‘Globalization is described as ‘the increasing interdependence of the world’s inhabitants, on an economic, technological, cultural…political level’ (Bakhtiari, 2011, p.95). However, it can only be profitable for those who have the knowledge, skills, capabilities, rights, and accessibility to the world systems. Parjanadze (2009, p.83) explains that ‘Some nations, states and communities get full advantage by being part of the global world, whereas others become more and more disadvantaged’. Globalization from the top down is looked at in terms of ‘Westernization, internationalization, marketisation and educational needs’ (Singh, et al., 2005, cited in Ballantine and Spade 2015, p.407). Alternatively, a bottom-up perspective of globalization focuses on the inequalities and the ‘rich poor divide’ in communities and education (Ballantine and Spade, 2015, p.407). In essence, globalization is ‘multidimensional, having large social, economic, and political implications’ defined by Encyclopedia (2019, p.1).
There are three suggested stances on the theory of globalization, proposed by Parjanadze (2009, p.81). Firstly, the hyperglobalist which holds the view of trading in an open market underpinned by neoliberalism. This represents a liberal political and economic growth position, which in the context of education can espouse privatisation, ‘international benchmarking,…choice, competition and decentralization’ (Hajisoteriou and Angelides, 2020, p.277). Secondly, there is the skeptical position which simply does ‘not observe any global changes’ and finally, the transformationalist, a contradictory perspective whereby ‘it promotes economic, cultural and political integration’ but on the other hand creates stratification between high-and low-income countries (Taylor et al., 1997, p.62, cited in Parjanadze, 2009, p.83). It is with this in mind that ‘The impact of globalization on culture and educational system is a major concern’ suggested by Bakhtiari (2011, p.95) who consequently emphasizes that access to education must be ensured for all children at ‘all income level’ countries. There are differences in education systems between nations, arising from economic and political climates and such conditions will determine a country’s place and participation in the world system (Ballantine and Spade, 2015, p.407).
UNESCO (2021, p.1) believe that education is ‘a human right for all’ and thus, has been charged with the responsibility to steer the Global Education 2030 agenda via the Sustainable Development Goal 4. The goal encompasses global perspectives of education including the issues of global citizenship, promotion of peace, culture and diversity, sustainable development, human rights, and gender equality (UNESCO, 2021, p.2). This will be explored further, particularly in relation to the critical issues of poverty, gender inequality, human rights, and teacher provision in the sub-Saharan African country Mozambique.

UNESCO Institute for Statistics (UIS) (2011, p.7-8) reveal that whilst access to secondary education in low-income countries is ‘a challenge’ the gap between high-and low-income countries for primary school attendance is decreasing. UIS report secondary education attendance as particularly low in sub-Saharan Africa whereas a surge of primary education attendance in the last decade has been witnessed.  A 9% increase in access to primary education worldwide is attributable to Education for All (EFA) goal 2 (2000) and the Millennium Development Goals (MDGs) (2000) spearheaded by countries within the United Nations who endorse Universal Primary Education (UPE) and seek gender parity (UIS, 2011, p.9). Specifically, EFA advocates a free, compulsory, and good quality education, particularly for girls (UIS, 2011, p.9). Notably, an increment of 59% of primary school attendance in sub-Saharan Africa comprises of 66% of girls. Nonetheless, UIS (2011, p.12 ) reveal that ‘girls are less likely to complete primary education than boys’ in this region. This is recognised by the Center for Global Development (CGD) (2006, p.3) who report that three-fifths of 115 million children in low-income countries not in school are girls. Furthermore, a staggering 150 million children in sub-Sahara Africa do not finish their primary education. With regard to transition from primary to lower secondary education there is a bottleneck created by the majority of children ‘unable to pursue’ further education, potentially due to the barriers of cost, time spent with the household, employment, and a lack of provision (UIS, 2011, p.15).  
