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Somali Peacebuilding Education Needs and Priorities: A Study 

Grounded Within a New Barbarism Framework 

 

Dr Alexandra Lewis, UCL Institute of Education 

Dr Neil Winn, University of Leeds, School of Politics and International Studies 

Abstract 

This paper examines the connections between identity politics and European Union (EU) 

aid effectiveness in peacebuilding education in Somalia. It engages with a severe 

educational challenge, which is that a lack of capacity in rigorous educational design 

and/or implementation across Somali Ministries in the South Central Zone, Somaliland 

and Puntland has led to the importation of multiple foreign curricula into the country 

simultaneously that do not address Somali history and contemporary conflict drivers and 

that frequently clash with local values as well as with each other. We critique this from a 

New Barbarism perspective, arguing that Somali voices and educational priorities have 

not been provided a sufficient space for expression in the EU debate on the global and 

therefore also the national development agenda. 
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Introduction 

Since the collapse of the Somali state under Siad Barre in 1991, the Horn of Africa has become 

mythologised by the international community as a chaotic and ungovernable region: a quintessential 

ĨĂŝůĞĚ ƐƚĂƚĞ ;UŵĂŹĂ͕ ϮϬϭϯͿ Žƌ ͚ƚŚĞ ŵŽƐƚ ĨĂŝůĞĚ ƐƚĂƚĞ ŝŶ ƚŚĞ ǁŽƌůĚ͛ ;JŽŶĞƐ͕ 2013). Most Western 

ůŝƚĞƌĂƚƵƌĞ ŽŶ ƚŚĞ ƐƵďũĞĐƚ ďĞŐŝŶƐ ďǇ ŶŽƚŝŶŐ ŝŶ ƐŽŵĞ ĐĂƉĂĐŝƚǇ ƚŚĂƚ ƚŚĞ “ŽŵĂůŝ ĐĂƐĞ ŽĨĨĞƌƐ ͚ƚŚĞ ůŽŶŐĞƐƚ-

ƌƵŶŶŝŶŐ ŝŶƐƚĂŶĐĞ ŽĨ ĐŽŵƉůĞƚĞ ƐƚĂƚĞ ĐŽůůĂƉƐĞ ŝŶ ƉŽƐƚĐŽůŽŶŝĂů ŚŝƐƚŽƌǇ͛ ;MĞŶŬŚĂƵƐ͕ ϮϬϬϳͿ͘ MĞĂŶǁŚŝůĞ͕ 
Somaliland-based authors are quick to point out the stability of their unrecognised state within 

Somalia, distancing themselves culturally and historically from their Southern Somali neighbours (Ali, 

2013), underscoring Somali violence through the politics of difference (Winn & Lewis, 2017). In short, 

there is a large body of literature concerned with highlighting the interconnections between violence, 

politics and identity in Somali context. It has been advanced by some authors that the Somali conflict 

is so entrenched that it can only be reƐŽůǀĞĚ ďǇ ͚ĞǆƚĞƌŶĂů ŝŶƚĞƌǀĞŶƚŝŽŶ͕ ĂŶĚ ĞǀĞŶ ƉŽƐƐŝďůǇ ŽĐĐƵƉĂƚŝŽŶ͕ 
ƵŶƚŝů Ăůů ŚŽƐƚŝůŝƚŝĞƐ ĐĂŶ ďĞ ďƌŽƵŐŚƚ ƵŶĚĞƌ ĐŽŶƚƌŽů ĂŶĚ Ă ƐƚĂƚĞ ŽĨ ŽƌĚĞƌ ŝƐ ĞƐƚĂďůŝƐŚĞĚ͛ ;KŝŵĞŶǇŝ͕ MƵŬƵŵ 
MďĂŬƵ͕ Θ MŽǇŽ͕ ϮϬϭϬͿ͕ Ăůů ŽĨ ƚŚŝƐ ǁŚŝůĞ ĂĐŬŶŽǁůĞĚŐŝŶŐ ƚŚĂƚ͗ ͚ƉƌŽƚƌĂĐƚĞĚ ƐƚĂƚĞ ĐŽůůĂƉƐĞ ΀bedevils] the 

best humanitarian, diplomatic, development and peacekeeping efforts of the international 

ĐŽŵŵƵŶŝƚǇ͛ ;MĞŶŬŚĂƵƐ͕ ϮϬϬϰͿ͘ A ƚƌĂŶƐŝƚŝŽŶ ĨƌŽŵ ĂŶ AĨƌŝĐĂŶ UŶŝŽŶ MŝƐƐŝŽŶ ŝŶ “ŽŵĂůŝĂ ;AMI“OMͿ ƚŽ Ă 
UN peace-keeping mission is also sometimes advocated (Mosely, 2015). Taken in isolation, many 

readings on the Somali crisis are sophisticated, nuanced and informative: but, combined, their 

collective presentation is deeply problematic, contributing to a barbarisation and othering of Somali 

culture in academic literature, international policy and the global media, as well as a homogenisation 

of intrinsically diverse Somali socio-political landscapes (Duffield, 2007). The message reads: all 

Somalis are the same, and Somalia is a homogenous territory that is entirely lawless. The message is 

simply untrue, but it has led to the advancement of peace education by United Nations (UN) and 
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European Union (EU) bodies as a solution to the Somali problem, a method of overwriting the culture 

of violence with conflict-resolution skills targeted at the mobilisation of Somali youth as future agents 

of peace. 

Commonly, education design and delivery in conflict follows one of four tracks: 

1. Conflict-promoting education, which deliberately generates a culture of war; 

2. Conflict-blind education, which delivers curricula without engaging critically with conflict 

dynamics; 

3. Conflict-sensitive education, which is aware of the problematic relationship of education with 

conflict and strives to minimise damage caused in its application (e.g. this may include 

education that deliberately avoids teaching conflict so as not to aggravate hostilities); and, 

4. Conflict-targeted education, which seeks directly to engage with and redress the causes of 

conflict. 

The last of these, conflict-targeted education, as it relates to building critical engagement with 

education in conflict, is the focus of our research. As a category, conflict-targeted education includes 

peace education (which teaches students about peace and how to be more peaceful), and 

peacebuildinŐ ĞĚƵĐĂƚŝŽŶ ;ǁŚŝĐŚ ĂŝŵƐ ƚŽ ĐƌŝƚŝĐĂůůǇ ĞŶŐĂŐĞ ǁŝƚŚ ƚŚĞ ƉŽƐŝƚŝŽŶ ŽĨ ĞĚƵĐĂƚŝŽŶ ŝŶ Ă ĐŽƵŶƚƌǇ͛Ɛ 
socio-political and economic landscape in order to address the ways in which the structure, systems 

and content of education impact on violence in society). The history of educational systems in Somalia 

is well documented (Abdi, 2010, 327-340). The EU is the largest education donor to Somaliland and 

since 2012 has co-financed 41 new schools as well as the foundation of the Hargeisa Teacher Training 

Institute, while also providing education funding to Somalia (European Union, 2017). Its policy towards 

the Horn of Africa is predicated on risk containment of problems as they impact on the continent of 

Europe, and is normally conflict-sensitive or conflict-targeted. From an EU perspective, targeted risks 

include terrorism, radicalisation and, in particular, migration. The European Security Strategy (ESS) 

(2003) emphasised the projection of EU norms, human rights and good governance into the European 

Neighbourhood as well as the European Near Abroad including the Horn of Africa (ESS, 2003), where 

such norms projection is translated into peace education͘ TŚĞ EU͛Ɛ ƉŽůŝĐŝĞƐ ĂƐƐƵŵĞ ƚŚĂƚ ƌĞŐŝŽŶƐ 
contiguous to Europe should develop internal resilience to develop their own affairs politically and 

ĞĐŽŶŽŵŝĐĂůůǇ͘ IŶĚĞĞĚ͗ ͚TŚĞ EUG“ ͙ ƉƌŽƉŽƐĞƐ ͞ƉƌŝŶĐŝƉůĞĚ ƉƌĂŐŵĂƚŝƐŵ͟ ĂƐ Ă ŶĞǁ ŽƉĞƌĂƚŝŶŐ ƉƌŝŶĐŝƉůĞ ŝŶ 
ŝƚƐ ĨŽƌĞŝŐŶ ƉŽůŝĐǇ͛ ;JƵŶĐŽƐ͕ ϮϬϭϳ͕ ϭͿ͘ From an education standpoint, EU engagement with education as 

an issue area in Somalia and Somaliland is limited and targeted at specific projects, particularly the 

building of schools or enhancing teacher training capacity. This is in line with Commission priorities to 

target niche areas of non-security-based development in the Horn of Africa. This is not to suggest that 

ƚŚĞ EU ŝƐ ŶŽƚ ƌĞƐƉŽŶĚŝŶŐ ƚŽ ĚĞǀĞůŽƉŵĞŶƚ ŶĞĞĚƐ ŝŶ ĞĚƵĐĂƚŝŽŶ͗ ͚IŶ ƌĞĐĞŶƚ ǇĞĂƌƐ͕ ĞǆƚĞƌŶĂů ĨƵŶĚŝŶŐ ŚĂƐ 
ŝŶĐƌĞĂƐĞĚ ƚŽ ŚĞůƉ ƐƵƉƉŽƌƚ ĞĚƵĐĂƚŝŽŶ ŝŶ “ŽŵĂůŝĂ͘ OĨ ƌĞĐĞŶƚ ŶŽƚĞ ŝƐ Įǀe-year funding from the European 

UŶŝŽŶ͙TŚĞ EU ĨƵŶĚŝŶŐ ŝƐ ƉĂƌƚŝĐƵůĂƌůǇ ǁĞůĐŽŵĞ ďĞĐĂƵƐĞ ŝƚ ƉƌŽǀŝĚĞƐ ůŽŶŐĞƌ-term support [for 

ĞĚƵĐĂƚŝŽŶĂů ŝŶŝƚŝĂƚŝǀĞƐ ŝŶ “ŽŵĂůŝĂ΁͛ ;WŝůůŝĂŵƐ ĂŶĚ CƵŵŵŝŶŐƐ͕ ϮϬϭϱ͕ ϰϯϬͿ͘ However, the real priority in 

EU strategy towards the Horn is security, in which peace education plays a role. 

