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Global Perspectives on Education 
[bookmark: _Hlk97489769]First recognized by the “Universal Declaration of Human Rights (1948)” Cregan and Cuthbert,2014, p.63), education is formally acknowledged as “a human right which expresses “the rights and freedoms to which every human being is equally and undeniably entitled” (UDHR,2015, p.4). Furthermore, education provides a powerful tool for combatting oppression, liberty and affronts to human dignity (UDHR,2015). In an attempt to fulfil these acquirements of a right to an education for all, the “World Declaration on Education for All” (EFA) (Karner,2018, p.14) was initially signed by “150 governments in Jomtien” (Ibid). However, in 2000 “the World Education Forum in Dakar, Senegal” (Ibid) not only reaffirmed their commitment to improving the right to an education for all. They further added, “six Education for All goals” (Ibid) including, every child, specifically girls, children from problematic upbringings, minority ethnic groups, “language minority speakers should have free, quality and compulsory primary education by 2015” (Ibid). 
However, although there has been significant development in achieving these goals. For instance, adopting a multi-agency approach in the early years of a child’s development saw nursery admissions increase by “64% since 1999 to around 184 million children worldwide” (UNESCO, 2015, p.65), Kenyan children are less likely to attend the early year’s programs due to socio-economic disadvantage and living in a rural community (UNESCO, 2015,). Therefore, this group of children misses out on what the Kenyan government says is “fundamental for school readiness” (MoE,2018, p.9). In line with their “Pre-Primary Education Policy (2017)” (Ibid) the Kenyan government set out a number of goals including, “primary and pre-primary education shall be free and mandatory for all children” (Ibid). However, due to inadequate funding to construct extra classrooms, only “50 % of children attend” (MA Education, 2015, p.1). Furthermore, school resources are often in short supply and difficulty in recruiting teachers are a further factor (MA Education, 2015). 
This essay will explore some of the barriers that children face in Kenya regarding education. A look into global and national policies will further be discussed including the “United Nations on the Convention of the Rights of the Child (UNCRC) (1989)” (Cregan and Cuthbert, 2014, p.70) and the “African Charter on the Rights and Welfare of the Child (ACRWC) (1990)” (Ibid). Although the African Charter may not have gained equal recognition as the UNCRC- due to the fact that they present themselves in a similar pretext (Faulkner,2020). Gyami and Keating (2013, quoted in Faulkner,2020, p.77) believe there are “subtle differences which reflect the African contexts”. For instance, article 31 conveys a number of responsibilities that African children shall have with regards to “family and society, the state and the international community” (Cregan and Cuthbert,2014, p.70). This differs from the UNCRC which highlights the rights of the child. Therefore, this could be considered as authoritarian which may be seen as an attempt to compromise a child’s right to certain liberties and other rights (Cregan and Cuthbert,2014). However, this will be explored in more detail further along. Additionally, a number of theories will further be linked including “Maslow’s Hierarchy of Needs theory (1943)” (Shotton and Burton, 2019, p.4) and the theory of modernisation and the impact this may have on cultural aspects, education systems, and aid in the global south.
[bookmark: _Hlk96883488][bookmark: _Hlk97460856]Situated on the eastern side of Africa, the Republic of Kenya has a population of “51 million people, mostly living in rural communities (73%)” (Fosci, Lucia, Chamberlain and Naidoo,2019, p.8). According to (Fosci, Lucia, Chamberlain and Loffreda, 2019, p.5) Kenya is a “low-medium income country” and is a democracy afflicted by “political instability” (Ibid). However, according to the (World Bank. 2021, p.1) over the past decade, Kenya has made considerable “political and economic reforms that have contributed to the sustained economic growth, social development, and political stability”. An example of this can be seen within the “ratification of the Constitution of Kenya 2010” (Kimani,2020, p.2). “Out of a decade of chaos” (O’Loughlin,2018, p.29) the Constitution marked a major turning point for the “thirty-nine million people of this East African country” (Kramon and Posner, 2011, p.3). This new era of political reform reconceptualized their relationship with the government, placing their citizens at the forefront of a “new democratic social, economic and political order” (Ibid). The primarily intension was to alter the lives of “Kenya’s minorities and marginalised groups, notably woman” (Ibid). However, according to (Kimani, 2020, p.2) the “2010 constitution has failed to deliver the transformation many had hoped for”. For instance, although article 54 of the constitution explicitly ensures the rights of people with disabilities (Ibid). Research suggests, a child with a disability living in Kenya is “less likely to be in education or complete it” (IoDS, 2020, p.5) as opposed to children without a disability. (“44 percent completed primary school in comparison to 60 percent”) (Ibid). 