In 2018, Mozambique’s national education system was restructured with regard to the length of time children spent in school, by reducing and increasing the length of a school day in primary and secondary education respectively (GPE, 2022, p.1). The reduction was owing to poor sanitation and hygiene and a lack of classrooms and thus the school day was significantly shortened (UNICEF, 2020, p.6). UNICEF (undated, p.1) reveal a contrasting view of ‘investments in classroom construction’, abolishment of school fees and  government  investment of 15% of the state budget in education. As most of the schools are located in the towns as opposed to the country, it is mostly the privileged, urban children who have access to education and furthermore ‘...distance to school often increases at secondary level, which is a barrier to entry’ particularly for rural communities (UIS, 2011, p.8). Ballantine and Spade (2015, p.409) concur that a ‘lack of infrastructure to accommodate all children’ serves as a barrier to entry, as a consequence of geography and poverty. Despite investment  ‘There are still almost two million primary school-age children not attending school’ which pertinently, includes more girls than boys, demonstrating a gender disparity (GPE, 2022, p.1). Furthermore, in spite of the Mozambique Government’s commitment to education ‘quality and improvement in learning has lagged behind’ (UNICEF, undated, p.1). 
One key factor to poor quality education is poverty. The World Bank (2014, p.2) suggest investing in preschool as ‘early childhood development is key to ensuring school readiness’ and thus to ‘alleviating poverty’. To address the issue of preschool provision, a pilot program developed by Save the Children in 2008 was introduced ‘to strengthen early childhood development’ in 30 villages across the rural province of Gaza, Mozambique (World Bank, 2014, p.2). Due to the success of the program, the initiative was extended across 600 more communities ‘to reach 84000 young children’ (World Bank, 2014, p.2). The World Bank Fund for the Poorest (IDA) financed the initiative in the form of an education policy loan which also invested in  training for ‘government agencies and key stakeholders to ensure sustainability’ a stipulation of EFA Goal 4.7 revealed by the World Bank (2014, p.2). The principle of preschool arises from the knowledge that ‘Low levels of school readiness can lead to inefficiencies in the education system’ and children dropping out before completing primary school (The World Bank, 2014, p.2). Whilst pre-schools have proven to be of great benefit to parents in rural communities, 4% of children enrolled, come from the wealthier urban communities. The benefits of preschool for rural communities is the support for ‘young children unsupervised or in the care of an older sibling’, usually girls, whilst ‘parents spend their days in the fields’ reported by World Bank (2014, p.4). It is suggested that a 50% enrolment to preschool for low- and middle-income countries ‘could result in lifetime earnings gains…’ and as such, is reported to be ‘key to alleviating poverty’(World Bank, 2014, p.4). Conflictingly, poverty is a barrier to education, illustrating a paradoxical relationship between poverty and education as one necessitates the other.
Challenges to quality education are reported by UNICEF (undated, p.1) by the way of teacher absenteeism and poor-quality teaching and further report only ‘1 per cent of primary school teachers have the minimum expected knowledge…’. According to a World Bank survey 2014 teacher absenteeism stands at a high of 45 per cent. Save the Children (2018, p.2) concur that ‘Frequent teacher absenteeism is another obstacle for quality education’. The Mozambique government developed an education programme 2017-2020, to address the quality and accessibility of education with emphasis on ‘early learning, teacher policy and out of school children’ giving prominence to access for vulnerable children and notably, girls (UNICEF, undated, p.2). Emphasis placed upon teacher training, within provinces and ‘larger national in-service teacher training…’ aimed to help improve teacher’s expertise and knowledge and enable teachers throughout the country to share their acquired methods, skills, and experience. This training system reflects the EFA goal 4.7 targets and the overarching objective of sustainable development. However, access to and quality education remains a challenge due to high absenteeism of teachers and students alike (UNICEF, undated, p.2). The statistics present a ratio of 1 teacher to 74 students of which ‘only 58%...have teacher training’(UNICEF, undated, p.2) and significantly, only 23% of teachers are female. Resultantly, girls face additional barriers to learning as they lack the role models to motivate and encourage participation and completion of their studies (UNICEF, undated, p.1). To illustrate the magnitude of the task for Mozambique to strengthen its provision and access to the education system, it is important to realise that ‘Completion of secondary school remains an important challenge even in some of the world’s richest countries’ (UIS, 2011, p.8).
