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INTRODUCTION, BACKGROUND AND CONTEXT

In the evolving process of globalisation,
 capital is generally free to move. Labour, however, finds it more difficult to sever ties with the nation state and embrace the global village. The exception to this rule seems to be when the north, or developed regions such as Europe and the USA, requires skilled and professional labour. Invariably bureaucratic processes and moral concerns then tend to make way for the economic self-interest of the nation state as opposed to what is good for the global village. In the case of the teaching profession recruitment agencies would then, acting as front organizations on behalf of the “mother country”, in the case of this paper the United Kingdom (UK), secure skilled labour in the form of qualified teachers from South Africa, to teach in Britain (Manik, 2003).

According to estimates by Unseco, teachers form the single largest group of professionals in the world. Despite this Sives, Morgan and Appleton (2004) remind us that teacher migration is an underestimated aspect of globalisation and that there is “a gap in our knowledge of teacher’s movements and its implications for achieving educational objectives.”  They, furthermore, state that these movements may undermine the education sectors in developing countries through a “brain drain”
 that allows developed countries to ride free on the investments in training made by developing countries.  

Although teacher migration does not feature in the forefront of educational research (Manik, 2003) the scale of this global phenomenon has propelled it into, not only the political limelight, but also forced the mass media and educationists to take notice of this phenomenon. To substantiate this but two examples will initially be highlighted. Firstly, concerns were expressed in India about the large numbers of teachers from the sub-continent recruited to teach in the USA and fears were expressed that the second most populous country in the world could become the largest supplier of trained teachers to developed countries (Thomas, 2003). Secondly, across the globe in Jamaica the secretary-general of the Jamaica Teachers’ Association bemoaned the fact that teachers were leaving for especially the UK because of better working conditions. He insisted, despite claims to the contrary by the minister of education, that this process would seriously affect the education system in that country (The Gleaner, 2002).

While the above-mentioned two examples might be anecdotal in nature research conducted in the tiny island country of Fiji serves to illuminate the process of teacher migration and the associated problems it creates. In Fiji, a country that has limited human resources, teachers form the largest group of professionals. As far as skilled migrants from Fiji are concerned teachers make up a third of this group. The preferred destinations of migrants are normally New Zealand and Australia, which is home to large groups of Fijians, or to other Pacific islands which offered better working conditions and remuneration. Many of these migrants were Indo-Fijians who left for reasons that included political instability, unresolved land issues and the feeling that economic measures were discriminating against them. The research revealed that it was normally the most highly qualified and most experienced teachers that had left. This resulted in a high staff turnover that left new graduates, and inexperienced teachers to support the educational system. This in turn led to a decline in educational standards. Hardest hit were the rural schools. According to Voight-Graf (2003) the negative impact of this process far outweighed any positive outcomes. A positive outcome would have been the possibility of Fijian teachers returning with experience from a different context. 

Continuous teacher loss by developing countries within the British Commonwealth, coupled with a lack of empirical knowledge on the phenomenon of teacher migration prompted the ministers of education of the Commonwealth Caribbean to request the Commonwealth Secretariat Education Section to investigate what they termed “Teacher mobility and loss in Commonwealth member states” (Ochs, 2003). In the research study, conducted by the University of Oxford Centre for Comparative and International Studies in Education, the context of teacher loss and mobility were investigated. Surveys were conducted on teacher loss by Commonwealth member states, and by means of focus groups the “stories of teachers” from developed and developing countries that had migrated to the UK were constructed (Ochs, 2003).  From this a range of push and pull factors emerged, which included, the need to gain access to higher education; travel; economic opportunities; personal development; to gain experience; to be exposed to a different culture; to further opportunities when they returned home; spring boarding to other English-speaking countries; poor teaching conditions in their countries of origin; diminishing standards of living at home and a lack of professional status (Ochs, 2003).  This ground-breaking research served to provide some insight into the phenomena of teacher migration and especially served to draw attention to the plight suffered by smaller countries, like those in the Caribbean. Although South Africa represented the largest foreign supplier of teachers to the UK from 2001 to 2003, 4702 in total, a South African perspective on the phenomenon of teacher migration appeared to be neglected in this study.
In the South African context, newspapers and magazines as part of the mass media tend to shape the perceptions of the populace on the issue of teacher migration to the UK. Written in a nationalistic manner many articles, normally anecdotal in nature, glorify teaching conditions in South Africa and denigrate that found in Britain. Similar statements would, from time to time, emanate from trade unions representing educators and politicians. These individuals and groupings invariably view emigration almost exclusively from a political perspective instead of an economic or social one. They tend to view the emigration of teachers from South Africa to the United Kingdom rather narrowly and fail to identify real reasons why such professionals leave South Africa. In addition broader forces that are shaping education in the New South Africa, and which could act as push factors, are ignored.