According to MoEST (2015, quoted in Care, Kim, Anderson and Wright, 2017, p. 20) the fundamental aim for education organization in Kenya is to “promote sustainable development through nurturing every learner’s potential”. This links with the “Sustainable Development Goals (SDG’s)” (UNDP,2022, p.1). Furthermore, linking with the “New Curriculum for Wales 2022” (Donaldson, 2015, p.115), in Kenya “21st century skills” are acknowledged within a wide spectrum of education and governmental policies (Care, Kim, Anderson and Wright, 2017, p.24). Learners now need a wide range of “knowledge, skills, work habits and character traits” (Ibid) which are now seen as essential for the modern-day era (Care, Kim, Anderson and Wright ,2017). Therefore, the old structure of 8-4-4 has now been replaced by the 2-6-6-3 system (Ibid). However, some Kenyans argue that the educational system already faces challenges and has left many parents contributing sizable amounts of money towards their children’s schooling (Kwach, 2018). Therefore, some fear that these costs could rise. Many Kenyan Teachers also express this fear. Low wages and governments neglecting to honour working contracts for teachers have led to many resorting to strikes, which occur on an annual basis (Kwach, 2018). Additionally, arguments have been raised into the lack of involvement in the new curricula from regional academic professionals (Nyaundi,2019, p.1). Therefore, this has led to “foreign policies being adapted from a European education system” (Kwach, 2018, p.1). One can link this to the theory of modernisation.
 Although western style policies have been “commended for being the foundation of rapid transformation in majority countries such as the America (Lee and Kaluarachchi,2020). They have been progressively delivered in lower income countries to initiate expansion and hasten the speed of economic growth (Ibid). Coined by “American economist Walt Rostow’s (1960)” (Jacobs,2020, p.1), modernisation theory bases itself around the “five stages of economic growth” (Ibid). The classical model was first constructed to deliver a purposely “non-communist solution to poverty in low-income countries” (Thompson,2018, p.1). Essentially, its main intention was to distribute a capitalist framework through the endorsement of “Western, democratic values” (Ibid). Thus, Modernisation theory implies that contemporary societies are more productive, children are educated to a high standard and “the needy receive more welfare” (Reyes,2001, p.2). Lower-income countries are therefore impeded by their own cultural and social structures (Thompson,2018). Talcott Parsons was particularly critical. “Parson’s Functional Fit theory (1964)” (Thompson, 2018, p.1) suggests that low-income countries were too encompassed in their own “customs, ritual, practices and institutions” (Ibid). For instance, patriarchal structures are criticised for being too collectivist. Therefore, prioritising family and communities before their own needs, as opposed to individualism which involves the person thinking only of their own needs. Thus, this enables the person to leave the family unit and pursuit their goals in many other areas including education (Thompson, 2018). This links with the ACRWC (1990) which aims to conserve and reinforce “African cultural values” (Cregan and Cuthbert, 2014, p.70) in his relationships with the wider community. 
However, (Reyes,2001, p.2) states that the theory of modernisation “is a homogenising process which produces tendencies towards convergence among society”. Lower- income countries may not have these principles and are “highly heterogeneous” (Reyes, 2001, p.4). Therefore, this theory suggests cultural values are inferior as opposed to the values from the west (Thompson, 2017). However, western societies fail to consider the colossal amount of inequality in their own countries. Additionally, this theory promotes the use of foreign aid. However, “kleptocracy often prevents aid from getting to where it is supposed to be going (Thompson, 2017, p.1). Thus, contributes to further disparities and allows “elites to maintain power” (Ibid).
