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Abstract 

 As attention and investment in early-childhood care and development (ECCD) has 
increased in the majority world,1

 Critiques of expert-driven constructions of ECCD community quality in the 
majority world center around the fact that these notions often reflect little of the social, 
economic, or historical experiences of the communities in which they are implemented, 
and also do little to preserve the “inherent assets, such as mother tongue and positive 
cultural practices” (Ball, 2005, p.4) of these locales (Ball & Pence, 2006; Cleghorn & 
Prochner, 2010; Penn, 2005). Furthermore, these interventions rarely engage in authentic 
dialogue with the very individuals they are hoping to engage in social and economic 
improvement (Dahlberg, Moss, & Pence, 1999; Cleghorn and Prochner, 2010). Therefore, 
this dissertation presents research findings and an analysis of local constructions of quality 
in two Filipino communities.  

 aid organizations, governments, and non-governmental 
organizations (NGOs) have emphasized creating quality early-childhood environments for 
children, their families, and the broader community. More specifically, the aim is to 
support children’s health, education, and well-being while building capacity among 
multiple local actors within communities.  

 This dissertation resides within a critical constructivist paradigm and uses a 
theoretical framework based on anthropology and social-justice literature to best 
understand specific locally constructed knowledge and processes regarding childhood and 
quality ECCD. Aligning with the study’s constructivist paradigm, a qualitative 
methodology, including focus groups and interviews with a collaborative, ethnographic 
focus, was chosen. The main tool used in the focus groups was called StoryTech, which 
considers the indirect and contextual nature of the concept of quality, allowing a critical, 
in-depth look at what multiple stakeholders view and believe quality looks like in their 
own ECCD contexts. Stakeholder groups that were invited to participate in the research 
were day-care parents, teachers, community members, and barangay officials. This method 
required stakeholder groups to discuss visions of their quality ECCD community. Data 
were analyzed and interpreted across each stakeholder group using an anthropological and 
social-justice perspective.  
 Individuals within each stakeholder group were asked to envision what a quality 
ECCD community would look like in five years, 2012, and several themes emerge in the 
analysis of these ideal visions. From the findings within the community dimension many 
stakeholders see a collaborative notion of quality that embodies local practices of 
bayanihan or dagyaw. Underlying these local practices are values of collaboration, 
embracing others, listening, seeking out discourses to connect bridges across the ECCD 
sector, and finding innovative solutions to problems. Similarly, from the findings in the 
daycare classroom and professional development dimensions stakeholders’ ideal visions 
incorporate supporting and facilitating the development of a good professional citizen. 

                                                 
1 I use the terms “minority world” to refer to the Western countries in which a minority of the world’s 
population lives and “majority world” for the rest of the world. 
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Overall this study demonstrated that conceptions of quality ECCD are to some extent 
locally determined.  
 In conclusion, while in this dissertation I am not suggesting ways in which cultural 
projects such as ECCD democratic communities can evolve, flourish, and sustain 
themselves (these areas need further research), I present and discuss locally constructed 
visions of processes and practices that have emerged from the research and the literature 
on inclusive practices, which support an ideal quality ECCD community. 
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CHAPTER 1 

Introduction 

‘TODAY’ 
 

The Child’s Name is ‘Today’ 
We are guilty 

Of many errors and many faults, 
But our worst crime 

Is abandoning the children, 
Neglecting the fountain of life. 

Many of the things we need can wait. 
The child cannot. 

 

Right now is the time 
Bones are being formed, 

Blood is being made, 
Senses are being developed. 

To the child we cannot answer ‘Tomorrow.’ 
 

The child’s name is ‘Today.’ 
—Gabriela Mistral 

Chilean Nobel Prize Laureate of Literature 
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Introduction 

The past four decades have seen unprecedented progress in health and education 

in developing countries. “Life expectancy has increased more during the past 40 years 

than in the past 4,000 years; the communications revolution holds out the promise of 

universal access to knowledge; and 5.7 billion people live in a market economy 

(compared with 2.9 billion only 20 years ago)” (Young, 2002, p. 5). But despite 

tremendous progress on average, many countries—and within countries, population 

groups—have failed to benefit. Every year approximately 72 million children—57 

percent of them girls—do not attend primary school, and 130 million children drop out 

before completing four years of education (United Nations, 2007). In addition, with 

approximately 10.1 million children dying before age five from preventable diseases, 

health-care advocacy and knowledge dissemination is just as vital as education 

(UNESCO, 2009). Even more overwhelming, another 1 billion children are expected to 

be born in the next 15 years (Young, 2002). With such an overwhelming task of 

building communities to support a child’s education and well-being, where does one 

begin? Early-childhood care and development (ECCD) researchers, educators, and 

practitioners view the first eight years of a child’s life as the earliest crucial phase of 

lifelong learning, and they suggest, therefore, to begin in the first years.  