Why then do people, including teachers, leave South Africa? According to the authoritative website, http://www.southafricanemigration.com, 60% of emigrants blame violent crime for them leaving, 19% cited falling standards in education, health, public administration and government, while only 10% indicated that they left for economic reasons such as the weak Rand and affirmative action. They blame the government for these issues, citing incompetence or inability to deal with problems, or government policies that have led to these problems. It must be remembered that the vast majority of emigrants were white and that up to 95% of them had voted against the ANC during previous elections. The scale of emigration from South Africa by whites is highlighted by the 1996 census that claimed that 1 million whites were unaccounted for. 

The UK is the most popular destination for emigrating white South Africans not only because of historical and cultural ties, but also due to the fact that 800 000 white South Africans have or can lay claim to British passports. South Africans younger than 27, who meet the criteria, qualify for a working visa. All of which indicates quite distinctly that emigration from South Africa is largely a phenomenon associated with white South Africans and the teachers leaving mirror this.

Especially active in criticising the process whereby teachers left South Africa for the UK was Kader Asmal, the former minister of education, under whose tenure a protocol was reached in 2001 with the UK on the recruitment of teachers from South Africa (Ochs, 2003). Asmal was in particular vociferous in his criticism of the recruitment agencies which had enticed up to 8000  “…South African teachers, including many of the best educated and trained, [to] leave the country directly after qualifying, with no immediate returns to the system which produced them”. What irked him was that recruiting agencies were headhunting teachers for public schools, which meant by implication that the British Government was involved. (Asmal, 2001; Asmal, 2004) This, to Asmal, was going back on the protocol. As a result he threatened to curtail the activities of these agencies. (Naidu, 2001)

Reaction to the statements by Asmal from teachers and others who have migrated from South Africa were generally scathing.  In responses posted on the http://newsvote.bbc.co.uk website some of the real reasons why young South African professionals had emigrated emerged: Five blamed the government for not creating an environment in which they could function; four each cited affirmative action and their civil liberty to reside outside of South Africa; three indicated that crime made people leave; while only two said that they did it for the money. The most contemptuous in his comments was a respondent from Vancouver, Canada: “So, instead of fixing the problems that drives people to leave their families and homes to try and start a new life under uncertain conditions, he would rather remove the right of people to choose where to live. Typical. Nothing like blaming others for your shortcomings.” 

Like the state, the teacher unions offered very little constructive input towards addressing/resolving the issue of teachers migrating from South Africa because of push and pull factors. Hassen Lorgat of SADTU blamed globalisation which favoured wealthier countries like Britain and allowed them to “denude us of our own human capital in the areas where we are actually performing well.”  David Shutte of the National Union of Educators in turn cited the declining relationship between educator and learner, the transformation of the education system and the attractive financial rewards offered overseas. (Pillay, 2001) In time these points of view were elaborated upon with the SADTU spokesperson suggesting, “there was a real need to introduce community service for new graduates to make sure they do not go overseas.” The APEK spokesperson, on the other hand, recommended that bursaries should be awarded which newly qualified teachers should pay back though service. (Bolowana, 2005) Neither the minister nor the unions managed to put forward a strategy that would resolve the matter and the whole matter remained shrouded in rhetoric with no attempts at intervention. 

For teachers wanting to ply their trade elsewhere the decision was made easier by educational policies such as rationalisation, redistribution, severance packages, development appraisals, and misconceptions about whole school development (Douglas, 2004). Teachers first hand experiences of these policies, coupled with widespread negative media sensationalism as depicted in newspaper headlines that “11 000 KZN teachers face the axe” to avoid massive over expenditure, (Khumalo and Laganparsad, 2002), the idea that teachers could be transferred to schools in rural areas, (Pretorius, 2002) and that the learner/teacher ratios were set to increase (Rademeyer, 2004) were contributing factors towards the decision to leave. 