Education for peace is thematically distinct from peacebuilding education, which aims to understand 

how education delivery can be redesigned to make societies more equitable and just, rather than as 

a tool to make people less violent by changing their minds and behaviour (Novelli, Cardozo & Smith, 

2015). However, societal impacts of education on peacebuilding are slow to develop and difficult to 

measure, while peace education can be represented numerically by the number of people registered 

and trained in conflict-resolution skills, making it more appealing to donors like the EU. Individual case 
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studies on peacebuilding and peace education abound, but there are few toolkits for the analysis of 

curriculum and pedagogy for peacebuilding impact that engage with repositioning education within a 

broader context of learning in conflict. This makes the analysis of curriculum in individual cases slow, 

complex and non-exportable. Thus, for the international community ͚ŵŽƐƚ ĞĚƵĐĂƚŝŽŶ ƉƌŽŐƌĂŵŵĞƐ 
tend to adopt, single-ŝƐƐƵĞ ĂƉƉƌŽĂĐŚ΀ĞƐ΁͛ ƌĂƚŚĞƌ ƚŚĂŶ ĞŶŐĂŐŝŶŐ ǁŝƚŚ ͚ŚŽǁ ĞĚƵĐĂƚŝŽŶ ĐĂŶ ƐƵƉƉŽƌƚ ƐƵĐŚ 
ƉŽůŝƚŝĐĂů͕ ƐĞĐƵƌŝƚǇ͕ ĞĐŽŶŽŵŝĐ ĂŶĚ ƐŽĐŝĂů ƚƌĂŶƐĨŽƌŵĂƚŝŽŶ ƉƌŽĐĞƐƐĞƐ͛ ďĂƐĞĚ ŽŶ ĞǆƉůŝĐŝƚ ƚŚĞŽƌŝĞƐ ŽĨ ĐŚĂŶŐĞ 
(UNICEF, 2011, p. 43). This means that much of the focus on the EU side of education support has 

been on promoting peace education for global citizenship and liberalism, drawing on literature that 

advocates for the use of education as a force that fosters forgiveness and reconciliation (Nassera et 

al, 2014), as a promoter of healing and socialisation (Dupuy, 2008), as a platform that fosters dialogue 

(Parker, 2016), as a discipline through which to learn about citizenship and democratic participation 

(Parker, 2014), and as a procesƐ ƚŚĂƚ ŝƐ ͚ƉĞƌĐĞŝǀĞĚ ƚŽ ŝŶǀŽůǀĞ ǁŽƌŬŝŶŐ ǁŝƚŚ ĐŚŝůĚƌĞŶ ĂŶĚ ǇŽƵƚŚ ŽŶ ƉĞĂĐĞ 
education programmes for personal development, inter-group contact and conflict resolution 

ƚĞĐŚŶŝƋƵĞƐ͛ (UNICEF, 2011). 

Taken in isolation, the potential impacts of peace education look promising, but the EU and UN are 

not the only agents engaging in education delivery in a context such as Somalia, where educational 

responses take place in an environment with high numbers of out of school children, high numbers of 

children in non-formal education, and areas in which multiple contradictory curricula operate 

simultaneously, owing to the contested and deeply politicised design of education in conflict. 

According to the Africa Educational Trust, there are now at least 17 distinct curricula being taught in 

Somali schools, and this figure includes only those educational institutions of which we are aware at 

the international level (2017). Diaspora funders, faith-based groups, private companies, private 

individuals, radical Islamic education actors (including Al Shabaab), Middle Eastern donors, American 

charitable organisations, and multiple others are all currently delivering education to Somali students 

alongside the EU, UN, USAID and Somali Federal States, where the diversity of provision is a product 

of low state capacity and high demand. This leads to competing readings of Somali society from school 

to school, and sometimes from classroom to classroom. The impact of these competing narratives on 

Somali peacebuilding have yet to be understood, but some ideological clashes are emerging within 

and between communities due to antagonistic curricula. Teaching radical curricula, for example, is a 

method of Al Shabaab recruitment. In Somalia, the graduates of liberal peace education programmes 

must interact with members of a wider society educated to opposing values, and this can lead to 

violent contradiction if common values based on Somali identity and culture have not been 

incorporated into standardised peace education programmes. There is a danger that peace education 

divorced of cultural adaptation and societal wide reform and transformation through peacebuilding 

education, may actually aggravate violence in the short term, as will be argued. 

In order to begin to unpack some of these processes, we examine the EU involvement in peace 

education in Somalia, using a New Barabarism lens to critique the representation of Somali culture as 

a conflict driver in much of the international response to regional violence: we compare and contrast 

Somali and Western literature on the subject, in order to argue that the space for international Somali 

leadership on resolving the conflict has become restricted in a political dialogue where donor voices 

dominate and set the agenda for development.  

We hope that this paper will have significance by beginning to shed light on the underlying causes of 

“ŽŵĂůŝĂ͛Ɛ ƉĞĂĐĞďƵŝůĚŝŶŐ ĞĚƵĐĂƚŝŽŶ ĐŚĂůůĞŶŐĞƐ͕ ǁŚŝĐŚ ǁĞ ĨŝŶĚ ƚŽ ďĞ ďƵƌŝĞĚ ŝŶ ŚĂƌŵĨƵů 
conceptualisations of Somali culture and competing priorities for its transformation. While we 

advocate for continued international and EU investment in education, which is important to fostering 

development and providing much needed knowledge and skills for young people to improve their 

future earning prospects, we also encourage greater self-reflection in order to critically assess, from a 
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peacebuilding perspective, the impact of EU interventions in education and peacebuilding, which must 

be investigated as part of the entire education landscape, and not just on a project by project basis. 

 

Barbarisation in Development Policy 

Current EU strategies for security and development in the Horn of Africa are fed by contemporary 

texts that underline the assumption that conflict is a natural manifestation of Somali culture. After all, 

theories of conĨůŝĐƚ ĐĂƵƐĂƚŝŽŶ ƐƵŐŐĞƐƚ ƚŚĂƚ ͚ƚŚĞ ƵƐĞ ŽĨ ǀŝŽůĞŶĐĞ͛ ŝŶ ĐĂƐĞƐ ŽĨ ƉƌŽƚƌĂĐƚĞĚ ǁĂƌ Žƌ ƚŚĞŝƌ 
ĂĨƚĞƌŵĂƚŚ ͚ ŝƐ ďĞŝŶŐ ĨĞĚ ĂŶĚ ƐƵƐƚĂŝŶĞĚ ďǇ ƐŽŵĞƚŚŝŶŐ ŵŽƌĞ ƚŚĂŶ ƉŽůŝƚŝĐĂů ŐƌŝĞǀĂŶĐĞƐ͛ ;“ƚĞĞŶŬĂŵƉ͕ ϮϬϬϳͿ͘ 
Local authors also point out that: 

The violence Somalis inflict on one another exceeds the usual frequency and intensity of 

groups fighting over ideology, power, or material gain. For when conflict erupts among 

Somalis, the violence each group unleashes upon the other is as destructive as if each 

wanted to eliminate the other from the face of the earth (Bulhan, 2008, p. 8). 

HŽǁĞǀĞƌ͕ ƚŚĞ ĐƵƌƌĞŶƚ ĐŽŶĨůŝĐƚ ŝƐ Ă ĚŝƐƚŝŶĐƚŝǀĞ ĞǀĞŶƚ͘ AƐ AďĚŝ IƐŵĂŝů “ĂŵĂƚĂƌ ǁƌŝƚĞƐ͗ ͞Aƚ ŶŽ ƚŝŵĞ ŝŶ ƚŚĞ 
recorded history of Somalia has nearly one-third to one-half of the population died or been in danger 

ŽĨ ƉĞƌŝƐŚŝŶŐ ĚƵĞ ƚŽ ĨĂŵŝŶĞ ĐĂƵƐĞĚ ďǇ Đŝǀŝů ǁĂƌ͟ ;ϭϵϵϮͿ͘ NŽƌ ŚĂǀĞ ƚŚĞ ůĞǀĞůƐ ĂŶĚ ĚƵƌĂƚŝŽŶ ŽĨ ǀŝŽůĞŶĐĞ 
that have prevailed since 1991 ever been witnessed before in the Somali territories. Nevertheless, 

conflict in Somali society is being normalised by external and internal observers, leading to a 

barbarisation of Somali culture ʹ an assumption that perhaps the Somali people are somehow 

inherently violent.  

Sheikh Farah (a Boroma religious leader) argues that challenges to peace in Somali society are 

aggravated when people are divided through education, when they are separated into different 

educational camps based on English-language, Arabic, or Somali educational delivery, in which Somali 

education based on local cultural values is perceived by parents and students as the weakest quality 

education1. This undermines the value of Somali language education and by extension Somali 

knowledge, including, according to Sheikh Farah, those traditional forms of conflict resolution that 

may have previously kept violence under control. The view has been echoed by Abwan Guure (poet) 

and Hussein Jamal (Mogadishu City University Professor), who argue that dominant education 

practices do not allow space for teaching of Somali culture, literature and history: they believe that 

integrating Somali literature in a cohesive way across national state curricula would help minimise the 

ƚĞĂĐŚŝŶŐ ŽĨ ͞ŚĂƌŵĨƵů͟ ǁĂƌ ƉŽĞƚƌǇ ĂŶĚ ƉƌŽŵŽƚĞ ƉŽƐŝƚŝǀĞͬƚƌĂŶƐĨŽƌŵĂƚŝǀĞ ƉĞĚĂŐŽŐŝĞƐ ƚŚĂƚ ĞǆƉůŽƌĞ ƚŚĞ 
romanticisation of peace in Somali culture2. This would necessitate standardisation through significant 

external support for contextualised education design, which has yet to happen in an environment 

where it is often easier for donors to open their own schools than to reform existing ones. Again, while 

the Africa Educational Trust is currently encouraging curriculum consolidation with EU funding (2017), 

significant expansion of this type of project would be needed to access students in non-state schools, 

particularly in the form of empowering Somali education Ministries to monitor, regulate and reform 

education provision across existing schools. This requires a peacebuilding education approach that 

examines the inequities and inequalities created by the education system as a whole, rather than a 

peace education approach that looks to making individual schools more liberal and individual students 