Inequalities in the form of gender disparity and poverty, influence access to education as UNICEF (undated, p.2) illustrate ‘In the poorest families…only 39% of girls compared to 52% of boys attend school’. Ballantine and Spade (2015, p.409) concur and elucidate that, girls ‘receive much less education than their brothers’. Girls also face the adversity of female genital mutilation and additionally are expected to stay at home to feed and provide for the family. Sadly, this host of issues deprive girls of the opportunity to attend and complete their education (Ballantine and Spade, 2015, p.409). UNICEF (undated, p.3) add that girls are more compelled to drop out of school by virtue of becoming a young carer for siblings and sick or older family members. Alarmingly, many girls ‘get married at an early age’, withdraw from their education and ‘are three times more likely to be HIV-positive than boys and young men’ (UNICEF, undated, p.3). As girls are less educated than boys, their knowledge and understanding of contracting and preventing HIV is reduced. Consequently HIV constitutes as a cause for absenteeism from school, rendering an additional barrier to education for girls. This juxtaposes the interrelationship between education and HIV, whereby one dictates the other.
Ballantine and Spade (2015, p.408) explore the curricula and reveal ‘commonalities in educational systems around the world’. However, the relevance of academia in low-income countries is contestable as ‘Each country must meet its own needs based in it’s unique situation’ (Ballantine and Spade, 2015, p.408). Nevertheless, globalization is still a necessity for countries to interconnect with each other and share educational ideas, curricula, and systems. Curricula can engender a formal education whereby Hajisoteriou and Angelides, (2020, p.278) suggest that a teacher’s role, in the era of globalization, is to provide students with ‘suitable knowledge and skills’. A quality, formal education will require the teacher to ‘integrate technology’ into the curriculum and ‘combine learning with experience’ to compete in a diverse, global labour market (Hajisoteriou and Angelides, 2020, p.278). In comparison, learning and experience in terms of an informal, indigenous education relates to ‘… the inherited knowledge, skills, cultural traditions norms and values of the tribe’ cited by Mushi (2009, in Kiptoo, 2022, p.1). Objectives of this learning revealed by Fafunwa (1974, cited in Kiptoo, 2022, p.1) are, 
‘to inculcate respect for elders and those in position of authority…to develop a sense of belonging and to participate in family and community affairs. To understand, appreciate and promote the cultural heritage of the community at large’.

Kiptoo (2022, p.2) describes this informal education as ‘a life-long process whereby every individual acquires attitudes, values, skills and knowledge from daily experience’. Notably,  life-long learning prescribes to Education for Sustainable Development and Global Citizenship (ESDGC). Survival is at the core of this learning which emanates from children’s elders and the environment in which the child lives. An alternative consideration of an informal education, explained by Tisdall et al., (2006, p.151) is a ‘Children’s sense of belonging to a particular social group’ such as that of their community ‘is fundamental to their well-being’ and is achieved with fulfilling their responsibilities. Notably, this epitomizes the fundamental principle of Maslow’s Hierarchy of Needs (1954) theory whereby an individual can fulfill his or her potential when deficiency needs of belongingness, love and esteem are met which ‘…become more about personal growth with individuals seeking acceptance…as well as respect and personal esteem’ (Aubrey and Riley, 2017, p.10). It is feasible to propose that ‘undermining their integration within family and community’ through attending school, could be detrimental to children’s culture and well-being (Tisdall et al., 2006, p.151). It is noteworthy that the phenomenon of cultural globalization, explained by Dixon (2009, p.1), that ‘…the world’s culture shrinking and expanding at the same time’ is capacitated by the medium of technology.  
