the
graduates come from two institutions: University of South Africa (UNISA) with
1307 (or 43.8%) students, followed by the North West University (NWU) with
1058 (or 35.5%) students; and mainly from Namibia with 1 072 (or 36%)
students. UNISA is an open distance-learning institution and this probably
accounts for its relatively large number of international graduates. The same
applies to NWU, which also offers many of its education programmes in
distance-learning mode. The University of Free State (UFS) had 172 (or 5.8%)
international education graduates in 2010. The majority of these students (164
of the 172) are from Lesotho because of the close proximity of the university to
that country. Rhodes University had the next-largest number of graduates (97
or 3.3%) of which 75 were from Namibia, probably because Rhodes University
offers education programmes in Namibia. A significant number of students
also originated from Swaziland (206 or 7%) and Zimbabwe (236 or 8%), most
of whom were enrolled at UNISA.
The largest number of international students achieved qualifications at NQF
Level 6 (1 401 or 47%), followed by Level 8 (557 or 19%), Level 7 (522 or 18%)
and Level 5 (380 or 13%). The relatively large number of Level 5 qualifications
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can be attributed to the fact that a large number of unqualified or underqualified teachers (they did not possess the minimum recognised level of
professional qualification) have historically been employed at schools. The
National Professional Diploma in Education (NPDE) (on NQF Level 5) was an
upgrade qualification specifically designed to address the needs of these
practising teachers. Some migrant teachers fell into this category (see below).
On NQF Level 6, the Advanced Certificate in Education (ACE) is a continuing
professional development qualification that had multiple purposes. Teachers
who register for the ACE must already be professionally qualified. The ACE
could be used to develop further competence in a phase and/or subject
specialisation, to retrain teachers in a new teaching specialisation or to
develop competence in a specialised role e.g. school leadership and
management. The Policy on Minimum Requirements for Teacher Education
Qualifications (DHET 2011a) makes an Advanced Diploma in Education
(ADE) (NQF Level 7) available for ongoing professional development. The
Bachelor of Education (Honours) (BEd[Hons]) (NQF Level 8), the Master of
Education (MEd) degree (NQF Level 9) and the PhD in Education (NQF Level
10) are postgraduate qualifications mainly intended to provide an
academic/research development pathway. The revised HEQSF (SAQA
2013a) now also makes it possible to offer a Post-Graduate Diploma in
Education, professional Master's and professional Doctorate to enable further
professional development up to Level 10 on the NQF.
Data from the DHET (2013c), also for international students who achieved
qualifications in 2010 but limited to public providers only, are provided in the
table below. The correlation between these data and the SAQA data analysed
above is important to note and is discussed below.
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Table 7: Numbers of international graduates who completed teaching-related qualifications at public universities in South Africa in 2010

(DHET 2013c)

Table 7 shows that 430 (or 18.1%) graduates completed Initial Teacher
Education (ITE) qualifications, with the majority (283 or 12%) completing the
PGCE. The BEd graduates (147 or
505

430

ITE
CPD
PG

6.2%) are likely to mainly be
students based in South Africa,
studying through contact BEd

1 443

programmes with the exception of
UNISA (45 or 1.9%), which offers

Figure 4: Number of international graduates

the BEd degree through distance

completing ITE, CPD and PG education

mode. UNISA offers its

qualifications in 2010 (DHET 2013c)

programmes to students outside of

South Africa as well, so it may be that some of the international graduates from
UNISA were not based in the country whilst studying.
The data also show that 1 443 (60.7%) of the international graduates
completed Continuing Professional Development (CPD) programmes, with
the vast majority (1 418 or 59.6%) completing ACE programmes. If admission
requirements were adhered to in all cases, it implies that many migrant
teachers who are already deemed to be minimally professionally qualified are
choosing to complete South African education qualifications, perhaps to boost
their chances of being employed as a teacher in this country, or through a
desire to learn about the South African education context and curriculum. It is
interesting to note that 25 international graduates completed the NPDE, a
qualification specifically put in place to address the issue of unqualified and
under-qualified South African teachers.
Close to a quarter of the international education graduates (505 or 21.2%)
completed postgraduate qualifications, with the majority of them completing
the BEd (Hons).
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Table 8 below provides an overview of the qualification types awarded to
international students in 2010 (SAQA 2013b). Table 8 should be compared to
the similar dataset from the DHET (2013c) provided in Table 7 above. The
variations are discussed below. The qualification types listed in the two tables
are described in the Norms and Standards for Educators in Schooling (DoE
2000a). As mentioned before, this policy has subsequently been superseded
by the Policy on Minimum Requirements for Teacher Education Qualifications
(DHET 2011b).
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Some qualification types (e.g. Certificates, Diplomas and Bachelor's Degrees) are located across multiple NQF levels. This is partly due to the inclusion of some historical qualification types that
precede the current NQF sub-frameworks, as well as the configuration of the current HEQSF.
LNA: Level Not Assigned. The South African NQF changed from 8 to ten levels in 2009. This category includes qualifications that were not assigned a level within the 10-level NQF.
9
The unspecified data are from the Education, Training and Development Practices (ETDP) Sector Education and Training Authority (SETA) where the provider was not identified.

Table 8: Qualification types awarded to international students in 2010 (SAQA 2013b)
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Doctoral Degree

Triangulation of the SAQA data (SAQA 2013b), with those from the DHET
(2013c), shows some variances, but overall it confirms similar trends. In total,
the DHET survey data show that:
2 378 international students completed education qualifications in 2010
(DHET 2013c) through South African public universities, compared to the
2 982 from the SAQA data (SAQA 2013b), but which included both public and
private providers. Excluding the private providers from the SAQA data gives a
total of 2 900 qualification achievements, compared to 2 378 from the DHET
data.
Another reason for the variances between the datasets from SAQA (2013e)
(in Table 8) and the DHET (2013a) (in Table 7) is due to the inclusion of a
number of qualifications that have an education focus, but are not necessarily
recognised as teacher education qualifications in terms of national policy
(such as is currently stipulated in the Policy on Minimum Requirements for
Teacher Education Qualifications [DHET 2011b]) in the SAQA data. The
DHET data, on the other hand, include only qualifications officially recognised
for teaching in schools. We have opted to retain both datasets in this study to
facilitate comparison across the different organisations in line with the overall
purpose of improving coordination and the quality of data.
The DHET survey shows that most of the international students completed
qualifications at UNISA (935 or 39.3%), NWU (915 or 38.5%) and UFS (227 or
9.5%), confirming the trends from the SAQA data (see Figure 3).
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Table 9: Comparison of DHET and SAQA data of the largest number of international education
students who graduated with teaching-related qualifications in 2010

Concluding comments
This chapter clearly illustrates that, within the context of the SADC Protocol
and using graduate percentage as a proxy for enrolment percentage, at least
within education programmes, South Africa appears to be adhering to the
requirement that at least 5% of enrolment space within higher education
should be allocated to students from neighbouring countries. The majority
(65%) of international students completing education qualifications in South
Africa are from neighbouring SADC countries. It is not clear exactly how many
international students complete the South African qualifications whilst
physically based in South Africa, although the high number of graduates
produced by universities that offer distance teacher-education programmes
(UNISA and NWU) (2,365 or 79.3%) might suggest that some students are
based in their own countries whilst studying for these qualifications. It is also
not clear how the students who complete the qualifications intend to use them,
for example to increase chances of finding employment as teachers in South
Africa, to deepen their competence in relation to teaching in the South African
education system or to enhance their teaching/education competence whilst
remaining employed in their home countries. These are matters for further
research.
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Likewise, the largely quantitative analysis presented here does not provide
any insight into the following issues: the experiences of international
education students whilst studying at South African institutions; the
recognition that international students receive for prior international
qualifications they may hold in terms of meeting admission requirements for
new qualifications in South Africa; the relevance of the programmes for their
needs; and the impact of possessing these qualifications on their employment
and career prospects in the country. These are also areas that require further
research.
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CHAPTER 3
EVALUATION OF INTERNATIONAL TEACHER
QUALIFICATIONS IN SOUTH AFRICA
Auburn Daniels and Whitfield Green

Introduction
As explained in the introductory chapter of this book, migrant teachers need to
meet four distinct but interrelated requirements in order to be employed in a
public school in South Africa. Firstly, the migrant teachers must submit their
qualification(s) for evaluation before they are permitted to work in South
Africa. The South African Department of Home Affairs (DHA) stipulates that in
order to obtain a general or work permit (which is the second requirement), all
foreign nationals should have their qualifications evaluated by SAQA. The
evaluation of international qualifications by SAQA, or by the institution itself, is
also a requirement for foreigners to pursue further studies at a South African
HEI. The third requirement is for a migrant teacher to be registered with SACE.
The fourth and last requirement is directly related to employment in the public
service. In this regard, the migrant teacher must (through the provincial
department or school at which he/she is seeking employment) submit his/her
qualification(s) for evaluation to the DHET to verify compliance with the
current minimum qualification requirements within the public education
sector.
The SAQA evaluation of international qualifications is carried out by the
Directorate for Foreign Qualifications Evaluation and Advisory Services
(DFQEAS). An international (also referred to as foreign) qualification is
defined as follows:
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A qualification offered by an awarding institution that is accredited or recognised in a
national system other than South Africa and in accordance with the national policies, or
generally accepted practice of that country (SAQA 2013c: 28).

The purpose of the SAQA evaluation process is to verify and compare the
foreign qualification(s) with South African qualifications registered on the
NQF. The process includes authenticating the status of institutions and the
qualifications offered by the institutions, investigating the authenticity of
qualification documentation and verifying that the qualification was awarded
to the individual in question; and comparing foreign qualifications with South
African qualifications, considering the structure and outcomes of the foreign
qualifications, and locating the foreign qualifications within the NQF (SAQA
2013c).
Based on the evaluation, SAQA issues an evaluation certificate that then
forms part of the applications to the DHET, SACE, the DHA and even specific
public HEIs. To date, the SAQA evaluation has been used as a guideline only,
with the possibility of it being overruled in any of the other processes. This has
not been a problem with the DHA during the application for the work permit, but
it has on several occasions resulted in complications when the DHET, SACE
or a public HEI has expressed a different view when evaluating the same
international qualification. SAQA has recently sought legal advice on the
matter and, as a result, has proposed some minor amendments to the NQF
Act (South Africa 2008). The intention is for the proposed amendments to
clarify SAQA's role in the evaluation process, as well as the roles of other
agencies.
These four regulatory requirements ensure that migrant teachers who are
employed by the State in South Africa meet the minimum requirements for
employment as a teacher in the country. The current challenge in South Africa
is that the four processes are not well coordinated, resulting in confusion on
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the side of migrant teachers. The lack of coordination also creates
opportunities where regulatory requirements can be bypassed and, in some
instances, where discrepancies in findings associated with the various
processes result in tensions between the agencies responsible for
implementing the requirements. A key purpose of this study is to highlight the
potential synergies between the four processes and to make a case for
improved coordination and delineation of roles and responsibilities.
The submission of fraudulent international qualifications remains a concern
and further complicates the interrelationship between the various processes.
SAQA is currently exploring the establishment of a counter-fraud unit to
research, investigate and address the nature and scope of fraudulent
practices encountered in the evaluation of foreign qualifications by SAQA
(SAQA 2013e). Trends in unscrupulous practices have been closely observed
at SAQA, and some of the cases in the recent past have drawn widespread
public and media concern. In the SAQA context, fraud presents itself
especially in the following areas: bogus institutions, qualification fraud (false
credentials), and the forging of SAQA certificates of evaluation. This is
similarly the case at the DHET. A few cases of identity theft have also been
observed, where qualifications awarded are legitimate, but do not belong to
the person submitting them for evaluation. The intention is that the proposed
counter-fraud unit will also promote awareness of stakeholders and the
general public of fraudulent practices, as well as the measures in place to
address these. The unit will also play a leadership role in the field of academic
document security and influence relevant policy at an organisational and
national level.
The DHET evaluation of qualifications for employment is carried out by the
Teaching Qualifications and Policy (TQP) Directorate. The purpose of the
DHET evaluation is to determine whether the migrant teacher's qualifications

67

can be recognised for employment in education in line with prevailing policies
on teacher education qualifications, including their recognition for
employment in education. These policies have been described fully in Chapter
1 of this book. The DHET evaluates the entire set of qualifications held by an
individual teacher. Successful DHET evaluations result in an evaluation
certificate, which allocates an REQV (Relative Education Qualification Value)
to the set of qualifications submitted by the teacher.
The DHET evaluation certificate also stipulates whether the teacher is
recognised to be professionally qualified to teach in South Africa, which in
turn, enables professional registration with SACE. At present the minimum
qualifications requirements of SACE and the DHET for migrant teachers are
broadly aligned but not identical:
•