ůĞƐƐ ͚ǀŝŽůĞŶƚ͛͘  

TŚĞ ƉĞĂĐĞ ĞĚƵĐĂƚŝŽŶ ĂƉƉƌŽĂĐŚ͕ ǁŝƚŚ ŝƚƐ ĨŽĐƵƐ ŽŶ ŵĂŬŝŶŐ ƉĞŽƉůĞ ŵŽƌĞ ͚ƉĞĂĐĞĨƵů͛ ŝƐ Ă ƐǇŵƉƚŽŵ ŽĨ ƚŚĞ 
securitisation of education through external donorship (Novelli, 2017): in particular, this has led to a 

WĞƐƚĞƌŶ ƉƌĞŽĐĐƵƉĂƚŝŽŶ ǁŝƚŚ ͚IƐůĂŵŝĐ͛ ƌĂĚŝĐĂůŝƐĂƚŝŽŶ and a corresponding funding focus on education 

and development as weapons in the War on Terror (Ibid). It has situated counter-radicalisation for the 
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ŝŶƚĞƌŶĂƚŝŽŶĂů ĐŽŵŵƵŶŝƚǇ ĂƐ Ă ǁĂƌ ŽĨ ŝĚĞĂƐ͕ ŝŶ ǁŚŝĐŚ ͚ƚŚĞ ͞ǁĂƌ ŽŶ ƚĞƌƌŽƌŝƐŵ͟ ΀ŝƐ΁ ĨŽƵŐŚƚ ƉƌŝŶĐŝƉĂůůǇ 
(ideally) against the myriad components of the Salafi-Jihadi culture (Salafiyya Jihadiyya) that birthed 

al-QĂŝĚĂ͛Ɛ ĐĂŵƉĂŝŐŶ ĂŐĂŝŶƐƚ ͞ĨĂƌ͟ ĂŶĚ ͞ŶĞĂƌ͟ ĞŶĞŵŝĞƐ͛ ;CŽǌǌĞŶƐ͕ ϮϬϬϲ͕ Ɖ͘ ϮͿ͘ UŶƐƵƌƉƌŝƐŝŶŐůǇ͕ ŝŶ ƚŚŝƐ 
ǁĂƌ ŽĨ ŝĚĞĂƐ͕ ĞĚƵĐĂƚŝŽŶ ďĞĐŽŵĞƐ Ă ƐƚƌĂƚĞŐŝĐ ƌĞƐŽƵƌĐĞ͕ ǁŚĞƌĞ ͚ǁŝŶŶŝŶŐ ǁŝůů ĞŶƚĂŝů ͙ ŐĂŝŶŝŶŐ ƚŚĞ ƵƉƉĞƌ-

ŚĂŶĚ ŝŶ Ă ŵŽƌĂů͕ ŶĂƌƌĂƚŝǀĞ ĚƵĞů͛ ;IďŝĚ͕ Ɖ͘ ϯͿ͘ TŚĞ ǁĂƌ ǁŝůů ůŝŬĞůǇ ďĞ ǁŽŶ Žƌ ůŽƐƚ ŝŶ ƐĐŚŽŽůƐ͕ ĂŶĚ ƐŽ ƚŚe 

purpose of schooling has been critiqued and contested in Somalia by organisations like Al Shabaab as 

a neo-colonial and anti-Islamic initiative. 

The securitisation of education can be read from a New Barbarsim perspective: with relation to 

Europe, New BaƌďĂƌŝƐŵ ŝƐ ŝŶƚĞŶĚĞĚ ƚŽ ĨƌĂŵĞ ĞǆƚĞƌŶĂů ĐƌŝƐĞƐ ďǇ ͚ƉƌŽǀŝĚŝŶŐ Ă ƉŽƉƵůĂƌ ĞǆƉůĂŶĂƚŝŽŶ ĨŽƌ 
the growing insecurity and political turmoil in the marginal areas of the global economy, conditions 

ŽĨƚĞŶ ĞŶĐĂƉƐƵůĂƚĞĚ ŝŶ ŝĚĞĂƐ ŽĨ ͞ŝŶƚĞƌŶĂů͟ ǁĂƌ Žƌ ͞ĨĂŝůĞĚ ƐƚĂƚĞƐ͛͟ ;Duffield, 2007). Duffield writes that: 

IŶ ĚĞƐĐƌŝďŝŶŐ ƚŚĞ ĞǆƚĞƌŶĂů ĐƌŝƐŝƐ͕ NĞǁ BĂƌďĂƌŝƐŵ ŚĂƐ ƚĞŶĚĞĚ ƚŽ ĞŵƉŚĂƐŝƐĞ ͙ ƌĂĐŝĂů 
discourse. That is, the innate, age-old and unreasoned aspects of cultural and ethnic 

identity. For New Barbarism, the anarchic and destructive power of traditional feelings 

and antagonisms are unleashed when controlling forms of governance or economic 

regulation collapse. (Ibid) 

The solution is the construction of new institutions that regulate the offending cultural antagonisms, 

based on pluralist politics that are explicitly concerned with sharing representation but that are often 

paradoxically blind to existing power relations. This approach is not new: the blending of Western 

governance systems with Somali culture, politics and identity began in the colonial era, resulting, as 

Bulhan summarises, in the construction of an auto-colonial state and societal architecture that persists 

to the present day (2008). However, the logic of intervention based on Western values continues to 

form part of the European response to Somali conflict. 

The values integrated into EU engagement in Somali conflict stem from international law and treaties, 

and are based on Westphalian concepts of power and order (Bluth & Winn, 2013), prioritising respect 

for human rights, democratisation and capacity building, aimed at reducing the threat that Somali 

insecurity poses to the rest of the world, including the West and neighbouring Middle East and North 

African states (Stevenson, 2007). This is inadvertently done through an erasure of Somali identity. A 

recent survey conducted by one of our investigators of university students in Hargeisa, for example, 

found that most students had little to no knowledge of the role of the Guurti in Somaliland society, 

even though the Guurti play a fundamental role in controlling legislative reform and negotiating the 

ƐƚĂƚĞ͛Ɛ ƉŽǁĞƌ-sharing agreements. Its role was not covered by the Somaliland curriculum. EU 

responses to the Somali conflagration prioritise the incorporation of Western normative values into 

“ŽŵĂůŝ ŐŽǀĞƌŶĂŶĐĞ ŵĞĐŚĂŶŝƐŵƐ ŝŶ ŽƌĚĞƌ ƚŽ Ĩŝǆ ƚŚĞ EƵƌŽƉĞĂŶ ĐŽŶƐƚƌƵĐƚ ŽĨ Ă ͚“ŽŵĂůŝĂ͛ ƚŚĂƚ ŽƉĞƌĂƚĞƐ ĂƐ 
a singular unified country, but do not necessarily allow for sufficient critical exploration of Somali 

conflict-management context. A unified national consensus-based curriculum is pushed on paper, but 

in practice this translates into complete freedom for each sub-national level to reinterpret this 

curriculum and publish its own textbooks. Additionally, teachers and communities compensate for 

what they perceive as political shortfalls in curriculum content by teaching their own versions of 

events to children, often based on poems that promote clan warfare by teaching historical grievances 

to new generations. Somali education ministries have little capacity in curriculum design, meaning 

that most curricula taught in non-state schools are imported from donor countries or from Ethiopia 

and Kenya, even when they have a Somali stamp on them: schools either have no clear strategy for 

addressing conflict, do not teach Somali history, or inadvertently aggravate conflict drivers when 

teachers promote division or violence. 
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The New Barbarism framework criticises international policy for assuming ƚŚĂƚ ͚BĂƌďĂƌŝĂŶƐ ĐĂŶŶŽƚ 
develop independently; they can only ŝŵŝƚĂƚĞ͕ ƉůƵŶĚĞƌ ĂŶĚ ĚĞƐƚƌŽǇ͕͛ as aiming to join ͚WĞƐƚĞƌŶ 
ĐŝǀŝůŝƐĂƚŝŽŶ͛ by ͚ŝŵŝƚĂƚŝŶŐ ĐŝǀŝůŝƐĂƚŝŽŶ [as] ƚŚĞ ĨŝƌƐƚ ƐƚĂŐĞ͛ ;KĂŐĂƌůŝƚƐŬǇ͕ ϭϵϵϵͿ͘ BĂƌďĂƌŝƐĂƚŝŽŶ ŝƐ nefariously 

dangerous because it is a two-way process that begins when the Western diplomat investigates the 

ƐƚĞƉƐ ƚŚĂƚ ƚŚĞ “ŽŵĂůŝ ŶĞĞĚƐ ƚŽ ƚĂŬĞ ƚŽ ďĞĐŽŵĞ ͚ůŝŬĞ ƵƐ͕͛ ĂŶĚ ĞŶĚƐ ǁŝƚŚ ƚŚĞ “ŽŵĂůŝ ƉŽůŝƚŝĐŝĂŶ͕ ĂƐ ǁĞůů ĂƐ 
ƚŚĞ ĂǀĞƌĂŐĞ “ŽŵĂůŝ ŽŶ ƚŚĞ ƐƚƌĞĞƚ͕ ůŽŽŬŝŶŐ Ăƚ WĞƐƚĞƌŶ ĚĞǀĞůŽƉŵĞŶƚ ĂŶĚ ĂƐŬŝŶŐ ͚WŚǇ Ăŵ I ŶŽƚ ǇĞƚ ůŝŬĞ 
ǇŽƵ͍͛ IŶ ƚŚŝƐ ƐĞŶƐĞ͕ NĞǁ BĂƌďĂƌŝƐŵ ŝƐ Ă tool for understanding engrained contemporary orientalism 

and the power relations implicit in how we interpret the violence, politics and identity of developing 

nations, and, in this case, how these processes inform curriculum design and content selection. This 

paper argues that some of these assumptions are visible in EU policy towards the Horn of Africa, which 

are in turn based on European understandings of normative power and are translated into European 

approaches to education. We argue that greater criticality and significant further research is needed 

on situating EU-backed education provision within a broader context of Somali peace and conflict. We 

do not advocate for a complete delinking of Western and Somali politics: taking, rather a post-

orientalist approach predicated on the assumption that any movement that advocates emancipation 

through acknowledgement of difference remains problematic precisely because it maintains the 

ďŝŶĂƌǇ ĐůĂƐƐŝĨŝĐĂƚŝŽŶ ŽĨ ͚ƐĞůĨ͛ ĂŶĚ ͚ŽƚŚĞƌ͛ ;O͛HĂŶůŽŶ Θ WĂƐŚďƌŽŽŬ͕ ϭϵϵϮͿ͕ this project conceptualises 

Somali culture as having evolved and been transformed through interaction with Western politics and 

society, a reality that feeds into the nature and manifestations of contemporary violence and is 

aggravated  by the failure of the education system to engage critically with peacebuilding and identity. 

