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According to McNamara (p259, 2011), to have a global perspective means to think with complexity, taking into account multiple viewpoints, to form a unique sense of self that is value based and authentic, and to relate to other people, nations, and the whole world. 
The term ‘Sustainable Education’ is often referred to as Education for Sustainable Development or (ESD) for short. The United Nations Educational, Scientific and Cultural Organization (UNESCO, 2019) define it as something that ‘empowers people to change the way they think and work towards a sustainable future for all.’
[bookmark: _Hlk7118778]Looking at a brief overview of sustainable education, The Global Education for All (EFA) movement was launched in 1990 by UNESCO, UNICEF, World Bank, UN Development Programme and UN Population Fund. According to Osttveit (p6, 2000), the EFA insisted on making education a top priority on the development agenda. In 2000, the global community reaffirmed its commitment to EFA in Dakar, adopting the Dakar Framework for Action, and the Millennium Development Goals (MDG’s). The UN (2000) further highlights that this event held the largest-ever gathering of world leaders, who agreed to a set of time-bound and measurable goals for combating poverty, hunger, disease, illiteracy, environmental degradation and discrimination against women, all to be achieved by 2015. However, this was not achieved and Peachey (2015) is critical of the UN’s effort, stating how the MDG’s failed the world’s poorest children. Interestingly, UNICEF’s Progress for Children Report (p34, 2015), in fact suggests that the figures demonstrating improvement against targets and goals, have actually worsened among the poorest children in many countries, with the gaps getting wider between rich and poor. 
In 2015, the global community committed to quality education and lifelong learning for all, and members adopted the sustainable development goals (SDGs), with a standalone goal for education. According to the UN (2015), the seventeen SDGs are an urgent call for action by all countries, developed and developing, in a global partnership. They recognise that ending poverty and other deprivations must go hand-in-hand with strategies that improve health and education, reduce inequality, and spur economic growth; all while tackling climate change and working to preserve our oceans and forests. The 2030 Agenda for Sustainable Development, adopted by all UN member states in 2015, provides a shared blueprint for peace and prosperity for people and the planet, now and into the future. Kotecha (2018) is critical of the UN’s proposed SDG’s, highlighting the barriers in achieving the goals. She categories them into three main challenges with the first one being instability, referring to the conflict between nations and secondly, implementation, questioning how the SDG programme will fit into each local context. Kotecha believes that the final barrier would be governance, such as, the political will to transform development programmes, into sustainable long-term practices.
Education for Sustainable Development and Global Citizenship (ESDGC) is a sustainability scheme, taking on by Wales and supports the UN’s Decade of Sustainability. Hutt (2008) defines ESDGC by stating that, ‘climate change, poverty, conflict and consumer pressure are all part of today’s world. ESDGC seeks to raise awareness and action, to address the consequences of our lifestyle choices.’  The Welsh Government (WG) agrees with Hutt and believes that ESDGC is a part of education that will prepare young people for life in the twenty-first century but should not be seen as an additional subject. It is instead a body of knowledge, promoting values and attitudes, as well as understanding and skills (WG, p4, 2008). The WG sees ESDGC as an ethos to be embedded and an attitude to be adopted, and then incorporated into a whole school approach. It links the environment and the people living in it, along with the ways that all living things relate to each other (WG, p4). Referring back to McNamara, ESDGC encourages the development of global perspectives and helps involve young people in their own learning and the creation of a more sustainable future. 
Hicks and Holden (2007) defines the concept of global education as a form of education which enables people to understand the link between their own lives, and those of people throughout the world. Looking at some of the barriers to global education and in agreement with Kotecha’s barriers to the SDG’s, Justino (p4, 2014) states that children’s educational attainment is particularly compromised by exposure to violence. UNESCO (2013) further explains that over twenty-percent of primary school aged children are living in conflict-affected countries, with these countries accounting for around half of all out-of-school primary aged children. This exposure to conflict in a child’s early years, has also been shown to affect their future life prospects, including access to the labour market, earnings and health outcomes in adulthood (Justino, 2011). 
In addition to conflict, poverty is another main barrier facing universal education with one in thirty-six children dying from starvation in their first month of life. According to the 2017 UNICEF Child Mortality report, this statistic is more prevalent in poorer areas like Sub-Saharan Africa, while in the world’s high-income countries, the ratio is one in every three-hundred and thirty-three children. In Sub-Saharan Africa, one in three children will experience stunted growth because they are not getting enough food or vitamins, with this also affecting their cognitive ability and therefore learning (UNICEF, p1, 2017). Furthermore, Manrique-Gil (p26, 2015) discusses the relationship between conflict and poverty, which he also calls the 'security-development nexus', describing this relationship as circular, with violence negatively affecting development and poverty often being the root cause of conflict. 
Another barrier to global education is gender, with UNESCO (p5, 2016) highlighting that fifty-four percent of the three-hundred and seventy-five million out-of-school children, adolescents and youths are female. Across sub-Saharan Africa, nine million girls will never attend school compared to six million boys, with this gender gap being even wider in Southern Asia. Rueckert (2019) also adds that many females are vulnerable to violence on their long and hazardous journeys to and from school, thus preventing them from even attempting to get an education. 
