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Executive Summary
This UNICEF ESARO (Eastern and Southern Africa Regional Office) Study on
Teachers draws on three types of data: desk review, meetings and interviews with
governmental and non-governmental representatives, and a survey in 96 schools of
the country (81 primary, 15 secondary schools). It represents the largest study on
teachers in Swaziland. The sample represents 12 percent of all schools in the
country. The team of researchers—Gita Steiner-Khamsi (Professor of Comparative
and International Education, Columbia University, New York) and Israel Simelane
(until mid 2010, Director of Education, Ministry of Education and Training)—applied
purposeful and convenience sampling techniques to examine three aspects that are
closely related to teacher supply and teacher quality: recruitment into teaching,
professional development of teachers, and retention and management of teachers.
Background and Contextual Information
After a considerable delay, Free Primary Education (FPE) finally started in January
2010. The current supply of teachers is not sufficient to equip an ever-expanding
primary and secondary school system with qualified teachers. Net enrollment is high
and the quality of education is above the regional average. However, the relatively
high standards were maintained at the expense of selective enrollment and selective
primary completion. By grade 6 of primary almost half of the students from the
poorest quintile dropped out of school. HIV/AIDS permeates every aspect of the
educational system: from student non-enrollment and drop out to illness related
absences of teachers. Even though statistical information on teacher absenteeism
are hard to come by, there is sufficient anecdotal evidence to suggest that the quality
of education is seriously hampered because (a) classes of sick teachers are often
not taught, (b) vacant hours are assigned to the remaining teachers who take on
excessive workloads, and finally because (c) less qualified teachers are hired to
substitute the ill teacher.
Recruitment into Teaching
Female teachers outnumber male teachers in lower grades and in particular subject
matters. There is an unexplored potential of female math and science teachers.
Compared to other countries in the sub-region (Botswana, Lesotho, South Africa)
there are far fewer female math and science teachers in Swaziland than in the other
countries.
As with UNICEF studies in other countries, the UNICEF ESARO Study on Teachers
attempts to redefine teacher shortage in ways that take into account qualification and
teacher quality, respectively. The common definition of teacher shortage disregards
the large number of under-qualified teachers. In Swaziland, for example, all primary
school teachers below the salary category C3 (teachers with a Primary Teacher
Diploma) are under-qualified, and all secondary school teachers whose qualification
is either below a Secondary Teacher Diploma or only consists of a degree (rather
than B.Ed. or Degree +PGCE) are considered under-qualified. The study finds
that21.4 percent of teaching posts are either not filled or filled by contract teachers.
Another 26.3 percent of teachers are filled by teachers that are considered underqualified. Taken together, close to 50 percent (47.7 percent) of the teaching posts is
not filled at all (5.7 percent), filled by contract teachers (15.7 percent) or filled by
under-qualified teachers (26.3 percent). The argument is made that the large number
of under-qualified teachers masks the real scope of teacher shortage in the country.
The teaching profession seems to be attractive. Indicators for the attractiveness
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include the high number of applicants for pre-service teacher training (at primary 1015 times more than are actually accepted) and at UNISWA the cross-over from B.A.
students in the humanities and the social science to the B.Ed. degree in the Faculty
of Education.
The intake of pre-service teacher education students is, however, far too small. The
educational finance model of Swaziland is notorious for being “pro-rich” by fully
financing tertiary education from public funds and at the same time requiring fees for
secondary school and early childhood education. The Government of Swaziland
spends close to five times more per teacher education student that it does per
secondary school student. For primary and secondary school to expand and to be
equipped with a sufficient number of qualified teachers a comprehensive finance
reform of higher education must take place.
Professional Development of Teachers
There are four stages in the professional development of a teacher: pre-service
training, induction into the profession as a newly qualified teacher, in-service training,
and upgrading of qualifications. It is noticeable that the professional development
system in Swaziland is front-loaded and thins out over the course of the teacher
career with limited opportunities for teachers’ life-long learning. In Swaziland, almost
all of the public spending for the professional development of teachers is channeled
into pre-service teacher training with very little left for the other three stages.
There is a lack of data and evidence-based planning in all institutions of the
education sector including in the Ministry of Education and Training (EMIS
Department and Teaching Service Commission) but also in the teacher training
colleges and at UNISWA. Basic data on admission rate, enrollment rate, completion
rate, transition rate, and retention rate of newly qualified teachers are not collected
routinely and difficult to assemble.
The curriculum in primary pre-service teacher training has more features in common
with a generalist study program—with a strong emphasis on subject content or
academic knowledge—than with a pedagogical diploma program. The teaching
practice is far below international standards: it is reduced to 12 weeks in total; 6
weeks in year 2 and 6 weeks in year 3. In addition, the curriculum is overcrowded
(35-45 periods/week) and fragmented in individual subject matters rather than
integrated subject areas, leaving little time for students to internalize concepts and
engage in group and individual work after school/college hours.
Induction of newly qualified teachers is virtually non-existent and in-service teacher
training is dominated by either infusion workshops (introducing new textbooks,
curricula, etc.) or thematic priorities that are proposed and funded by development
partners. School-based training and training in school clusters are both popular and
cost-effective. There is a need to grant more ownership to schools and school
clusters and have them formulate topics as well as types of professional
development that they find most useful. In-service training is currently too much top
down.
The number of teachers that upgrade their qualifications is significant. Every seventh
teacher in the UNICEF ESARO sample (14 percent) was undergoing an upgrading of
the qualification at the time of the survey. The largest group consists of primary
teachers with a diploma (C3 salary category) that enroll for attaining a B.Ed. degree
(C5 salary category).

6

Retention and Management of Teachers
The study identifies five features of the Swazi teacher salary that may have a
negative impact on the retention of teachers: automatic promotion, short promotion
ladder, small rates of return for upgrading the qualification, no salary supplement for
specific functions, and nor rural supplement. The study found a highly mobile teacher
force: From the 96 schools in the sample, 93 schools reported that they lost one or
more teachers over the past five years. The majority (56 percent) was due to teacher
transfer, but 20 percent was a result of retirement and 18 percent because of death
of the teacher(s).
Illness-related absences of teachers, especially teachers with HIV/AIDS, have
repercussions for the quality of education (see Perez-Dlamini 2010). Even though
schools are nowadays encouraged to hire substitute teachers as soon as possible,
they are not able to do so for a variety of legal issues (ill teachers do not officially
report their sickness because of the unfavorable sick leave regulation) and
management issues (information gap at the central level).
Throughout the report, the inefficiencies of the current teacher management system
are addressed. The TSC consists of highly competent and committed staff, but they
are severely understaffed, suffer from frequent high staff turn-over, and lack a
system that would allow them to respond quickly and efficiently to staffing needs at
school level. There is an enormous gap that yawns between quotas and posts at
school level. The UNICEF ESARO Study of Teachers found that there was a
mismatch in 46 out of 96 schools between the quota for the school and the actual
number of teachers working at the school.
There are two main fundamental issues with the current teacher management
system: it is centralized and it is non-electronic. The system needs to be
systematically revised as it is profoundly inefficient and frustrating for all parties
involved: teachers, students, parents, schools, communities, and the staff at the
Teaching Service Commission.
Recommendations
The last section of the report presents two main recommendations as well as a
series of smaller recommendations. The two recommendations are the following:
First, the need for tertiary education reform that makes pre-service teacher education
more cost-effective and, as a result, would significantly increase the intake of preservice teacher education students. Second, the urgency to decentralize and
computerize the current teacher management system and, as a result, close the
large information gap on how many teachers and which teachers are employed or
not employed, respectively, at central level and school level.
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1.

The UNICEF ESARO Study on Teachers

The UNICEF Eastern and Southern Africa Regional Office (ESARO) identified
teacher related reforms as an emergent priority where UNICEF has a key role to
play. It commissioned several studies on teachers in the region that should serve as
a foundation to develop an effective strategic approach that would, in the medium
and long term, remedy teacher shortage and improve teacher quality in these
countries.
For the past few years, the effectiveness of educational reforms—including those
funded by development partners—is typically measured in terms of whether a reform
has indeed enhanced student outcomes. Progress has been made in two directions.
On one hand, there are discernible attempts to move away from measuring student
outcomes exclusively in terms of results on standardized test. Clearly, the debate on
competencies, and most recently on skills, has broadened the earlier focus on
cognitive student outcomes. On the other hand, there is a growing number of
researchers who explore factors that impact student outcomes and, more broadly,
identify the drivers of educational quality. Teacher effects score high among the
drivers of educational effects.
The shift from access to quality is reflected in the slogan of the current DFID
education strategy 2010-2015 Learning for All but also propelled in reports of other
development partners (EFA GMR 2005, OECD 2005, World Bank
IEG 2006). Governments and development partners in sub-Saharan Africa and in
other developing countries have not been alone in tackling the challenge of how to
best recruit graduates into teaching, develop effective teachers, and then retain them
on the job. The shortage of qualified and effective teachers is a global phenomenon
and has led numerous organizations, ranging from OECD (2005) to McKinsey
(2007), to emphasize the importance of attracting, developing, and retaining effective
teachers.
This report draws on empirical evidence and relates the findings to the three areas of
educational reform that are generally viewed as having a significant impact on
teacher supply and quality: recruitment into teaching, professional development of
teachers, and retention of teachers in the teaching workforce. The report is
structured in these three broad areas of reform and is written in the form of evidencebased statements that are meant to trigger a policy dialogue on teacher related
issues.
The UNICEF ESARO Study on Teachers study draws on three types of data:
•

Desk review of research literature, technical reports, and statistical information.

•

Meetings and interviews with the following:
o Government officials of the Ministry of Education (MoE) in Mbabane as
well as regional education authorities in the Manzini and Shiselweni
regions
o Administrators in colleges and universities: Ngwane Teachers College,
William Pitcher College, Nazarene Teacher Training College, University of
Swaziland (UNISWA)
o Board members of the Swaziland National Association of Teachers
(SNAT)
o Education directors, coordinators and specialists at UNESCO National
Committee, European Union, UNICEF.
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•