The New Barbarism framework allows us to analyse EU conceptions of Somali education and highlights 

that Western-imposed conceptions of Somali society are uncritical and potentially damaging to the 

peace-building aims of education in Somalia.  

 

The Evolution of the Somali Conflict 

Somalia is divided into three prominent administrations: Somaliland, Puntland and the South Central 

Zone (SCZ), with Somaliland claiming independence from Somalia, and further smaller administrations 

variously competing for greater autonomy, such as Awdalland, Galmudug, Jubaland and Khatuumo. 

Each of the larger three ʹ Somaliland, Puntland and SCZ ʹ has its own ministries, governance 

mechanisms, and levels of institutional capacity, with SCZ being at once the home of the 

internationally recognised Somali Federal Government (SFG) and the territory that has been most 

severely affected by conflict. The political fragmentation of Somaliland from Somalia leads back to the 

colonial period, when the two territories were governed as a British protectorate and Italian colony, 

respectively, and the 1980s when tensions between the two turned violent. Further subdivisions 

across Somalia have been produced by the long civil war, which began in 1988, leading to the collapse 

of the Somali state in 1990. They are the product of competition over land, resources and political 

representation that has become mirrored in national politics by the emergence of predominantly clan-

based rival political parties.  

Somali state structures and capacities are weak. Thus, clannism offers alternative social hierarchies 

and relations, including sources of self-help and community support, based on patrilineal descent 

;Eůŵŝ͕ ϮϬϭϬͿ͘ TŚĞƌĞ ĂƌĞ ͚Ɛŝǆ ŵĂŝŶ ĐůĂŶ ĚŝǀŝƐŝŽŶƐ ŝŶ “ŽŵĂůŝĂ͛ ;ƚŚĞ DŝŐŝů͕ ƚŚĞ ‘ĂŚĂŶǁĞǇŶͬMŝƌŝĨůĞ͕ ƚŚĞ 
Hawiye, the Dir, the Isaaq, and the Darod) (Anderson, 2010, p. 6). Clanism offers the basis for social 

interaction across much of the country, rules of conduct, and a sense of religious and cultural 

belonging. It codifies values and social laws through xeer, and effectively taxes clan members to 

provide social security and insurance to those in need, with blood money paid out in cases where one 

clan harms another. The system is not perfect or fair, with significant penalties especially affecting 
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ǁŽŵĞŶ͛Ɛ ĂĐĐĞƐƐ ƚŽ ĐůĂŶ ũƵƐƚŝĐĞ ;WĂůůƐ͕ “ĐŚƵĞůůĞƌ Θ EŬŵĂŶ͕ ϮϬϭϳͿ͕ ďƵƚ ŝƚ ŝƐ ͚ƚŽ ƚŚŝƐ ĚĂǇ Ă ĐŽŶƚŝŶƵŝŶŐ ĂŶĚ 
ƉĞƌǀĂƐŝǀĞ ƐǇƐƚĞŵ͕ ƉĞƌŵĞĂƚŝŶŐ Ăůů ƐŽĐŝĂů ƌĞůĂƚŝŽŶƐ͛ ;BƵůŚĂŶ͕ Ɖ͘ ϵͿ͘ GƌĂŶƚ ƐƵŵŵĂƌŝƐĞƐ͗ ͚GŝǀĞŶ that 

Somalia is considered to be relatively homogeneous in ethnic terms (which is uncommon in 

comparison to other African states), it follows that the most pertinent identity grouping during a crisis 

and subsequent extended period of insecurity is that of ĐůĂŶ ŝĚĞŶƚŝƚǇ͛ ;ϮϬϭϮ͕ Ɖ͘ ϲϱͿ͘ As such, clanism is 

ĐĞŶƚƌĂů ƚŽ ŵƵĐŚ ŽĨ “ŽŵĂůŝĂ͛Ɛ ƉŽůŝƚŝĐĂů ƐǇƐƚĞŵ͕ ƚŚŽƵŐŚ ƚŚĞ ĐŽŵƉůĞǆŝƚŝĞƐ ŽĨ ƚŚĞ ƐǇƐƚĞŵ ĂƌĞ ŐĞŶĞƌĂůůǇ 
ignored by curricula, leaving large portions of the population in the dark as to the intricacies of how 

the tensions between clannism and political leadership are managed in state and sub-state entities. 

This contributes to tensions on the ground if any one clan is perceived by outsiders as gaining too 

much political power in Somalia. Clan histories are passed down by families and clans, which leads to 

stereotyping and distrust of the other in cases where such diversity is not acknowledged or respected 

by imported curricula. Thus, war promoting poetry is often passed down to children by families, but it 

is not countered in classroom learning by poetry that romanticises peace as a traditional Somali value3. 

In this context, the politicisation of clan identity by state politics has been a continuing trigger for 

violence.  

 Somali writers, including Samatar and BulhĂŶ͕ ďůĂŵĞ “ŽŵĂůŝĂ͛Ɛ ĞůŝƚĞƐ ĨŽƌ ƚŚĞ ĐŽŶƚĞŵƉŽƌĂƌǇ ĐŽŶĨůŝĐƚ͕ 
pointing to the systematic politicisation of clan identity during and after the colonial period as the root 

causes of current instability. Such politicisation began in the 1880s, when European colonial powers 

gained entry into the Horn of Africa. However, it was further problematised when the Italian 

administration created a Western-styled Government in the South that established a hierarchical 

system giving some clans political power over others. This ͚ůĂƵŶĐŚĞĚ Ă ƉƌŽĐĞƐƐ ǁŚĞƌĞďǇ ŽƵƚƐŝĚĞƌƐ ĂŶĚ 
Westernised elites tried to create new, modern institutions that completely ignored traditional 

ƐŽĐŝĞƚĂů ŶŽƌŵƐ ĂŶĚ ƌĞůĂƚŝŽŶƐŚŝƉƐ͛ ;Kaplan, 2008, p. 146). Samatar argues that while pre-colonial 

Somalia could be cŽŶƐŝĚĞƌĞĚ ƚŽ ďĞ ĞƋƵĂůŝƚĂƌŝĂŶ ĂŶĚ ƌĞůĂƚŝǀĞůǇ ĚĞŵŽĐƌĂƚŝĐ͕ ͚TŚĞ ŝŵƉŽƐŝƚŝŽŶ ŽĨ ĐŽůŽŶŝĂů 
rule on stateless societies, the new dynamics of social relations, and the transformation [or 

ĐŽŵŵĞƌĐŝĂůŝƐĂƚŝŽŶ΁ ŽĨ ƚŚĞ ƉĂƐƚŽƌĂů ĞĐŽŶŽŵǇ͛ ŐĞŶĞƌĂƚĞĚ ͚ĨƵŶĚĂŵĞŶƚĂů ŵŽĚŝĨŝĐĂƚŝŽns of pre-colonial 

ƚƌĂĚŝƚŝŽŶ͛ that led to competition (1992, p. 627). Societal transformation was underlined and 

entrenched through the use of Western-style education, as will be argued in the next section. Due to 

the centrality of clans in Somali culture (Elmi, 2010), politicians exploited clan-based divisions between 

groups to mobilise support for their parties, leading to elite competition that trickled down to the 

community level. Though Somalia functioned for several years as a multi-party democracy before the 

ĐŽůůĂƉƐĞ ŽĨ ƚŚĞ ƐƚĂƚĞ͕ ŝŶ ƚŚĞ ϭϵϲϬƐ Ă ͚ŵŝƐƵƐĞ ŽĨ ƉƵďůŝĐ ƌĞƐŽƵƌĐĞƐ ďǇ ƐŽŵĞ ƉŽůŝƚŝĐŝĂŶƐ ĂŶĚ ŐŽǀĞƌŶŵĞŶƚ 
employees, the abuse of political power by some people in positions of authority, and incompetence 

Ăƚ ŚŝŐŚĞƌ ůĞǀĞůƐ ŽĨ ƚŚĞ ƉƵďůŝĐ ƐĞƌǀŝĐĞƐ͛ ƐƚĂůůĞd state development and generated a long-standing legacy 

of mistrust in state legitimacy: this has since meant that citizens worry about rival clans gaining too 

much power in the Government, as channels of corruption follow clan-patronage (Samatar, 2016, p. 

128).  

The dominance of clan-narratives in the conflict has led, according to Samatar, to the assumption that 

͚ƚŚĞ ƚƌŽƵďůĞ ǁŝƚŚ “ŽŵĂůŝĂ ŝƐ ƚŚĞ ŶĂƚƵƌĞ ŽĨ ŝƚƐ ĐƵůƚƵƌĞ͕ ŐƌŽƵŶĚĞĚ ŝŶ ƚŚĞ ĐůĂŶ ƐǇƐƚĞŵ͕ ǁŝƚŚ ĐƌƵĞů 
individuals proving divisive for projects of modern nation-ďƵŝůĚŝŶŐ͛ ;ϭϵϵϮ͕ Ɖ͘ ϲϮϵͿ͘  The view is echoed 

by Anderson: ͚ TŚĞ ŶŽƚŽƌŝĞƚǇ ŽĨ͛ ƐƚĂƚĞ ĨĂŝůƵƌĞ ŝŶ “ŽŵĂůŝĂ, he argues, has ͚ led to Somali social institutions, 

culture and religion being viewed in negative terms ʹ each being stigmatised as in some way causally 

relateĚ ƚŽ ƚŚĞ ĚŽǁŶĨĂůů ŽĨ ƚŚĞ ƐƚĂƚĞ͛ (2010, p. 5). Here it is always the culture, rather than the shape 

and nature of institutions or the training of individuals, that is blamed as the core driver on instability. 