Somalia, officially the Federal Republic of Somalia is a country located on the Horn of Africa. It is bordered by Ethiopia, Djibouti, the Gulf of Aden, the Guardafui Channel, the Somali Sea and Kenya. It has the longest coastline on Africa's mainland and has an estimated population of around fourteen million, as well as being described as the most culturally homogeneous country in Africa. Harper (p15, 2012) further explains that Somalis have a common ethnicity, religion, language and culture, with the exception of the minority groups Bantu, Benadiri, Asharaf and Bravanese. Although Somalia is part of the African continent, it points outwards and upwards towards the Arab world, with its shape resembling the horn of a rhinoceros, sharp and aggressive (Harper, p14). 
Abdi (p327, 1998) explores Somalia’s history and states, how the arrival of colonialism in the late nineteenth century also saw the steady introduction of formal learning programmes. He adds that the country’s independence in 1960 helped to quickly develop the education sector, with hundreds of schools building built, thousands of teachers being trained, and nation-wide literacy programmes being implemented. However, the collapse of the Somalian state in 1991, resulted in all modern systems of learning being destroyed by conflict, which in turn has since left the nation without any formal programme of education. 
The entire fabric of the Somali society has been damaged, the existence of the whole nation has sunk into a deep, dark sea of unimaginable human and material disaster, and the communal mind of the people is in a coma. 
(Afrax, p223, 1994). 
As a result of Somalia’s downfall, it now faces many barriers to having a successful educational system, with Cummings (p6, 2003) highlighting that the country is at the very bottom of the Human Development Index, and its Primary Education Gross Enrolment Ratio, of approximately twenty-percent is arguably the lowest in Africa. One of the main reasons for this is the conflict that was provoked from the country’s civil war. This resulted in many schools, universities and libraries being either destroyed during the wars, or intentionally burned down or demolished (Abdi, p336, 1998). Abdi also states that this overwhelming destruction of informal education led to Somalian youths adopting, ‘the culture of thuggery, war-like attitudes towards life, clan and sometimes clan-sub fighting’s, and survival on the fringes of an otherwise disintegrating society.’ Finnegan (p65, 1995) is critical of how Somalia could be reconciliated, highlighting that the young fighters have become anaesthetised to their current way of life, and a government restoring law and order would leave less demand for their services as ‘potential gangsters’. 
Referring back to the security-development nexus, which emphasises the relationship between conflict and poverty, Harper describes the extreme severity of famine in Somalia. She visited the worst-effected area, known as the ‘Triangle of Death’, in which she saw hundreds of children lying in a row waiting to die, and stated that the level of human suffering was distressingly and devastatingly unbelievable (p59, 2012). This powerful visual begs the question of how Somalians can supposed to think about education, when their country is starving. Chossudovsky (1993) is critical of why Somalia, a grain-sufficient country in the 1970s, became so dependent on food imports and food aid. He believes that the International Monetary Bank (IMF) World Bank’s intervention in the early 1980s, contributed to the crisis of Somali agriculture. Interestingly, both Rotberg (2002) and Easterly (p127, 2006) state that the humanitarian aid involvement made political conflict worse rather than better, with food aid increasing violence among rival clans in Somalia, who fought to steal food. 
Psychoanalyst Abraham Maslow (p153, 1943) created a system which he named ‘Hierarchy of Needs’. It separates human needs into five different levels or motivational systems, with the first level being ‘biological and physical needs’, an individual’s basic needs for food, water, sleep, shelter and warmth. Those facing poverty will find themselves unable to climb up from this bottom level until they have been able to, or have been supported to, have their needs met (Maslow, p155). Therefore, the vulnerable victims of the civil war and war-triggered famine in post-state Somalia, are the estimated three-thousand children dying every day, with the only priority of survival (Sahnoun, 1994). The next level is ‘safety needs’ which includes aspects like protection, law and stability. For instance, a child living in Somalia’s insecure environment may not feel safe or protected, with this consuming them and continuing to be their main priority. If an individual is unable to ascend from Maslow’s physical needs and safety needs, it is highly unlikely that they can put their best efforts into education. The levels continue into ‘belonging and love needs’, with people unable to reach this level if they are not having their safety needs met, and ‘esteem needs’, which can only be reached from feelings of accomplishment (Maslow, p160).  The highest level is ‘self-actualisation’, and behaviour in this case is not driven or motivated by deficiencies but instead, a person’s desire for personal growth (Maslow, 1970).