Furthermore, linking with the feminist perspective, Parson’s further believed “patriarchal structures are significantly more deep-rooted in lower-income countries.” An example of this can be seen within the social structure of the Maasai culture. Inhabiting distinct regions in both “Kenya and Tanzania” (Tarayia,2004, p.185). A study focussing on the Maasai woman living in the region of Narok highlights the challenges experienced by many of these woman and girls. Although there are policies that protect children including “The Child Act 2001” (KLR,2010, p.16) which state that “no person shall subject a child to female circumcision or early marriage” (Ibid). Chege and Sifina (2006, quoted in Takayanagi,2019, p.37) finds that cultural practices such as, “female genital mutilation (FGM) and early marriage are well- preserved and practised” in Massai culture. Therefore, Takayanagi (2014, quoted in Takayanagi,2019, p.37) believes this has led to girls “participation in education being affected and restricted” in a number of ways. A study conducted by Mukadi into the impact of (FGM) on girls’ education in a primary school based in the Tugen community found that after this practice girls are then considered to be woman. Therefore, this increases their engagement of “sexual activity” (Ibid), leading to “pregnancy, school dropout and eventually early marriage” (Ibid). Furthermore, (Tarayia,2004, p.198) states, the “psycho-socio status” of the girl is drastically altered after this practice. Therefore, Knowledge systems are based around the wider community and at home (Tarayia,2004). Formal education is no longer seen as a priority for girls and “drop-out rates multiply among the Maasai” (Ibid). However, “drop-out rates” (Tarayia,2004, p.198) for males is much lower due to the “parental bias” (Ibid) for a boy to finish education as opposed to a girl (Tarayia,2004). This conflicts with “goal 5 of the Sustainable Development Goals (SDGs)” (Mukadi,2017, p.40), which aims to achieve equal rights for woman and equality (UN,2015). Additionally, this further conflicts with “article 28 of UNCRC which states all children have the right to an education” (Collins and Foley, 2008, p.242). 
Although there have been numerous frameworks regarding children’s rights. “The United Nations on the Conventions of the Rights of the Child (1989)” (Collins and Foley, 2008, p.242) differs by attempting to account for several factors which influence the experiences of children’s lives (Cregan and Cuthbert,2014) including, “economic, social, cultural, civil and political dimensions” (Cregan and Cuthbert, 2014, p.63). Additionally, described by Ramesh (2001, quoted in Cregan and Cuthbert, 2014, p, 63) as “innovative and integrationist”, with the exception of the United States, the UNCRC has been signed by “196 countries” (SACR,2022, P.1). Thus, making it the most “widely and rapidly ratified human rights treaty in history” (Ibid). Essentially the UNCRC is the “centrepiece of the international legal framework for children” (Faulkner and Nyamutata,2020, p.69). 
However, whilst the UNCRC has played an instrumental role in altering “the social and political status of children” (Faulkner and Nyamutata,2020, p.69) and influencing important developments within the area of law, policy and practice around the world. One could argue that the UNCRC is founded upon what Buck (2014, quoted in Faulkner and Nyamutata,2020, p.69) believes to be “Euro-American views” and has been critiqued by many as a tool to enforce western concepts of childhood on a global level (Faulkner and Nyamutata,2020) and may even preserve, “the uneven playing field aggravated by colonialism” (Faulkner and Nyamutata,2020, p.71). Therefore, it fails in its advocacy to be truly universal. 
For instance, article 1 of the convention openly asserts that a child represents every person under the age of eighteen (Collins and Foley,2008). Taking age limits into consideration reflects a society’s judgment within the development of children’s capabilities and responsibilities (Faulkner and Nyamutata,2020). Furthermore, article 32 of the convention states that all children should be safeguarded from “economic exploitation” (Faulkner and Nyamatata,2020, p.79) and hazardous working conditions that may impede a child’s education (Faulkner and Nyamatata,2020). Therefore, the UNCRC has represented the notion that “child labour and education are mutually exclusive” (Ibid). However, evolving theoretical research is progressively more nuanced on this correlation. Tafere and Pankhurst (2015, quoted in Faulkner and Nyamutata,2020) suggest a number of studies point out both advantages and risks associated with child labour. A study conducted by (Woldehanna, Aregawi and Araya,2017, p.126) found that the educational attainment of children working in Ethiopia was impacted greatly “by taking away their time and energy from school”. However, research conducted by (Aufseeser, Bourdillon, Carothers and Lecoufle, 2016, p.241) suggests a number of positive benefits including, developing self-confidence, self-acceptance, and responsibility (Aufseeser, Bourdillon Carothers and Lecoufle,2017). Rogaff et al (2014, quoted in Aufseeser, Bourdillon, Carothers and Lecoufle,2017, p.248) further highlight the benefits of “practical participation in the children’s learning experience”. Linking with “Vygotsky’s zone of proximal development (1978) (Gray and McBlain, 2014, p.77) children who work learn by emulating others (often under the guidance of “a more experienced peer” (Gray and McBlain, 2014). Therefore, this enables them to progressively increase their competence and acquire a broader set of skills (Aufseeser, Bourdillon, Carothers and Lecoufle, 2017).