However, as Mamdani argues, in ƉŽƐƚĐŽůŽŶŝĂů AĨƌŝĐĂŶ ĐŽŶƚĞǆƚƐ ŽĨ ĐŽŶĨůŝĐƚ͕ ǁĞ ŵƵƐƚ ͚ƌĞĐŽŐŶŝƐĞ ƚŚĂƚ ƚŚĞ 
ƉƌŽĐĞƐƐ ŽĨ ƐƚĂƚĞ ĨŽƌŵĂƚŝŽŶ ŐĞŶĞƌĂƚĞƐ ƉŽůŝƚŝĐĂů ŝĚĞŶƚŝƚŝĞƐ ƚŚĂƚ ĂƌĞ ĚŝƐƚŝŶĐƚ ĨƌŽŵ ĐƵůƚƵƌĂů ŝĚĞŶƚŝƚŝĞƐ͛ and 

ƚŚĂƚ ƚŚĞƌĞ ŝƐ Ă ŶĞĞĚ ƚŽ ͚ĚŝĨĨĞƌĞŶtiate between cultural and political identities, so as to distance oneself 
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analytically from a growing culture-ĐŽĚĞĚ ƌĂĐŝƐŵ͛ (2001, p. 20). That the institutions of political power 

have allowed for corruption and exploitation of political elites, and that this exploitation has been 

interpreted through clan-based divisions, does not mean that clannism and Somali cultural identity 

offer a convincing explanation of the conflict.  

In the post-collapse system, international on-lookers and EU funders have sought to solve violence 

through the institutionalisation of a power-sharing system, founded on clan-based representation 

through participation quotas, and through the teaching of liberal and democratic values. Hesse writes: 

͚‘ĞƉƌĞƐĞŶƚĂƚŝŽŶ ŝŶ ƚŚĞ ƉĂƌůŝĂŵĞŶƚ ŝƐ ĞǀĞŶůǇ ĚŝǀŝĚĞĚ ĂŵŽŶŐƐƚ ĨŽƵƌ ŵĂŝŶ ĐůĂŶ ŐƌŽƵƉƐ͕͛ ŝŶĐůƵĚŝŶŐ ͚ƚŚĞ 
Darod, Hawiye, Dir and Digle-MŝƌŝĨůĞ ƉůƵƐ ĨŝǀĞ ŵŝŶŽƌŝƚǇ ĐŽŶƐƚŝƚƵĞŶĐŝĞƐ͛ ;ϮϬϭϬ͕ Ɖ͘ ϮϱϮͿ͘ HŽǁĞǀĞƌ͕ ĐŽŶĨůŝĐƚ 
continues because representatives have little legitimacy beyond the capital of Mogadishu. Once 

leaders are removed from their constituents to act in Mogadishu, they lose their grassroots level 

legitimacy (Walls, 2017). Traditional Somali governance is based on an oral system of local debate and 

negotiation: leaders who are not present at the local level to hear village and regional elders discuss 

day-to-day politics are not trusted to act as advocates for their communities (Ibid): simply moving 

representative leaders to the centre has not resulted in meaningful adaptation of Western institutions 

to the local context.  

Duffield notĞƐ ƚŚĂƚ͗ ͚WŚŝůĞ ƚŚĞ ŝŶĐƌĞĂƐŝŶŐ ŽĐĐƵƌƌĞŶĐĞ ŽĨ ĐŽŶĨůŝĐƚ ƌĞůĂƚĞĚ ĞŵĞƌŐĞŶĐŝĞƐ͛ ǁŽƌůĚǁŝĚĞ ŝƐ 
͚ŚĞůĚ ƚŽ ƌĞƉƌĞƐĞŶƚ Ă ŶĞǁ ĐŚĂůůĞŶŐĞ ĨŽƌ ĂŝĚ ĂŐĞŶĐŝĞƐ͕ ƉĞƌĐĞƉƚŝŽŶƐ ĂŶĚ ƌĞƐƉŽŶƐĞƐ ŚĂǀĞ ůĂƌŐĞůǇ ƌĞůŝĞĚ ŽŶ 
restatements of existing Eurocentric assumptions and established pƌĂĐƚŝĐĞƐ͛ (2007). He deems this to 

ďĞ Ă ŵĂŶŝĨĞƐƚĂƚŝŽŶ ŽĨ ͚ĐƵůƚƵƌĂů ĨƵŶĐƚŝŽŶĂůŝƐŵ͕͛ ŝŶ ǁŚŝĐŚ ͚ŚĂƌŵŽŶǇ ŝƐ ƚĂŬĞŶ ĂƐ ƚŚĞ ŶŽƌŵĂů ƐƚĂƚĞ ŽĨ ƚŚĞ 
ǁŽƌůĚ͛ ĂŶĚ ĐŽŶĨůŝĐƚ ŝƐ ͚ ĞǆƚƌĂŽƌĚŝŶĂƌǇ ĂŶĚ ƵŶƐƵƐƚĂŝŶĂďůĞ͛͘ HĞƌĞ͕ ƚŚĞ ƐŽůƵƚŝŽŶ ƚŽ ĐŽŶĨůŝĐƚ ŝƐ ŵƵůƚŝĐƵůƚƵƌĂůŝƐƚ 
policy thaƚ ƉƌŽŵŽƚĞƐ ƵŶĚĞƌƐƚĂŶĚŝŶŐ ͚ďĂƐĞĚ ŽŶ ƚŚĞ ƐŝŐŶŝĨŝĐĂŶĐĞ ŽĨ ĚŝĨĨĞƌĞŶĐĞ ĂŶĚ ƉůƵƌĂůŝƚǇ͛͘ A ĚŝƌĞĐƚ 
manifestation of this is the Somali 4.5 power-sharing mechanism, aiming to give representation to the 

four major Somali clans, as well as to minority clan groupings, in the Somali Federal Government that 

ŽƉĞƌĂƚĞƐ ŽƵƚ ŽĨ MŽŐĂĚŝƐŚƵ͘ BĂƐĞĚ ŽŶ ͚ƚŚĞ ƌĞĂƐŽŶŝŶŐ ƚŚĂƚ ƉŽǁĞƌ-sharing among majority and minority 

ĐůĂŶƐ ǁŝůů ůĞĂĚ ƚŽ ĨŽƌŵŝŶŐ Ă ŶĂƚŝŽŶĂů ŐŽǀĞƌŶŵĞŶƚ ǁŚŽƐĞ ǁƌŝƚ ĞǆƚĞŶĚƐ ƚŽ Ăůů ƉĂƌƚƐ ŽĨ ƚŚĞ ĐŽƵŶƚƌǇ͕͛ ƚŚĞ 
4.5 mechanism conǀĞŶŝĞŶƚůǇ ŝŐŶŽƌĞƐ ͚ĂĐŚŝĞǀĞŵĞŶƚƐ ŽĨ ůĞĂĚĞƌƐ ǁŚŽ ƐƉĞĂƌŚĞĂĚĞĚ ƐƵĐĐĞƐƐĨƵů͕ ůŽĐĂůůǇ 
ĐŽŶĐĞŝǀĞĚ ƌĞĐŽŶĐŝůŝĂƚŝŽŶ ĞĨĨŽƌƚƐ ŝŶ “ŽŵĂůŝůĂŶĚ ĂŶĚ PƵŶƚůĂŶĚ͛ ;AŚŵĞĚ͕ ϮϬϭϲͿ͘ This move results in a 

͚ĐŽŶĨůĂƚŝŽŶ ŽĨ ĐƵůƚƵƌĂů ĂŶĚ ƉŽůŝƚŝĐĂů ŝĚĞŶƚŝƚǇ ŝŶ ƐƵĐŚ Ă ǁĂǇ ƚŚĂƚ ĐŽŵƉůĞǆ ƉŽůŝtical and social processes 

ŚĂǀĞ ďĞĞŶ ƌĞĚƵĐĞĚ ƚŽ Ă ƐŝŶŐůĞ ǀĂƌŝĂďůĞ͕ ƚŚĞ ĐůĂŶ͛ ;“ĂŵĂƚĂƌ͕ ϮϬϭϲ͕ Ɖ͘ϮϭϱͿ͕ ƐĞĞŬŝŶŐ ƚŽ ƚƌĂŶƐĨŽƌŵ ƚŚĞ 
clans into political parties as a shortcut to adapting Western-style institutions to local context. This 

approach  has been heavily criticised for building mistrust and accentuating divisions between clans 

by transforming horizontal structures into vertical ones that determine national access to state 

resources (Ahmed, 2016) and for ͚ƌĞŝĨǇ΀ŝŶŐ΁ ƐĞĐƚĂƌŝĂŶ ĚŝĨĨĞƌĞŶĐĞƐ ĂŵŽŶŐ “ŽŵĂůŝƐ͛ ;“amatar, 2016, 

p.215), but it can be read as a very European power-sharing arrangement, aimed at fixing the Somali 

conflict by super-imposing a modern Western state onto a divided territory and advancing a 

Normative Power Europe solution (as will be expanded). MĂŵĚĂŶŝ ĞǆƉůĂŝŶƐ ƚŚĂƚ ͚TŽ ƵŶĚĞƌƐƚĂŶĚ ŚŽǁ͛ 
socio-ĐƵůƚƵƌĂů ĐŽŶƐƚƌƵĐƚƐ ůŝŬĞ ͚͞ƚƌŝďĞ͟ ĂŶĚ ͞ƌĂĐĞ͟ ʹ ůŝŬĞ ͞ĐĂƐƚĞ͟ ʹ got animated as political identities, 