Given the above context it became easy for teacher recruiting agencies to fulfil their brief and one such organization, TimePlan, could for example, claimed that they had “an overwhelming response to every ad (they) place”. This was not surprising especially since they promised salaries of up to R374 400 per year.  One migrant who had moved to the UK it was stated: “Many come here feeling as if it is manna from heaven, because they are treated with respect just for doing their job.” (Naidu, 2001) 

The migration of South African teachers to the UK is, however, not viewed with much concern by the current South African minister of education, Naledi Pandor. She made it very clear that South Africa does not have a shortage of teachers or she does not expect any shortages in the short term. Most importantly she, unlike the teacher unions and her predecessor, fully embraced the economic workings of the global village in terms of teacher migration: “We accept that teachers (especially English-speaking teachers) are part of a highly mobile international workforce, and that there is significant migration of teachers around the world – including between countries of the South and in the developing world.” She argued that South Africa could embark on its own teacher recruitment programme. Pandor, furthermore noted that “The Seychelles does not train any teachers, and simply recruit from Kenya; Botswana apparently recruits teachers from British Guiana in the West Indies. We have a large number of expatriate teachers working in our schools – mostly from India and other African countries…South Africa itself may be in a position where we will be recruiting foreign teachers, and we already have extensive interests from teachers in SADC countries (especially Zimbabwe), from the Maldives, and from India” (Pandor, 2005). The views expressed by the Minister represent an interesting shift in thinking. However, the full extent of such a view needs to be thoroughly investigated before it becomes formal policy. 

While a change of thinking on teacher migration was brought about by Minister Pandor, prospective teachers continue to harbour aspirations to teach overseas.  In a survey by the Ministerial Committee of Teacher Education it was found that many undergraduate students studying to become teachers have intentions of working overseas when they have completed their studies. Furthermore the committee found that “The majority of students in initial teacher education are white female students except in the following institutions: University of Fort Hare, University of Zululand, University of Transkei, University of Venda and University of the North.”
 If we consider the scenario just reported, we could assume with some degree of certainty that white females would in future also form the bulk of teachers moving to the UK. This report notes that “White students entering the profession…are committed to becoming teachers; they often choose teaching as their first option; there is a view that teaching is a means to gain overseas employment; the majority of white teachers do not experience or intend teaching in township schools.” (Bolowana, 2005) For these students Britain would remain the most likely destination.  

This paper will attempt to ground the reasons for the migration of white female
 students on empirical research.

METHODOLOGY
This study viewed the research problem at hand as more important than the methods used to understand the problem. It draws on a pragmatist approach to research where researchers are prepared to adopt different approaches to investigate the research problem (Patton 1990). It is for these reasons that a mixed methods approach to gaining knowledge about the research problem was deemed most effective, that is, embracing both qualitative and quantitative methods to collecting data. While it is not the purpose of this paper to engage in a discussion of the distinction between both methods, we are of the view that the dichotomy between these methods is in fact exaggerated. If used effectively, both methods actually complement each other. The foremost criterion for selecting a research approach is the nature of the problem being investigated, because it is clear that each of these methods can do different things. For the current study, we felt that both quantitative and qualitative data would be useful in understanding the problem at hand. We wanted to firstly generalize the findings to the population under study. This would entail a quantitative element and secondly, to obtain an in-depth, qualitative understanding of the phenomenon under study. The issues of reliability and validity have different meanings in both these traditions. For the purposes of this research, draw on Creswell’s (2003) notion of a concurrent triangulation strategy where two different methods are used to confirm and validate the findings of the study. We also attempt to be reflexive in our approach, a process that involves deliberately making explicit our epistemological assumptions and the rationale for the choices we make throughout the research process.