Survey in 96 schools (81 primary schools, 15 secondary schools) of the four
regions of Swaziland: In school year 2010/2011, there were 804 schools
nationwide: 576 primary and 228 secondary schools. Thus, the sample
represents 12 percent of all schools in the country.
Sampling Criteria and Methods: We drew a bigger sample of schools from the
Shiselweni Region where 3,053 teachers or 24.5 percent of the Swazi teacher
workforce are employed (Teaching Service Commission 2009: 6). This UNICEF
ESARO Study on Teachers included 44 percent of all primary schools (60
schools) in the Shiselweni Region. In the other three regions we selected a
mixture of urban, rural, and peri-urban schools. The list of schools is presented in
APPENDIX 1. The Shiselweni Region is characterized by a lower enrollment rate
as well as a slightly higher rate of unqualified teachers as compared to the other
three regions (World Bank 2010). The sampling method consisted of a
combination of purposeful sampling (selecting Shiselweni that is known for its
challenges with higher non-enrollment and lower teacher quality rates) as well as
convenience sampling. Statistically speaking, the sample is therefore not
representative of all schools in the country but merely represents a quite large
sample of schools. Given the dearth of statistical information on the education
system in Swaziland, the UNICEF ESARO Study on Teachers represents the
only major recent study on teachers that draws on primary data. The World Bank
study Training and skills development for shared growth and competitiveness
(World Bank 2010) and the UNESCO IIEP study Teacher Management in a
Context of HIV and AIDS. Swaziland Report, prepared by Perez-Dlamini (2010),
present important research on teachers in Swaziland. The World Bank study
draws on secondary data, notably statistics from the Ministry of Education and
Training up to the year 2007 and data from the Demographic and Household
Survey 2006/2007. The UNESCO IIEP study, in turn, was able to use primary
data that the research team collected by means of semi-structured interviews
with representatives of governmental and non-governmental organizations and in
focus group discussions with 30 secondary and primary teachers in the central
region of Manzini.
Administration and Features of the Survey: The questionnaires were distributed
and collected through the Regional Education Offices (R.E.O.). Head teachers or
deputy head teachers were asked to fill out the questionnaire. The survey
included both statistical questions as well as qualitative, open-ended questions
and was divided in four parts:
o Information on the school: number of streams, teachers, students,
administrators
o Teaching positions: number of posts, school quota, filled and unfilled
positions at school, teacher shortage by subject and grade, reasons for
unfilled positions and coping mechanisms with teacher shortage
o Professional development of teachers: pre-service qualifications,
upgrading, in-service teacher training, refresher courses
o Attrition and retention of teachers
Sample Characteristics: This study focuses on teachers for primary and
secondary education, that is, general education. There are three levels in general
education: primary (grades 1-7), lower secondary (grades 8-10), upper secondary
(grades 11-12). The 96 schools of the sample are similar in size and composition
than other schools in the country: For example, a primary school in Swaziland,
including that in the sample of the UNICEF ESARO study, typically has 8-20
teachers and 1-2 streams. The majority of the schools in the UNICEF ESARO
sample had two administrative staff: head teacher and deputy head teacher. The
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number of teachers employed in the 96 schools of the UNICEF ESARO study is
1,582, that is, the sample of schools covers approximately 13 percent of all the
teachers that are currently employed in Swaziland.
The readers of this report will notice that most data, except for the primary data
collected as part of the UNICEF ESARO Study on Teachers, is from the SACMEQ II
study (conducted 2000-2004; Southern and Eastern Africa Consortium for Monitoring
Educational Quality), the Swaziland Demographic and Health Survey (DHS 2006/07),
the Central Statistic Office (educational statistics until 2006), and rarely any recent
data from the past four years is presented. The problem lies with the poorly staffed
Education Management and Information System (EMIS) in Swaziland. Despite
governmental commitment and substantial funding from UNICEF, it has been in a
state of disarray for more than three years. Even though it administers annually
school surveys, notably the 16th Day Survey (collected in March of each year), the
data is not entered into the system for a variety of reasons. The SACMEQ III study,
with an emphasis on HIV/AIDS, has been completed but the findings have not yet
been released.
In addition to the UNICEF ESARO study, there were two other sources of accurate
and updated statistical information available for this study on teachers in Swaziland:
The annual reports of the Teaching Service Commission and the quarterly and
annual Performance Reports of the Ministry of Education and Training.
Even though this study has resulted from a regional initiative, the participation of the
Swaziland UNICEF office, in particular from Christina Brugiolo and Lineo Vilakazi has
been substantial. The regional director of UNICEF ESARO, Jim Ackers, provided
feedback on the research design and instruments.
Biographical note of the co-researchers and co-authors:
Gita Steiner-Khamsi, PhD, Professor of Comparative and International Education at
Teachers College, Columbia University, New York. Author of six books and
numerous publications; most recently South-South Cooperation in Education
and Development, co-edited with Linda Chisholm. New York and Cape Town:
Teachers College Press & HSRC Press, 2009.
Israel Simelane, M.Ed, B.Ed., secondary school teacher by qualification. Worked for
many years as Director of INSET, Chief Inspector for Primary Schools and
Director of Education, Mbabane, Swaziland.
Note on UNICEF studies on teachers:
UNICEF ESARO (Eastern and Southern Africa Region) has commissioned similar
case studies on teachers in Lesotho and Malawi. UNICEF CEE/CIS Region (Central
and Eastern Europe/Commonwealth of Independent States Region) completed
studies on teacher attraction, professional development, and retention in six
countries of the CEE/CIS region.
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2.

Background and Contextual Information

2.1.

Three Types of Schools, One Source for Teaching Salaries

There are three types of schools: government schools, grant-aided schools (church
schools), and private schools. From the 576 primary schools (grades 1-7), 468
schools or 84 percent are grant-aided schools. Regardless of the type of school,
teacher salaries are paid from government resources. It is important to note that in
most grant-aided schools, the church maintains the presence of the mission culture;
facilitates in the filling up of vacancies and merely provides the premises and in some
cases the facilities. All other costs are covered by government grants and tuition.
2.2.

Free Primary Education Finally Introduced in 2010

The demand for primary and secondary school is rapidly rising. After a considerable
delay free primary education (FPE) finally started in January 2010. In anticipation of
the greater influx of students in grades 1 and 2, the Ministry of Education and
Training requested 220 additional teaching posts from the Ministry of Public Service.
In contrast, secondary schools have remained tuition driven. The bursary scheme for
orphans and vulnerable children (OVC), first introduced in 2003, has boosted
enrollments in primary and secondary schools and has positively contributed to the
secondary school expansion. The number of bursaries to OVC quadrupled in the first
four years of its existence. The government allocated a budget of SZL 16 million in
2003 and SLZ 66 million in 2007 for this activity. There is continuously a high
demand for OVC bursaries continues due to the high prevalence of HIV/AIDS, the
rising unemployment rate and increased levels of poverty, and finally the escalating
cost of education (MoET Performance Report 2007/2008).
2.3.

Lower Net Enrollment than in Botswana, Lesotho, South Africa

The primary net enrollment is low as compared to enrollments in the sub-region. The
2004 SAQMEC study determined a net enrollment of 77 percent for Swaziland as
opposed to 82 percent for Botswana, 86 percent for Lesotho, and 89 percent for
South Africa. The difference increases significantly at secondary level. Net
enrollment in secondary school in Swaziland is half of the rate of net enrollment in
Botswana. The secondary NER for Botswana is 61 percent whereas it is only 32
percent in Swaziland (World Bank 2010: 30).
2.4.

Late Entry and Large Grade Repetition

There is a huge gap that yawns between net and gross enrollment rate (GER). The
NER in primary is 82 percent and the GER is 107 percent suggesting that a vast
number of students, attending primary, is beyond the official age range of 6-12 year
old. In fact, only 18 percent of all primary school students are at the appropriate age.
As FIGURE 1 illustrates, 82 percent of the male primary school students and 73
percent of the female students are over-age (Demographic and Household Survey
2006/2007, cited in EPDC 2010). There are two causes: late entry into primary
school and grade repetition. Repetition rate ranges from 6 percent in year 3 of
secondary school to 23 percent in grade 1 of primary school. According to the
SACMEQ II study, 56.4 percent of students in grade 6 have repeated at least once.
The Ministry of Education and Training recognizes the problem of grade repetition in
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schools even though there is a policy in place since December 1972 (Circular No.
E.95/1972 and No. E 194/1972) that prohibits repetition in grades 1, 2 and 3 and
limits repetition to not more than 10 percent per class in the other grades.
FIGURE 1:

Over-Age, Under-Age, and On-Time Students in Primary School

Source: EPDC, from Demographic and Health Survey 2006.

The disproportionate high repetition rate in grade 1 (23 percent) should be
interpreted as being partially due to lack of preparation of teachers to deal with
students with special needs and on other factors such continued absenteeism of
pupils from school. The concept of inclusive education has only been introduced in
pre-service teacher education in 2010 and the subject matter is taught in year 1 and
year 2 of the Primary Teacher Diploma program for a maximum of one period per
week.

2.5.

Above Average Quality of Education: Understanding the Context

Swazi 6th graders performed better on the sub-regional SAQMEC II tests than their
counterparts in the region except for students in the Seychelles and in Mauritius
(World Bank 2010: 35f). There are three factors that account for the better
performance of 6th grade primary students in Swaziland. First, UPE was only
introduced in Swaziland in 2010. In contrast to other educational systems in the
region that abolished fees in primary education as long as ten or more years ago
(Malawi in 1994, Uganda in 1997, Tanzania in 2001), the Swazi educational system
did not have to cope with huge class sizes, lack of textbooks, and other
infrastructural challenges. In other words, the relatively high standard was
maintained at the expense of increasing access and propelling universal enrollment.
Second, there is a negative bias in who actually is able to complete primary
education. FIGURE 2 in the next section illustrates that by grade 6 almost half (45
percent) of the students from the poorest quintile dropped out of school.
2.6.

Unequal Primary Completion Rate
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Primary completion in Swaziland is low compared to countries in the sub-region. For
the whole age group, the primary completion rate was 63 percent, as against the 89
percent for a similar age group in South Africa (World Bank, 2010: 33). Different from
other countries, gender does not account for the drop out pattern. Location is
somewhat important discriminating the urban poor. The most important factor for
predicting educational attainment is, by far, the socio-economic status of the child.
Drawing on an analysis of enrollment patterns in one of the four regions, Lubombo,
the DHS (Demographic and Household Survey of 2006/2007) confirmed the close
relation between poverty and educational attainment. Whereas only 37 percent of the
poorest quintile of 15-19 year olds had successfully completed primary school, the
figure for the richest quintile was 83 percent.
FIGURE 2:

Attainment Profile of Individuals Aged 15-19 by SES
Attainment profile of individuals aged 15-19 years by SES
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Source: Calculations from DHS 2006/2007, cited in World Bank (2010:34).

2.7.

HIV/AIDS Permeates Every Aspect of the Educational System Including
Teacher Quality

31 percent of children under 18 years old are orphaned or vulnerable (DHS
2006/2007, cited in UNESCO 2009). The drop out of girls is closely associated with
the child labor, in particular, for raising younger siblings, looking after the sick
parents, taking care of the household chores but also early pregnancies. The
epidemic has an impact on every aspect of the educational system: on enrollment,
repetition, and drop out of students, on educational finance, on the curriculum or on
what is taught or not taught in schools, respectively, but also on teachers. The
attrition of teachers is high in southern African countries. A comprehensive study of
South African public schools found that 12.7 per cent of teachers were HIV-positive
and general estimates for the region indicate an infection rate among teachers
ranging from 6.5 to 10 per cent (UIS/UNESCO 2006, cited in Perez-Dlamini 2010: 1).
Even though statistical information on teacher absenteeism were hard to come by in
the UNESCO study on Teacher Management in a Context of HIV and AIDS, PerezDlamini 2010 points out that the quality of education is seriously hampered
hampered because (a) classes are often not taught, (b) vacant hours are assigned to
the remaining teachers who take on excessive workloads, and finally because (c)
less qualified teachers are hired to substitute the ill teacher (Caillods et al. 2008;
Perez-Dlamini 2010).
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3.
Recruitment into Teaching
The recruitment of student teachers into teaching in the three teacher training
colleges (Nazarene, Ngwane and William Pitcher) is guided by the regulations of the
University of Swaziland. Nevertheless, the UNICEF ESARO Study on Teachers
found that each teacher training college generate its own set of questions and
conducts its own interviews to determine who gets admitted into college. The
researchers could not ascertain whether the questions used have been researched
or even pre-tested to ascertain their validity. The level of difficulty of the questions is
obviously different for the different institutions. The interview process with different
sets of questions, different interview panels and different selection criteria inevitably
results in the unequal treatment of interviewees. For example, in one of the three
colleges fluency in English and interest in teaching are considered key elements of
the interview process. There are, however, serious doubts on whether these two
criteria are reliably assessed. A comparison of the admission criteria of the three
colleges further revealed that all colleges consider the quality of passes and
disregard candidates with minimum passes. The use of excellent subject passes or
high aggregate as a method for selecting prospective teachers presents a serious
challenge and is unlikely to identify the right candidates into teaching. A refined
method of selection will need to be developed and used by all three teacher training
colleges.
3.1.