Comparing Somalia to Wales, the Welsh do not have to travel far to witness these global matters, as according to Oxfam (2019) almost one in four people in Wales are living in poverty. Six years ago, Chamberlain (p1, 2012) highlighted that there were approximately six-hundred thousand children living in Wales, with one in three living in poverty and ninety-thousand living in severe poverty. This figure has not changed much today, with Wales having the highest rate of child poverty, of any nation in the United Kingdom. Easterly (p5, 2006) is critical of the world’s previous attempts in reducing poverty and developed the ‘Planners vs. Searchers’ theory. His theory believes that planners are the politicians and philanthropists who pass proposals and donate large sums of money in order to try and achieve an often very lofty set of goals, usually without any direct contact with the people they are trying to help. Searchers, on the other hand, base their aid on direct contact, and set out not to achieve a set of predetermined goals, but instead to define what kinds of goals are possible, and then strive to achieve them. Easterly (p7) unfortunately highlights that foreign-aid is mostly driven by ‘planners’, who announce good intentions but do not motivate anyone to carry them out.  Whereas the poorest people in the world have no money to motivate ‘searches’ to meet their desperate needs.
Additionally, the conflict and poverty in Somalia has left the schools that remain with little resources to use and educational settings to learn in. Cummings further emphasises that the civil war destroyed school buildings and materials, forcing students and teacher to abandon the educational process, with ‘access to education still remaining limited.’ Cummings continues to point out, that although schools have since been established and teachers have been trained, the current demand for education exceeds its availability and resources, with many schools teaching ‘double shifts’, with one set of students in the morning, and another in the afternoon. To add to this, between 2013 and 2015, there were more than six-hundred attacks on education, mostly in central and southern Somalia, killing vast amounts of students and teachers and demolishing educational settings (Education Under Attack, 2018).  However, contrary to this, the Dakar Framework for Action affirmed in 2000 (p3) that, ‘no countries seriously committed to education for all will be thwarted in their achievement of this goal by a lack of resources.’
More locally, schools in Wales are also feeling stretched because of funding cuts and lack of resources. Although this is nowhere near the same scale or as detrimental to what Somalia is experiencing, Sibieta (2019) states that school spending per pupil has fallen by almost a tenth, over the last ten years in Wales. Parents of a high school in Powys have said that funding has become so tight that as a result, teachers are buying basic school supplies and classrooms are overcrowded. This is conflicting to the WG previous comments, in stating that they are ‘committed to increasing spending on school standards by one-hundred million in this Assembly term.’ Wightwick (2019) shares Sibeta’s frustration when arguing that huge sums allocated for education in Wales have never actually got to schools. But maybe this is just a first-hand demonstration of how out-of-touch, and blurred our perspectives are when thinking about global education, as learners in Wales have still got a far better chance of excelling and surviving, than those in Somalia. 
Another barrier to education in Somalia is gender, with men being more dominant in Somali society and more likely to enrol in schools than girls. Cummings (p3), further emphasises that women and children have suffered immensely over the past decade, with violence and female genital mutilation (FGM), still being widely common. He states that women’s traditional roles are changing as the society changes, with this being seen more in urban areas. Yet, Harper (p25) argues that ‘nothing much has changed for many women in Somalia’, and they continue to struggle within a society, in which the status of women remains appallingly low. 
The African Charter on the Rights and Welfare of the Child (ACRWC) was entered into force in 1991, and is adapted from the United Nations Convention on the Rights of the Child (UNCRC, 1989), a policy developed by the UN to ensure that every child has rights, whatever their ethnicity, gender, religion, language, abilities or any other status (UNICEF, 2010).  The ACRWC is a unique and inclusive instrument that sets out and defines the rights and universal principle, for the status of children in Africa (Save the Children, 2010). In Article 11, the policy states that ‘every child has the right to an education’, and the ‘government should take special measures in respect of female, gifted and disadvantages children, to ensure equal access to education for all.’ The document contradicts itself in parts, on one hand it states that children should be protected from torturous, inhumane, degrading, physical, mental and sexual abuse, but on the other hand, values its ‘African morals, traditional values and cultures.’  This begs the question of whether there is some positive reference to aspects like FGM in the ACRWC, which are still heavily practiced in parts of Africa. Ekundayo (2015) is critical of the ACRWC, questioning whether the separate documents in fact disagrees with globalisation, and only underlines and repeats the provisions set out in the UNCRC. Yet, as opposed to Ekundayo, Rousey (2010) agrees with the ACRWC, stating that it’s an ‘important treaty for the promotion and protection of children belonging to national minorities, as it clearly prohibits discrimination based on cultural identity and imposes duties on children and parents.’
To conclude, from exploring Somalia and its history of education, it is clear to see that it has faced, and still faces many barriers to education for all. The country has been without a national government for almost two decades now, and as a result, the management and implementation of education has been largely left to communities and individual efforts. 
The comparison of Somalia and Wales highlights that the African country still has much room for improvement, however Cummings (p8) states that as stability and security increases, so does enrolment rates and communities’ interest in education, with Somali’s shifting from an emergency mindset, towards a more development orientated approach. 
The seventeen SDG’s (2015) are all based upon the principle of ‘leaving no one behind’, and Abdi (p338) believed that the responsibility of rescuing Somalia’s children, and the countries future, is on the shoulders of the world’s citizens. Furthermore, the teaching of aspects like ESDGC across school curriculums, should hopefully result in the development of future global citizens who are ‘searches’, with increased global perspectives. 
‘If nothing is done, we would just continue watching the spectacle of horror in that sad land in the Horn of Africa (Abdi, p338, 1998). 
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