The term ‘global village’ coined by Marshall McLuhan in 1964 recognizes the possibility  ‘for all the cultures of the world to become one global village’ due to ‘technological advances that allow for instantaneous sharing of culture’ (Johnson 192 cited in Dixon, 2009, p.1). This hypothesis of a cultural global village is contentious and generates conflicting perspectives. A positive stance portrays information and communication technology (ICT) as a platform for rich countries to recognise poverty and offer economic support for low and middle-income countries. The alternative perspective poses concerns that a ‘global village will raise conflict between cultures’ or ‘lead to cultural dominance by more developed countries’ (Dixon, 2009, p.1). Young (2015, p.34, citing Miranda et al., 2016) elucidates the paradox that ‘ICTs are in some ways emancipatory, in others, hegemonic’. Emancipatory features of ICT ‘include…community enhancement, inclusion…economic facilities, political liberties, and facilitation of social change’ (Young, 2015, p.34, citing Diaz A. and Urquhart, 2012; Miranda et al., 2016). The suggested imperialism of ICT include ‘devoicing of oppressed groups, and enforcement of oppressive systems’ (Young, 2015, p.34, citing Lin et al., 2015;Miranda et al., 2016). The United Nations Convention on the Rights of the Child (UNCRC) and The African Charter on the Rights and Welfare of the Child (ACRWC) propose two further contradictory perspectives revealed by Dixon (2009, p.1). Firstly, a global village of cultural sharing ‘allows all citizens of the world to enjoy the aspects of each other’s culture’. Secondly, whilst ICT can effectuate interconnectedness between countries which ‘will lead to global cooperation and peace’ it could, on the contrary, ‘engender resentment and antipathy’. Dixon (2009, p.1) reflects that if the world ‘cannot determine respectful cultural boundaries…it is presumptuous to assume that we can identify as a global village at all’.    

Children’s rights could come to the fore in the decision making of a formal or indigenous education. This is reinforced in Article 12 of the UNCRC whereby the child has the right ‘forming his or her own views…’ and ‘…the right to express those views freely in all matters affecting the child’ (UNICEF, 2010, p.5). Tisdall et al., (2006, p.140) explains that a ‘transfer of the exercise of the rights from caregivers to children themselves’ should be given when a child is sufficiently competent. However, this invites the question ‘as to how that competence is assessed’ (Tisdall et al., 2006, p.140). In the UK children are deemed to be incompetent under the age of 11 and must have adult supervision. In contrast, in low-income countries, young children are deemed to be competent as ‘boys are expected to build their own house’ whilst girls are viewed as sufficiently competent to be the head of the household (Reynolds, 1985, cited in Tisdall, 2006, p.151). By the very nature of children being competent enough to fulfill these duties, they ought to be considered as sufficiently competent to make their own decisions regarding matters that affect themselves. Ekundayo (2015, p.145) supports this view, stating that ‘a child who can head a household should be capable of being a right-holder’.

The Convention on the Rights of the Child (CRC) 1989 ‘is the first legally binding international instrument…’ to address children’s rights (Ekundayo, 2015, p.143). The treaty has been ratified by 196 countries including African nations and are ‘bound by international law to ensure it is implemented’ (Save the Children, undated, p.1). Children are now viewed as right holders ‘in both international and domestic law’ (Ekundayo, 2015, p.145). However, African countries have difficulty in accepting children as holders of rights and view it as ‘a direct challenge’ on African culture and traditions (Ekundayo, 2015, p.145). Article 29 of the UNCRC contradicts this suggestion in that education ‘should encourage you to develop respect in your own culture…’. However, adults believe that as a child has not matured, adults are better placed to determine what is right for the child. Although, Ekundayo (2015, p.143) suggests that parental control ‘could be harmful and in some cases be oppressive to children’.