Size of the Teaching Workforce

There are 12,454 teachers employed under the Teaching Service Commission (TSC
2009: 2.1); 7,368 of them at primary level and the remaining at secondary level.
TABLE 1 provides an overview by region:
TABLE 1:

Teacher Distribution by Region

Hhohho
Primary
1862
Secondary
1346
Totals
3200
Source: TSC 2009: 2.1.

3.2.

Lubombo
1492
896
2385

Manzini
2210
1592
3793

Shiselweni
1804
1252
3053

Totals
7368
5086
12454

Gender of the Teaching Force

The majority of teachers are women. At primary level, women constitute threequarters of the teaching workforce. Gender parity improves with level of education
attracting more male teachers to junior secondary and senior secondary school. The
Teacher Service Commission (TSC 2009: 10 f.) reports the positive trend towards a
greater gender balance when it comes to employing new teachers. This means that
the teaching profession has over the years also become attractive for men, not only
at secondary level but also at primary level.
A comparative analysis appears to be useful here. The SACMEQ II evaluation
measures the percentage of 6th students that have a female teacher, disaggregated
by location of the school (rural, urban, rural/urban combined), and by subject matter
(reading teacher versus math teacher). TABLE 2 presents the percentage of female
teachers by location and subject matter in Swaziland as compared to Botswana,
Lesotho, South Africa, and the SACMEQ mean.
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TABLE 2:

Percentage of 6th Grade Students with Female Teachers
Location of School
Rural Urban/Rural
Combined
73.6
59.5
66.7
80.0
71.7
74.9
60.0
53.6
57.2
73.5
66.3
68.4

Urban
Botswana
Lesotho
South Africa
Swaziland
SACMEQ Countries
Source: Bonnet 2007: 17.

66.1

42.1

52.8

Subject Matter
Reading
Math
Teacher
Teacher
66.7 (same teacher)
75.1
76.3
57.9
52.6
68.5
51.7
52.8

45.6

Throughout the sub-region, the gender imbalance is particularly pronounced in urban
schools with female teachers outnumbering their male counterparts.
In Botswana, the reading teacher also teaches mathematics to 6th grade students.
Therefore, the gender ratio in Botswana is the same for the two subjects. In all other
countries of the sub-region, in particular in Swaziland, there are fewer female
teachers for mathematics than for reading/language. Attrition is smaller for female
teachers than for male teachers, in particular, in urban areas. Given the shortage of
math and science teachers in the country, it is recommended to examine the
feasibility of a targeting strategy: to specifically recruit female upper secondary
school students to enroll in pre-service teacher education and become math and
science teachers. The shortage of math and science teachers is a worldwide
phenomenon and other educational systems have successfully reached out to girls
and made math and science more appealing to them, attracted them into the STEM
fields (science, technology, engineering, and math), and recruited them as teachers
of math and science.
3.3.

Categorization of Teachers

In Swaziland, the distinction between qualified, under-qualified and unqualified
teachers is not clearly defined and is interpreted differently depending on the authors
of a report. The World Bank report (World Bank, 2010: 36), for example, finds that
only 8 percent of primary school teachers were unqualified in 2007 relative to about 2
percent at the secondary level. We find these figures grossly understated. Even
though the authors of the World Bank report do not specify the criterion, we suspect
that they have only counted “untrained teachers” (O’Level graduates) as unqualified
and disregarded the large group of under-qualified teachers, that is, Primary Lower
Teacher Certificate (PLTC) and Primary Teacher Certificate (PTC) teachers that do
not fulfill the current qualification standard for primary school teacher (diploma).
Similarly, the Teaching Service Commission reports only a deficit of 1,200 qualified
teachers at primary level (TSC 2009: 50). We also noticed that some authors refer to
contract teachers as unqualified teachers. However, there are many more unqualified
and under-qualified teachers than there are contract teacher.
The second problem is the wide range of qualified teachers in primary school,
ranging from teachers with a Primary Lower Teacher Certificate (7+1+2 years),
Primary Teacher Certificate (7+3+2 years) to teachers with a Primary Teacher
Diploma (7+3+2+3) or above. The difference is even vaster in secondary school
where it is common to find teachers who completed a 4-year B.Ed. degree program
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at UNISWA after a 3-year diploma program at a teacher training college; that is,
completed in total 19 years of formal education: 7+3+2+3+4. In the best case, the
B.Ed. studies last 18 years if teachers with a Teacher Diploma are allowed to skip
the first year of the 4-year B.Ed. degree program.
Finally, the third problem is the distinction between contract teachers and teachers
that qualify for being hired as permanent and pensionable teachers. As we will
demonstrate later, the group of teachers that are hired as contract teachers is
diverse. Nowadays, the majority of the contract teachers have a diploma or a degree
and only one-quarter are O’Level graduates. The situation changed from a few years
ago, when the majority of contract teachers in fact were O’Level graduates and less
than half had tertiary training (TSC 2009: 26). TSC lists the various reasons for why
some teachers couldn’t be hired on a permanent basis. Foreign nationality, along
with under- and over-qualification seems to represent the main reasons for only
extending term appointments to teachers. There are currently more B.Ed graduates
than needed at secondary school level. These teachers are considered over-qualified
at primary level and were initially only hired as contract teachers. Only recently were
they approved for a permanent and pensionable employment.
To resolve this fuzziness, we propose two measures: (a) to provide factual
information on the type of qualification as reflected in the teaching post or salary
category (C1 – C6), and (b) to measure qualification or under-qualification,
respectively, in terms of the formal qualification standards. Currently, the following
minimum qualification standards apply for new teachers that are hired on permanent
and pensionable terms:
• Primary school: Primary Teacher Diploma (PTD)
• Lower secondary school: Secondary Teacher Diploma (STD)
• Upper secondary school: B.Ed. or Bachelor’s degree with a post-graduate
education certificate (CCE, CDE, PGCE, or PGDE).
There are primary school teachers who have up graded their academic qualification
to a B.Ed or even M.Ed. I believe these are still essentially primary school teachers
and should be treated as such with better remuneration.
3.4. How Many Teachers Are Needed? Figures on Unavailable and Under-qualified
Teachers
There are contradictory information on teacher shortage that circulates in annual
reports and government reports. The Teacher Service Commission (TSC, 2009)
reports 12,454 employees and a shortage of 751 teachers. In total, 13,205 teachers
would be needed to fill all posts. In addition, the TSC lists 1,958 teachers as being
hired on a contract basis. Thus, from the 13,205 needed teachers, only 79.5 percent
are hired on a permanent and pensionable basis. The figure of 21.4 percent of
unavailable teachers or unavailable posts is in stark contrast with the officially
reported teacher shortage ratio of 5.7 percent (751 teachers).
Arguably, the statistical figure on teacher shortage is much higher if one includes all
the teachers that are currently under-qualified. By definition, teachers are considered
under-qualified if their formal qualification is below the minimum qualification
standards listed under section 3.3, that is, below P.T.D. for primary, below S.T.D. for
lower secondary, or no degree for upper secondary level). As the following TABLE 3
illustrates, the figure on how many teachers are needed in order to supply the
general education system with qualified teachers is quite substantial if we add all
those teachers that, according to the formal qualification standards are categorized
as “under-qualified” or “sub-standard.” This comprehensive approach that defines
teacher shortage not only in terms of availability of teachers but also in terms of the
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availability of qualified teachers brings to light the supply crisis in Swaziland: In total,
there are 5,554 qualified teachers needed from grades 1-12, that is, 47.7 percent of
the teaching force is either under-qualified or unavailable/lacking. The figure is even
higher if one would project the increase in qualified teachers needed to
systematically expand primary and secondary education.
TABLE 3:

Teacher Shortage: Figures on Unavailable and Under-Qualified
Teachers

Needed teachers
Officially reported teacher shortage
Contract teachers
Subtotal of unavailable (permanent/pensionable) teachers

13,205
751
1,958
2,709

100.0
5.7
15.7
21.4

Teachers that are under-qualified (sub-standard qualification):
For primary level: all below C3
For secondary level: all below S.T.D. or degree only
Subtotal of under-qualified teachers

2,496
1,100
3,596

18.9
8.3
26.3

6,305

47.7

TOTAL OF UNAVAILABLE AND UNDER-QUALIFIED TEACHERS
Source: TSC 2009.

The figures presented in TABLE 3 are rough estimates as the TSC annual report
does not allow a refined statistical analysis. Nevertheless, the argument holds:
teacher shortage is much greater if one takes qualification requirements seriously. In
effect, contract teachers and under-qualified teachers mask the lack of qualified
teachers. By bringing the numbers of contract teachers and under-qualified teachers,
one obtains a sense of how big the teacher supply should ideally be. Teacher
shortage, officially reported at 5.7%, is four times higher if contract teachers are
included (21.4%) and eight times more prevalent (47.7%) if the large number of
under-qualified teachers is considered.
The calculations presented in this study do not address the pressing question
surrounding deployment issues. It appears that teacher shortage, both in terms of the
number of available teachers as well as available and qualified teachers is more
severe in rural areas.
3.5.

The Qualification of Teachers by Salary Category

The UNICEF ESARO Study on Teachers collected information in 96 schools in the
four regions on the number of teachers by salary category. The salary categories in
Swazi public service are clearly defined in terms of qualification and thus represent a
reliable measure for qualification. Teachers are remunerated on a C salary scale
which is characterized as follows:
C1:
C2:
C3:

Teachers with a Certificate: Junior Certificate graduates or under with short
teacher training courses; most common PLTC (7+1+2 years) and PTC
(7+3+2).
Teachers with a Certificate and an Agriculture/Home Economics certificate;
most common: 7 years primary + 3 years lower secondary + 2 years teacher
training + 1 year training in agriculture/home economics (7+3+2+1).
Teachers with a Diploma from one of the three teacher training colleges, that
is, P.T.D. or S.T.D.: 7+3+2+3.
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C4:
C5:
C6:

Teachers with a Bachelor’s degree outside the field of education, that is,
B.Sc., B.A., etc.: 7+3+2+4.
Teachers with either a B.Ed. degree (7+3+2+3+4) or a Bachelor’s degree and
certificate in education, that is, B.Sc., B.A., etc. and 1 year Post-Graduate
Certificate in Education (7+3+2+4+1).
Heads of Department: Same formal qualifications as for teachers in category
C5. In addition: teachers in this salary category have taught for a minimum of
five years and have proven leadership skills.