SACE requires REQV12 for teaching in the pre-primary phase
(matric plus a two-year certificate in teacher education) and
REQV13 for primary and secondary phases (matric plus minimum
teacher education qualification of three years), or 'any other
qualification recognised by the Council for purposes of registration’

•

In terms of the Policy on Minimum Requirements for Teacher
Education Qualifications (DHET 2011a), new teachers in South
Africa can become professionally qualified through one of two
options: a Bachelor of Education (BEd) (NQF Level 7), or Advanced
Diploma in Teaching (NQF Level 7), which caps an undergraduate
Bachelor's degree (NQF Level 7 or 8) or an approved Diploma (NQF
Level 6). Both pathways result in REQV14 recognition. In the past,
teachers could become qualified through pathways that translated
into recognition at REQV13. These teachers are still recognised as
professionally qualified when they present their qualifications for
evaluation for recognition for employment in education.
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For South African teachers, recognition as being professionally qualified
depends on the policies that are/were in place at the time when the teacher
qualified. However, some confusion has arisen as a result of SACE providing
professional registration status to both local and migrant teachers who hold
qualifications deemed to be at REQV13. In addition, the DHET, on behalf of
the provincial education departments, requires that migrant teachers seeking
employment in the country must have suitable qualifications deemed to be at
REQV14 before they can be recognised as being fully professionally qualified,
the same requirement that newly qualified South African teachers have to
satisfy. The reality however, is that the DHET evaluations where REQV levels
can be assigned result in REQV evaluations from REQV12 upwards for
migrant teachers. The case of Zimbabwean teachers, as discussed more fully
later in this chapter, illustrates this situation. It is then up to the various
employers, including the provincial education departments to decide to
employ teachers in various ways, including in a temporary capacity if their
qualifications do not meet the minimum qualification requirements expected
of new South African teachers at present. Considering that REQV levels are
used for employment recognition purposes, and do not translate directly to
NQF levels, nor to the four-year pathway options, it makes sense for SACE to
reconsider its use for professional registration purposes. Some suggestions in
this regard are made in Chapter 6 of this book.
Individual teachers cannot submit their qualifications for evaluation for
recognition for employment in education. The submission must be made by
the provincial department or the school that is seeking to employ the teacher.
Provincial education departments cannot employ a migrant teacher whose
qualifications have not been evaluated. It should also be noted that when a
migrant teacher's qualification(s) are evaluated as not meeting the minimum
requirements for employment as a teacher in South Africa, an indication of the
reason for this is provided, including advice on how the qualification(s) can be
supplemented.
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As explained above, REQV levels have important implications for
employment, and for the salaries that teachers employed by the State can
earn. REQV levels are indirectly linked to NQF levels as the two systems are
designed for different purposes. The NQF levels, through the level
descriptors, describe learning achievement at particular levels of the NQF,
while the REQV levels are orientated towards the number of credits of formal
learning, although with a consideration of the level at which such learning
takes place. In essence, the REQV levels can be described as an employment
tool that can be amended when necessary and takes into account a range of
historical qualifications that may no longer be registered on the NQF, but
remain relevant for employment purposes. The following formula is applied
when determining an REQV level:
REQV (10 + n) = (n x 120) NQF credits, n = 1,2…7
As an example, the Bachelor of Education (480 credits and registered at NQF
Level 7) translates to REQV14: (REQV [10 + 4] = [4 x 120]).
A similar approach was used in the public services sector, where Relative
Value Coefficient (RVQ) is used to rate the comparative value of higher
education qualifications awarded by South African universities, universities of
technology, further education and teaching colleges as well as the relative
value of foreign qualifications. The RVQ system enabled a comparison of
different higher education qualifications in order to determine entry
requirements, salary levels and promotion in certain occupational categories
(Roux 2004). The RVQ system was abolished by the Department of Public
Service and Administration (DPSA) in favour of the utilisation of the NQF in
1999. In 2005 SAQA developed a conversion table for RVQ and NQF levels
(SAQA 2005).
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Country of origin of migrant teachers who apply to have
their qualifications evaluated in South Africa
In 2010 SAQA evaluated 2 863 teaching-related qualifications submitted by
migrant teachers (SAQA 2013d). During the same year, the DHET evaluated
the qualifications of 2665 international applicants who wished to teach in
South Africa (DHET 2013a). In addition to this, there were 851 applicants to
the DHET where the country of origin could not be identified or was not
captured on the evaluation form. The analysis of DHET data presented in this
chapter is limited to the 2 665 applicants where the country of origin could be
identified.
Most of the qualifications submitted for evaluation were from teachers from
African countries, mostly sub-Saharan Africa. Countries outside of Africa that
appear in the top ten supply countries include India and Cuba (DHET 2013)
and the United Kingdom (SAQA 2013c). India was the largest non-African
contributor. It should be noted that the majority of United Kingdom records are
qualifications awarded primarily to African students. The majority of African
teachers come from Zimbabwe (61% in the SAQA dataset, 64% in the DHET
dataset), followed by Kenya, Ghana and Nigeria in the case of DHET (DHET
2013a); and by Ghana, Nigeria and Lesotho in the case of SAQA (SAQA
2013d).
4% Democratic Republic of Congo
9% Ghana
3% India
5% Lesotho
7% Nigeria
3% Swaziland
3% United Kingdom
3% Uganda
2% Zambia
61% Zimbabwe
71

Figure 5: Top ten countries
supplying migrant teachers
to South Africa in 2010
(SAQA 2013d)

Republic of Congo

Table 10: Countries supplying migrant teachers to South Africa in 2010 (DHET 2013a)
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The high number of Zimbabwean evaluations in both datasets is likely to be a
reflection of the prevailing socio-political situation in Zimbabwe (also referred
to as push factors in migration), which may result in Zimbabwean
professionals seeking better opportunities in other countries. The close
proximity of South Africa with its relative wealth, nascent democracy and
political stability, is an obvious choice. There are therefore implications for
South Africa when the socio-political situation in Zimbabwe becomes
stabilised. If Zimbabwean teachers currently employed in South Africa choose
to return home, this will cause a large, sudden shortage of teachers. This
possibility needs to be taken into account in South Africa's teacher supplydemand planning.
An interesting anomaly is the high ranking of Kenya in the DHET dataset, but
not in the SAQA dataset. Likewise, the DRC ranks high in the SAQA dataset,
but shows up very little in the DHET dataset. A possible reason for the
discrepancy in the DRC data may be that migrants from the DRC, which is a
French-speaking country, may opt not to teach but to take up other
employment opportunities in South Africa and, as a result, do not show up in
the DHET dataset. This will however have to be confirmed through further
analysis. Kenyan teachers, on the other hand, are included in the SAQA
dataset, but due to the relatively low ranking do not feature in the top ten
countries provided. The high ranking in the DHET dataset, as compared to the
low ranking in the SAQA dataset, remains a matter that requires further
investigation.
Interestingly there is a notable migratory trend of skilled professionals from
West Africa, with Ghana and Nigeria spearheading this pattern of migration.
Both countries are relatively stable, especially Ghana, and both have
experienced economic growth in recent years (World Bank 2010). In spite of
the economic growth, the decision to migrate could indicate that relative
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economic stability may not be a stand-alone incentive to remain in a country.
Other “pull” factors may include better salary, the search for better working
conditions or merely the quest to acquire international experience to enhance
one's future prospects.

A gender perspective on teacher migration to South Africa
The evaluation data appear to indicate that teacher migration to South Africa
also has a gendered face.

Male
Female

29%

Male
Female

41%
59%

71%

Figure 6: Countries supplying migrant

Figure 7: Countries supplying migrant

teachers to South Africa in 2010

teachers to South Africa in 2010

(DHET 2013a)

(SAQA 2013d)

Both evaluation datasets show that more male than female teachers migrate
to South Africa. The DHET data show a much bigger difference between the
percentage of males and females who put their qualifications forward for
evaluation. This may be due to the fact that more men meet the minimum
requirements to teach in South Africa and, as a result, are applying to the
DHET for employment in public schools. On the other hand, more women may
be under-qualified and are therefore taking up positions in private schools and
SGB posts, or alternatively, are studying further to become qualified. As
pointed out in Chapter 2, more women showed the propensity to migrate (the
numbers were almost equal to men) and women had a tendency to migrate
closer to home. These comments were made in the context of international
students studying at South African institutions. This suggests opposite trends
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in international students studying teaching qualifications, and migrant
teachers seeking employment: more international female students seek study
opportunities in South Africa, while more males seek employment
opportunities in South Africa. This is further explained by Chant (1992) who
argues that in the wake of men leaving developing countries, women are often
compelled to stay behind to care for children, the sick and the elderly.
Consequently women are often more economically vulnerable when their
men leave the village or country (Chant 1992).Overall, as also shown in
Chapter 2, women are strongly, if not equally, represented in the migration
data. This contradiction with the evaluation data, which are skewed towards
men, will have to be tested by further research.
According to Adepoju (2008), there is a “feminisation” of skilled migration on
the African continent, but also within a global context. Adepoju (2008)asserts
that more women than ever are migrating to meet their own economic needs
rather than joining their migratory husbands or partners. He believes that
female-dominated professions like nursing and teaching serve as a catalyst
for new trends in skilled migration by women (Adepoju 2008). However, it is
difficult to ascertain whether the SAQA or DHET data support the assertions of
Adepoju because there are no previous data to compare and verify the
trajectory of increased female migration.

Age and migration trends
Generally, the most economically active age group is also the cohort most
likely to migrate. A report entitled “Brain Drain” states that people in the
economically productive age group of 25-45 show greater propensity to
migrate (Human Sciences Research Council 2010). The SAQA and DHET
evaluation datasets support this conclusion.
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Figure 8: Age profile of migrant teachers seeking to have their qualifications evaluated in 2010
(SAQA 2013d)

The data in Figure 8 above show the highest number of applicants for SAQA
qualification evaluation are in the 30 - 39 age cohort, followed by 40 - 49, and
20 - 29. This compares well with the DHET evaluation data in Figure 9 below,
which show the greatest number of applicants are those between the ages of
31 - 40, followed by 41 - 50 and then 21 - 30.
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Figure 9: Age profile of migrant teachers seeking to have their qualifications evaluated in 2010
(DHET 2013a)
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The data demonstrate that the group most likely to migrate is economically
active, still young enough to consider making a new start in another country,
and likely to have a significant number of years of working experience, in
addition to having invaluable skills and expertise acquired over the years. In
the context of inward teacher migration from other sub-Saharan countries to
South Africa, the loss of skills and experience is likely to have a negative
impact on the economic and social development in the sending country.

Significance of time period in which international
qualifications were awarded
Figure 10 below indicates the year in which international teaching
qualifications were awarded to individuals applying to SAQA for evaluations in
2010. The data reveal that the majority of teacher qualifications were
conferred by higher education institutions between 1999 and 2009. This could
indicate that many of the applicants have less than ten years of teaching
experience. Several factors do, however, need to be considered when making
observations relating to the time period when qualifications are awarded.
Teachers may hold more than one qualification, while the SAQA evaluation
may be focused on the most recent or highest qualification. Applicants may
also opt to complete teaching qualifications relatively later in life in order to
become internationally mobile.
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Figure 10: Year in which international applicants received teaching qualifications (SAQA 2013d)

Given that the greatest number of teachers migrating to South Africa in 2010
came from Zimbabwe, it is useful to examine Zimbabwean applications in
more detail.
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Figure 11: Year in which Zimbabwean applicants received teachingqualifications (SAQA 2013d)
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Figure 11 shows that most Zimbabwean teachers obtained their qualifications
between 1998 and 2008. However, between 1996 and 2001 the country
started to deteriorate politically and economically at a rapid rate (African
Development Bank and the Organization for Economic Cooperation and
Development 2003), and this may have caused many highly skilled people,
like teachers, to leave the country. The graph clearly illustrates that most of the
Zimbabwean teachers obtained their qualifications during the period of
economic and political collapse. The impact this may have had on the quality
of teacher education programmes, and thus on the quality of teacher
graduates in the country at the time, is an area for further research.