The ACRWC was developed in 1990 as a treaty designed to emulate the UNCRC with the addition of  ‘special provisions guided by the situations in Africa’ (Ekundayo, 2015, p.143). In low and middle-income countries such situations involve abuse ‘in the forms of ignoring the right to freedom of speech, child labour, child soldiering, limited or non-access to education and forced marriage’ (Ekundayo, 2015, p.143). Furthermore, African countries believed that ‘they had been underrepresented during the drafting process of the CRC’. The ACRWC ‘is more explicit about certain issues relevant in Africa including the disadvantaged ‘girl-child’ (Ekundayo, 2015, p.156). Whilst there are commonalities and differences between the two treaties, ‘It might be rightly argued that the ACRWC is a duplication of most of the rights already in the CRC’ (Ekundayo, 2015, p.156). It, therefore, serves as dual protection for the child as both treaties ‘aim to realise the children’s survival, development, protection, and participation rights’ all of which can promote and facilitate access to education. Additionally, Article 28 of the ACRWC, in and of itself, stipulates every child’s right to education (Save the Children, 1999, p.4).

The rights of a child have been somewhat overshadowed, in light of the recent Covid 19 pandemic. Anyanwu and Salami (2021, p.10-11) estimate that owing to Covid 19, the population of Africa ‘living in extreme poverty could rise by as much as 4%...’ and these increases of extreme poverty in sub-Saharan Africa are predicted to impede advances in ending poverty by a minimum of 3 years. World Bank (2021, p.5) reveal that COVID-19 in low- and middle-income countries will elicit ‘the share of children living in Learning Poverty—already over 50 percent before the pandemic—will rise sharply, potentially up to 70 percent…’. Furthermore, ‘…the disruption of societies and economies caused by the COVID‐19 pandemic…is impacting education in unprecedented ways’ posited by Anyanwu and Salami (2021) who reveal:
 …existing high learning poverty and drop-out rates have been exacerbated, and as girls are more likely to drop out of school and are also more vulnerable to violence and face child marriage and adolescent fertility, the COVID‐19 pandemic poses an even higher risk to girls’ education and well‐being (Anyanwu and Salami, 2021, p.11).
To help combat the devasting effects of the pandemic, UNESCO, UNICEF and the World Bank will collaboratively engage with schools and governments across 200 countries to ‘prioritize education financing’ for three priorities. These include ‘bringing all children back to school, recovering learning loss and …’ supporting teachers (Giannini, et al., 2021, p.3).
Learning loss already exists in low and middle-income countries due to pre-existing absenteeism, school drop-out, gender inequality, poverty and unqualified teachers. Learning loss ‘is not a new concept in the education’ system (UNESCO et al., 2021, p.11). However, COVID-19 has added further pressure on an already stretched and defective education system in Mozambique. The economic and political health of a country will influence the robustness of the education system of a country. As Mozambique is a low-income country, so too is its education provision. Numerous organisations and initiatives including EFA, MDGs, UPE, IDA, Sustainable Development goal 4 and Save the Children, have led the way globally in improving access to and a quality education, including  that of the sub-Saharan African country, Mozambique. Despite this sponsorship and government investment, the education system and provision remains inadequate and substandard. Gender disparity, teacher training and absenteeism have been given precedence in the fight to overhaul a failing education system, but inequalities and absenteeism still remain. The debate around the advantages and limitations of a formal or informal pedagogy, particularly surrounding the cultural perspective and global citizenship is conflicting, but nonetheless a necessary and crucial discourse. Save the Children (2018, p.2) reminds us that ‘Every child has a right to education...’. Moreover, every child should have the right to education for sustainable development which requires the skill and knowledge of ‘human rights, gender equality, promotion of a culture of peace…, global citizenship and appreciation of cultural diversity…’ succinctly surmised by UNESCO (2021, p.2).
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