As mentioned earlier, the research participants in this study were undergraduate teacher education students drawn from different year-cohorts in the Faculty of Education, UKZN. Data collection for this study occurred in different phases. Phase one of the data collection process took place in April of 2002. During this phase, a survey questionnaire was administered to all 275 entry-level education students. The survey instrument was an adaptation of an instrument developed by the University of California, Los Angeles. This instrument enabled the collection of a wide range of data in order to obtain a profile of the ‘new’ education student intake. Of particular significance to this study were the questions related to student predictions about where they expected to practice as teachers once they had completed their teaching degrees. After the preliminary analysis of the data using the SPSS data analysis software package, it became clear that a particular racial segment of the first year cohort had shown a distinct indication of their intention to practice abroad after completing their studies. The flexibility afforded by a mixed methods approach allowed us to embrace the characteristics of qualitative research. Of specific appeal was the notion of an ‘emergent design’. At that juncture, we made a decision to use our tacit knowledge of a group of final year students in a focus group interview. This particular sample could be viewed as a purposive sample. It represented a group of individuals whom we knew with some degree of certainty, had definite intentions of teaching abroad.  Walford (2002) notes that in sampling, it is important to target research participants who are ‘information rich’ as they are likely to provide the most useful data. 

The purpose of the focus group interview was to establish the reasons why the target group had elected to practice as teachers abroad. While it is useful to collect data on each new student cohort as they enter the undergraduate teacher education programme, the practicality of the task and the associated financial burden implied that such an initiative was not possible. It was agreed that such an exercise should be conducted every four years and as such, the next cycle of the data collection process began in 2005. Once again the new first-year student intake was subjected to a questionnaire, the results of which will be analysed below. It must be noted that this is an ongoing study. Data collection involving final year (2005) students and their teaching location aspirations is still to be collected. As such, this work represents a work-in-progress piece that we believe needs much refinement that could benefit from inputs that we receive at this conference.

DATA ANALYSIS – WHY DO NEWLY QUALIFIED WHITE FEMALES TEACHERS LEAVE FOR THE UK?

Like any research paper, there is the dilemma of how to represent the data given the confines of space.  In deciding on the strategy to represent the data in this paper, we have elected to confine ourselves to an analysis of the data that emerged in the focus group. 

From the analysis of the data that emerged from the focus group interview, it became clear that several factors informed respondents’ decision to teach abroad. One of the most compelling incentives for wanting to teach in the UK was the economic incentive. Respondents were fully aware of the salary that they were likely to earn should they get employment in a South African school (about R6500 per month). They were also aware that teachers’ salaries were not likely to increase significantly in the future. The concern about inflation and its long term eroding effects on an already relatively low income was an important issue that emerged. As one respondent put it:

“…I was at a prac teaching school where a young teacher, fair enough, who was living on her own, she had her own car.  She had a lot of overheads.  She had to waitress 3 times a week to cover everything as well as being a full time teacher…”
In the UK, teachers earn about £600 a week, which translates into roughly R28 800 per month. This amounted to roughly four times the average monthly salary of a South African teacher with an M+3 qualification with ten years of teaching experience. Against this background the following extract captures/d the financial expectations of the respondents: 

“Now we have to start thinking about cars, houses, money and it’s so much easier just to get a better way of life by coming back with those Pounds. Buy a flat, buy a car, go and teach.  Quite frankly, you cannot do those things on a teacher’s salary.  I cannot live in my house for the rest of my life.  And that’s what I’d be doing on my salary.”  

Respondents made no attempt to hide the fact that they were (in the words of one respondent) “…leaving for the money…” In fact to be financially well-endowed in the future weighed so heavily that one ventured to comment that should you get married to a male South African teacher “you’re finished” in economic terms. They were also very aware of the “atrocious” teaching conditions in certain British public schools but were prepared to rough it out for a few years, earn their pounds and possibly return to South Africa equipped financially to begin their lives: 

“We know food and travelling take some money but you could bring R30 000 home after one and a half months. My mom’s friend taught for 6 months and saved 6000 pounds. Times it by (13) …it becomes a lot of money.”

It must be noted that all of the interviewees could afford to be bullish about their economic future since none of them had any financial obligations whatsoever such as loans to be repaid to either the bank or their parents. Furthermore they were in a position to afford the costs involved to move to the UK be it on a temporary basis. Since they had no financial burdens they were free agents to sell their labour at will and were therefore also not unduly reliant on recruitment agencies.  