FIGURE 3:

Qualification of Teachers by Salary Category, 2010

Source: UNICEF ESARO Study on Teachers, 2010

By far the largest group consists of teachers with a diploma (P.T.D. or S.T.D.). These
teachers in the salary category C3 comprise 46 percent of the teaching force in the
sample of the UNICEF ESARO Study on Teachers. The other three groups of
significant size are C1 teachers with a certificate (P.L.T.C., P.T.C.) who amount to 14
percent of the labor force. The teachers in the salary category C5, that is, teachers
with a B.Ed. or a Bachelor’s degree topped with a Post-Graduate Certificate in
Education, are with 14 percent also relatively well represented. Finally, the third
group consists of contract teachers. They represent 13 percent of employed teachers
in the sample. The figures from the UNICEF ESARO Study on Teachers confirm the
large number of contract teachers (13%) and under-qualified teachers—in particular
C1 but also C2 and C4—found nationwide in the teaching force (TSC 2009).
3.6. Contract Teachers
The number of teachers that were newly hired on permanent and pensionable terms
is small but has grown continuously over the past few years. In 2005, only 386 of the
new hires were permanent and pensionable, whereas in 2008 the number grew to
547. There are annually still, however, five times as many teachers hired on a
contract basis. In 2008, the number of teachers hired on a contract basis was 2,785.
The recent financial crisis has negatively impacted the plan to systematically upgrade
under-qualified teachers. It is therefore conceivable that the positive trend will
temporarily slow down. In addition, given the small intake by the three teacher
training colleges and UNISWA and the expansion of primary and secondary
education, the large number of contract teachers is likely to grow.
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The reasons for hiring contract teachers are multifaceted and by no means
constrained to qualification issues. In fact, the largest group of contract teachers (483
out of 2,002 contract teachers hired in 2009) had a B.A. in humanities and 140 had a
B.Sc. in mathematics/science (TSC 2009: 23). There are two reasons for the reliance
on contract teachers: (a) low intake in diploma programs of teacher training colleges
and in B.Ed. and PGCE programs at UNISWA and subsequently an under-supply of
qualified teachers, (b) inefficient teacher management system. As we will discuss in
section 5 of this report, the current teacher management system assigns posts to
schools on a quasi-permanent basis and makes it very difficult to respond to
immediate needs at school level.
Paying teachers from private or community funds or only hiring teachers on a
contract basis are ways to overcome the under-supply of qualified teachers and at
the same time circumvent the rigid teacher management system (see section 5).
Over the past decade, the issues of contract teachers, school quotas, and
requirements for hiring teachers on permanent and pensionable terms have
periodically stirred heated discussions and created discord between the Ministry of
Public Service, the Ministry of Education and Training (in particular, the Teaching
Service Commission), and the Swaziland National Association of Teachers (SNAT).
The TSC seems to be well aware of the problems with the current teacher
management systems and lists them in detail in their annual reports.
There is lively debate on teacher quality and contract teachers in the academic
literature. A frequently cited study from the United States (Rivkin, Hanushek and Kain
2005) identifies teacher quality as the key determinant of education quality. The
study went so far to suggest that a poorly trained teacher has a worse effect on
school quality than large class sizes.

3.7.

Completion Rates during Pre-Service Teacher Education Studies

In the UNICEF ESARO Study on Teachers, the three teacher training colleges
Nazarene, Ngwane, and William Pitcher reported a nearly universal completion rate.
The small group of students (under 10 per cent) that do not complete their studies
within the normal course of the 3-year diploma program typically complete their
studies a year later due to academic reasons (repetition) or health-related reasons.
Overall, the attrition rate during the studies is very small for the three teacher training
colleges.
It is noteworthy that there is no attrition of B.Ed. students at the University of
Swaziland (UNISWA). On the contrary, the completion in the B.Ed. program at
UNISWA is 138 percent. As FIGURE 4 demonstrates, the completion index is 1.38
for the education degree program. This means that students from other degree
programs switch to the B.Ed. degree program after being admitted in agriculture,
commerce, health science, humanities, science, or social science. We interpret the
crossover to the B.Ed. program as an indication of unemployment for graduates in
other faculties, notably, in the humanities and the social sciences, on one hand and
the attraction of the teaching profession on the other. It is a profession that is, due to
teacher shortage, high in demand on the labor market. Put differently, graduates of
tertiary education are desperate for employment and therefore switch to the B.Ed.
degree program. The question is whether the system really absorbs the B.Ed.
graduates from UNISWA and whether the graduates end up working as teachers.
For sure, many graduates with a PGCE do not find employment at the secondary
school level and have accepted positions in primary school. As per governmental
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directive, the Teaching Service Commission is nowadays permitted to engage them
on a permanent and pensionable condition even though they are strictly speaking,
overqualified for primary school level.

FIGURE 4:

Average Completion Index by Faculty, 2000-2007
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Source: University Planning Center based on Data from the Registrar; cited in World Bank
(2010: 97)

3.8.

Miniscule Intake in Teacher Training Colleges

William Pitcher is the only college that grants the Secondary Teacher Diploma
(qualifies to teach up to junior high), but there are three colleges in Swaziland that
offer the Primary Teacher Diploma (P.T.D.). These three colleges and their annual
intake are listed below.
TABLE 4:

Increase in Students’ Intake at the Teacher Training Colleges,
2009-2010

Institution

2009 First Year
2010 First Year
Increase
Intake
Intake
Ngwane College
120
150
30
Nazarene College
100
150
50
William Pitcher C.
50
62
12
Total
270
362
92
Source: Ministry of Education and Training, First Quarter Performance Report 2010/11: 26f.

The educational system will continue to face a serious shortfall of qualified teachers
in the medium term. There is a shortage of qualified primary teachers as well as
science and mathematics secondary teachers. The Ministry of Education and
Training has attempted to respond to the crisis by increasing the student intake at the
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teacher training colleges by at least 20 percent. However, as this report will show,
student intake in pre-service diploma and degree programs is small because the
current model is extremely expensive.
Several small African countries, such as Botswana, Cape Verde, Lesotho, Namibia
and Swaziland have a substantial number of their tertiary-age population enrolled
outside the country in universities of neighboring states. In total, 6 percent of the
Swazi population at tertiary age is enrolled in colleges and universities; 4.8 percent of
that age group is enrolled in tertiary education institutions of Swaziland and 1.2
percent abroad, notably in South Africa. The outbound mobility ratio (ratio of students
studying abroad to those enrolled in tertiary education at home) is 58 percent in
Swaziland (UNESCO/UIS 2009). This means that the number of teachers with Swazi
nationality is bigger than those who completed their teacher training in Swaziland.
Many opt to complete or upgrade their teacher qualification in South Africa or in other
neighboring countries due to the non-availability of Institutions in Swaziland where
they can upgrade their qualifications. UNISWA admissions in the IDE programme are
low and have failed to respond to the demand for upgrading. The restricted number
of seats for distance learning in Swaziland constitutes one of the push factors.
However, the reasons for the cross-national attraction are complex and should be
examined in greater detail in a separate study. It is important to bear in mind that it is
not always the quality of the foreign teacher training degree that is a pull factor. On
the contrary, sometimes the low quality and the ability to upgrade one’s qualification
with little effort and in a short period of time are the prime drivers for enrolling in a
non-Swazi degree program.
It is important to note that the small intake in the three teacher training colleges is not
a motivation issue but rather a cost problem. Judging from the large number of
applications, many secondary school graduates are forced to become teachers due
to employment opportunities in the teaching profession. Some graduates however,
join the profession as a result of being motivated to become teachers. But the quota,
that is, the number of government scholarships made available to teacher training
colleges, is limited. According to the interview data from the UNICEF ESARO Study
on Teachers, 1,500-2,500 secondary school graduates with appropriate qualifications
apply annually to one or several of the three teacher training colleges but only 10
percent or less are admitted.
3.9.

From Free Primary Education to Free Primary Completion

The introduction of free primary education has been long overdue. The educational
system now needs to consider measures to ensure primary education completion.
Access is indispensable to ensure universal enrollment. However, for universal
primary completion to be realized, teacher quality becomes key. Apart from lifting the
qualification profile of the teaching force and gradually replacing under-qualified
teachers with qualified teachers, the expansion of lower secondary school will have a
salutary effect on primary completion.
As the 2009 EFA Global Monitoring Report confirms, the transition from lower to
upper secondary school is a dropout point in many education systems (Global
Monitoring Report, 2009). Research further suggests that expanding lower
secondary education boosts completion rates in primary school; increased availability
and access at the lower secondary level seems to motivate parents to have their
children complete primary school (World Bank 2005). This suggests that a critical
mass of lower secondary schools may be needed to attain universal primary
completion, with estimates indicating that at least 35 percent secondary net
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enrollment is necessary to achieve over 90 percent primary net enrollment (Clemens
2004).
3.10.

The Cost Ceiling for Expanding Pre-Service Teacher Education

Enrollment in the three colleges for pre-service teacher training is with 632 college
students rather small. Nevertheless, the Government of Swaziland spends 22 times
more money on a teacher education student than on a primary school student. In
fact, a teacher education student (college level) costs the Government of Swaziland
more than any other student in the education system, regardless of whether the
student is an ECCD student or a post-graduate student. The high cost of pre-service
teacher education has several causes including the provision of de-facto government
scholarships, living stipends and provision of free residence, extreme low
student/teacher ratio of 6.7:1, and the unnecessarily long duration of teacher
education studies for degree-granting programs, in particular for the B.Ed. degree
program.
Attempts to significantly boost the output of teachers by offering distance learning
certificate and degree programs have not materialized. The intake of the Institute of
Distance Education (IDE) at UNISWA is too small to remedy teacher shortage in the
conceivable future. In 2010, from the 500 teachers that applied to the Institute of
Distance Education at UNISWA, only 120 were admitted. The two new B.Ed.
programs of IDE (B.Ed. Primary, B.Ed. Secondary) only started to enroll students
and are currently at a pilot stage. Further, the distance learning program at UNISWA
IDE is run more like a fulltime program. Students have to converge at UNISWA as
opposed to UNISWA moving to satellite centers for contact sessions. Ideally, IDE
programs should not be constrained by admission numbers; it should actually be
attracting a bigger population. It is unlikely that IDE is able to prepare a greater
number of math and science teachers given the rigid academic degree requirements
of UNISWA. The outbound mobility of Swazi distance learning students is substantial
and many of those that enroll in distance learning degree programs abroad, are at
risk of leaving the teaching force in Swaziland and working in South Africa.
3.11.