However, there is no doubt that child labour can have adverse effects if working to the detriment of their learning and health. Research tells us the main factor that drives children into hazardous work environments is poverty (Ibid). An example of this can be seen within coal mines of the Democratic Republic of Congo. “Anti-slavery economist Siddharth Kara” (Kellie,2019, p.1) alleges global corporations such as, “Apple, Google, Dell and Microsoft of aiding and abetting in the death and serious injury” (Ibid) of many children who were driven by severe deprivation and funding for their education to work in these mines that produce cobalt (Kellie,2019). Working for as little as 1.50 per day, these companies benefitted from the work of children who were “forced to work in dangerous conditions” (Kellie,2019, p.1). This is an example in which majority countries Therefore, failed in their duty to protect the children and have vastly profited to the detriment of the child’s health and education. Therefore, this conflicts with the “Sustainable Development Goals (2030)” (UNDP, 2022, P.1) which aim to eliminate poverty in all its forms and “end hunger and achieve food security by the year 2030” (Ibid). The Child Poverty Report – the first of its kind in Kenya finds, “9.5 million children” (Nyakera and Schultink,2017, p.8) live in absolute poverty and are “Severely deprived in at least three or more basic needs” (Ibid). Therefore, a child’s motivation to work is often linked with acquiring the basic necessities to survive (Aufseeser, Bourdillon, Carothers and Lecoufle, 2017). This links with Maslow (1943).
Furthermore, The UNCRC may fail in its attempt to “effectively represent all of the world’s children.” (Aufseeser, Bourdillon, Carothers and Lecoufle,2017, p.2) For instance, article 28 of the convention states that all children are entitled to an education and “primary education should be free” (Collins and Foley,2008, p.242). However, research indicates that globally, “258 million” (Save the Children, 2121, p.1) children do not attend school. Even when they are registered in basic education, 50 percent drop out (Save the Children,2021). Low-income countries are particularly vulnerable, with 50 percent not completing primary school as opposed to children from higher-income countries, having a greater chance of accessing “higher levels of the education system” (Save the Children,2021, p.3). Poverty, hunger, displacement, and climate change are just some of the reasons why children from lower-income countries are disproportionately affected and “are essentially robbed of the learning opportunities that could lift them out of poverty” (Save the Children,2021, p.9).
Additionally, the very countries that assert their “eurocentrism model of knowledge” (Cregan and Cuthbert,2014, p.70) onto the global south are the very countries that vastly contribute to the barriers that children face in accessing good quality education. For instance, “China the European Union and the United States” (Friedrich, Ge and Pickens,2020, p.1) contribute just over 40 percent of the world’s global emissions as opposed to lower-income countries, which contribute “extraordinarily little to global climate change” (Baker and Mitchell,2020, p.1). Therefore, the impact of climate change can have a devasting impact in a number of ways including children’s well-being and their ability to access education.