Linked to remuneration and the making of money is the desire of the women to travel. On four occasions respondents expressed a strong desire to travel and linked that to gaining experience as if this is a modern day rite of passage. These aspirations were contextualised by a respondent who declared, “I think the driving force of the people going is not only money, it’s that we’re young and we can do it.”  
The issue as to whether these respondents had conclusively decided to return to South Africa after carrying out a stint of teaching abroad was not absolutely clear. Respondents appeared to provide mixed signals. The expectation and thrills of an ‘international’ experience appeared to be a distinct attraction. Not confining oneself to one particular locality was a factor that respondents had thought about. Respondents expressed reluctance to bind them into a full-time permanent teaching post here in South Africa even if they were offered one at a ‘cushy’ independent (private) school as the following extract indicates: 

“So if we had been given a great job here, let’s just say St Mary’s because it’s a private school, what are the chances of us getting leave or anything to experience this… its so easy to fall into the rut of life once you’re happy.”

The issue of an international experience is multifaceted. While students alluded to acquiring an international teaching experience, they appeared to be influenced more by the international exposure itself rather than what professional development as teachers they were likely to receive abroad. There is the argument that any international teacher professional development experience is in fact useful. This argument is based on the premise that an international experience is likely to ‘enrich’ and provide these new teachers with opportunities to develop teaching skills. However, respondents in this sample were final year teacher education students with no experience of having taught as a fulltime teacher at a South African school. For experienced teachers, the argument that just about any other international experience is a ‘good’ experience is problematic in that it carries with it an undertone that an international experience (or a UK experience) is likely to be a ‘superior’ experience to a local South African teaching experience. 

It also became evident that these respondents were acutely aware of the workings of the global village and regarded themselves as citizens of it. Some saw the teaching experience in the UK as a stepping-stone or a gateway to “drift” (Ochs, 2003) to other countries like Australia and New Zealand: 

“It’s a good place to start off because once you’ve got in there you can get into Australia easier and also you’ll have more money to get into those places.  It’s much easier once you’ve gone to the U.K. and taught there first to get a job in other countries.”

Other respondents within the group were, in turn, leant towards eventual migration and viewed their teaching stint in the UK as equipping them for that. They also expressed the hope that it could open-up doors in parts of especially the Commonwealth.
“I don’t have a British passport, but being teachers we’re very lucky because we will be snapped up in Australia or New Zealand.  I, just being a teacher, can take my whole family to New Zealand…”

An underestimated push factor for the decision made by the newly qualified to leave was the influence of their parents. All of them had the full support of their parents who in some cases also influenced them in their decision to leave.  Again the idea of searching for an alternative country reared its head: 
“And also for them (parents) it’s an opportunity.  Those who are going over and getting a British Passport, if there was a major crash in our country for some reason, it’s a back-up plan and parents realise that.  My mom is heart broken, but she could never stop herself, she sees the value of it.”

Another somewhat contentious issue amongst both teacher educators and teacher trainees is the extent and variety of internship (practice- teaching experience) that many teacher trainees are exposed to. Historically, both black and white student teachers elected to undergo their internship at previously black or white schools respectively, meaning that white trainees practiced at previously white schools and black trainees at previously black schools. There are several reasons for this and it is beyond the scope of this paper to enter into this discussion. However, this brings us to the point about the trainees’ right to practice in a school of choice. While at university faculty level, there has been rhetoric to the effect that all students should qualify with a teaching qualification that would have afforded them the opportunity of gaining experience in teaching under diverse school context (rural, urban, dis/advantaged), this has remained at the level of rhetoric. At present, there is no compulsion or legislation that governs where newly qualified teachers should practice. However, rumblings from the Department of Education, that such moves were in the pipeline created widespread panic amongst student teachers:
“… during Prac teaching that newspaper article (Pretorius, 2002) came out about how we’re all going to have to go and teach in rural areas, and that’s not the way its go.  We were coming back to Edgewood, we had teachers in a panic, our tickets were bought on that day that that came up…Honestly I’m not prepared, a young, white South African woman to go into a (meaning a non-white suburb) township.  I won’t. I’ll go and live and teach in another country.  I cannot put my life at risk as much as I love teaching, I really can’t.”