ǁĞ ŶĞĞĚ ƚŽ ůŽŽŬ Ăƚ ŚŽǁ ƚŚĞ ůĂǁ ďƌĞĂƚŚĞĚ ƉŽůŝƚŝĐĂů ůŝĨĞ ŝŶƚŽ ƚŚĞŵ͛ ;ϮϬϬϭ͕ Ɖ͘ ϮϬͿ͕ Žƌ͕ ŝŶ ƚŚŝƐ ĐĂƐĞ͕ ƚŚĞ 
nature and structure of institutional-power-sharing arrangements. In light of emerging challenges, 

Federalism has been advanced as a way of improving the 4.5 system, but not as a means of redressing 

it (Mosely, 2015): yet it carries with it the same core assumptions ʹ ƚŚĂƚ ƚŚĞ ĐŚĂůůĞŶŐĞƐ ŽĨ “ŽŵĂůŝĂ͛Ɛ 
social make-up can be politically managed by transferring clan-based representation to the nation 

state. In the International Relations literature, European values are mostly couched from the inside-

out in Western universalist terms, especially as they relate to Africa (Staeger, 2016). Somali students 

learn about these changes mainly from the media, which is often polarised and partisan, but are not 

afforded the opportunity to reflect in a structured manner on this in the classroom.  
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A Brief History of Education and its Politicisation 

This paper has thus far explored the centrality of Somali identity in international narratives of the 

conflict, and the ways in which these perceptions have validated Westernised approaches to 

governance and education reform. In this section, we look more specifically at the historical processes 

that have driven the politicisation of education as it represents to culture and identity.  

In pre-colonial Somalia, education was informal, oral and based on communal interaction. It involved 

ƚŚĞ ƚĞĂĐŚŝŶŐ ŽĨ ͚ŵĂŶŶĞrs, family and clan history, and skills necessary for survival in the particular 

ĞŶǀŝƌŽŶŵĞŶƚ ŽĨ ƚŚĞ “ŽŵĂůŝ ƉĞŶŝŶƐƵůĂ͛ ;HŽĞŚŶĞ͕ ϮϬϭϬ͕ Ɖ͘ ϭϰͿ͘ HŽǁĞǀĞƌ͕ ƐŽŵĞ ŵŽƌĞ ƐƚƌƵĐƚƵƌĞĚ IƐůĂŵŝĐ 
educational institutions had begun to take shape before European occupation (Cassanelli & Abdikadir, 

2004, p. 93). The colonial powers formalised the system only after the 1920s, but in the South ͚TŚĞ 
Fascists considered the Africans to be racially inferior͛, so that minimal educational development was 

͚ĐŽŶƐŝĚĞƌĞĚ ŶĞĐĞƐƐĂƌǇ͛ ŽŶůǇ ďǇ ͚ƐƵďƐŝĚŝǌĞĚ CĂƚŚŽůŝĐ ŵŝƐƐŝŽŶ ƐĐŚŽŽůƐ͛ ;DĂǁƐŽŶ͕ ϭϵϲϰͿ͘ Religious values 

transferred through schools were aggressively un-Islamic and the requirements that schooling placed 

on children ʹ such as an abundance of free time and a fundamentally static existence ʹ were 

antithetical to the nomadic lifestyle of large segments of the population. Schools were limited in their 

quality and capacity, and had essentially been designed for the purposes of colonisation and religious 

conversion. Thus, early uprisings against occupying powers have been linked to a violent Somali 

rejection of the conversion of local children that was taking place in colonial schools (Cassanelli & 

Abdikadir, 2004, p. 93). Yet this rejection of Western education did not last once Christianity was 

phased out of schools. With the exception of violent Islamic Fundamentalist groups such as Al 

Shabaab, who continue to attack educational institutions, the legitimacy of schools has increased, but 

Western influence on their design has not subsided.  

Along with the acceptance of Western-style formal schooling came further calls for Western-facing 

development and modernity. Maxamed Siad Barre, who controlled Somalia from 1969-1991, 

supported modernisation by building ͚ŚƵŶĚƌĞĚƐ ŽĨ ƐĐŚŽŽůƐ͕ ƚƌĂŝŶŝŶŐ ƚĞŶƐ ŽĨ ƚŚŽƵƐĂŶĚƐ ŽĨ ƚĞĂĐŚĞƌƐ ͙ 
and successfully implementing nation-ǁŝĚĞ ůŝƚĞƌĂĐǇ ƉƌŽŐƌĂŵŵĞƐ͛ ;AďĚŝ͕ ϭϵϵϴͿ͘ HŽǁĞǀĞƌ͕ BĂƌƌĞ͛Ɛ 

ƐĞĐƵůĂƌ͕ ƐŽĐŝĂůŝƐƚ ĂŐĞŶĚĂ ůĂĐŬĞĚ ůĞŐŝƚŝŵĂĐǇ ĂŵŽŶŐ ŵĂŶǇ ŽĨ “ŽŵĂůŝĂ͛Ɛ ƌĞůŝŐŝŽƵƐ ůĞĂĚĞƌƐ͕ ǁŚŽ ĐŽŶƚŝŶƵĞĚ 
to teach communities in a semi-rival Quranic education system (Cassanelli & Abdikadir, 2004), 

establishing a tradition of alternative provision. Following an erosion of the education budget during 

the 1977 Somali-Ethiopian, or Ogaden, War (Lewis, 2014), many children had stopped attending state 

schools entirely, but continued to attend community madrassas͘ BǇ ϭϵϵϬ ͚ŽŶůǇ ϲϬϬ͛ ĨŽƌŵĂů ͚ƐĐŚŽŽůƐ 
remained open, eŶƌŽůůŝŶŐ ϭϱϬ͕ϬϬϬ ĐŚŝůĚƌĞŶ͛ ;IďŝĚͿ͘ OǀĞƌ ϵϬй ŽĨ ƚŚĞƐĞ ǁĞƌĞ ĚĞƐƚƌŽǇĞĚ ŝŶ ƚŚĞ “ŽŵĂůŝ 
war that began in 1991 (Ibid). The politicisation of education through these and other historical trends 

is a legacy from which Somalia has yet to recover. 

Much of the Somali education sector is now funded by the international community. While Somali 

communities and the diaspora are a key source of support to Government Ministries (especially for 

Somaliland, which lacks external sovereignty recognition (Hoehne, 2010, p. 10)), much of the formal 

education budget comes from the EU, DFID, USAID, DANIDA, the Norwegian Embassy, Turkey, the 

Global Partnership for Education (GPE), and the Government of the Netherlands (Ministry of Human 

Development and Public Services, Directorate of Education, 2013, p. 25). International influences have 

meant that the language of human rights and Education for All feature prominently in the strategic 

development agendas of all three zonal administrations. It has also meant the importation of foreign 

curricula, taught in English, by UN and affiliated organisations, with the vast majority of secondary 

schooling being delivered in English. Challenges to equity persist, with variation in quality and levels 

of delivery between zones, between safe and unsafe areas, between urban and rural, and central and 
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peripheral areas, between static and nomadic communities, and between genders. Where safety 

prevents state schools from opening, private, charitable and other groups provide non-state 

schooling. Schools that emerge from these processes are often unaccredited, unmonitored, and non-

standardised, reflecting competing ideologies of those who open them.  

“ŽŵĂůŝĂ͛Ɛ ĞĚƵĐĂƚŝŽŶĂů ƉƌŝŽƌŝƚŝĞƐ ĂƌĞ ĚĞƚĞƌŵŝŶĞĚ ďǇ MŝŶŝƐƚĞƌŝĂů ƉŽůŝĐŝĞƐ ŝŶ ƚŚĞ ƚŚƌĞĞ ǌŽŶĞƐ͕ ĂƐ ǁĞůů ĂƐ 
by the Somali Compact for 2014-2016, which establishes broader humanitarian and development 

pathways for the region, but in cooperation with donors. The Compact is the result of a prolonged 

consultative process between the international community and the Federal Government of Somalia, 

which excluded at the time Somalilanders who consider themselves a separate country, and minority 

clan groupings that do not have a powerful voice in the state assembly. The Compact acknowledges 

that a key component of building peace ŝŶ “ŽŵĂůŝĂ ǁŝůů ĞŶƚĂŝů ŐĞŶĞƌĂƚŝŶŐ ͚ŽƉƉŽƌƚƵŶŝƚŝĞƐ ĨŽƌ ǇŽƵŶŐ 
ƉĞŽƉůĞ ƚŚĂƚ ĂƌĞ ƉŽƐŝƚŝǀĞ ĂůƚĞƌŶĂƚŝǀĞƐ ƚŽ ƉĂƌƚŝĐŝƉĂƚŝŶŐ ŝŶ ǀŝŽůĞŶĐĞ ĂŶĚ ĐŽŶĨůŝĐƚ͕͛ ŝŶĐůƵĚŝŶŐ ĞĚƵĐĂƚŝŽŶ ĂŶĚ 
employment (Federal Republic of Somalia, 2013, p. 9).  

Today, “ŽŵĂůŝ ͚groupings within the polity of the nation-state are in constant struggle for supremacy 

ĂŶĚ ƚŽ ŝŶĨůƵĞŶĐĞ ƚŚĞ ƐƚƌƵĐƚƵƌĞ ŽĨ ƚŚĞ ƐƚĂƚĞ ƚŽ ďĞ ŚĂĚ͛ ;Ahmed, 1996, p. 3), which leads to continuous 

fluctuations in clan-based identities, as well as the continual realignment of clans, sub-clans and sub-

sub-clans within the broader political order. Opportunistic outsiders and insiders both take advantage 

of the need for private and charitable education delivery to help implement curricula that will 

represent their values and allegiances in this context. With very little monitoring and high levels of 

diaspora contributions to new schools, these curricula often advocate the development philosophies 

of the communities and sometimes the host countries in which Somali refugees are based 

internationally. Lack of monitoring has an impact on quality. TŚĞƌĞĨŽƌĞ͕ ͚DĞƐƉŝƚĞ ŶŽƚĂďůĞ 
improvements in recent years, educational provision, participation and completion in Somalia are 

among the lowest in the world. It is reported that, across Somalia, the estimated Gross Enrolment 

‘ĂƚĞ ;GE‘Ϳ ĨŽƌ ƉƌŝŵĂƌǇ ĞĚƵĐĂƚŝŽŶ ƐƚĂŶĚƐ Ăƚ ϯϴй ;ĂŶĚ ŽŶůǇ Ϯϱй ĨŽƌ ŐŝƌůƐͿ͛ ;EEA“͕ ϮϬϭϲ͕ ϭͿ͘ The EU 

development strategy in Somalia, meanwhile, which is analysed in the next section, is based on 

Western aspirations for global citizenship, but it cannot be read as existing in isolation from this 

complex socio-political Somali educational space, in which multiple projects are being implemented 

by different donors simultaneously.  