The level of international teaching qualifications evaluated
The NQF and related structures, such as the sub-framework for higher
education qualifications, and specifically in the case of teaching qualifications,
the Minimum Requirements for Teacher Education Qualifications (DHET
2011), play a pivotal role in the process of evaluating international
qualifications. The primary function of the NQF in this regard is to serve as a
comparative basis regarding international qualifications held by South
Africans and foreign nationals.
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Figure 12: Assigned NQF levels for submitted international teaching qualifications evaluated in
2010 (SAQA 2013d)

Figure 12 shows that most of the evaluated qualifications of migrant teachers
were categorised on Levels 5 and 6 of the NQF. The majority of qualifications
were Certificates in Education. As already pointed out, both SAQA (2013e)
and the DHET (2013a) evaluation data have shown that among the top ten
countries, most of the migrant teachers are from Zimbabwe. Zimbabwe still
trains many of its teachers at teacher training colleges, which may explain why
the majority of the qualifications are being allocated to NQF Level 5. In 2008,
Zimbabwean teacher training colleges also lowered their entry requirement to
compensate for a sustained lack of interest in the profession at a time when
teachers earned only 1 200 Zimbabwean dollars a month (approximately R33)
(University World News 2008). Conversely, in South Africa, teacher training
colleges have closed, or have been incorporated into universities, which now
undertake teacher training. Hence, South African teachers who have
completed their initial teacher education studies after the closure or
incorporation of teacher colleges, would have qualifications now deemed to
be at NQF Level 7, either a BEd degree, or a Postgraduate Certificate in
Education(PGCE) (more recently replaced by the Advanced Diploma in
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Teaching, although provision has now been made for the continued use of the
title 'PGCE'). As explained earlier, the Policy on Minimum Requirements for
Teacher Education Qualifications is set by the DHET (DHET 2011a), while
SACE also specifies minimum qualifications for professional registration.
SACE requires REQV12 for teaching in the pre-primary phase (matric plus a
two-year certificate in teacher education) and REQV13 (professionally
qualified) for primary and secondary phases (matric plus minimum teacher
education qualification of three years), or 'any other qualification recognised
by the Council for purposes of registration'. The employment requirements for
new South African teachers in South Africa is a Bachelor of Education (BEd)
(NQF Level 7), or Advanced Diploma in Teaching (NQF Level 7) which caps an
undergraduate Bachelor's degree (NQF Level 7 or 8) or an approved Diploma
(NQF Level 6) to be in place. From the data presented it is apparent that the
majority of Zimbabwean teachers entering South Africa who have requested
their qualifications to be evaluated by SAQA are under-qualified in relation to
the current requirements for newly-qualified teachers in South Africa. This
matter is further explored in Chapter 4.

Allocation of Relative Education Qualification Value to
international teaching qualifications
As indicated earlier, a successful DHET evaluation of a migrant teacher's set
of qualifications will result in the allocation of a REQV level, which has salary
implications when the teacher is employed in a public school. The allocation
of the REQV level is based on the qualification type and the academic level of
the approved South African teaching subject offered in the qualification.
Historically, teachers in South Africa have been recognised as qualified if they
hold a relevant initial teaching qualification following at least three years of fulltime study that has developed sufficiently deep and wide content and
pedagogical knowledge relevant to the teacher's specialisation. Such a
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qualification (or qualification set) will be evaluated as REQV13, academically
and professionally qualified. Many of the teachers currently in the system
qualified through the former college system in this way. These teachers
continue to be recognised as fully professionally qualified in accordance with
the standard employment condition that once a teacher's qualifications,
including foreign qualifications, have been evaluated in terms of the
qualifications policy that was in place at the time of entry into South Africa,
such status remains in place unless additional qualifications are attained.
However, new entrants to the teaching profession are required to have
completed a four-year qualification pathway, evaluated as REQV14 in
accordance with the current qualifications policy, the Minimum Requirements
for Teacher Education Qualifications (DHET 2011a).
Category of application

Number

Applications received from migrant teachers in 2010

2 665

Granted REQV status and qualified

2 286

Granted REQV status but unqualified

-

Not granted REQV status or where REQV result not specified

379

Table 11: REQV allocations to international teaching qualifications in 2010 (DHET 2013a)

The majority (85.8%) of the migrant teacher evaluations had a positive
outcome in that an REQV status was allocated.
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Figure 13: REQV status allocated to successful international applicants in 2010 (DHET 2013a)
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Clearly, migrant teachers submit qualifications that can be assigned relatively
high REQV levels, indicating the suitability of their qualifications for teaching
in South Africa. Most applicants hold qualifications that meet, and in many
cases exceed, the minimum requirements for employment as a teacher in
South Africa.
As indicated above, Zimbabwean teachers make up a large proportion of the
migrant teachers seeking to have their qualifications evaluated, and it is useful
to look more closely at this group of teachers.
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Figure 14: REQV status allocated to Zimbabwean applicants in 2010 (DHET 2013a)

It is apparent therefore that migrant teachers who hold qualifications that
enable an REQV determination to be made are allocated such. In 2010, the
qualifications of 295 out of the 1 694 Zimbabwean applicants could not be
allocated an REQV, whilst 1 399 were. Of the applicants who were afforded
REQV status, the majority (880) were allocated REQV status of REQV14 or
above, while 732 of these were deemed to be professionally qualified and
meeting the current requirements that new South African teachers must meet,
and therefore able to be appointed in South African schools.
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Teaching area specialisations of migrant teachers seeking
to teach in South Africa
Figure 15 below illustrates the range of teaching area specialisations of migrant teachers who
applied for DHET evaluation of their qualifications in 2010.
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Figure 15: Teaching area specialisations of migrant teachers who applied for qualification
evaluation (DHET 2013a)

Most of the migrant teachers who applied for their qualifications to be
evaluated by the DHET and who received REQV status are able to offer
teaching specialisations that are in demand in schools, with science and
technology specialisations being the majority (65.5% or 1 499 out of the 2 665
teachers who received REQV evaluation [DHET 2013a]). This confirms the
role of skills shortages in a specific country as a pull factor that encourages
teachers to migrate to that country.

Concluding comments
This chapter has provided an analysis of migrant teacher qualifications
evaluated by SAQA and the DHET in 2010. The analysis shows a strong
congruency between the SAQA (2013e) and DHET (2013a) data. In both
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sets, Zimbabwe constitutes the country with the most teacher qualifications
evaluated. The two sets of data also corroborate that women are just as likely
as men to migrate, and in the context of African teachers, even more so.
The analysis further shows that most of the SAQA evaluated teacher
qualifications were pitched at NQF Levels 5 (54%) and 6 (34%), which is lower
than the minimum employment requirements that new South African teachers
must satisfy in order to be employed in a public school post in South Africa (a
four-year pathway to NQF Level 7 is required), but which may be accepted by
the SACE as equivalent to REQV13 (in this regard it is important to note that
even an REQV13 status may still be professionally unqualified). DHET data
do, however, show that most migrant teachers' qualifications evaluated were
allocated REQV levels 14 (59%) and even 15 (10%). This anomaly can partly
be explained by the non-linear relationship between NQF and REQV levels.
The table below illustrates the indirect relationship between the two systems.
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Table 12: NQF and REQV levels of a selection of qualifications
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Entry
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The data also show that migrant teachers who are recognised for employment
as teachers in South Africa are likely to be able to teach subjects for which
teachers are needed in South African schools. More than half of the migrant
teachers who applied for the evaluation of their qualifications in 2010
specialised in sciences and technology. This is of course an area where South
Africa is in dire need of teachers. The migration of teachers to any country can
be an enormous benefit to the host country, especially where the migrant
teachers are able to assist in addressing skills gaps in the host country. South
Africa is no exception. Migrant teachers can make a lasting contribution to an
education system, but also to society as active citizens. The skills, expertise,
experience, knowledge and cultural heritage that migrant teachers bring with
them can have an enormous impact on learners, education and society.
Effective utilisation of the potential of migrant teachers is dependent on the
willingness to harness and capitalise on their expertise and to create
awareness among locals of their added value in society. This point is well
captured in the quotation from the United Nations General Assembly (2006:
15), which is displayed on the introductory pages of this book:
When migrants are able to employ their skills, their work clearly benefits both themselves
and receiving societies. But when skilled migrants are compelled to work at jobs that are
not commensurate with their qualifications, their capacity to contribute is compromised.
Such waste arises from barriers in the recognition of degrees, certificates and
qualifications obtained abroad…

This research shows that South Africa has benefited, and in all likelihood will
continue to benefit, from the influx of well-qualified migrant teachers, notably
in science and technology subject areas where there is the greatest need. This
benefit to South Africa must be balanced by safeguarding the rights of these
teachers and improving their conditions of service. Improved coordination of
the requirements for these teachers to practice in South Africa will go a long
way towards achieving this balance.
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CHAPTER 4
EMPLOYMENT OF MIGRANT TEACHERS IN
PUBLIC SCHOOLS IN SOUTH AFRICA
Whitfield Green

Introduction
Several push and pull factors encourage migrant teachers to seek
employment in South African schools. The current gap between teacher
supply and demand in South Africa is one such pull factor. The number of new
teachers needed annually to replace loss through attrition is estimated to be
close to 20 000 (Department of Basic Education [DBE] 2011:12). A recent
survey of public universities by the DHET (DHET 2011a) found that in 2009:
•

35 937 full-time equivalent (FTE) students were engaged in BEd
and PGCE initial teacher education programmes for all phases at all
universities

•

6 976 new teachers for all phases graduated.

More recent data on teacher education enrolments and graduation patterns
(DHET 2013e) provide a much more positive picture. FTE enrolments in initial
teacher education programmes at public universities in South Africa have
grown to 69 585 and the number of new teachers who graduated from these
universities in 2012 amounted to 13 708 (Ibid.).
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Figure 16: Growth in number of initial teacher education graduates from public universities in
South Africa from 2008 to 2012 (DHET 2013e)

Whilst the increases are substantial, clearly these numbers are not yet aligned
to what is required to maintain the current capacity in the system, much less
the growth needed to staff new schools and to cater for other growth factors
such as curriculum expansion, population growth etc. It is also proving difficult
to attract and retain South African teachers to teach in rural contexts,
particularly those teachers who have specialised to teach subject areas like
mathematics and the sciences, for which skills are scarce. Migrant teachers
play an important role in this regard. Another pull factor that impacts directly on
the viability of teaching in South Africa is the more stable political and
economic climate when compared to some other countries, especially those
going through a period of instability, such as has been the case with Zimbabwe
and the Democratic Republic of Congo in recent years.
Migrant teachers are employed in various ways in South Africa. They may be
employed officially by the State through provincial education departments on
a temporary or permanent basis, and paid from State coffers. Information on
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migrant teachers employed by the State are included in the Personnel Salary
System (PERSAL), and it is thus possible to obtain a fair picture of the profile
of this group of migrant teachers, understanding the limitations and
inaccuracies that may exist in the PERSAL data (DHET 2013b). However,
migrant teachers may also be employed directly by schools themselves. In
State schools, they may be employed and paid by the governing body of the
school, utilising funds sourced and managed by the governing body, for
example school fees that learners are required to pay. Private schools utilise
the income generated from student registrations to fund the employment of
their teachers, including migrant teachers. It is much more difficult to obtain an
accurate profile for this group of migrant teachers and it is speculated that the
number of migrant teachers employed in this way may be somewhat greater
than those employed directly by the State. It should also be noted that migrant
teachers who are employed privately by schools work under employment
conditions that are not regulated by the State through the Employment of
Educators Act (South Africa 1998), and which are not governed by
agreements between the State and teacher unions. They are thus more
vulnerable to possible exploitation. It is critical that reliable information on this
group of migrant teachers is collected in order to clearly understand the scale
of their employment and the conditions under which they are employed. This is
a matter for further research.
This chapter is concerned with the fourth requirement for migrant teachers to
be employed in public schools in South Africa, namely that of the employer. As
explained earlier in this book, the employer is the relevant provincial
department of education. This chapter presents an analysis of migrant
teachers employed by the State, drawing on the PERSAL database as the
main data source (DHET 2013b). In particular, it utilises the salary records of
1 633 migrant teachers paid by the State in November 2010; late enough in
this particular year to ensure that the details of teachers employed in that year
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have been captured and thus are reflected in the system. This year has been
chosen to afford some comparability with the data presented in previous
chapters, namely the achievement of South African education qualifications
by 2 982 international students in 2010 (Chapter 2) and 2863 international
teaching-related qualifications evaluated by SAQA in 2010 (Chapter 3).

Number of migrant teachers employed by the State in 2010
Table 13 and Figure 17 below illustrate the provincial employment profile of migrant teachers in
South Africa as at November 2010.

Province
Eastern Cape (EC)
Free State (FS)

1%

Total
456

459

KwaZulu-Natal (KZN)

212

Limpopo (L)

144

Mpumalanga (MP)
National Departments

28%

6%
9%
13%

94

1%
28%

1

North West (NW)

91

Northern Cape (NC)

24

Western Cape (WC)

141

Grand Total

0% 5%

11
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9%
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Figure 17: Percentage of migrant teachers
employed by the State in each province

1 633

(DHET 2013b)
Table 13: Number of migrant teachers employed
by the State in South Africa in 2010 (DHET 2013b)

A total of 1 633 migrant teachers appeared on the PERSAL system in
November 2010. In the same year, a total of 389 369 teachers were employed
in public schools (DBE 2012). Migrant teachers employed by the State
therefore represent a very small percentage (less than 0.5%) of the total
number of teachers employed in public schools in 2010.