It was clear, that the university curriculum had in fact failed these young white female teacher trainees. Over the four years of teacher training, the university had failed to develop any kind of system that would have allowed these students to confront their anxieties about their perceptions of safety and security in non-white suburbs of South Africa. South Africa has a dark history of racial separation that has created suspicion and a lack of trust amongst different race groups. Subsequent generations have been socialised accordingly. While some people may believe that the healing process is at an advanced stage, perceptions of crime associated with race and locality are likely to remain a part of South African society for some time.

Arguably the most significant obstacle to the eventual return of the respondents in this study to South Africa is their perception of their safety and security in South Africa. This was also a compelling push factor that had contributed to their decision to leave. Respondents expressed notable concern at the level of crime in South Africa.  Almost all respondents had either been victims of violent crime such as burglaries, rape and hijackings or knew of someone close to them who had been a victim.  The negative perceptions about the security that South Africa as a country offers are captured by the utterance of one respondent: “We have the right to feel safe and secure and we don’t have that right here (meaning in South Africa)”

Stemming from this perception of the lack of security was the need to have some kind of ‘back-up plan’. Teaching overseas also provided a kind of ‘back-up plan’ should circumstances in South Africa begin to deteriorate. 

“I really wish that I had an ancestral visa because I would stay there longer just with the state of the politics in our country I would really like to have another passport just for my own security, my own safety of my family.  If I could, that would be my main reason for leaving to have a back up plan.”
This group of white female final year teacher trainees expressed much anxiety about their perceptions of the relative economic and political stability of the country. They were particularly concerned about the anti-white sentiment expressed by certain government officials. Concerns about Zimbabwe and the possibility of a Mugabe-style regime taking hold in South Africa was certainly a worrying issue amongst respondents. They showed little confidence in and a definite non-allegiance to the government of the day. Respondents were quite vociferous about their non-allegiance to the ruling party and one declared “I really feel nothing for the government, I don’t feel any loyalty to the government as such.  I like the country because it’s my home.”  They, furthermore, voiced their discontent and perceived the state as being incompetent to handle the problems facing the country and especially the challenges that are facing education. For at least one respondent this was a significant push factor: 

“For me personally I’m going overseas for a while so the South African education system can be sorted out because it’s so difficult to teach here, they make it so hard for us.  Everyone’s being retrenched and now this year teaching in schools.  It’s not what I want.”  
Respondents acknowledged that the taxpayer subsidised a part of cost of their tertiary education. However, they felt no sense of obligation to pay back in service to the state or the taxpayer. When questioned about a moral obligation to the SA taxpayer, one respondent felt that while she should have such an obligation, she does not.  She felt that the state needed to set an example in terms of morality and declared: “The government people must start setting examples if they expect me to spend their money properly. Check the BMW’s that they drive around.” Furthermore, the respondents were rather cavalier in their attitudes should they not return and declared that if this was the case the government would have wasted its money.

An interesting phenomenon that emerged amongst respondents was what the writers have termed a kind of ‘selective patriotism’. While all respondents indicated with certainty that they would leave South Africa to teach in the UK, they did however indicate that they would like return to South Africa and still wanted to be regarded as South African citizens. As discussed earlier, the economic/financial incentive appeared to be one of the primary reasons for leaving. While respondents expressed much dissatisfaction with the government of the day and the level of crime, they wanted to return to start a life (family) in South Africa. They valued the middle class South African lifestyle, namely, a big house in a leafy suburb, their children ‘cycling in the garden’, and the fact that ‘help’ (domestic help in the form of housekeeping and child-rearing) was available at a relatively low cost. 
There was also a perception amongst the respondents that gender played a significant role in being appointed and that white males get a better deal than females especially in former white schools where sport is an important part of the curriculum. This all white female group felt that males had a definite advantage in terms of securing teaching jobs than females. They quoted examples of males who had managed to secure permanent teaching posts in advance of their graduation. Former Model-C and private schools favoured employing males rather than females. Males were in demand particularly for their ability to coach sport (cricket, rugby and hockey). In this process they felt let down by the educational system that had spawned them: 

“Taryn and I are staying here for the first term of next year and I applied to about ten Durban North, I suppose white schools and of them one replied and one has offered me a first term post.  The rest I haven’t heard anything from, even though I know they are looking for posts.  They’re whipping up the males before they do the females.  That’s no incentive for me to stay.”