 

Normative Power Europe and EU Foreign Policy 

To counter driveƌƐ ŽĨ “ŽŵĂůŝ ĐŽŶĨůŝĐƚ͕ ƚŚĞ EU ŚĂƐ ŝŶǀĞƐƚĞĚ ΦϯϬ ŵŝůůŝŽŶ ŝŶƚŽ ƚŚĞ EĚƵĐĂƚŝŽŶ “ĞĐƚŽƌ 
Development Plan, targeting multiple levels of education development, including; primary, secondary 

and higher education, as well as vocational training, through policies that link curriculum with peace 

promotion (European Commission, 2017).  They have supported plurality of inclusion in discussions 

around consolidated curricula in state schools alongside the teaching of generic peace skills. The 

international approach has integrated generic peace education into programming, because such 

ĞĚƵĐĂƚŝŽŶ ŝƐ ͚ĐŽŶĐĞƌŶĞĚ ǁŝƚŚ ĂŶĂůǇƐĞƐ ŽĨ ĨĂĐƚŽƌƐ ƚŚĂƚ ĂůůŽǁ ǁĂƌ ƚŽ ďĞ ĐŽŶƐŝĚĞƌĞĚ ŶŽƌŵĂů͕͛ ƐŽ ĂƐ ƚŽ 
͚ĞŶŚĂŶĐĞ ƉĞŽƉůĞ͛Ɛ ĐŽŶƐĐŝŽƵƐŶĞƐƐ ŽĨ ƚŚĞ ŵĞĐŚĂŶŝƐŵƐ ƐƵƉƉŽƌƚŝŶŐ Ă ǁĂƌ ĐƵůƚƵƌĞ͛ ĂŶĚ ƚŽ ŚĞůƉ ƚŚĞŵ ͚ƚo 

ĐŚĂůůĞŶŐĞ ƚŚŽƐĞ ŵĞĐŚĂŶŝƐŵƐ ƚŚƌŽƵŐŚ ĞŵƉŽǁĞƌŝŶŐ ƉĞŽƉůĞ ĨŽƌ ƚƌĂŶƐĨŽƌŵĂƚŝŽŶ͛ ďǇ ƐƵƉƉŽƌƚŝŶŐ ůĞĂƌŶŝŶŐ 
that includes conflict resolution but not conflict analysis (Burns & Aspelsagh, 2013, p. 7). Such 

strategies are useful in contributing to development (Becker, 1964; Robeyns, 2006), but their impact 

on conflict is limited because school-based Somali education does not currently address such factors 

as they relate specifically to the Somali socio-political space. There is currently no unified teaching of 

history or citizenship across the three administrative zones of Somalia, or across the multiple school 

systems within each zone. Beyond this, while educational quotas are provided for ensuring gender 
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parity in EU-funded education projects, these do not look at other forms of social division that are 

harder to track, such as clan-based segregation in education, or clan-based preferential marking on 

course work (problems that are spoken about openly by Somali students but that do not reach the 

ears of foreign donors and policymakers). Thus, education design is not sufficiently catered to or 

critical of power structures that influence local context, and education delivery is often complicit in 

antagonising the grievances that perpetuate conflict.  

EU engagement in the Horn of Africa can be read to be founded on the principle of Normative Power 

Europe (NPE), a term in European integration studies that derives from constructivist International 

Relations theory. It is rooted in Western univeralist conceptions of individual and human rights. Neo-

realist and institutionalist approaches to IR theory emphasise materiality whereas constructivism 

emphasises ideas and the fact that ideas are constructed into policies. The NPE debate closely relates 

to the European Union (EU) as a Kantian political project based on universal values derived from the 

human condition: the universality of human rights, civil liberties, legal rights before the law, property 

rights and so forth. Ian Manners (2002) conceives of NPE as being the ability to define and shape the 

normal of norms in international relations. In this vein, the EU is conceived of as being the key 

proponent in international society of Kantian ideals, and societies that do not conform to those 

archetypes are Barbarised or othered. AĐĐŽƌĚŝŶŐ ƚŽ MĂŶŶĞƌƐ ;ϮϬϬϮ͗ ϮϰϮͿ ŽŶĞ ĐĂŶ ŝĚĞŶƚŝĨǇ ĨŝǀĞ ͚ĐŽƌĞ͛ 
norms from the body of EU law and policies: peace, liberty, democracy, the rule of law, and respect 

ĨŽƌ ŚƵŵĂŶ ƌŝŐŚƚƐ͘ HĞ ƐƵŐŐĞƐƚƐ ƚŚĂƚ ĨŽƵƌ ĂĚĚŝƚŝŽŶĂů ͚ŵŝŶŽƌ͛ ŶŽƌŵƐ ĐĂŶ ďĞ ĚĞƌŝǀĞĚ ĨƌŽŵ ƚŚĞ acquis 

communautaire: social solidarity, anti-discrimination, sustainable development, and good governance 

(Niemann and de Wekker, 2010). The concept of NPE is about change and is closely allied with the 

concept of soft power (Nye, 1990) and civilian power (Duchêne, 1972) but focuses more on the 

ideational and cognitive aspects of international relations. The education of societies is key to 

achieving these ideals, as it helps to teach them the importance of liberal peace, but individuality and 

cultural distinctiveness are sometimes sidelined in policies engaging with this process and pushing the 

idea of a new global village (Yankuzo, 2014).  

A neo-realist critique of normative power advanced by Hyde Pryce (2006) has commented that the EU 

does not necessarily operate according to the principles of NPE, but instead the EU member states 

use it as a cloak to push their material interests, including securitisation. Others have argued that NPE 

in practice means Western liberal values and Europe (as in colonial times) has sought to impose those 

values from the outside on developing states and territories as a matter of course. It also follows that 

the EU does not necessarily live up to those vaunted Western ideals (Bicchi, 2006), and that NPE 

focuses too much on the internal aspects of European values being projected onto the outside world. 

Thus, we see that EU engagement with education in Somalia is limited and targeted at specific 

projects, particularly the building of schools or enhancing teacher training capacity: for example, the 

EU-funded project, 'Horumarinta Elmiga', now implemented in Somaliland is said to use ͚an all-

inclusive and harmonized approach, focused on promoting community cohesiveness in providing 

education for empowerment͕͛ ďƵƚ ŝŶ ƉƌĂĐƚŝĐĞ ƚŚŝƐ ƚƌĂŶslates to literacy education and skills training 

(Norwegian Refugee Council, 2016).One might term NPE to be Eurocentric or ethnocentric depending 

ŽŶ ŽŶĞ͛Ɛ ƉŽŝŶƚ ŽĨ ǀŝĞǁ͕ ĂŶĚ ƚŚŝƐ ŝŶƚĞƌƉƌĞƚĂƚŝŽŶ ĂůŝŐŶƐ ŝŶƚĞƌĞƐƚŝŶŐůǇ ǁŝƚŚ DƵĨĨŝĞůĚ͛Ɛ ǁŽƌŬ ŽŶ NĞǁ 
Barbarism. Staeger has stated in relation to Africa that the now decade-long debate on NPE: 

has shaped AfricaʹEU relations considerably, especially since the founding of the AU 

(African Union). Yet while the EU aspires to be a post-imperial, normative power, this 

postcolonial critique suggests NPE is a neo-Kantian, Eurocentric discourse that 

reinvigorates an outdated European moral paternalism (Staeger, 2016, p.981). 

This is set against a broader EU approach to Africa that emphasises good governance, human rights, 

stability and democracy promotion which in itself could be construed to be Eurocentric (Bicchi, 2006) 

denying the cultural identities of host populations through Western-facing education design, 
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incorporating Western values and even Western exams, accreditation and assessment. Indeed, the EU 

has been accused of using democracy promotion as a smokescreen to promote its vital economic and 

political interests in Africa (Crawford, 2013) in a neo-realist fashion. NPE has variously been described 

as: a force for good providing necessary guidance to developing countries (Sjursen, 2006); a force for 

the empowerment of African states through their inclusion into negotiations concerning, for example, 

the Kyoto protocol on climate change and the International Criminal Court (ICC) (Scheipers and 

Sicurelli, 2008), ŽƚŚĞƌǁŝƐĞ ŬŶŽǁŶ ĂƐ ͚ƉĂƌƚŶĞƌƐŚŝƉ ŝŶ ŽǁŶĞƌƐŚŝƉ͛ ĚĞƐŝŐŶĞĚ ƚŽ ĞŵƉŽǁĞƌ ƐƚĂƚĞƐ ƚŽ ƚĂŬĞ 
control of development (Pirozzi, 2009, p.41); or a suitable mentor to the African Union, implying that 

the EU has a broader norms and rules-based educative role (Haastrup, 2013a). Here, the EU is at least 

trying to instil transformative change in EU-Africa relations through active partnership, equality and 

local ownership of policies, even though there is clearly a long way to go in achieving any such 

objectives (Haastrup, 2013b, 64). Yet NPE has also been criticised as: a conduit for the public 

legitimisation of EU geopolitical interests and commercial gains in its relationships with African states 

(Langan, 2012; Langan 2015); a method of maintaining asymmetric donor-recipient power relations 

with African atates (Helly, 2013); or an embedded imperial mechanism imposing policy choices on 