Of these, the

greatest numbers of migrant teachers were employed in Gauteng (459 or
28%), Eastern Cape (456 or 28%), KwaZulu-Natal (212 or 13%), Limpopo
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Province (144 or 9%) and the Western Cape (141 or 9%). The numbers in
other provinces were less than 100, with Free State province employing the
smallest number of migrant teachers (11 or 1%).

The nature of employment of migrant teachers employed
by the State in 2010
Table 14 and Figure 18 show the number of migrant teachers employed by the
State in different types of schools/institutions as at November 2010.

Type of school
Primary School
Secondary School
Combined School

0

Total
264
1 111
39

200

Primary School

Other Schools

52

FET College

49

FET College

49

Prov & Nat Dept

Grand Total

32
80
1 633
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Figure 18: Number of migrant teachers employed
in different school/institution types in 2010

Table 14: Number of migrant teachers

(DHET 2013b)

employed in different school/institution
types in 2010 (DHET 2013b)

The majority of migrant teachers employed by the State in 2010 were
employed in secondary schools (1 111 or 68%) followed by primary schools
(264 or 16%). It is interesting to note that migrant teachers were also
employed by the State in FET Colleges (49 or 3%) and Adult Education
Centres (52 or 3%).

11

Other schools include finishing schools, international schools, music schools and community schools.
In these cases the institution type could not be derived from the name of the school on the PERSAL system.

12
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Table 15 and Figure 19 show the number of migrant teachers employed by the
State in different types of posts in 2010.
0
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1 529
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Head of Department (HOD)
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1 529
36

Deputy Principal

7
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7
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6
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9
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46
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school support)
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Grand Total

9

Figure 19: Number of migrant teachers

46

employed in different types of posts in

1 633

2010 (DHET 2013b)

Table 15: Number of migrant teachers
employed in different types of posts in
2010 (DHET 2013b)

The majority of migrant teachers employed by the State in 2010 were
employed as teachers in schools and adult education centres (1 529 or
93.6%).In this regard it is important to note that the DHET also evaluates
foreign qualifications for the purpose of employment as lecturers in the postschool education and training system, where different minimum entry
qualifications are required than for teachers in public schools. For example, a
three-year diploma in a vocational field is required for college lecturers in
terms of the Policy on Professional Qualifications for Lecturers in Technical
and Vocational Education and Training (DHET 2013d).
Table 16 and Figure 20 show the nature of posts occupied by migrant teachers
employed by the State as of November 2010.
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Total

Nature of appointment
Temporary , including relief, part-time and
periodic 13

1 423

Permanent, including permanent on
probation 14

148

Other 15

62

Grand Total

1 633

Table 20: Nature of posts held by migrant teachers in 2010 (DHET 2013b)
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Figure 20: Nature of posts held by migrant teachers in 2010 (DHET 2013b)

In 2010, the majority of migrant teachers (1 423 or 87%) were employed on a
temporary basis in State-paid posts. In all likelihood this employment status is
linked to the temporary nature of work permits held by migrant teachers, or the
migrant teacher may not possess qualifications that fully meet the minimum
employment requirements currently in place for newly-qualified South African
teachers.

Biographical profile of migrant teachers employed by the
State in 2010
Table 17 and Figure 21 illustrate the range of nationalities and the number of
migrant teachers from each nationality employed in State-paid posts in 2010.
13

Relief appointments are appointments made temporarily to replace teachers who may be on sick leave, maternity leave,
study leave etc. Part-time appointments are not expected to teach a full day. Periodic appointments refer to appointments
made for a specific period of time.
14
Permanent on probation refers to an appointment where the teacher is employed in a permanent position, but needs to
successfully complete a period of probation before the permanent position can be confirmed.
15
Other appointments are where the information on the nature of the appointment was incomplete.
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Nationality

Total

Cameroon
Ghana

15
149

India

96

Nigeria

30

Lesotho

13

Namibia

13

Uganda

19

Zambia

12

Zimbabwe

1 183

Other African countries 16

37

Other countries17

18

Unknown 18

48

Grand Total

1 633

Table 17: Nationality profile of migrant teachers employed in public schools in South Africa in
2010 (DHET 2013b)
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Figure 21: Nationality profile of migrant teachers employed in public schools in South Africa in
2010 (DHET 2013b)

Most of the migrant teachers employed by the State in 2010 were from other
sub-Saharan African countries, with the majority (1 183 or 72%) coming from
Zimbabwe, followed by Ghana (149 or 9%). With the exception of India (96 or
6%), the number of teachers employed by the State from countries outside of
Africa is small (18 or 1%).
Table 18 and Figure 22 show the age profile of migrant teachers employed in
State-paid posts in 2010.
16

These are African countries with between 1 and 10 nationals each employed as teachers in South African public schools.
These are countries outside of Africa with between 1 and 10 nationals each employed as teachers in South African public schools.
The nationalities of these teachers were not available on PERSAL.

17
18

96

Total

Age range (years)
21-30

310

31-40

729

41-50

435

51-60

82

61-71

77

Grand Total

1 633

Table 18: Age profile of migrant teachers employed in public schools in South Africa in 2010
(DHET 2013b)
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Figure 22: Age profile of migrant teachers employed in public schools in South Africa in 2010
(DHET 2013b)

The majority (1 039 or 64%) of migrant teachers employed in public schools in
South Africa in 2010 were forty years of age and younger, with the largest
number (729 or 45%) being in the 31-40 year age group.
Specialisation subjects are those which the teachers are qualified to teach.
Table 19 and Figure 23 below illustrate the subject specialisations that
employed migrant teachers list as the first, second or third specialisation
subject they are able to offer. It should be noted that the totals for each subject
will not add up to the total number of employed teachers as many of the
teachers list more than one subject that they can teach. Also, there are 236
teachers within the 1 633 for whom subject specialisation data were not
available.
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Subject

Number of employed migrant teachers which list the subject
First

Second

Third

Total number of

specialisation

specialisation

specialisation

teachers
offering the
teaching
specialisation

Accountancy, Accounting

7

1

0

8

104

12

2

116

Agriculture, Agricultural Science, Horticulture

7

4

6

17

Design

2

1

0

3

Biology, Physiology

60

12

6

78

Business Economics, Business Studies,

10

7

1

18

38

50

5

93

842

104

3

949

Afrikaans

Commerce, Economics
Physical Science, Physics, Chemistry
English
Geography

21

6

5

32

German

10

0

0

10

History

6

4

0

10

Latin

1

0

0

1

Life Orientation, Life Skills

3

2

0

5

Literacy

0

1

0

1

Music

1

0

0

1

Natural Science

2

0

0

2

North Sotho, Sotho
Mathematics

2

0

0

2

250

43

13

306
1

Mathematical Literacy

0

1

0

Metal Work (Practice)

0

1

0

1

Numeracy

3

0

0

3

Social Studies

1

0

0

Technology

1

2

0

1
3

Tourism

1

0

0

1

Tswana

4

0

0

4

Woodwork
IsiXhosa
isiZulu
Unknown

2

0

0

2

10

2

0

12

9

2

1

12

19

Totals

Table 19: Subject specialisations that migrant teachers employed in public schools in South Africa
in 2010 were able to teach (DHET 2013b)

19

These are teachers for whom the subject choices were not available on PERSAL.
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Number of teachers
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Figure 23: Majority teaching specialisation subjects declared by migrant teachers employed in
public schools in South Africa in 2010 (DHET 2013b)

The subjects listed most frequently as teaching specialisations by employed
migrant teachers include English, mathematics, Afrikaans, physical science
and geography. The inclusion of Afrikaans is interesting and is discussed in
the section below.

Concluding comments
The small percentage (1 633 out of 389 369, or less than 0,5%) of migrant
teachers employed by the State as compared to the total cohort of teachers
employed in public schools suggests that the impact of these teachers on the
South African schooling system is minimal. However, when considering that
only 13 708 new teachers graduated in South Africa in 2012, compared to the
estimated 20 000 new teachers required annually, the presence of 1 633
migrant teachers becomes much more meaningful. Whilst the data may
appear to contradict the common perception that there are much greater
numbers of migrant teachers in South Africa, it must be noted that the data
refer only to migrant teachers employed by the State. There are likely to be
many more migrant teachers employed privately, e.g. by private education
institutions, and directly by schools through their governing bodies. There is a
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dearth of information on the phenomenon of private employment of migrant
teachers in the country, and this issue needs to be researched further.
It is useful to compare the 1 633 migrant teachers employed in public schools
in South Africa in 2010 from the PERSAL data (DHET 2013b), with the
achievement of South African education qualifications by 2 982 international
students in 2010 (SAQA 2013b); 2 378 international students who completed
teaching-related qualifications at public universities in South Africa in 2010
(DHET 2013c); 2 863 international teaching-related qualifications evaluated
by SAQA in 2010 (SAQA 2013d); and 2 665 international teaching
qualification sets evaluated by the DHET in 2010 (DHET 2013a). The
comparison suggests that many migrant teachers in South Africa may be
employed in other jobs, or even in teaching posts outside of the public sector,
e.g. by schools themselves, by the governing bodies of schools, in private
schools, or other education institutions. They may even be unemployed. A
further discrepancy may arise as a result of multiple teaching qualifications
being submitted for evaluation by the same person. This could explain the
difference between the 2 665 qualification sets evaluated by the DHET (DHET
2013a), when compared to the 2 863 individual qualifications evaluated by
SAQA (SAQA 2013d). The fact that the SAQA data include a number of
education-focused qualifications that are not necessarily recognised as
teacher education qualifications in terms of national policy (such as is
currently stipulated in the Policy on Minimum Requirements for Teacher
Education Qualifications [DHET 2011b]), as opposed to DHET data, which
includes only qualifications officially recognised for teaching in schools,
further contributes to the variation. It is important to note that the DHET also
recognises approved three- and four-year foreign degrees for temporary
employment, albeit with a recommendation to complete a PGCE (holders of
these degrees carry an REQV13 or REQV14 professionally unqualified
status).
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Source of data

Total

Migrant teachers employed in public schools in South Africa in
International students who achieved South African education
International

students

who

International

teaching-related

completed
qualifications

teaching-related
evaluated

by

International teaching qualification sets evaluated by the DHET

Table 20: Comparison of the available data relating to migrant teachers in South Africa (DHET
2013b, SAQA 2013b, DHET 2013c, SAQA 2013d, DHET 2013a)

Besides Gauteng and the Western Cape, significant numbers of migrant
teachers are also employed by the State in the large provinces with high
proportions of rural schools, such as the Eastern Cape, KwaZulu-Natal and
Limpopo. This trend suggests a demand for teachers in rural schools in
provinces where local teachers may be unwilling to teach. The fact that a
substantial percentage (56% or 1 499 out of the 2 665 qualification sets
evaluated by the DHET in 2010 [DHET 2013a]) of migrant teachers hold
qualifications in the science and technology fields is also significant. Whilst it
cannot be claimed that all the migrant teachers are actually teaching the
subjects declared to be their teaching specialisations, the range of subjects
appearing most frequently correlate to what is understood to be subjects in
demand in schools, especially in the rural areas – for example Englishlanguage teachers, mathematics teachers and science teachers. It is
interesting to note that many of the migrant teachers (116) list Afrikaans as a
teaching subject specialisation. It may be that these teachers originate from
countries bordering South Africa where Afrikaans is spoken, such as
Zimbabwe or Namibia, or even that the teacher actually lived and studied in
South Africa.
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The large numbers of migrant teachers employed in Gauteng and the Western
Cape points to the accessibility of these provinces to migrant teachers and to
the more cosmopolitan nature and so attractiveness of these provinces. The
fact that migrant teachers are able to compete successfully with South African
teachers for posts in these provinces indicates that they are able to offer
subjects that are in demand in the provinces (as noted above).
The majority of migrant teachers employed by the State are employed in
secondary schools, pointing to the greater need/demand for specialised
teachers in these schools. As FET Colleges and Adult Education Centres
become part of the post-school sector in South Africa, and as they are
envisaged to grow substantially, it will be interesting to note the role that
migrant teachers will play in their development.
The fact that the majority of migrant teachers (95%) are employed by the State
as Level 1 teachers (the entry level of the salary scale) may suggest that the
migrant teachers could be facing difficulties in obtaining promotion posts in the
South African education system. While the SAQA and DHET data do not
provide more information on this possibility, the interviews conducted with
migrant teachers presented in Chapter 5 do. We will return to this point again.
Whilst it is possible for migrant teachers to be appointed on a permanent
basis, only a small percentage (9 %) of the employed teachers were employed
in a permanent capacity in 2010. This illustrates the transitory and unstable
nature of employment of migrant teachers in South Africa, and could be a
consequence of the temporary residence status or temporary work permits
that migrant teachers may hold.
The majority of State-employed migrant teachers originate from Zimbabwe.
The majority are young but relatively experienced teachers – perhaps an
indication of people leaving their home countries in search of enhanced life
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opportunities. It raises the question of the choices that these teachers will
make as conditions change and become more stable in their country of origin,
and the impact that this is likely to have on teacher supply in South Africa if
employed teachers choose to return to their home country in large numbers.
As a concluding note to this chapter, the importance of the current teacher
supply-demand gap as a pull factor has been highlighted. However, South
Africa is allocating substantial resources to expanding the teacher supply
system, including strengthening the capacity of universities to produce higher
numbers of quality teachers. The DHET has recently concluded the 20142019 five-year enrolment planning process with universities. Initial teacher
education was highlighted as one of the enrolment priorities during this
process, together with other scarce and critical skill areas. Enrolment
projections received from universities have indicated that by 2019, the country
will be producing in excess of 22 000 new teacher graduates, substantially
reducing the teacher supply-demand gap. The reduction in the teacher
supply-demand gap will have consequences for the employment of migrant
teachers in South Africa. This is a matter for further research.
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CHAPTER 5
PROFESSIONAL EXPERIENCES OF MIGRANT
TEACHERS IN SOUTH AFRICA
Sadhana Manik