Educational Spending Priorities that are Pro-Rich

The current spending pattern—fully funding the tertiary sector but requiring fees for
ECCD, secondary level, and until recently for primary level—does not resonate well
with researchers, policy analysts and other observers. The system has been rightfully
criticized as a system of public spending that is “pro-rich” (see World Bank 2010).
There are three reasons why the public spending pattern has come under massive
attack:
First, even though the government scholarships are offered as student loans, their
repayment is not enforced. For example, in 2005/2006 scholarships in the amount of
SZL 150 million were granted but only SZL 5 million was recovered in that year
(Performance Report 2005/2006). In effect, the government scholarship off-set the
tuition cost in higher education and ensures that higher education is free for those
that qualify for enrollment; i.e. thus serving a very small population and disregarding
a bigger student population in the other levels.
Second, enrollment in tertiary education is small and highly correlates with socioeconomic status. That is, the richest segment of the population takes up the majority
of the seats in higher education. At UNISWA, 68.5 percent of the students are from
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households in the top quintile and only 1.3 percent consists of students from the
poorest households in the country (World Bank 2010).
Third, the quintile that enrolls in tertiary education is able to do so at the expense of
the four poorer quintiles in the population that have to pay for their education, starting
from ECCD and throughout secondary education.
The next two TABLES 5 and 6 juxtapose public spending in secondary education as
opposed in public pre-service primary teacher education.1
TABLE 5:

Financing Details for Secondary Schools (2007)

% of total
Financing per pupil by source
Public spending
6,895
74.4
Private spending (fees)
2,376
25.6
Total
9,271
100.0
Teacher cost details
Teacher count (A)
4,146
Average teacher pay (B)
97,471
Enrolment (C)
74,429
P/T ratio (D=C/A)
18.0
Financing per pupil by category
Teachers (B/D)
5,430
58.6
Non-teaching staff
86
0.9
Non-personnel recurrent
3,155
34.0
Capital expenditure
600
6.5
Public expenditure on pupil subsistence
0
0.0
Total
9,271
100.0
Source: Ministry of Finance, Ministry of Education, cited in World Bank, 2010

TABLE 6:

Financing Details for Public Primary Teacher Education (2007)

1

The cost calculation for public primary teacher education, presented in TABLE 6, is
restricted to the colleges Ngwane and William Pitcher. Nazarene College is not included in
the calculations for TABLE 6.
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% of total
Financing per pupil by source
Public spending*
44,667
100.0
Private spending (fees)
0
0.0
Total
44,667
100.0
Teacher cost details
Teacher count (A)
95
Average teacher pay (B)
106,012
Enrolment (C)
632
P/T ratio (D=C/A)
6.7
Financing per pupil by category
Teachers (B/D)
15,935
35.7
Non-teaching staff
6,051
13.5
Non-personnel recurrent
14,545
32.6
Capital expenditure
0
0.0
Public expenditure on pupil subsistence
8,135
18.2
Total
44,667
100.0
Source: Ministry of Finance, Ministry of Education, cited in World Bank, 2010

In secondary education, one-quarter of the cost (25.6 percent) is covered from
private means, that is, from fees. In teacher education, the Government of Swaziland
pays for all the cost. In secondary education, 4,146 individuals work as teachers
whereas in the two teacher training colleges only 95 lecturers are employed. The
student teacher ratio is 18:1 at secondary level as opposed to 6.7:1 in teacher
training. Finally, the Government of Swaziland spends close to five times more per
teacher education student (SZL 8,135) than it does per secondary school student.
Periodically, the Government of Swaziland makes attempts to reduce public support
for tertiary education. All few years, suggestions are made in the Human Resource
Development Plans on how to target scholarships and offer them to those that really
need them or, alternatively, offer them in study areas where there is an under-supply.
But these attempts are often encountered with public protest and student strikes.
Tertiary education is a highly politicized arena and changes are, for a variety of
reasons, difficult to implement.
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4.

Development of Teachers

4.1.

The Quadruple Professional Development System in Swaziland

In the research literature, the professional development of teachers is typically
divided into three stages: (1) pre-service or initial teacher training, (2) induction, and
finally (3) in-service teacher training (OECD, 2005). Two observations deserve to be
listed here: First, it is noticeable that the professional development system in
Swaziland is front-loaded and thins out over the course of the teacher career with
limited opportunities for teachers’ life-long learning. Almost all of the public spending
for the professional development of teachers is channeled into pre-service teacher
training (stage 1) with very little left for the induction of newly qualified teachers
(stage 2) or for in-service training (stage 3). Second, in Swaziland but also in other
African countries, the commonly assumed tripartite system of professional
development needs to be expanded by a fourth element: upgrading qualification.
Stage 1: Pre-Service Teacher Education. Enormous resources are poured into the
first stage (pre-service teacher training). As mentioned in the previous section, the
Government of Swaziland spends 22 times more on a pre-service teacher education
student than on a primary student (World Bank 2010).
Stage 2: Induction. The second stage-the stage of induction—does not seem to be
institutionalized and is not associated with a certification process. Teachers are
certified from the moment they graduate from a teacher training college without prior
mentoring in the school setting. The direct certification process is not out of the
extraordinary and in fact is typical for systems that hire teachers centrally and where,
as a corollary, many newly qualified teacher (NQT) are deployed to work in a school
that is far away from the teacher training college. There are limited resources for the
teacher training colleges to visit the NQT in remote rural areas and support them
during the induction phase. There is not sufficient data on the NQT and it would be
important to analyze whether there is attrition because of the low attention given to
induction. It is recommended that the induction of NQT is systematically enforced but
implemented at school level (in the form of mentor teachers) rather than at college or
university level. This ensures on the workplace mentoring by experienced
practitioners. Teacher mentoring should be linked to confirmation and the
experienced practitioners should actually write a report on how the NQT has coped
with the mentoring. The head teacher’s report should, along with the experienced
practitioner’s report, assist the TSC in confirming the NQT. Linked with teacher
career development model (see section 5), such a mentoring scheme would be
popular, efficient, and cost-effective.
Stage 3: In-Service Training. The in-service training is typically short, targeted to
specific groups, and on specific topics. Many of them are in effect orientation
sessions on new concepts, curricula, textbooks, teaching material that the Ministry of
Education and Training, often with funding from donors, introduced. The presence of
development partners is pronounced in in-service training.
Stage 4: Upgrading Qualifications. As mentioned above, the three stages do,
however, not fully capture the situation in Swaziland. In the case of Swaziland and in
other African countries, it is important to also mention explicitly the upgrading of
qualifications as an important part of the professional development experience of
teachers. We propose that upgrading is listed as a separate aspect of in-service
training given that typical INSET in Swaziland are short-term refresher or infusion
courses whereas the upgrading programs last a year or longer. As we will
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demonstrate in section 4.7 of this report, a significant number of teachers (currently
14 percent in sample) are upgrading their qualification, either by means of full-time or
part-time studies. We will therefore in this report address four different stages of
professional development including upgrading professional qualification.
4.2.

Data on the Full Cycle of Recruitment into Teaching

As with the dysfunctional EMIS system, it is noticeable that there is a dearth of data
when it comes to recruitment into teaching. There are five indicators that measure
the effectiveness of recruitment into teaching.
1.

Admission rate: Number of applicants admitted to a teacher training diploma
or degree program

2.

Enrollment rate: Number of admitted applicants that actually enroll in a preservice teacher training diploma or degree program

3.

Completion rate: Number of teacher training students completing their 3-year
of 4-year training program

4.

Transition rate: Number of graduates accepting a teaching position upon
graduation from teacher training

5.

Retention rate of NQT: Number of newly qualified teachers that remain on the
post two years (or five years) after graduation.

The following two figures (FIGURES 5 and 6) illustrate recruitment into teaching in
Singapore and Kyrgyzstan. The educational systems of Singapore and Finland are
often regarded as ideal-typical with regard to recruitment into teaching: both systems
have a rigorous screening process in place at the admission stage, both are effective
in making almost of their teacher training students graduate on time, and both
systems produce highly competent and motivated graduates that end up working as
teachers.
In developing countries, the situation is less than ideal. In many countries, such as
Kyrgyzstan, the teaching profession is not considered attractive and secondary
school graduates are lured into becoming teachers by offering them scholarships.
The majority of them (63 percent) does complete their studies in teacher training but
chooses to work in another, better paid profession upon graduation. At the end, only
17 out of 100 that were initially admitted to pre-service teacher training end up
working as teachers.
FIGURES 5 and 6:

Recruitment into Teaching: Singapore (left) and
Kyrgyzstan (right)
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Sources: FIGURE 5 - McKinsey, 2007; FIGURE 6 - Steiner-Khamsi et al. 2009

4.3.

Recruitment into Primary Teaching in Swaziland: A Tentative Assessment

In the absence of reliable statistical information, we present a tentative assessment
of the situation in Swaziland. We rely on interview data as well as statistical
information provided by the three principals of the teacher training colleges. The
situation is entirely different for UNISWA, that is, for recruitment into secondary
teaching. There is an oversupply of teachers in a few subject areas (languages,
social sciences) which clearly is not the case for primary education.
TABLE 7:

Recruitment into Primary Teaching in Swaziland: A Tentative
Assessment

INDICATOR

Assessment for
Comments
Swaziland
1
Admission Rate
Very low
Only 10% of those that apply are admitted
2
Enrollment Rate
Very high
Those that are admitted, enroll
3
Completion Rate High
Those that study, graduate on time
4
Transition Rate
Assumption: high
Those that graduate, accept a teaching post
5
Retention Rate
Assumption: medium
Those deployed to remote areas, transfer or quit
Source: UNICEF ESARO Study on Teachers, 2010.

There is no data available on the last two indicators: We do not know how many
graduates from the teacher training colleges Ngwane, Nazarene, and William Pitcher
actually accept and show up on the assigned teaching post (transition rate) and we
do not have any information on how many newly qualified teachers remain on the
post or in the profession two years after graduation (retention rate). We therefore
made an assessment based on interview data. It is essential that the Teaching
Service Commission collects, in collaboration with the three teacher training colleges
and with UNISWA, information on the five indicators listed above. In addition, a sixth
indicator, provided from school statistics (EMIS) should be included: annual
projections on teacher supply needs, that is, how many NQT are needed. This
number will determine the quota for teaching posts. As explained in the previous
sections (in particular, in section 3.4.), the educational system suffers from a
significant undersupply of qualified primary teachers. The shortage or under-supply
ranges from 21.4 percent (if only current teacher shortage and contract teachers are
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counter) to 47.7 percent (if under-qualified teachers are also included) of the needed
teaching force.
4.4.

The Curriculum for Primary Pre-Service Training

There are typically four areas that are covered in pre-service teacher training (OECD,
2005; Lewin, 2005):
(i)
(ii)
(iii)
(iv)

Subject content or academic knowledge: language, science, history, physical
education, etc.
Pedagogical content or methodological knowledge: methods of language
teaching, methods of science teaching, etc.
Educational content or professional knowledge: learning theories, history of
education, developmental psychology, etc.
Teaching practice or practical skills

It is noticeable that the curriculum in primary pre-service teacher training has more
features in common with a generalist study program—with a strong emphasis on
subject content or academic knowledge—than with a pedagogical diploma program.
The teaching practice is far below international standards for primary pre-service
teacher education: it is reduced to 12 weeks in total; 6 weeks in year 2 and 6 weeks
in year 3.
There are indications that teachers in Swaziland have difficulties teaching
heterogeneous groups with varied student needs and learning styles, lack of
knowledge and experience with effectively structuring group work, do not know how
to teach interactively, shy away from continuous formative assessment of students,
and see little value in students’ independent learning (see Sutherland 2006, 2007).
The high repetition rate at primary level, notably in grade 1 (23 percent), should be
seen as a clear sign that teachers feel at a loss with how to deal with slow learners.
The pre-service primary teacher curriculum, leading to a P.T.D., is fragmented and
overcrowded with little emphasis on teaching practice. Over the period of the 3-year
diploma program, student in primary teacher education are taught 35-45 periods per
week; each period lasting 40 minutes. As TABLE 8 illustrates, 45 periods are taught
in year 1 and 2 of the P.T.D. program. In year 3 the number of weekly periods
decrees to 35 periods for those specializing in languages, social studies, and applied
science. Students specializing in non-sciences must take addition four periods per
week in numerical skills to fulfill their specialization requirement.
It is only in year 3 that students can specialize or choose among four areas:
languages, sciences, social studies, or applied sciences. The combination of these
two core features of Swazi pre-service primary teacher education leads to the
following:
!
!
!
!
!