African states through a hierarchical centre-periphery model defined by discrimination, manipulation, 

coercion and exploitation (Sepos, 2013),. Criticality on these ideas has not trickled coherently into 

education design in Africa: though EU support for the new Sustainable Development Agenda implies 

greater respect for the incorporation of education with peacebuilding, the role that cultural identity 

should play in education design (if any) has not been featured strongly in emerging debate. From a 

political economy perspective, the EU continues to project its neo-liberal trade-oriented form of 

regionalism onto sub-Saharan Africa shaping local conceptions of regionalism (Buzdugan, 2013), 

ƚŚĞƌĞďǇ ƉƌŽũĞĐƚŝŶŐ ƚŚĞ EU͛Ɛ ŐĞŽƉŽůŝƚŝĐĂů ǀŝƐŝŽŶ ŝŶ AĨƌŝĐĂ ;BĂĐŚŵĂŶŶ ĂŶĚ “ŝĚĂǁĂǇ͕ ϮϬϭϬͿ and 

encouraging global citizenship over cultural adaptation. Indeed, Biscop has hypothesised that the EU 

has a three-tiered set of priorities in its foreign and security policies according to its own self-defined 

ŶĞĞĚƐ͗ ;ϭͿ ƐƚĂďŝůŝƐŝŶŐ EƵƌŽƉĞ͛Ɛ ŶĞŝŐŚďŽƵƌŚŽŽĚ͕ ŝŶĐůƵĚŝŶŐ ƉƌĞǀĞŶƚŝŽŶ ĂŶĚ ŝŶƚĞƌǀĞŶƚŝŽŶ strategies; (2) 

contributing to global maritime security; and (3) contributing to the UN collective security system 

around intervention, prevention and multilateralism (2015). These security priorities translate into 

education delivery, where the continuing operational focus for much of the international community 

is on single-action programmes, designed to make individuals more peaceful through the promotion 

of peace education (UNICEF, 2011).  

EU approaches to Somalia have been largely predicated on a liberal peace-building agenda, which is 

top-down and ignores organic, indigenous local structures (Oksamytna, 2011, 97), as well as cultural 

adaptation of international security and development agendas. Yet owing to the historic and cultural 

complexities of the Somali context, and the protracted politicisation of education over time detailed 

in previous sections, solutions to security, governance and development issues in Somalia will only 

have legitimacy if they are seen to come from local communities themselves and not necessarily from 

the EU and the West (Ehrhart and Petretto, 2014b, 197-194). Such solutions can come about only if 

Somalis are educated about their past and their present in an open and critical manner.  

In the end, the EU guides its policies towards Somalia through several pillars: humanitarian aid, 

development cooperation, political dialogue, and crisis management (Ehrhart and Petretto, 2014, 179-

194). The narrative in all EU policy documents revolves around the need to intervene in Somalia from 

the outside to improve the security, governance and development chances of the territories 

comprising the Horn of Africa. EU normative power ʹ however well-intentioned or otherwise ʹ 

projects European conceptions of political institutions, the market economy, and human rights as 

ďĞŝŶŐ ͞ŶŽƌŵĂů͟ ĂŶĚ ƵŶŝǀĞƌƐĂůůǇ ͞ĚĞƐŝƌĂďůĞ͟ ĨŽƌ what are in essence African clan-based communities. 

This technocratically-led top-down approach effectively side-lines the bottom-up needs of organic, 

indigenous local particularistic structures and communities, which in turn reveals much about 

European élite attitudes, values and norms towards Somalia in particular and Africa in general. These 

approaches are reflected in support for an education system that fosters and reflects respect for 
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English-language, Western-facing schooling as representative of quality education, at the expense of 

Somali knowledge, literature and identity, which are side-lined in schools that are under-funded, 

unregulated and discredited. 

 

 

Conclusion 

CĂƌďŽŶĞ ĂƌŐƵĞƐ ƚŚĂƚ ƚŚĞ EƵƌŽƉĞĂŶ CŽŵŵŝƐƐŝŽŶ͛Ɛ ƐƵƉƌĂŶĂƚŝŽŶĂů ĐŽŽƌĚŝŶĂƚŝŽŶ ŽĨ ŶĂƚŝŽŶĂů ĂŝĚ ƉŽůŝĐŝĞƐ 
has resulted in reduced local ownership of policies and increased asymmetrical dependence on the 

EU by African countries due to self-interested EU priorities and policy incoherence (Carbone, 2013). 

Indeed, the EU has a contradictory set of normative and material objectives towards Africa, which 

often makes its policies lack coherence (Sicurelli, 2016). It is clear that since recent terrorist attacks in 

Europe the EU has been pursuing development policies towards Africa that are focused on EU internal 

and external security priorities rather than African development per se (Castillego, 2016, 26), a process 

based on supressing cultural values and identities deemed threatening. This approach is also reflected 

ŝŶ ƚŚĞ ŶĞǁ ͞ƉƌŝŶĐŝƉůĞĚ ƉƌĂŐŵĂƚŝƐŵ͟ ŽĨ ƚŚĞ GůŽďĂů “ƚƌĂƚĞŐǇ ĨŽƌ ƚŚĞ EƵƌŽƉĞĂŶ UŶŝŽŶ͛Ɛ FŽƌĞŝŐŶ ĂŶĚ 
Security Policy (European Union, 2016). IŶĐƌĞĂƐŝŶŐůǇ͕ ǭ͙ƚŚĞ ŵĂŝŶ ĨŽĐƵƐ ŽĨ EƵƌŽƉĞĂŶ ƐƚƌĂƚĞŐǇ ĂĐƌŽƐƐ 
Africa appears to be containment. The EU used to emphasise its credentials as a peacemaker; today 

its members often appear more concerned with suppressing terrorists, strengthening [their own] 

borders, and limiting migration [into Europe] than with addressing the political [social and economic] 

ƐŽƵƌĐĞƐ ŽĨ ƚŚĞ ĐŽŶĨůŝĐƚƐ ƚŚĂƚ ƵŶĚĞƌƉŝŶ ƚŚĞƐĞ ƉƌŽďůĞŵƐ ΀ŝŶ AĨƌŝĐĂ΁͛ ;GŽǁĂŶ͕ ϮϬϭϳ͕ ϳͿ͘ These tensions are 

then played out in African (and particularly Islamic African) states through a juxtaposition of Western-

funded, Western-facing education against radical-funded predominantly religious education, creating 

societal divisions that feed into national conflicts between liberal and conservative groups.  

Specifically, in the Somali case, there is an assumption in much academic writing (and in EU policy 

ĚŽĐƵŵĞŶƚƐͿ ƚŚĂƚ ƚŚĞ ƚĞƌƌŝƚŽƌŝĞƐ ĐŽŵƉƌŝƐŝŶŐ ƚŚĞ HŽƌŶ ŽĨ AĨƌŝĐĂ ƌĞƋƵŝƌĞ ŽƵƚƐŝĚĞ ŝŶƚĞƌǀĞŶƚŝŽŶƐ ƚŽ ͞ŵĂŬĞ 
ƚŚĞŵ ǁŽƌŬ ŶŽƌŵĂůůǇ͖͟ ͞ŶŽƌŵĂůůǇ͟ ďĞŝŶŐ ĚĞĨŝŶĞĚ ĂƐ ŚĂǀŝŶŐ Ă ŵĂƌŬĞƚ ĞĐŽŶŽŵǇ͕ WĞƐƚĞƌŶ ƐƚǇůĞ 
institutions, the rule of law, and individual conceptions of human rights according to the Western 

model of society. Normal functioning implies the creation of normal people, through education that 

over-ǁƌŝƚĞƐ Žƌ ŝŐŶŽƌĞƐ ŝŶƚƌŝŶƐŝĐ “ŽŵĂůŝ ͞ďĂƌďĂƌŝƐŵ͘͟ TŚĞƌĞ ŝƐ ĂŶ ĂƐƐƵŵƉƚŝŽŶ ŝŶ ƚŚĞ WĞƐƚ ĂŶĚ ƚŚĞ EU 
that Somalia is an empty box that needs to be filled with new content (Ehrhart and Petretto, 2014a, 

211-212). This externally-driven approach to development and security excludes local concepts, ideas 

and efforts. Indeed, EU policy in the Horn of Africa is driven more by power politics and interests than 

it is by norms and values (Ehrhart and Petretto, 2014a, 211-212). EU and international interventions 

in the Horn of Africa have focused in recent years on stabilisation through development. At their core, 

these interventions have aimed at correcting Somali behaviour to reduce violence and shore up 

Western-style solutions to Somali problems through governance reforms that promote Westphalian 

democratisation, and parallel education initiatives that promote liberal thinking. However, these 

reforms have not taken into consideration the unique problematics and opportunities presented by 

the Somali case, and they have failed to conceptualise the delivery of education as an aggravating 

factor exacerbating conflict. In order to promote genuine societal transformation, we need to be 

moving away from peace education delivery that aims to make people less violent or less Barbarian, 

towards peacebuilding education that aims to question the critical role of education in society in order 

to overcome social injustice. Such education should not only question the impact of culturally 

distinctive structures like the clans on the peace process, but also the role of the internationally 

community in propping up, formalising and legitimising the inequalities caused by these structures. 

Ultimately, however, it should move away from understandings of EU values as being universal or 

culturally neutral towards a strategy that critically assesses the role of all educational actors regardless 

of identity in order to promote the development of a peacebuilding educational strategy that is 

relevant to and respectful of Somali society.  



 EU Global Strategy and Somali Peacebuilding Education Needs and Priorities  

14 

 

Significant EU funding has now been channelled into creating a unified curriculum for a unified Somali 

people. Yet this has not translated into consolidation of the education sector as a whole, and will not 

lead to unification as long as competing school systems have freedom to choose whether or not to 

adopt the curriculum. Key to understanding these complexities is a broader analysis of the political 

realities of the context and the competing interests vying for political power through education. As 

long as the EU continues to be perceived as a political actor in this space, its curriculum will not be 

accepted as neutral or universal.  
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