Introduction
South Africa's economic and political stability since 1994, in comparison to
other African countries, has long been understood as its trump card in
attracting skilled professionals. A Centre for Development and Enterprise
(CDE) Report by Bernstein (CDE 2011) revealed that according to their
estimates (which may differ from other studies and statistics), the country still
needed 15 000 more teachers to meet the annual demand of 25 000 new
teachers.
Added to this need for teachers, is the discourse on the demand and supply of
teachers to schools, based on location. The South African Council for
Educators (SACE) (SACE 2010a) revealed in its report on teacher demand
and supply that the supply of teachers is impacted upon by the various choices
individuals make, one of which includes geographic location. SACE
elaborates that the decision is influenced by the economic and non-economic
rewards of teaching in that particular geographic location. One contour of
argument is that local teachers do not wish to teach in rural areas due to poor
infrastructure and resources. They note that, in South Africa, the salary of a
teacher is the same regardless of location and resources; hence, when
teachers have a choice of where to teach, it is understandable that they will be
drawn to schools that are well resourced with good infrastructure, rather than
the opposite. Thus, 'In South Africa there is a shortage of qualified teachers in
rural areas when compared to urban areas' (Report of Ministerial Committee
on Rural Education 2005: np) (see also Wedekind 2011) and this is related to
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the lack of resources (SACE 2010a). In addition, whilst there is a general lack
of teachers in critical skills areas across South Africa, there is a particular
shortfall of science, mathematics and language teachers in rural schools
(SACE 2010a; Human Sciences Research Council [HSRC] 2004).
The shortage of locally qualified mathematics and science teachers across
South Africa (CDE 2011) and qualified teachers in rural areas has created a
demand and migrant teachers have been filling this void (Manik 2012).
Despite the growing influx of migrant teachers into South Africa in the past five
years, a limited number of studies have tried to understand the professional
experiences of these teachers in South African schools (Ibid.). Manik's study
on Zimbabwean teachers in South Africa (Manik 2012) revealed that
immigrant teachers encounter several challenges, which impede their ability
to integrate easily into the local teaching fraternity. One is access, or
frustration at the legal processes required to enter the country and local
teaching fraternity through the acquisition of work permits from the DHA, and
the necessary accreditation evaluations through SACE and SAQA.
Zimbabwean teachers also experienced a lack of job security in public and
independent schools due to their migrant status, poor remuneration in
comparison to South African teachers and a management culture
characterised by xenophobic attitudes and favouritism, based on ethnicity.
This chapter attempts to address the phenomenon of migrant teachers in
South Africa by engaging in a discussion of their experiences. This qualitative
component of the broader study on the status of migrant teachers in South
Africa complements the earlier chapters presented in this book by exploring
some of the underlying experiences that cannot be identified simply by
analysing the available data from SAQA and the DHET. The findings are
alarming. Reports from the migrant teachers involved in the study suggest
very limited support in public schools. Work environments are perceived to be
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psychologically destructive, with a lack of appreciation of migrant teachers'
contributions and dismissal of their efforts to meet the critical needs in
particular subjects.
Immigrant teachers in both public and private schools were either interviewed
or completed questionnaires regarding their professional experiences.
Interviews were only conducted in KwaZulu- Natal, Limpopo and Gauteng,
due to budget constraints. Fourteen teachers were interviewed (using a semistructured interview schedule) and eleven questionnaires were received with
the assistance of two field workers in addition to the researcher. A total of 25
participants voluntarily participated in the study. As no databases on migrant
teachers were available at the time of data production to provide a sampling
framework, participants were selected on the basis of snowball sampling in
each of the provinces by networking with universities, departmental officials,
principals and teachers. As this was a qualitative study, the intention was to
gain depth. As with all qualitative studies, there cannot be any generalisations
from the data, although the insights gained are critical to understanding
migrant teachers' experiences in South Africa.
The majority of participants were located in rural areas, teaching scarce skills
subjects. The migrant teachers involved in the study were from the following
African countries: Malawi, Zambia, Zimbabwe, Ghana and Nigeria. The
professional experiences of migrant teachers in South Africa were varied and
included their bureaucratic experiences while trying to gain legal entry into the
country and the teaching profession; their efforts to achieve secure teaching
posts and pursue career success; and their interpersonal relationships with
principals, colleagues and learners at school level.
This chapter presents an account of the experiences of these migrant
teachers in South Africa. The names of the teachers have been replaced with
pseudonyms to protect their identity and ensure anonymity.
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Gaining legal entry into the South African teaching
profession
Teachers are regarded as highly skilled professionals, however, despite a
shortage of teachers in South Africa, the process of gaining legal entry is
perceived to be long, expensive and time-consuming with convoluted and
complicated procedures to follow, which are not explained by officials from the
DHA. The process is also vulnerable to corruption by lawyers who promise to
expedite the process by offering their services to migrant teachers in
exchange for exorbitant fees.
Mikel is of Malawian origin; he came to South Africa in 2004 to teach in a
private, religion-based school. He explained that:
[the law] is clear on suitability; then you get a work permit. But they (Department of Home
Affairs) delay – it's not part of the requirements for a work permit, but they want assurance of
who is taking charge of you. It takes up to 3 to 6 months for a permit to be released and you
are not allowed to teach, and you need to then renew your temporary residence permit
(R425) 'cos they give you 30 days only on a visitor's permit. Corruption here [in South Africa]
is a big thing…Home Affairs were hectic. We had to go back to Malawi and apply at the
South African embassy where there is order, and in seven days we had our permit. But here
[in South Africa] lawyers want to do the processes- they take R5 000 to R7 000 to process a
permit. In my country you don't go through this mess. In my country a foreigner is respected
more than the indigenous population.

Mikel's articulations reveal corruption by lawyers, a poor attitude to migrants
and inefficiency at the DHA in South Africa. The principal of the private school
where Mikel has been appointed also attested to the contradictory nature of
the immigration process:
…you can't apply for a work permit without having a job, and you can't have a job without
having a permit.
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The majority of migrant teachers interviewed (57%) stated that the process of
applying is not easy, with a multitude of documents required and no clarity on
the procedure from the South African DHA.
Lena, a Zimbabwean, explained that in South Africa the entire system lacks
user-friendliness and order. She said:
It is hectic. There's this evaluation- there's SAQA and when you want to register with SACE,
then they say they want the Department of Education to evaluate too.

In contrast, certain aspects of accessing the teaching profession are
perceived to be efficient. As Mira, who is Zambian, explained:
SAQA were so effective - if the College from where you got your qualification is accredited.
They were calling me and updating me all along; they sent a letter to say they're waiting for
the ministry of education in Zambia to confirm the accreditation of the institution.

Lena also said:
Nobody explains the process and they should know that it is costing us a lot…..SACE
registration is just for one year. Yet my work permit is up to 2013 - it should tally with the
permit.

It is evident that there is a disjuncture between the time period of the work
permit (determined by the DHA) and the professional registration of teachers
(conducted by SACE) which has financial implications. In addition, there is the
evaluation process (carried out by SAQA) which is costly.
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Access to teaching and achieving career success
in South Africa
It was clear from the interviews that many migrant teachers take menial and
low-skilled, low-paid jobs in order to meet their qualification accreditation
requirements and daily survival needs. Martha, a Zimbabwean, explained
how she acquired sufficient funds to pay the costs to legally enter the South
African teaching profession:
I was a maid. I had to take the job in order to raise money for SAQA, SACE and applying for
a work permit.

Wellington, a Zimbabwean, travelled extensively while accepting piece-work
low-skilled employment in order to secure a teaching job. He explained:
First I went to Cape Town and then I came to Limpopo in January 2008. I actually came in
June 2007 and worked in a restaurant 'cos I couldn't get employment. You give them the
work permit and passport and qualifications. Then they ask you for asylum papers, but you
tell them you're not an asylum seeker. For six months I had to survive without a job…that's
what's happening. I know people selling on the street, yet they are qualified teachers. I know
of teachers at service stations pouring petrol when you are a qualified teacher. A teacher is a
teacher, so why discriminate? If we have to take stock now, how many South African
teachers have their qualifications and are teaching?

Wellington was upset that he was unable to obtain a job in South Africa
because of his migrant status, despite having the necessary qualifications and
paperwork. Furthermore, school management appears to be ignorant of the
three main categories of migrants in South Africa and their distinction from
each other, namely documented migrants (like Wellington), refugees, and
asylum seekers, as opposed to undocumented migrants. Wellington also
noted that some South African teachers were teaching despite not being
qualified, and he found this unfair.
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Migrant teachers, once working in South Africa, occupied both temporary and
permanent teaching posts, depending on the nature of the school (that is, if
they were employed in a public or private school). The norm amongst those
with permanent posts was that they were located in private schools. By far the
majority of migrant teachers were in temporary positions (64%), which lacked
security and prevented them from planning for the future and achieving
success in their migration. This was evident amongst married teachers who
had migrated to South Africa without their spouses. Jon, who is Zimbabwean,
explained:
…the only worrisome issue is being temporary for so long…to plan your life- to bring my
family here. It's a yearly contract. Suppose I lose the job. I can't bring her (my wife) here.
She's there still working as a teacher in Zimbabwe. It's my main worry. It's a predicament; it's
not healthy and [not] good.

Interviewees expressed disappointment at the Department of Basic
Education's slow response to the appointment of migrant teachers to
permanent posts. Jon stated:
Initially we were meant to be absorbed. In 2009 I got permanent residency, but I'm still
waiting for the DBE to attend to the absorption/ appointment which ever…

Wellington, a Zimbabwean, also explained:
You are there teaching, but they call it a vacant post. I am there occupying the post, yet on
the chalkboard they call it vacant. It means I'm nothing.

Even in the case of permanent appointments, migrant teachers explained
that, because they are deemed to be migrants, there is no chance of
promotion. Burt, a Ghanaian, shared his disappointment:
I have taught for 17 years, but have nothing to show in terms of promotion.
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Thus, obtaining a permanent post, which would have led to stability and
security and later upward mobility, appeared to be difficult for migrant teachers
to acquire in South Africa.

School-based interpersonal experiences
A few migrant teachers (20% of those interviewed, n=3) attested to very
positive interactions with staff and learners. Dina, a Zimbabwean, said 'the
experience has been awesome'. John, also a Zimbabwean, reported that
'teachers at the school co-operate and they are eager to share and support
me'. He also revealed that his principal is 'motivating and eager to support
[him] morally, socially, physically and spiritually.' Similarly, Martin, a Nigerian,
noted that his 'personal and professional interactions with staff and students
can be described as being pleasant and cordial…’
In contrast, many other migrant teachers (52%) expressed concerns about
xenophobia in South African society and overt and/or subtle forms of
xenophobia practiced by their South African colleagues and learners. Benita,
a Zimbabwean, revealed that:
It's very difficult to fit into the circles. No matter how hard one tries, it's evident that fitting in
Is tough. Learners do not respect you as they do to other [South African] teachers.

Overt forms of xenophobia included learners mocking migrant teachers'
pronunciation of words and telling them, in local dialects, to leave South Africa.
For example, Tamy, a Zambian, explained that she has heard pupils say:
“Go home, why are you here?” in their own language. They don't know I know the
language…At times it affects how I teach…I haven't tried to address it in any way.