Little time for the internalization of concepts or independent learning,
respectively, or reading and writing of students after regular class hours
Relatively little pedagogical preparation
More breath than depth with regard to subjects
Low lecturer/student ratio: 1 : 6.7 (see section 3.10.)
Expensive pre-service teacher training

TABLE 8:

Curriculum of the Primary Teacher Diploma Program, Year 1 & 2
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Year 1 and Year 2 (periods/week)
Subject
Year 1
Year 2
Education
3 (4)
4
Special Education
1 (0)
0
SiSwati
3 (4)
4
English
3 (4)
4
French
2 (0)
0
Mathematics
4
4
Science and Health
4
4
Social Studies
7
7
Agriculture
4
4
Home Economics
4
4
Art and Crafts
2
2
Physical Education
3
3
Music and Singing
3
3
Academic Communication
2
2
Total periods/week

45

Subject
English
SiSwati
Education
Numerical Skills
Physical Ed & Sport
Music & Singing
Art & Crafts
Academic Comm.
Total periods/week

Periods
6
6
6
4
3
3
3
4
35

Science & Health
Mathematics
Education
Academic Comm.
Art and Crafts
Physical Ed & Sport
Music & Singing

10
6
6
4
3
3
3

Total periods/week

35

Social Studies

Curriculum of the Primary Teacher Diploma Program, Year 3
History
Geography
Religious Education
Education
Numerical Skills
Ac. Commun. Skills
Art & Crafts
Physical Ed & Sport
Music & Singing
Total periods/week

Applied Science

Sciences

Languages

TABLE 9:

45

Agriculture
Home Economics
Education
Ac Communication S.
Numerical Skills
Art & Crafts
Physical Ed & Sport
Music & Singing
ICT [no hours
assigned]
Total periods/week

4
4
4
6
4
4
3
3
3
35

6
6
6
4
4
3
3
3
35

The evaluator of the Literacy and Numeracy Enhancement Programme (LaNEP),
Jenny Sutherland (2007: 30) analyzed the primary teacher training curriculum and
found that
“the aim of Year 3 appears to be to give the trainee teachers a deeper
knowledge of the subject content in order that they might be admitted into
Year 2 of the B.Ed. programme at the University of Swaziland rather than
gaining a broader understanding of the principles and practice involved in
teaching it.”
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She also addresses the unresolved and controversial issue of bilingual education at
primary school level. In the teacher training colleges, teachers are taught to teach in
English. Yet, many of them lack the confidence to teach through English and all the
textbooks used in primary school treat primary students in Swaziland as if English
were their mother tongue rather than the second language.
4.5.

In-Service Training of Teachers (INSET)

MoET’s INSET Department is located at the William Pitcher College. It oversees
eight Teachers Resource Centers (TRC); two in each region. The decentralized
structure of in-service training was put in place in the late 1990s. The INSET
activities are well documented in other reports (Ministry of Education 2008,
Sutherland 2007) and do not need to be reiterated here. The eight areas that are
commonly listed are the following:
•
•
•
•
•
•
•
•

Head teacher Management Training Programme (HMTP)
Infusion Workshops
Open Day Workshops
School-Based and Cluster Workshops
LaNep Workshops (Literacy and Numeracy Enhancement Programme)
Special Needs
Schools as Centers of Care and Support
Gender and Life Skills

The frequency with which these thematic foci are carried out seems to largely
depend on available external funding. Currently, the EU and UNICEF are the two
development partners that actively support the in-service training of teachers.
UNICEF took the lead in capacity-building for ECCD providers and provided training
for teachers and head masters in those partner schools that were part of the SCCS
network (Schools as Centres of Care and Support). It also used to run workshops
and sponsored events (including sporting events) on gender awareness and life skills
training. The EU, in turn, has supported special needs education, literacy and
numeracy enhancement (LaNEP), as well as education management courses.
USAID used to be the leading development agency for the training of head teachers
but is no longer involved in in-service teacher training.
Most of the INSET workshops are, with the exception of infusion workshops in which
teachers are exposed to new curricula or textbooks, donor-driven. The question is
whether the workshops will continue to be offered with funding from the national
education or school budget once external funding has ended. The LaNEP program
for grade 1-4 teachers, for example, will be phased in 2012, and the gender and life
skills training activities of UNICEF have ceased to be offered as a stand-alone
program and elements of those activities have been folded into the current SCCS
training network.
4.6.

INSET: Top Down, Bottom Up, Bottom Across

The literature on professional development of teachers distinguishes between top
down, bottom up, and bottom across in-service training (OECD, 2005). The UNICEF
ESARO Study on Teachers gathered information on all these three types of inservice training.
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Top Down Courses: It appears that many of the centrally or regionally offered
courses are restricted to infusion workshops or brief one-day refresher courses.
These top down INSET courses often are in the form of lecturing (up to 120
teachers), demonstration sessions and reporting back and presenting by the
participating teachers. From the 91 schools in the UNICEF ESARO Study on
Teachers, 62 schools (68 percent) participated in training at regional level over the
past two years.
Bottom Up Courses: Each and every school in Swaziland is supposed to have an
updated school development plan and, as part of the plan, also address its training
plan for the teaching force. All primary schools have received training on “School
Development Planning” as part of the EU funded project. The UNICEF ESARO Study
on Teachers found that 74 of the 91 schools (81 percent) of the school sample
indeed were in the possession of an updated school development plan. There are no
clear trends discernible in the type of activities, ranging from workshops to buying
science and match kits, or the thematic foci listed in these school development plans.
The survey in the sampled schools also revealed that less than half of the schools
(42 percent) had school-based training over the past two years. It is important to
note, however, that most of these “workshops” are brief, ranging in duration from one
hour to one day.
Bottom Across Courses: The bottom across courses involve peer learning and close
collaboration with teachers from other schools. The concept of cluster workshops
represents this particular type of bottom across INSET in Swaziland. They are
popular because they are practice-oriented and present opportunities to meet
teachers and administrators from other schools. Almost 9 in 10 schools in the sample
participate in a school cluster (88 percent). Half of them do not meet regularly and
they did not indicate how often they have met over the past two years. From the 40
schools that are active, half of them met once or twice a year, and the other twenty
schools met with teachers and administrators from the other schools of their cluster
more than twice a year. The following provides an excerpt from the responses to the
open-ended question: What were the activities of your school cluster over the past
two years?
•
•
•
•
•
•
•
•

Practical arts, English panels, math panels, special education
Empowerment teaching, testing
The math group tried to start a workshop in math but couldn’t take off
Attended general workshops and setting terminal examinations for the cluster
Setting objectives for each subject panel and setting end of term common
examination papers
Cluster has not been very active in the past few years
We discussed examinations and IGCSE/SGCE related topics
Only English teachers have had an opportunity to meet so far

Several clusters have engaged in collaboratively preparing and discussing
examinations. Apart from this trend, the school clusters tend to be quite diverse with
regard to the scope of their activities.
4.7.

Upgrading Qualifications

Annually, a large number of teachers request a study leave to upgrade their
qualifications. The head teachers in the UNICEF ESARO Study on Teachers filled
out how many teachers at their school were currently enrolled in different types of
upgrading programs. They were also asked to specify whether the programs were
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offered part-time or full-time, and if possible indicate the subject matter in which the
program specialized. TABLE 10 summarizes their responses.
TABLE 10:

Teachers in the Sample That Are Enrolled in Upgrading Programs

Type of Upgrading
Current Qualification
Aspired
Qualification
Certificate
Diploma

Type of Study
Full-Time
Study
1

Part-Time Study/
Distance Learning
34
87
(Languages, Soc. Stud., Ed.
Management)
19
(Languages, Accounts & Economics)
23

Diploma

B.Ed. Primary

8

Diploma

B.Ed.
Secondary
PGDE/PGCE

9

Masters Degree

7

Diploma
(P.T.D.)

1

11
(M.Ed., Mgt., MSC Agric./Econ, Spec.
Educ, Educ. Psych)
8

0

9

TOTAL:
29
Teachers undergoing
upgrading
Source: UNICEF ESARO Study on Teachers, 2010.

191

Degree: B.A., B.Sc.,
etc.)
B.Ed.
O’Level

3

Other

The total number of teachers employed in the sample of 91 schools in all four regions
of Swaziland is 1,582. From these teachers, 220 teachers are currently upgrading
their qualification (29 full-time and 191 part-time). This means that 14 percent (every
7th teacher) of all teachers is currently enrolled in some kind of an upgrading
program. The size of this group that is significant and should be addressed more
explicitly in government strategies on human resources, education quality, and
teacher quality.
The large proportion of teachers in the sample that undergoes upgrading is also
reflected for the entire population of teachers. Notably, the same high proportion is
found in the statistical information provided by the Teaching Service Commission. As
the next TABLE illustrates, the majority of teachers that wish to upgrade their
qualifications are diploma teachers that aim to upgrade their qualification to a degree.
That is, they wish to be promoted from C3 to C5 salary category. TABLE 11 presents
a summary of the TSC/MoET post requests for 2010/2011 Fiscal Year.
TABLE 11:

MoET Request for Posts for 2011/2011 Fiscal Year
PRIMARY SCHOOL
Post ID Nr.

1. Posts for Up-Grading & Expanding Schools
Graduates
Diploma
Deputy Head Teacher
Head Teacher

32

EDN 051
EDN 069
EDN 045
EDN 042

Requested Posts
10
554
2
17

2. Free Primary Education (FPE) Posts
Diploma

EDN 069

220

3. Posts for New Schools
Diploma
Head Teacher

EDN 069
EDN 042

15
5
823

Subtotal
SECONDARY SCHOOL
4. Posts for Up-Grading & Expanding Schools
Head teachers
Deputy head teacher
Graduate teacher
Diploma teacher
Head of Department (HOD)

EDN 014
EDN 020
EDN 036
EDN 044
EDN 030

4
5
262
66
88

5. Posts for New Schools
Head teachers
Graduate teacher
Diploma teacher

EDN 014
EDN 036
EDN 044

12
13
51
501

Subtotal
Source: Teaching Service Commission, 2010.
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5.

Retention and Management of Teachers

The retention of qualified and effective teachers typically involves policies that
provide attractive incentives (material and immaterial) and favorable work conditions
for teachers. In addition, we propose in the context of Swaziland that efficient
management is added as another key factor. In Swaziland, the Teaching Service
Commission (TSC) centrally administers the employment, transfer, and promotion of
teachers.
5.1.