An important pull factor for this group of respondents was the fact that they had a network of family and friends in the UK to ease the emotional and psychological barriers of leaving. While all students did not have ancestral visas, all did in fact have work-permits that allowed them to work in the UK. All respondents were very confident that they would be able to secure a job in the UK with much ease. In fact they went as far as saying that they could basically choose which agency to work with and the type of school that they wanted. With regard to accommodation and social support, every respondent knew someone in the UK, either friends or family who would be able to help them set themselves up quite easily. The extent of their confidence in their ability to settle down quickly is reflected in the following extract:

“All of my friends are there, my school friends are there... I really cannot stay in South Africa because I will not have one friend…I can pick and choose who I want to pick me up… all of us know somebody who is over there.” 

The findings of this survey are not out of sync with other such research. South African participants in a research conducted by the University of Oxford Centre for Comparative and International Studies in Education (Ochs, 2003) revealed that travel and economics, and the possibility of using the experience gained as a springboard to another country, as driving factors for a lot of newly qualified South African teachers leaving for the UK. Furthermore, the extensive “Trend Youth” research conducted at the University of Cape Town (Unilever Institute, 2002) reveal that factors such as money, the global village, international mobility, amongst others, are aspects that drive the lives of South Africans in the 20 something age group. In addition the findings of the survey also reflect the most common push factors cited by whites migrating from South Africa (http://www.southafricanemigration.com).

 CONCLUDING COMMENTS

There are several implications of teacher migration for the South African education system. An issue of particular significance to the teacher education sector is the nature and quality of the experience that it offers young teacher trainees. Issues of social justice, religious, ethnic and racial tolerance needs to be more aggressively addressed in the curriculum that is offered in a teacher education curriculum. While the curriculum should not be designed along lines that suggest coercion into choices about the nature and content of the curriculum students subscribe to, we believe that not enough is being done to create the kinds of conditions that will give student teachers a truly ‘South African’ teacher training experience. Teacher education providers need to take a serious look at what they have on offer and begin to creatively design curricula that will reflect such an experience. Trainee perceptions about the complexly related issues of race, crime and locality have to be given due attention. 

An interesting perspective on teacher education is the acceptance that South Africa could well be a site for the training of teachers for an international market. If we adopt this perspective then we need to do some serious number crunching in terms of what the cost of the investment is in training a teacher, and what we would regard as an appropriate return on this investment. At present we are nowhere near any analysis of this kind. Such a stance will require significant collaboration between the ‘importing’ countries and South African authorities. It will require setting up structures and procedures that would facilitate such movements, in line with those that exist for other ‘commodities’. An idea that needs development is the imposition of a compulsory levy to be paid by the recruiting country into a special fund for teacher development in the exporting country. This could be built into the remuneration package offered to recruits. 

The perspective alluded to by the current minister of education that South Africa has, in recent years positioned itself as a country with enormous potential to ‘import’ teachers from the East and from Africa. This in our view is not an idea to be scoffed at. At present, South Africa needs teachers who are competent both in terms of subject content knowledge and pedagogic content knowledge. Furthermore, it needs teachers who are committed and motivated, ones who may have selected teaching as a first choice career option. Such quality individuals will not carry the ‘baggage’ (both political and social) that many South African teachers appear to carry around. It is not uncommon knowledge that levels of motivation, work ethic and even subject content knowledge are issues that are weighing on the South African education system. While it can be argued that much of this can be attributed to our past legacy, we have thus far been handicapped in our ability to address these issues. 

Finally, a point that has been repeatedly emphasised is that the general conditions under which teachers work have to be significantly improved if we wish to make teaching in South Africa an attractive option.
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�    For attempted definitions of globalisations see, amongst others, Ochs (2003) and Manik (2003)


� The term “brain drain” is somewhat contentious and could possibly also be referred to as “brain circulation”. This implies that skilled personnel and their international mobility is changing and tat they stay a shorter time in host countries due to international job opportunities. (Xiaonoan, 1996)


� This is verified by surveys conducted in 2002 and 2005 by the authors on first year Bed students enrolled at UKZN.


�  It must be noted that this paper, although focusing on white female teachers, is not rooted in gender theory but is merely investigating the reasons for migrations amongst the most prominent group of preset teachers. 