Subtle forms of xenophobic behaviour not only manifested in the learners' lack
of discipline and their disrespect for the migrant teachers, but also in their body
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language. Tony explained, 'when you speak to them, it's their body language
and those who are brave enough say it.' It also becomes apparent in the use of
language and in learners' ethnicity. Migrant teachers explained that the
learners prefer to communicate in Zulu, which is not the language of
assessment; if a teacher speaks English or Afrikaans, they will not receive a
response. Ethnic division was also evident and lines were drawn between the
various ethnic groups, as explained by another migrant teacher:
Even among blacks [local Africans from South Africa] there is this segmentation…there are
Pedis, Tsongas and Vendas, and the Vendas are looked at as intellectually better as far as
mathematical acumen, and then they're not accepted because of that.

Migrant teachers also reported name-calling (“makwerekwere”) by their South
African colleagues. Susan, a Zambian, explained how she felt about her
colleagues' behaviour:
They say it to you like a joke. I find it offensive. I once talked about it to another migrant
teacher and she said whilst it's hurting, you don't want people to know you're offended.

It was apparent that Susan's colleague suggested she bottle up her emotions.
Susan stated that it was strange that this behaviour was “African teacher
against African teacher”, and not perpetrated by teachers of other race groups
against migrant teachers. It was evident that migrant teachers had difficulty in
understanding the xenophobic attitudes and behaviour of other African
teachers and learners towards them; this impacted on them, both emotionally
and on their teaching.
Tony explained what he understood as the cause of xenophobic behaviour
towards migrant teachers:
Xenophobic tendencies are from some teachers who see migrant teachers as a threat
particularly those less qualified and incompetent in teaching.
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It may, therefore, be that xenophobia is perpetrated by those teachers who
feel inferior to their international colleagues, but that view does not explain
learners' behaviour.
Another sore point for migrant teachers was their view that there is a lack of
appreciation for the jobs that they were undertaking in South Africa, a country
in need of teachers. Susan reported that 'in my previous school, the pupils
were without a teacher for six months…I feel I'm not appreciated.' Similarly,
Lena noted that South African teachers needed to know that 'we [migrant
teachers] are not here to threaten their jobs but to help them.' Both Susan and
Lena pointed to their contributions to schools, which go unacknowledged by
their colleagues and schools.

The South African curriculum and assessment
Other professional experiences related to migrant teachers' unhappiness was
the nature of the South African curriculum and teaching, particularly with
regard to assessment. Jimmy, a Zimbabwean, found assessment to be highly
problematic. He said:
I think that the idea of a 30% pass…you don't know 70% of the work, yet you pass, is
ridiculous….in Zimbabwe anyone under 40% is ungraded….you have failed beyond
redemption.

What is considered to be a passing grade in South African schools is seen as
counterproductive by migrant teachers, given their professional backgrounds
in other countries. Another aspect of assessment viewed as lacking in
educational merit was the practice of giving learners the scope of an
examination:
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The scope. I found that ridiculous. The syllabus is enough for the framework for testing.
It's tantamount to rote learning…

Another practice that migrant teachers found alarming and which went against
the grain of an acceptable teaching, learning and assessment environment,
was teachers' use of languages that were not deemed to be the recognised
languages of instruction in South Africa. Martin, a Nigerian, said he:
…discovered that the preferred medium of instruction is the local language (Zulu) against
the official language of assessment, which is English.

It is apparent that some migrant teachers' professional experiences ran
contrary to their expectations, which were largely based on teacher policies in
South Africa and their experiences in their previous school/country
environments.

Concluding comments
Migrant teachers experienced numerous struggles, from their entry into South
Africa to the accreditation of their qualifications and accessing teaching
positions in the country.
They are “othered” from the outset (entrance into South Africa), and this
persists across all their interactions with South Africans. Being seen as the
“other” locates migrant teachers in a marginalised position. The concept of the
“other” which originates in anthropology, indicates a sense of not belonging.
Thus, whilst migrant teachers are physically in South Africa and in schools,
their experiences locate them as outsiders. This is apparent in several ways,
including the hostile treatment they receive from the DHA; being vulnerable to
corrupt lawyers; being granted a year's provisional professional licence by
SACE even though their work permit is valid for two years (which does not
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apply to local South African teachers); being “a warm body” in a vacant post at
school teaching a critical subject, yet being unable to apply for a promotion or
gain acceptance as a national marker. Delays and inefficiency in the
processing of migrant teachers' documents by the DHA is a common way of
being “othered”. Anger with the DHA is not new, as Zimbabwean teachers in a
previous study similarly complained about the slow, inefficient workings of this
department (Manik 2012). The DHA has frequently been cited as inefficient
(WaKabwe-Segatti 2008; Manik 2012). It has been accused of not adhering to
the Constitution's rule of evaluating the application and processing migration
documents within 30 days. Recently Intergate Immigration Services lodged
an urgent appeal against the Minister of Home Affairs on behalf of 840
applicants – migrants who were seeking temporary and permanent residence
permits, with applications dating back to 2007 that had not been processed
and 'remained undetermined' (Schroeder 2012:09).This had a ripple effect for
applicants in terms of obtaining work and maintaining family ties.
Migrant teachers being perceived as the “other” also takes on xenophobic
overtones in the school environment, with many colleagues and learners
blatantly rejecting migrant teachers, as evident in their comments and
reactions. Their articulations of their experiences have resonance with the
findings of numerous studies in South Africa. Bekker et al (2008:04) defined
xenophobia as 'the hatred or fear of foreigners or strangers' and noted that
one of the reasons for the xenophobic violence of 2008 (which occurred in
South Africa, particularly in township areas), could be that, since becoming a
democracy, South Africa has experienced large, continuous streams of
migrants, especially Africans. The xenophobic attacks were mainly
perpetrated on African migrants and on Africans from minority language
groups, such as people who speak sePedi and isiTsonga. The South Africa
Immigration Project has undertaken several surveys (1999 and 2006) of
attitudes towards foreigners, and it revealed that South Africa is a highly
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xenophobic nation. The last poll reported that 85% of participants believed
foreigners were “stealing jobs”; alarmingly, their views were not based on their
own experiences (Southern African Immigration Project 2008).
Of the 112 countries indicating that they would have a shortfall of teachers
when reporting teacher data for 2009 to UNESCO, more than 55% can be
found in sub-Saharan Africa, indicating severe deficiencies in teacher supply
(UIS 2011). Thus, it is apparent that South Africa is not the only African country
that attracts migrant teachers, especially those who have critical skills.
Ethiopia has been known to recruit teachers to fill the gaps in subjects such as
science and technology (Shewarget, Wolde-Yohannes and Yonemura 2012).
A study was undertaken on the status and working conditions of migrant
teachers in Ethiopia after the country elected to recruit large numbers of
teachers “who are not fully trained” on a contract basis (Shewarget, WoldeYohannes and Yonemura 2012:72). The findings offer lessons for the South
African context. In general, Ethiopia recruits mostly from outside of Africa
(such as China, Cuba, Germany, India and Philippines) although it does
recruit Nigerian teachers. It has acknowledged that the process is slow,but it
does attempt to accelerate the process by having a team undertake the
evaluations. The minimum contract is two years and teachers are given travel,
accommodation and housing allowances, despite not being fully trained
teachers by Ethiopian standards. Presently, discussions are under way to
enable Ethiopia to recruit teachers from other African countries such as
Zimbabwe, Ghana, Kenya and Uganda (Shewarget, Wolde-Yohannes and
Yonemura 2012). It has been noted that Ethiopia's recruitment of teachers is in
keeping with the fair and ethical treatment practices of the Commonwealth
Teacher Recruitment Protocol (CTRP),which provides guidelines for
safeguarding the interests of both the recruited teacher and host countries
(see Chapter 1 for a more detailed description of the CTRP).
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In contrast, South Africa does not actively recruit migrant teachers from other
African countries. Perhaps herein lies the problem, because migrant teachers
are not being managed by the State in terms of having their needs addressed
and having the guidelines of the CTRP applied to safeguard their wellbeing in
South Africa. Previously, there have been calls for the 'African Union to adapt
the CTRP into a working instrument' (Omelowa 2011: 21), which is strongly
supported. Keevy (2011b) has also provided some salient aspects for
consideration in drafting a continental recruitment protocol for Africa. These
efforts are important to pursue because SACE (2010: 03) acknowledges that
qualified migrant teachers are a source of teacher supply in South Africa.
Unfortunately, SACE fails to pursue this issue in its recent document on
teacher migration, although it openly declares that migrant teachers are “an
important resource” especially as a “quick fix” in the supply of qualified
teachers in scarce skills areas (SACE, 2010: 03). It thus appears that there is a
strong need for collaboration and co-ordination of efforts between the key role
players in teacher migration.
Thus, whilst South Africa is in need of migrant teachers, particularly in scarce
skill subjects teaching in rural areas, in many work environments they are
clearly not welcomed, affirmed or appreciated at the micro level of the school.
Furthermore, there is no platform for them to discuss their views and feelings
on teaching, learning and assessment in South Africa or their relationships
with their South African counterparts and learners. SACE (2010) reported that
both the systemic evaluation analysis undertaken in 2004 and the SAQMEC
data of 2000 indicated that teachers value their relationships with other
teachers and their community. Also, migrant teachers' relationships in school
and the culture of teaching and learning that prevails are important to their
emotional wellbeing (Manik 2005). Furthermore, the Teacher Incentive
Project (2006) found that teachers place a premium on the school
environment and their salaries. If unaddressed, migrant teachers' negative
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experiences in South African schools could adversely affect their
development and taint their work attitude. Teacher unions have a critical role
to play in addressing the needs of migrant teachers and the challenges facing
them, yet they have been regrettably silent in this regard.
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CHAPTER 6
IMPLICATIONS FOR POLICY, RESEARCH AND
PRACTICE
James Keevy, Whitfield Green and Sadhana Manik

Introduction
The main purpose of the research has been to contribute to a more systemic
and coordinated approach to the appointment of migrant teachers in South
Africa. This approach should both respect the need for protecting the integrity
of the national system in South Africa, notably with regard to the appointment
of teachers in a country that has significant shortages of teachers in certain
subject areas, while also preventing the exploitation of those migrant teachers
who choose to be employed in public and private schools in South Africa.
Notably those teachers come from poor countries and countries undergoing
difficult transitions, such as Zimbabwe and the DRC.
This study was undertaken to better understand the status of migrant teachers
in South Africa. The original idea of a study of this nature came from the
involvement of the three authors in various aspects of the Commonwealth
Teacher Recruitment Protocol (CTRP), which aims to balance the right of
teachers to migrate internationally with the need to protect the integrity of
national education systems, and importantly, to also prevent the exploitation
of scarce human resources of poor countries.
The location of the three authors within critical components of the education
system in South Africa, dealing in one way or another with migrant teachers,
provided access to important sources of data; data that to date, had not been
made public, much less triangulated. The study relied on the following sources
of data:
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• Employment of migrant teachers in South Africa:
•

1 633 migrant teachers employed in public schools in South Africa
in 2010 from the PERSAL data (DHET 2013b)

• Achievement of South African teaching-related qualifications:
•

2 982 international students who achieved South African teachingrelated qualifications in 2010 (SAQA 2013b)

•

2 378 international students who completed recognised teaching
qualifications (in terms of national policy) at public universities in
South Africa in 2010 (DHET 2013c)

• Evaluation of international teaching-related qualifications:
•

2 863 international teaching-related qualifications evaluated by
SAQA in 2010 (SAQA 2013d)

•

2 665 international teaching qualification sets evaluated by the
DHET in 2010 (DHET 2013a)