Teacher Salaries: Missing Career Options for Teachers

In secondary school, teacher salaries as a percentage of total spending in education
are remarkably low in secondary school. Only 59 percent of total spending in
education is allocated for teacher salaries. This means, that schools currently rely
heavily on other financial resources—notably fees from parents or from OVC bursary
schemes—to cover their cost. This will, in the medium and long term, cause a
problem for expansion of secondary education.
There are six salary categories for teachers in Swaziland. Each category has five
notches or salary steps. Promotion from one notch to the next is exclusively
determined by years of service. The following TABLE provides an overview of the
salary structure as well as the pay rates for category C. There are periodically salary
increases to adjust for inflation. The last salary increase of 4.5 percent to adjust for
the cost of living went into effect on April 1, 2010.
TABLE 12:

Annual Pay Rates for Category C – Rates in Effect since April 1,
2010

C1: Certificate Holders:
Primary Lower Certificate, Primary
Teacher’s Certificate
C2: Certificate + Agr/HE:
Primary Teacher’s Certificate plus
Agriculture or Home Economics
C3: Diploma Holders:
Primary Teacher’s Diploma,
Secondary Teacher’s Diploma
C4: Degree (B.Sc, B.A., etc.):
Degree without education

LOWEST
NOTCH
Salary Step
1
55,573

HIGHEST
NOTCH
Salary Step
5
62,549

Compression
Rate

Increase
between
categories (%)

12.5%

C1 " C2: 10.0

68,802

77,437

12.5%

C2 " C3: 07.0

82,858

93,258

12.5%

C3 " C4: 07.0

99,786

112.311

12.5%

C4 " C5: 07.0

12.5%

C5 " C6: 10.0

C5: Degree Holders (B.Ed.,
120,171
135,255
PGCE):
Degree with education or PGCE
C6: Head of Department
149,001
167,705
Secondary, Lecturer
Source: Ministry of Public Service, Circular Number 4, July 19, 2010.

12.5%

Most teachers are in the salary category C3 and the median for the annual teacher
salary in Swaziland is SZL 88,058 (US$ 11,650).
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There are a few features of the teacher salary in Swaziland that, from a comparative
perspective, are noticeable. Even though the teacher salary is considered
competitive, there are six problems associated with the salary.
1. Automatic Promotion. Promotion from one salary step to the next is automatic and
exclusively determined by years in service. All teachers are paid the same amount
regardless of their performance, that is, performance related pay is 0 percent of the
salary. The EU and OECD recommend that 10 cent (for lower ranks) to 20 cent (for
higher ranks) of the salary should reflect performance. Arguably, performance related
pay are both unpopular and difficult to implement as they require periodical
monitoring of teachers by head teachers and external evaluators. Nevertheless, it
deserves mention that the Swazi salary system currently has no mechanism in place
to reward very effective and hardworking teachers.
2. Short Promotion Ladder. With five notches only, the salary scale is compressed
and teachers tend to reach the highest ladder within a brief period. That is the career
ceiling is very low. The compression rate is 1.25 : 1 between highest and lowest
notch. A teacher may reach the highest salary step within the first few years of
her/his career and then remain at that level for the rest of her/his life or until there is a
salary revision.
3. Small Rates of Return for Upgrading the Qualification: the difference between the
highest notch of one category (e.g., C2 notch 5) and the lowest level of the next
highest category (e.g., C3 notch 1) is small. As the last column in TABLE 12
demonstrates, the salary difference is only 10 percent for promotion from C1 to C2
and from C5 to C6, respectively, and 7 percent for all other promotions. Currently,
the teacher benefits twice from government funds: for upgrading the degree and for
earning a slightly higher salary by being placed in the next higher C category. The
current system is, as we could see, vulnerable to economic crises (study places were
cut) and to inequalities (teachers complain that their request for upgrading has not
been honored), and expensive. In many other countries, the rates of return for a
higher qualification is significant so that the teacher or employee is motivated to
upgrade their qualification from their own private means but then, upon completion of
the new qualification, receives benefits in terms of a much higher salary. The
centrally administered system for deciding on which teachers is permitted to upgrade
the qualification, that is, to receive a government-funded study leave, is both
inefficient and expensive. It would be good to view the upgrading of one’s
qualification as an investment that, later on, will be paid back in terms of a higher
monthly salary.
4. No Salary Supplement for Specific Functions. The assignment to a specific
category is exclusively determined by educational background. That is, regardless of
what a teacher actually does and which function she/he takes on (e.g., mentor
teacher, lecturer, etc.), he/she is assigned to the category that corresponds to his/her
educational background. The only career move occurs when the teacher earns a
higher qualification or leaves the teaching profession to become school
administrators. It is a system that generates attrition of effective teachers and
encourages them to become administrators. This problem was mentioned in all three
teacher training colleges. There is a high turn-over rate among the lecturers because
their salaries are identical with the ones of head of departments in secondary school,
that is, salary category C6. For them the logical career move would be to give up the
lecturer position and become a deputy head teacher in a primary school (category
D3) or deputy head teacher in secondary school (category D4).
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5. No Rural Supplement. Deployment to remote rural schools is unpopular and
typically only newly qualified teachers or teachers with a lower qualification or with
family bonds in a particular location accept to teach in remote rural areas. Worse yet,
at times teachers are ordered to teach in a school in a remote area but do not show
up at that school thereby leaving that school with a post that is identified as taken yet
in reality is vacant and cannot, for all kinds of bureaucratic reasons, not easily be
filled by another teacher. The inexistence of a rural supplement or hardship
supplement exacerbates inequalities between schools in remote rural areas and in
other, more attractive locations. The World Bank study (2010, p. 38) estimates that
20 percent of teachers in rural areas are unqualified teachers. This estimate is much
higher if the number of under-qualified teachers is included.
6. Push Factors for Emigration. The teacher salary in South Africa is higher than in
Swaziland. The salary difference together with the short supply of pre-service and
upgrading teacher training seats in Swaziland should be viewed as push factors that
encourage teachers or prospective teachers to emigrate and to study and work as
better paid teachers in South Africa. An increase of study opportunities in Swaziland
would mitigate the push factors and help curb emigration.
We recommend that the Ministry of Public Service, in charge of salary reform,
considers a fundamental reform of the Swazi salary structure as well as the quota
system and reviews experiences with teacher salary reform in other countries of the
region. Lesotho, for example, just introduced a very convincing teacher career
development model that provides incentives for effective teachers and attempts to
curb attrition. It is important to closely follow the implementation of the reform in
Lesotho over the next few years.
5.2.

High Teacher Mobility

The UNICEF ESARO Study on Teachers solicited information on the following
question: “How many teachers did you lose in your school in the past 5 years?” The
mobility of teachers in Swaziland is remarkable: all 96 schools in the sample, except
for three schools, reported that they have at least one teacher who quit working at
the school sometime over the past five years. FIGURE 7 lists the reasons for the
attrition.
FIGURE 7:

Reasons for Quitting the Position at School, 2010
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Source: UNICEF ESARO Study on Teachers, 2010

As FIGURE 7 illustrates, the main reason for losing teachers was transfer to another
school (56 percent), followed by retirement (20 percent), and death (18 percent). The
high mobility of teachers is also mentioned in the annual report of the TSC and
keeping track of these constant changes are highlighted as one of the main
challenges of the centrally organized teacher management system.
In the qualitative section of the survey, three main reasons surfaced for transferring
to another school: (i) personal reasons (being closer to home/families), (ii) poor living
conditions, (iii) poor work conditions at school, and (iii) personal reasons. It is
important to note that schools apparently try their best to attract, train, and keep
teachers. From the 96 schools, 59 schools listed active measure on how to convince
teachers to teach at their school. By far, the most important material measure was to
provide accommodation for the teacher with water, electricity and availability of public
transport. In addition, several head teachers mentioned how they tried to support
teachers in their teaching (e.g., establish subject panels, encourage team teaching,
provide professional development for teachers, give counseling support to teachers,
give incentives for well done jobs, etc.) as a means to be encouraging and supportive
towards their teachers.
5.3.

Teacher Absenteeism, HIV/AIDS, and Sick Leaves

HIV/AIDS related teacher attrition and teacher absenteeism are not directly
measured in Swaziland and it is possible that existing numbers on illness-related
absences are underreported (Perez-Dlamini 2010). Schools do not report absences
because ill teachers tend to show up in school periodically so that they don’t lose
their posts. As a result, ill teachers are not able to properly look after themselves and
schools, in return, are not in a position to hire substitute teachers. There is a
willingness to hire substitute teachers if teachers do not show up 14 days in a row,
but in reality the regulation is, for a variety of reasons, not implemented.
APPENDIX 4 lists the regulation on sick leave and other leaves. In general, longterm sick leaves may last up to twelve months. The first six months are on full pay
and the subsequent six months on half pay. Teachers that have to remain absent
more than twelve months will be forced to retire on medical grounds. There is an
excellent study on teachers with HIV/AIDS in Swaziland (see Perez-Dlamini 2010)
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and it appears unnecessary to reiterate the main findings and recommendations
already presented in the other study.

5.4.

Quotas and Posts

Budget allocation in Swaziland is not based on the number of students (per capita
financing) but rather on the number of classes, cost of infrastructure and other
needs. Quotas (number of teaching post) are assigned to each school. As illustrated
in section 5.2., teachers in Swaziland are very mobile and there is constantly a lot of
commotion in the schools leading to teachers requesting a transfer to another school.
Each transfer and each appointment is made centrally by the Teaching Service
Commission. TSC tries to match the teacher’s request for transfer with a school’s
vacancy notice. However, the requests for transfer are so many, the data
administration so outdated, the procedures so tedious, and the staff at TSC so few
that there are serious teacher management issues that negatively impact the quality
of education in Swaziland. There are schools that have too few teachers and class
sizes in these schools are huge or teachers take on excessive teaching workloads.
Then, there other schools that have names of teachers on their roster that never
appeared in school. All few years the TSC undergoes major changes to fix the
problems that are well analyzed by the TSC, SNAT, and other stakeholders in
Swaziland. As part of the public service reform, TSC has since 2007 its performance
evaluated annually (TSC 2009: 28f.). According to the TSC survey, 13 percent of the
teachers are dissatisfied with the services rendered by the TSC, and 40 percent of
the teachers find the services “fair.”
The UNICEF ESARO Study on Teachers found that in 46 out of 96 schools there
was a mismatch between the quota for the school and the actual number of teachers
working at the schools. The reasons for the mismatch, listed in the survey, are
diverse and reflect the challenge of continuously updating a centrally administrated
database with accurate information. As the following explanations for the mismatch
illustrate, most of the reasons have to do that the TSC database in Mbabane has not
yet registered the changes at school level:
Box 1:

Reasons for the Mismatch between Quota and Actual Number of
Teachers at School Level: Responses from the Survey

Survey question:
Is there a mismatch between the quota for your school and the actual number of teachers
working at your school? YES / NO (circle one)
If YES, please explain why your quota is higher or lower that the number of teachers working
at your school:
One school said it needed 2 more teachers for FPE since grade 2 class had 84 children and
grade 1 had 63 children, hence the enrolment was too high for one class.
Quota is lower than the number of teachers because the school is beginning to triple stream
and as such, the school quota has not been revised to take into consideration the increase.
The number of posts available is lower than the number of teachers needed in the school.
The school quota is lower because we did not get the grade 7 teacher for the third stream