 The region of Mombasa in Kenya has been particularly affected by “weather-related disasters” (Thornton and Burgess,2010, p.7). Yearly flooding has caused significant issues for the “60,000” (Ibid) residents living in the city including, problems with sanitation. This has resulted in children developing “cholera and diarrhoea” (Ibid). Therefore, this has a “significant impact a child’s health, well-being, development and education” (Ibid). flooding in “Garissa, the Northern province of Kenya” (Thornton and Burgess,2010, p.9) is a further example in which “24,000” (Ibid) families had to evacuate their homes in 2006 due to severe flooding which “washed away “3,300 farms along the river Tana” (Ibid) and many schools were also lost. Therefore, fracturing the education “of “150,000 children” (Ibid). Additionally, the effects of climate change in this region will see a greater occurrence of children suffering from “respiratory illness, malaria and diarrhoea” (Thornton and Burgess,2010, p.9). Drought caused by rising temperatures has also seen entire crops wiped out and animals killed due to lack of rainfall. Therefore, families were unable to feed their children, which put them at extreme risk of malnutrition (Thornton and Burgess,2010). Many children leave education due to the fact “that they cannot concentrate in class because they are hungry” (Thornton and Burgess,2010, p.15). This links with “Maslow’s hierarchy of needs (1943)” (Shotton and Burton, 2019, p.4). Children who do not acquire the lower levels of psychological and safety needs will be unable to progress and reach their full potential (Ibid). 
Furthermore, linking with the UNCRC (1989), the suggestion for determining well-being that influences policy and practice can be found in the growing interest in what has now become the ecology approach (McAuley and Rose,2010). “Bronfenbrenner’s ecological theory (1979)” implies that children are “surrounded by layers of successively larger” (McAuley and Rose,2010, p.22) and more intricate subcultures that can either act as “facilitators or barriers.” An example of this can be seen by the government’s response during the Covid-19 pandemic. Affecting “one billion children worldwide” the Covid- 19 pandemic “highlighted the deep social divide within many countries around the world. For example, the “Kenyan assessment needs” (JOFA,2021, p.22) found that children with disabilities “did not have the necessary assistive devices” (Ibid) in order to continue their learning from home during the pandemic. Whilst access to the much-needed intervention support was further interrupted.  Additionally, “60.5 percent of children in the needs assessment” (JOFA,2021, p.15) stated a rise in “physical abuse including, being pushed, kicked, hit or beaten with hands or objects” (Ibid). Therefore, this conflicts with the ACRWC which states in article 13 that all children with a disability should be entitled to special protection that is tailored to his/hers needs and ensures dignity, regardless of their physical or mental health difficulties (WHO, 2015). 
Furthermore, the “Child Act 2001” (LoK,2012, p.1) places a duty on governments to execute policies within a “broad ecological approach” (McAuley and Rose,2010,p.5)- as stated in the UNCRC and the ACRWC. Thus, provisions should be made regarding the care and protection of all children. According to (World Vision,2022, p.1) “Violence against children in Kenya is at an all-time high”. Therefore, governments are failing to enforce current laws and policies. This is an example in which the child’s relationship within the mesosystem has acted as a barrier towards their development by failing to implement the necessary policies to protect children and facilitate learning. However, the “Children Bill (2021) seeks to repeal the Children Act (2001)” (Ibid) by enforcing stricter penalties for governments failing to meet the needs of children (World Vision,2022). This is an example of the mesosystem acting as a facilitator. 
“According to the Sustainable Goals for Development 2030” every child around the world should have the “right to a quality education so that they can have better life chances in life” (Lee and Kaluarachchi,2020, p.12). However, although inequalities exist on a global level, children from low-income to medium income countries face many barriers regarding education (Global Citizen, 2014, p.1). For instance, due to the geographical location, schools in Turkana have experienced may problems in relation to “headteachers absenteeism” (Marco,2017, p.10). Furthermore, Research from a school in Turkana found that many “marginalised groups” (Ibid) such as girls were often charged fees that were “aggressively collected.” Therefore, this links “with the likelihood of them dropping out” (Ibid). Additionally, whilst adopting western ideologies regarding education are “beneficial to some extent” (Lee and Kaluarachchi,2020, p.12). They fail to consider the cultural differences that exist in other parts of the worlds Therefore, implementing a “people-centred development approach to education recognises these differences” (Ibid). Furthermore, this style of education acknowledges “the well-being of people and the living systems of the planet that is their home, come first” (lee and Kaluarachchi,2020, p.14). Therefore, curricula design should be supported based on one which teaches skills which are relatable and benefit both the child and their communities (Lee and Kaluarachchi,2020). This links with the theory of collectivism, which depends upon “cohesiveness among individuals rather than self-interest” (Ibid). 
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