The data were supplemented by qualitative data from interviews and
questionnaires involving 25 migrant teachers teaching in both public and
private schools in South Africa in 2012. These teachers had originated from
Malawi, Zambia, Zimbabwe, Ghana and Nigeria. The data collection was
conducted under the auspices of the University of KwaZulu-Natal.
The study is based on three components: (1) the Commonwealth Teacher
Recruitment Protocol (CTRP); (2) different modes of recognition; and (3) a
distinction amongst four interrelated requirements for teachers to practice in
South Africa. The conceptual basis of the study was further strengthened by
engaging current thinking on the recognition of teacher qualifications in the
Commonwealth. By drawing on a study by Keevy and Jansen (2010), it was
shown which main qualification types are offered across Commonwealth
countries. The different modes of recognition of qualifications were also
discussed. Here, it was shown that credential evaluation is the dominant
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mode of recognition in South Africa, but that the other modes, namely prior
agreements, benchmarking and social uses, must be considered in order to
improve transparency and facilitate cross-border mobility.
For a migrant teacher to be employed in a public school in South Africa, four
distinct but interrelated requirements were identified, with an additional
requirement for international students studying at South African universities:
1. Evaluation of the international teaching qualification(s) by SAQA
2. Application for a work permit issued by the DHA
3. Apply to SACE for professional registration as a teacher
4. Meet employment requirements (in the case of public schools, this is
set by the DHET)
5. Meet admission requirements when studying at a South African
university
Drawing on recent research in this area of teacher migration (DegazonJohnson 2010, Keevy 2011b, Ochs 2011, Manik 2012), this study affirmed the
need to consider the specific context of South Africa as well as the need for
professionalisation of all teachers, including the need for migrant teachers to
be subject to a registration process with specific requirements. Importantly,
the research shows that data on teacher migration and recruitment are limited
at best, including for South Africa. It is hoped that this study will be a first step
towards improved data collection on migrant teachers in South Africa, an
improved understanding of the contribution of these teachers, and a deeper
understanding of their experiences in the country.
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The achievement of South African teaching qualifications
by international students
The need for greater harmonisation and recognition of qualifications across
the SADC region, and in particular the recommendation of the SADC Protocol
on Education and Training (SADC 1997) for universities to reserve at least 5%
of admissions for students from other SADC member states, forms an
important point of reference for South Africa. According to the International
Education Association of South Africa (IEASA) (IEASA 2012), South Africa
had already reached this target in 2003, with 7.3% international students in
2012. This correlates well with the findings in this research, where it was found
that 7.4% of all teaching qualifications in 2010 in South Africa were awarded to
international students (SAQA 2013b). The data also showed that this cohort of
international students are mostly between the ages of 30 and 39 (40%), and
originate from Namibia (36%), followed by Zimbabwe (8%), Lesotho (7%) and
Swaziland (also 7%) (Ibid.).
The two qualification routes mostly found in Commonwealth countries (Keevy
and Jansen 2010), namely the four-year professional Bachelor and the threeyear general undergraduate degree followed by a one-year professional
postgraduate qualification, are also the minimum requirements for teachers in
South Africa as stipulated in the Policy on the Minimum Requirements for
Teacher Education Qualifications (DHET 2011). In terms of the South African
NQF levels, these qualifications are on Level 7 as indicated in the table below.
These requirements also apply to migrant teachers who intend to teach in
South Africa. The analysis of the teaching-related qualifications achieved by
international students in South Africa in 2010 (SAQA 2013b and DHET 2013c)
in relation to the two qualification routes are summarised in the table below.
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Many migrant teachers (61% of the 2010 cohort) already holding teachingrelated qualifications appear to be opting to complete South African CPD-type
programmes at NQF Levels 5 and 6 to better equip themselves to teach in
South Africa (DHET2013c). The majority of these are completing the ACE,
possibly to improve their chances of becoming employed in South African
public schools. Migrant teachers are viewed as new entrants and, unless a
special dispensation is agreed on a political level, migrant teachers holding a
three-year teaching diploma do not meet the minimum requirements,
although they may be employed at some schools in a temporary capacity to
meet a pressing need. An example of a special dispensation is the potential
relaxation of minimum qualification requirements for teachers teaching
specific scarce subjects, such as in the case of technical, vocational and
performing arts subjects. However, for SACE registration as a professional
teacher, REQV13 is sufficient. As mentioned earlier, this incongruence exists
to provide for continued employment of teachers whose qualifications were
evaluated according to old policies. These nuances are often not understood;
all the roleplayers should work together to make the requirements clearer and
more accessible, particulary for migrant teachers who may already be
overwhelmed by the varied requirements within South Africa.

The evaluation of international teacher qualifications in
South Africa
The evaluation of international qualifications forms an important requirement
that must be met before a migrant teacher can be employed in a public school
in South Africa. The evaluation is conducted by SAQA (as a prerequisite for a
work permit), by the DHET (on behalf of the employer) and by certain
universities (as part of the admission process). As part of the professional
registration process, SACE requires either a SAQA or DHET evaluation.
These different layers of evaluations are confusing to migrant teachers and
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require better coordination. Inconsistencies result due to the different
purposes and points of departure on which the evaluation processes are
based and, in some cases, due to fraudulent activities. The lack of coordination and meaningful sequencing, with clearly assigned roles and
responsibilities for the different roleplayers, also creates room for fraudulent
activity to take place. In this regard it is important to note that fraudulent
qualifications presented for employment in education are not limited to foreign
teachers only. There is a steep increase in the number of fraudulent South
African qualifications detected by SACE and referred to the DHET for
verification with universities. Combating fraudulent qualifications, both local
and foreign, across the entire employment spectrum should clearly be dealt
with by a competent and experienced team of experts. Some
recommendations are made in this regard later in this chapter.
A statistically significant correlation between the data from SAQA (SAQA
2013d) and the DHET (DHET 2013a) was found. Most qualifications that were
evaluated were from applicants from sub-Saharan Africa, such as Zimbabwe,
the DRC, Ghana and Nigeria. The table below draws a comparison between
the top countries in the two datasets.
Percentage (ranking)
Country
Zimbabwe
Ghana

DHET
64% (1)
7% (3)

SAQA
61% (1)
9% (2)

Nigeria

6% (4)

7% (3)

Lesotho

2% (7)

5% (4)

DRC

<1% (16)

4% (5)

Kenya

8% (2)

1% (7)

India

3% (5)

3% (6)

20

Table 21: Top countries from which qualifications were evaluated in 2010 (DHET 2013a, SAQA
2013d)

20
Kenya was not listed in the SAQA data (SAQA 2013d) discussed in Chapter 3 as it falls outside the top ten supply countries to
South Africa.
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The majority of the qualifications evaluated by SAQA were on NQF Levels 5
and 6, suggesting that these teachers were entering South Africa without the
minimum required qualifications. The majority of teacher qualifications
evaluated by the DHET were, however, granted qualified REQV status (86%
of the applications). This is mainly because of the difference between current
qualification pathways for new teachers (a four-year, full-time pathway leading
to REQV14 status), which is still legally the minimum requirement for
employment as a teacher (a teaching qualification, or set of qualifications
evaluated to be at REQV13). Whilst there has been some discussion about
the possibility of requiring REQV14 status as the minimum employment
requirement, this is not yet the case.
Most migrant teachers (56%) whose qualifications were evaluated by the
DHET in 2010 were able to offer teaching specialisations in science and
technology; teachers in these subjects are in great demand in South Africa.

Employment of migrant teachers in public schools
in South Africa
South Africa is unable to produce sufficient numbers of teachers to address
the current attrition rates, much less staff needed for new schools. In this
regard migrant teachers can play an important role by teaching in scarce
subjects (see above), and often also being willing to teach in rural areas. The
DHET has recently engaged public universities in an enrolment planning
process for the years 2014 to 2019. Through this process, university
enrolment and graduate targets for the five-year period have been set. The
five-year targets are formalised in ministerial statements on student
enrolment planning in public universities that form the basis upon which
universities are allocated state funds. The targets set for teacher education in
this process indicate that by 2019, the public universities should be producing
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in excess of 22 000 new teachers every year. This will enable the country to
better address the teacher supply-demand gap. This may also have
consequences for the scale of employment of migrant teachers, as the current
supply-demand gap will be reduced, resulting in a reduced pull factor.
According to the DHET (2013b) 1 633 migrant teachers were employed in
public schools in 2010. The majority of these were employed in Gauteng
(28%), Eastern Cape (28%), KwaZulu-Natal (13%), Limpopo (9%) and
Western Cape (9%). The majority of these teachers were employed in
secondary schools (68%), in Level 1 teaching posts (94%) and in temporary
appointments (87%). These data suggest that, despite fulfilling an important
role in South Africa, migrant teachers tend to be appointed at the lowest level,
originate mainly from Zimbabwe (72%), and only serve on a temporary basis.
This does not bode well for the CTRP aim of preventing the exploitation of
scarce human resources of poor countries.
A comparison of the number of South African teaching-related qualifications
awarded to international students (SAQA 2013b, DHET 2013c), the number of
qualifications evaluated by SAQA and the DHET (SAQA 2013d, DHET 2013a)
and the number of migrant teachers employed in public schools (DHET
2013b) shows an interesting picture. The discrepancy of 1 000 or more
between the number of employed teachers and the number of evaluations
suggests that many migrant teachers may not be successful in meeting the
requirements to teach in South Africa. These teachers are taking up
alternative employment opportunities, are employed privately as teachers, or
find employment as teachers in public schools, but not in the year in which
their qualifications were evaluated. As will be discussed below, the
experiences of migrant teachers in South Africa support this point.
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Number
Source of data

DHET

SAQA

Achievement of South African teachingrelated qualifications by international
students
International teaching-related
qualifications evaluated
Migrant teachers employed in public
schools

Table 22: Comparison of number of achievements, evaluations and appointments in 2010
(SAQA 2013b, SAQA 2013d, DHET 2013a, DHET 2013b, DHET 2013c) (*) Data only for
public universities

Data from SACE, which was not used in this study as explained in Chapter 1,
point to between 7 590 and 7 961 registered migrant teachers teaching in
public and independent schools (SACE 2010b, SACE 2011). According to
SACE, the majority of these teachers were teaching in independent schools,
while some may have been registered with SACE, but were looking for
employment (Ibid.). There is a clear need for the SACE data to be further
analysed and compared with data from SAQA and the DHET.

Professional experiences of migrant teachers in
South Africa
The previous chapter in this book provided an account of the experiences of
25 migrant teachers teaching in South African schools in 2010. The accounts
bear testimony to serious challenges experienced in navigating through the
diverse and complicated requirements (SAQA, the DHA, SACE and the
DHET) that need to be met to teach in South Africa. Accounts of exploitation
and corruption were common, as well as complaints about the costs
associated with each process. Teachers reported doing menial work just to
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save enough money to pay for their applications. The fact that requirements
were stringently applied to migrant teachers, but not to South African
teachers, was also a common complaint.
In confirming the findings presented above, migrant teachers complained
about being employed in temporary positions and with little prospect of being
promoted. Another point raised by the teachers was the fact that they felt
unappreciated for contributing to a sector where there is a great need for
teachers, specifically in science and mathematics.
The experiences of migrant teachers strongly support the quantitative findings
made in the earlier chapters. It is apparent that migrant teachers are not
treated fairly in South Africa and that much will have to be done to adhere to
the requirements of the CTRP, and for the country to maximise the significant
contribution of these teachers.

Implications for policy
This research has proposed a distinction
Immigration
requirements

between four different requirements migrant
Employment
requirements
Qualification

teachers must meet in order to be able to
teach in a public school in South Africa.
Essentially these four requirements point to

Admission
requirements

Professional
requirements

four different purposes for which a
qualification can be evaluated, namely:

1. Immigration
2. Professional registration
3. Employment
4. Admission to further studies

130

It has been shown throughout the findings of the research presented in this
book that the four processes are interrelated, but also weakly coordinated in
South Africa. In several instances the reputations of agencies responsible are
at stake as evaluations are not consistent. There is, however, also an
advantage of having at least four layers of check points, as this improves the
probability of detecting fraudulent qualifications. Even so, improved
coordination is required to make the system more efficient.
All of this takes place in the current context of severe teacher shortages in
South Africa, while the country is receiving significant numbers of qualified
migrant teachers, notably in scarce subject areas. This is clearly a situation
where many migrant teachers end up working in positions that are not
necessarily commensurate with their qualifications. As a result, their capacity
to contribute is compromised at the expense of a country in dire need of
teachers. This situation cannot continue.
The main finding of this study, and its resulting policy recommendations, is that
South Africa must better manage the availability and utilisation of migrant
teachers. Such a policy environment should include the following:
The DHA must be informed of specific teacher-scarce skills areas (teaching
subject specialisations or academic disciplines) by the departments and
organisations that employ teachers. This should include information on scarce
skills required for the schooling sector, and for the post-school sector,
including the FET College sector, other colleges, the adult education sector
and the university sector. This will facilitate the granting of work permits to
teachers or lecturers possessing these specialised skills.
A streamlined and sequenced process of application and qualification
evaluation is needed, with the various evaluation agencies (the DHA, SAQA,
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the DHET/DBE, SACE) having clearly defined roles and responsibilities within
this process (see the proposal below).The DHA in conjunction with SACE,
SAQA and the DHET should provide clear steps on the process of obtaining
the necessary documentation and average time frames in order to be able to
enter the local teaching profession. Approximate costs for each leg of the
process must be included. The steps should be available on the respective
websites, in addition to being made available in hard copies. Clear
communication about the process and requirements must be available to all
interested parties, but most importantly to migrant teachers who seek to teach
in South Africa.
The different qualifications evaluation criteria used for employment purposes
(the DHET) and professional purposes (SACE) must be clarified and clearly
communicated to all involved. The four-year pathways that make up the
minimum qualifications requirement for teaching in South Africa translate to
REQV14, while the legal minimum requirement for employment is REQV13
or lower, in an attempt to accommodate within the system those teachers who
qualified at a point when REQV13 was the minimum requirement. SACE
requires REQV13 for professional registration but also accepts lower-level
values, e.g. REQV 12 to accommodate specific categories of teachers. While
the variations are legitimate, as explained earlier, they are not understood by
all involved, and even less so by migrant teachers.
Considering that REQV levels are used for employment purposes, and do not
translate directly to NQF levels, nor to the four-year pathway options, it makes
sense for SACE to reconsider the use of REQV levels for professional
registration purposes. Additional professional requirements, as well as
additional employment requirements should be jointly agreed, but should
remain the prerogative of the relevant body. Discussions should be held
between the relevant bodies (SAQA, SACE, DHET, and DBE) to streamline
these processes.
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The first option is currently the requirement set by SACE, as well as by the
DHET, for historically qualified South African teachers in public schools. The
current DHET requirement for new entrants into the profession, which is
REQV14, could be lowered to accommodate migrant teachers that are de
facto existing teachers, albeit from another country. This lowering of the
employment requirements for migrant teachers does, however, have several
negative implications as is cogently argued in the Minimum Requirements for
Teacher Education Qualifications (DHET 2011). Allowing migrant teachers
with a lower-level qualification, only to upgrade them later, has significant cost
implications that should not be disregarded. Considering qualification types
not provided for in the existing policy, particularly in augmenting shortcomings,
also becomes increasingly difficult.
The second option reflects the current DHET position and will require SACE to
lift its minimum professional registration requirements. This option will lead to
the exclusion of historically qualified teachers, and is equally problematic.
A third option is simply to maintain the status quo, but as has been pointed out
in this research, this option also results in several complications. At the very
least a concerted effort is required from all agencies involved to effectively
communicate the different requirements so that migrant teachers can better
navigate the system. In the longer term, at a point when the legacy of un- and
under-qualified teachers in the South African system has been eradicated, the
alignment of the minimum requirements should be prioritised and
communicated to both local and migrant teachers.
A commitment to the implementation of and adherence to the CTRP, including
clear communication on its expectations to all stakeholders, is necessary. The
hiring of migrant teachers by both public and private schools in South Africa
should be regulated through national policy which must be crafted taking the
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CTRP into account. This will assist in protecting both migrant and South
African teachers. There is a clear need for stronger regulations to monitor the
employment of migrant teachers in private schools and on SGB
appointments. Oversight and monitoring by the DBE and DHET of the migrant
teacher employment practices of institutions and organisations falling under
their jurisdiction are also necessary. This must include both public and private
employers of migrant teachers. Clear policy specifications must be set up
regarding the kind of data to be collected on migrant teachers in the country,
and a central point for its collation, to enable effective monitoring and support.
There is a clear and urgent need to address migrant teachers' experiences in
South Africa, as much as there is a need for migrant teachers to fill the gaps in
critical areas in South African schools. Given that teachers are in demand in
various sub-Saharan African countries (e.g. in Burkina Faso, Chad and Niger
[UIS 2012]) the migrant supply of teachers to South Africa may soon dry up if
these teachers are not treated fairly and affirmed for their efforts in South
Africa. A fair and equitable policy environment is key to reaching this goal.

Implications for research
In order to develop a comprehensive picture that chronicles the role of migrant
teachers and the nature of their experiences in South Africa, it is essential to
embark on collaborative endeavours, given that these teachers interface with
a variety of different government departments in their pursuit of legal work
opportunities. This study was an example of such an endeavour to establish
an initial foundation from which other collaborative studies can be crafted to
enrich the data in South Africa on migrant teachers. We suggest the following
collaborative research initiatives to achieve this goal:
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Firstly, it is essential that SAQA, the DHA, DBE, DHET, SACE and universities
agree on a process to address current duplications and conflicting messages;
such a process is necessary to facilitate the entrance of migrant teachers who
meet requirements, and who can assist in addressing existing human
resource needs in South Africa. The current uncoordinated situation also
results in the duplication of scarce resources. Secondly, there is a critical need
for concrete collaboration between the following organisations and
government departments, as they are vital stakeholders in teacher migration:
the DBE, DHET, DHA, Statistics South Africa, SAQA and SACE. Such a
relationship would facilitate a more nuanced approach to understanding the
differences between the different evaluation processes and allow for the
finding of common ground and how best to streamline processes. The
capturing of data to provide current and longitudinal data sets which would
reveal trends will also be of importance. In addition, there is a need for other
avenues of collaboration, such as with leading researchers, teacher unions
and civil society, to facilitate, for example, the tracking of migrant teachers to
ascertain what happens to them after they have entered the country.
There is a dearth of literature on migrant teachers in the South African context;
hence, there is a critical need for empirical studies which give voice to the
experiences of migrant teachers in South African schools, post-school
institutions and society. For example, it would be useful to engage in a study
where the experience of a cohort of migrant teachers, after they had their
qualifications evaluated by SAQA, could be tracked and documented. Such a
tracer study will provide insights into the challenges migrant teachers face in
seeking employment, their encounters with bureaucrats, perceptions in
society and, if they are employed, the nature of their experiences within the
school environment. An important element of such a study would be a
gendered analysis that focuses on the experiences of female migrant
teachers. Another aspect for study emanates from the particular subjects that
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migrant teachers are hired to teach in South Africa. Indeed, certain subjects in
the teaching profession (for example mathematics and science) are
categorised as scarce skills areas in South Africa, and the extent to which
migrant teachers are filling these labour gaps in the teacher supply and
demand discourse is vital in advancing their impact on education in South
Africa. The findings of research into migrant teachers' experiences could be a
catalyst for policy re/formulation in the various organisations and government
departments, developing social integration programmes and the effective
harnessing of migrant teachers' skills in education and society in general, to
grow and strengthen the socio-economic landscape of South Africa. The
future inclusion of SACE data, also for school principals, will further provide an
important point of reference for the existing SAQA and DHET data.
Migrant teachers are vulnerable to possible exploitation. It is critical that
reliable information on this group of migrant teachers is collected in order to
clearly understand the scale of their employment, and the conditions under
which they are employed. It is proposed that this study be used as a baseline
from which more regular data collections can take place, preferably every five
years or less, overseen by the DHET in collaboration with SACE and SAQA.
Expanding the study to include interviews with the relevant school principals
and heads of departments where migrant teachers are employed, as well as
officials from the DBE and the nine provincial education departments, will also
be of value.
Limited information is available on the phenomenon of private employment,
including employment through recruitment agencies, of migrant teachers in
the country, and this issue needs to be researched further. It is proposed that
research be expanded to include both private schools and SGB-appointed
teachers. This is undoubtedly an area where exploitation of migrant teachers
could take place relatively unnoticed.
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Furher research into the different modes of recognition of qualifications can
also play an important role in recognising the skills of migrant teachers in
South Africa. Improved understanding of an ever-expanding area directly
affected by the advent of qualifications frameworks will contribute to the
portability of qualifications and the mutual recognition of degrees and
certificates as espoused by the United Nations in 2006. This involves the
better use of prior agreements, such as bilateral agreements, but also
improved credential evaluation practices based on learning outcomes. The
benchmarking of qualifications frameworks, such as from South Africa and
Ghana, or from South Africa and Zimbabwe, once its NQF is fully developed,
stand to further strengthen the ability of South Africa to better utilise the skills
of migrant teachers. Understanding the social uses of qualifications, and how
these relate to other modes of recognition, is another area that requires
greater research focus. In this regard it is proposed that SAQA initiate further
research that will build on the recently completed study on the recognition of
South African qualifications in Australia (Jaftha, Zuzani and Burger 2014).
Other observations from the study, specifically those that could not be tested
within the scope of the research, also require further research. These include
the extent of teaching experience of migrant teachers. The date on which
qualifications were conferred, as noted in the findings, gives some indication
of the experience, but it must be corroborated by other data. Teachers may, for
example, hold more than one qualification, while the evaluation focused only
on the most recent qualification. Teachers may also opt to complete teaching
qualifications relatively later in life in order to become internationally mobile.
Overall, as was shown in Chapter 2, women are strongly, if not equally,
represented in the migration data. This contradiction with the evaluation data,
which are skewed towards men, will also have to be tested by further
research. The reduction in the teacher supply-demand gap, as noted in the
recent DHET report (DHET 2103e), will have consequences for the
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employment of migrant teachers in South Africa. This is another area that will
require focused research in the next few years.
This study has focused entirely on inward teacher migration. In order to fully
understand the impact of teacher migration on the South African education
landscape, more research into the phenomenon of South African teachers
migrating to other countries, such as those located in the Middle and Far East,
also needs to be conducted as this was beyond the scope of this book.

Implications for practice
Building on the implications for both policy and research as outlined above,
the following sequenced process (adapted from Table 1 in Chapter 1) could be
considered. The process will result in improved coordination between the
agencies involved, but will also require a greater dependence on the SAQA
evaluation, especially with regard to the legitimacy of the qualification. As a
proactive measure, SAQA has engaged the DHET to amend the NQF Act
(South Africa 2008) in order for the definition of a foreign qualification to be
more comprehensive, while also initiating the establishment of an anti-fraud
unit to detect fraudulent qualifications. In turn, this will strengthen the role of
SAQA as a first step in dealing with the requirements that migrant teachers
need to meet. Importantly, the SAQA evaluation will not replace the
evaluations conducted by the SACE, the DHET or universities, as each
evaluation is done for a different purpose (see the earlier discussion on the
different purposes of evaluations). What is being proposed is rather an
alignment of these processes within an overarching policy framework and,
where there are disputes for these to be resolved between the different
agencies, rather than allowing such differences to destabilise the entire
system, making it susceptible to fraudulent practices.

138

139

SACE

3

recognised professional bodies

allocation which
impacts on
employment of

public

employers)
migrant teacher

Determine REQV

DHET (on

evaluation (in cases of dispute the

further studies

behalf of

requirements drawing on the SAQA

opportunities for

been met, including SACE registration

Checks that all requirements have

university engages directly with SAQA)

Checks minimum admission

the SAQA evaluation

Checks minimum criteria drawing on

Provide

Register teacher

SACE is included in the list of

process submission

permit

South African qualification on the NQF

qualification(s)
SAQA evaluation is required in order to

qualification and comparability to a

Issue work or study

Determines the legitimacy of the

international/foreign

functions

Proposed interrelationship with other

Evaluate

Current function

certificate

SACE registration

Work permit

SAQA evaluation

Work/study permit

SAQA evaluation

Work permit

DHET evaluation

SAQA evaluation

DHET evaluation

SAQA evaluation

to the service

migrants have access

None, all legal

Prerequisite

or for further studies

Table 23: Proposed sequencing and alignment of the requirements migrant teachers must meet in South Africa for employment in a public school
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University

SAQA

agency

Implementing

1

Sequence

To facilitate an understanding of the sequenced process outlined in the table
above, it is suggested that a brochure or pamphlet is jointly developed by all
the roleplayers and published by SAQA. The brochure, together with the
relevant information, should be made available on the websites of the
respective agencies and also in hard copy at locations where migrant
teachers are likely to apply in person.
It is further proposed that a joint teacher migration forum be established,
consisting of the DHET, DBE, SAQA, SACE, the DHA and universities. The
forum could initially be managed by SAQA, but could in the longer term
become an independent association that meets on a regular basis, possibly
through an annual or biannual conference. The teacher migration forum
should be a platform for sharing the findings of evidence-based quantitative
and qualitative studies on inward and outward teacher migration, with a view
to informing policy and practice and ensuring that the rights of these teachers
are protected. The forum should also create opportunities for migrant teachers
to discuss their needs and experiences in South Africa.

Concluding comments
This study set out to provide greater insight into the status of migrant teachers
in South Africa. The findings have shown that migrant teachers are playing an
important role in South African schools, but that the requirements they need to
meet are onerous and misaligned. This lack of coordination between the
agencies tasked to oversee different parts of the system not only results in the
country's potential to effectively use the skills of migrant teachers being
compromised, but also exposes the system to potential abuse and fraudulent
practices.
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The presence of migrant teachers appears to be tolerated as a stop-gap
measure to assist with the immediate teacher supply-demand challenge in the
country. An attitude of, “let's use migrant teachers to assist in the meantime
while we increase the capacity of our teacher education system to produce the
teachers we need” appears to prevail. Whilst the country certainly must, and
is, working to increase its own teacher education capacity, the perception that
migrant teachers are a currently useful, but expendable resource is a flawed
one. Migrant teachers bring specific strengths and a variety of different worldviews which, if harnessed effectively, can add immense value to South Africa's
position and co-existence in a global village.
Ultimately, the employment, subsequent treatment and real-world
experiences of migrant teachers in South Africa is a human rights issue, and
must be treated as such. This research has shone a spotlight on practices in
South Africa, and there is clearly much to be done at the levels of policy,
research and practice. As practitioners within this system, the authors of this
report commit to taking this work further to ensure that migrant teachers are
able to employ their skills in a manner that protects the integrity of the South
African education and training system, while also safeguarding the rights of
these migrant teachers in South Africa.
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