38

Two [2] schools indicated that some posts of transferred teachers still needed to be filled by
TSC.
Quota is higher than the number of teachers because some of our posts are still being used
by people who transferred from this school.
Four [4] schools said some teachers appear on list of their schools yet they had long been
transferred and some had never been to this school altogether.
Quota is higher because of the additional French teacher.
The quota is higher because some teachers are working on contract and Department heads
positions are vacant.
The formula used by Government to determine the quota of schools does not depict the
reality of the school needs.
Need teachers for accounting (whole school); Maths & Science for forms 1 to 3.
Two [2] schools said the quota was lower than the number of teachers working and needed
by the school.
There is no grade 7 C this year because the number of students is 77 and we cannot have
three classes in grade 7.
There is a post that was once shared by two teachers and now that post is given to one
teacher, hence there is a shortage in the number of teachers.
The quota is lower because TSC fails to provide teachers on time.
The quota is lower than the number of teachers working at the school because it was never
upgraded after the introduction of the second stream. Next year grades will be double
streaming and in 2012, grade 7 will be double.
Quota is lower because 3 teachers are on contract.
Number of teachers in the school is lower than the quota because there are no posts for
teachers.
Quota appears to be higher because there is a class that has no class teacher.
Schools manager is still in the process of recruiting 3 teachers that the school needs, hence
the discrepancy between the quota and number of teachers in the school.
Some classes are double streaming and the quota has not been upgraded to take into
consideration the double streaming.
The school is overcrowded with pupils, for example, Grade 1 has 89 pupils in a class and
grade 3 has 96 pupils in a class, hence need 2 more teachers. Next year the school will
require a third teacher for grade 4.
The school needs a home economics teacher.
Some teachers transferred to other schools and there were no replacements.
Two teachers appear on the list of our school and are not known to us, i.e their names appear
on the school pay list but they are not in the school.
Ministry/TSC has not supplied us with 2 qualified teachers.
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The school has 2 temporary teachers, hence the mismatch between the quota and the
existing number of teachers.
TSC has promised to give the school enough posts to match the requirements.
Two [2] schools reported that posts were being shared by teachers.
One contract teacher has been recruited by the Police Force.
One teacher has gone on study leave to UNISWA.
We applied for Agriculture post but we were not given.
Three teachers were redeployed to high school since this school was overstaffed.
School needs 5 Heads of Department posts.
TSC employed a relief teacher for a teacher who had gone on study.
One post is shared by two contract teachers.

As mentioned above, the mismatch between the number of teachers (i) a school is
entitled to have (“quota”), (ii) currently has employed, and (iii) actually needs, has a
large impact on the quality of education. Schools try to cope with the mismatch in
their own creative ways. However, some of the coping mechanism, such as the one
reported in the most recent Performance Report, are problematic: the introduction of
FPE in school year 2010/2011 resulted in 220 new teaching positions. However,
even many more positions would have been needed to create new streams in grades
1 and 2 as well as fill vacancies in upper grades. Reportedly, some schools shifted
positions from grades 1 and 2 to upper levels knowing that they would have new
positions approved for the first two grades of primary (MoET 2010, 1st Quarter
Performance Report).
5.5.

The Teacher Management System: Glitches and Fundamental Flaws

The last statistical information on the education system is from the Central Statistical
Office and dates back to the year 2007. Even though development partners, notably
UNICEF, have substantially funded EMIS, the system is defunct. The system is
flawed with delays in “populating the system” (entering data), crashes, viruses, and
other problems. Very basic educational planning is seriously hampered and
evidence-based policy planning is virtually non-existent. There is a need to
reorganize the unit in charge of EMIS at the Ministry of Education.
The Teaching Service Commission (TSC) was established through the Teaching
Service Act #1 of 1982 and its regulations of 1983. TSC is in charge of employment
of teachers, recruitment, confirmation, promotion, appointment, transfer, discipline
and termination of employment. They work closely with the Ministry of Public Service,
in charge of salary schemes for all public servants, and with the treasury department
which is in charge of paying the teacher’s salary. The most recent relevant legal
framework is The Council of Educators Bill (Bill No. 7 of 2010), published in April
2010.2

2

The Council of Educators Bill, published in Supplement to the Swaziland Government
Gazette, Vol. XLVIII, No. 40, April 23, 2010.
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The Teacher Service Commission (TSC) gathers its own statistical information and
annually, during the second half of the school year (around March), publishes its
report. There have been recurrent discussions on where the TSC should be
institutionally based and how its institutional affiliation could ensure that it is
independent and impartial given that it is the one and only central agency that hires,
fires, transfer, and promotes teachers throughout the country. TSC is seriously
understaffed and, as a result, the turn-over rate is substantial with staff requesting
transfer to other departments.
The challenges with the current system have been studied in detail and are listed in
the annual reports of the TSC but also in other studies, such as the UNESCO IIEP
Study Teacher Management in a Context of HIV and AIDS. Swaziland Report written
by Marietta Perez-Dlamini (2010). As listed above, the current teacher management
is not able to keep track of all the changes at the school and regional level. The
inability to track the movement of teachers poses a serious threat to the quality of
education. A major reform of the system, possibly modeled on the Kenyan teacher
management system, seems to be in discussion. In addition, there are structural
inefficiencies—such as a tedious approval process—that prevent the TSC system to
react more efficiently upon requests and reported needs at regional and school level.
The interview data of the UNICEF ESARO Study on Teachers suggests that TSC
sometimes posts teachers without verifying with the Regional Education Offices first
to find out if the teacher is needed or not.
The Performance Report of the Ministry of Education and Training (1st Quarter of
2010/2011: 25) explicitly mentions the “lack of a computerized file management
system” as one of the major challenges of TSC. In addition, the inability to correct or
enter data at regional level has also been an issue that was brought up in the
interviews with the TSC as well as with the two regional education officers (REO).
TSC is well aware of the following problems but lacks staff, knowledge, hardware,
and software to remedy the glitches in the system. It appears that the TSC is
currently at the stage of evaluating the challenges of their centralized system and
have decided to embark on a number of innovations, including introducing a
computerized file management system that, in collaboration with the EMIS
department, should have been in operation by January 2010 (Perez-Dlamini 2010:
10). The EMIS department has shared the data sheet that they have used to gather
information on teachers (see Appendix 2), entitled “Teacher Information 2010.” The
form solicits all relevant teacher information on one page. Since the project has been
funded by UNICEF Swaziland, it also requests information on items where UNICEF
was involved such as, life skills training, health and hygiene training, special needs
education, and early childhood education. According to the EMIS department, a first
print-out of the findings of the teacher survey is expended for the month of
September or October. As mentioned before, EMIS data has not been released since
2007 even though it is collected annually. The same department that handles EMIS
and the 16th Day Statistics (see APPENDIX 3), typically collected in the month of
March, is in charge of Teacher Information 2010. It is therefore difficult to predict
whether the survey on teachers, Teacher Information 2010, will indeed get released
anytime soon.
One of the reports (Perez-Dlamini 2010) mentions that the TSC considered
introducing a major reform of the system in 2008, possibly modeled on the Kenyan
teacher management system. In our interview with the EMIS director, the Botswana
teacher management system was mentioned as one that is worth examining in
greater details as the Botswana may be selectively transferred to Swaziland. We
were not able to confirm whether any concrete first steps for a fundamental reform of
the Swazi teacher management system have indeed been taken.
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6.

Recommendations

The UNICEF ESARO Study on Teachers examined three aspects of the educational
system of Swaziland that are closely related to teacher supply and quality: (1)
recruitment into teaching, (2) professional development of teachers, as well as (3)
retention and management of teachers. An analysis of these three areas is meant to
inform the Ministry of Education and Training in its endeavor to develop, in a not too
distant future, a comprehensive teacher recruitment and retention strategy.
Two fundamental reforms are needed. All other recommendations, presented in this
report, merely support these two fundamental reforms.
First, a tertiary education reform that considerably reduces the unnecessary high
cost of pre-service teacher education would remedy the teacher shortage and
significantly increase the supply of qualified teachers. The current system does not
provide an adequate supply of teachers, both in terms of quantity and quality. As a
result, the realization of universal primary completion and expansion of primary and
lower secondary education are severely hampered.
Second, a decentralization and computerization of teacher management is very
much needed and should be regarded as a reform priority. The glitches in the
teacher management system with employing, transferring, and promoting teachers
have become so numerous that an overhaul of the current centralized system should
be considered. There are large gaps that yawn between who is registered at central
level and who works or does not work, respectively, at school level.
These two recommendations call for a fundamental reform of higher education and
teacher management. These two reforms represent long-term objectives. In
comparison, the following recommendations require only short-term or medium-term
action. They are merely reiterated in this section of the report.
Recruitment into Teaching
!
!
!
!
!
•

Reach out to female secondary school graduates to recruit them into math and
science teaching and, in necessary, strengthen the math and science skills of
female students in secondary. .
Revisit the calculation of teacher shortage in ways that account for the big
number of under-qualified teachers.
Require that the teacher training colleges and the Faculty of Education at
UNISWA record and publish the admission rate, enrollment rate, completion rate,
transition rate, and the retention rate of newly qualified teachers.
Drastically reduce the public cost for higher education, including for pre-service
teacher education, and significantly enhance the intake in pre-service teacher
education.
Enhance the Distance Education Training of Teachers, and reward the teachers
who continue to upgrade their academic education.
The university should be used as the center for distance education and summer
school for those who want to upgrade their academic status

Development of Teachers
!

Train teachers—at all stages of professional development—in how to teach in
heterogeneous classes and how to support slow learners, students with special,
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!

!
!
!
!

!

and students with great responsibilities outside of schools such as orphans and
vulnerable children.
Redistribute the funds for the four stages of professional development: preservice, induction, in-service, upgrading of teachers. Move funds from pre-service
to induction and in-service, and create incentives– including decompression of
the salary scale – that make it attractive to partially pay, from personal funds, for
the upgrading of qualifications.
Reduce the number of contact hours (periods/week) in pre-service teacher
education to enable students to internalize concepts, engage in independent
learning, reading, writing and thinking.
Upgrade the teaching practicum during pre-service teacher training and consider
extending its duration.
Establish structures at school level (experienced practitioners serving as
mentors) that institutionalize the induction of newly qualified teachers.
Allocate more funds into school-based training and training in school clusters.
Take a pro-active approach towards development partners and formulate inservice teacher training needs that, possibly with external financial support, will
be scaled up throughout the country.
Drastically enhance the intake of teachers for upgrading of qualifications by
means of distance education.

Retention and Management of Teachers
! Develop a teacher career model that takes into account performance and
function, as a corollary, enables teachers to have a rewarding life-long career as
teachers.
! Decompress the salary scale and increase the salary difference between the
various categories to enlarge the rates of return for upgrading teaching
qualifications.
! Tackle deployment issues for remote rural schools with a serious of measures
including, but not restricted to, rural salary supplement and collaboration with
communities to provide housing for teachers.
! Establish support groups to de-stigmatize HIV/AIDS and help the teachers to
cope with the illness.
! Systematically enforce that teachers with HIV/AIDS or other teachers that need
support, care, and a paid sick leave, are replaced with a substitute teacher within
a reasonable time.
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