Early-childhood care and development: International development context 

Today, compared with the aims of large-scale investment in child-survival 

programs throughout the 1970s and 80s, the goal of ECCD among NGOs operating in 

the majority world is to not only promote survival but also to promote survivors’ 
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physical, intellectual, social, and emotional development (World Bank, 2004). Two 

main factors have led to the increased interest in ECCD. First, at the institutional level it 

has been touted by the minority world as an economically sound investment. ECCD has 

been seen as a less controversial—some would argue an apolitical—intervention aimed 

at most broadly reducing poverty and more specifically providing children and families 

with a strong foundation from which they can further their development. When one 

notes that 89% of children under age five in the world reside in majority-world 

countries, versus 3% in the United States and 8% in other minority-world nation-states, 

refocusing development funds for this population not only makes sense, it is seen as 

hugely beneficial for the survival of these millions of children, their well-being, and 

educational and economic prospects as well as indirectly for their communities 

(UNESCO, 2009).  

 The second factor that has received great attention in the literature is that ECCD 

not only comprises the young child’s education but also his/her health, environment, 

and overall well-being (UNESCO, 2007). The United Nations, one of the largest 

advocates for children across the globe, believes that investment in ECCD programs 

should “attend to health, nutrition, security and learning which provide for children’s 

holistic development” (UNESCO, 2009, p. 8). Furthermore, many organizations hold 

that ECCD should be a part of a range of programs that promote education and 

community mobilization. Therefore, because of ECCD’s broad base, it is seen in some 

policy arenas as a leverage point for not only funding from international donor agencies, 

but also for capacity building in communities. As Ball (2005) explained in her work 
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with First Nations communities in Canada, children are viewed as the hope for the 

future. Therefore, as Ball (2005) furthered, focusing on the well-being of children can 

work as a ‘hook’ to attract and garner community support, commitment, and action. 

So while it is widely agreed that investment in children and communities is 

beneficial to their overall health and well-being, there is less agreement on how and 

what is invested in within the communities. Who decides what is invested in within 

particular contexts? How are these decisions made?  

Space for local constructions of quality in ECCD 

 In the ECCD literature almost all agree that for positive changes to occur in 

children’s well-being, quality discussions, processes, indicators, and outcomes must be 

at the forefront of dialogues and interventions (Young, 2002; Moss, 2006; Evans, 1997; 

Cryer et. al, 1999; Dahlberg, Moss, & Pence, 1999). The scholars disagree, however, 

with regard to whom, how, and what quality is determined to be in majority-world 

contexts. Some scholars say that experts should determine quality indictors based upon 

what the research has shown to achieve the greatest success with respect to set quality 

outcomes (Charlesworth, 1998; Copple, C. & Bredecamp, S. 2009; Cryer et.al, 1999; 

Rushton, Juola-Rushton, & Larkin, 2010). This view, however, assumes universal 

agreement on what these visions and goals should be and that knowledge of what 

constitutes quality ECCD communities resides primarily within experts. 

 Critics present two main, intertwined objections to top-down, narrowly focused 

ECCD initiatives. The first addresses the issue of community engagement and social 

change, the second that of community members as knowledgeable actors.  
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 These critiques often stem from problems at the community level, and as Carney 

and Bista (2009) explain,  

 While scholars acknowledge the complex and contested nature of “community” 
and accept that participatory activities take many different forms (e.g. Bray, 
2001), there is also broad agreement that educational reform must engage 
stakeholders if it is to have any chance of overturning historic patterns of 
underinvestment, low relevance, and marginal usefulness (Carney & Bista, 
2009). 

 
In other words, when initiatives, whether authentic or more superficially, do not involve 

in some manner individuals within the community, there is mounting evidence that 

these program initiatives do little to alter the larger systemic issues plaguing the 

community (Carney & Bista, 2009; Penn, 2005). In relation to ECCD, Ball (2005) notes 

when little attention or effort to involve the very people supporting children’s learning 

and development, the likelihood of positively changing a community’s social fabric is 

minimal. As Ball further (2005) explains, civic engagement is generally seen as a pre-

condition for social change. Moreover, many scholars and practitioners in the 

international-development field assert that “community participation in schooling . . . is 

essential for the achievement of efficient, accountable, and sustainable education” 

(Carney & Bista, 2009, p. 189; Bray, 2001). 

 Among Western donors, more locally driven development strategies have started 

to gain momentum and support (Abdi & Cleghorn, 2005; Abagi, 2005; Kendrick & 

Jones, 2008; Mkosi, 2005). One reason for this shift is the failure of the “Washington 

consensus. 2

                                                 
2 The “Washington consensus” was a term initially coined by John Williamson to define a set of ten 
economic policies that the International Monetary Fund (IMF) and World Bank stated should be used to 
aid developing countries (1989). Today it is used synonymously with terms such as “neoliberalism” and 

” As Joseph Stiglitz (2002), a senior chief economist for the World Bank, 
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explains, the “Washington consensus has proved neither necessary nor sufficient for 

successful development… (and) even when growth did occur, it was not equitably 

shared” (p. 20). A key word in Stiglitz’s (2002) remarks is equity, which is inextricably 

linked to better use of human resources, social and political sustainability, and even 

efficiency. Equity, therefore, is at the heart of what has been called “post-Washington 

consensus” strategies. These approaches encourage processes that deal simultaneously 

with issues of democracy, poverty alleviation, and sustainability.  

 These strategies are very broad, but at their core is equitable social change, 

change that cuts across social strata. It is well established in the community-engagement 

literature that civic engagement is a pre-condition for social change (Denissen, Skelton, & 

Kari, 2006; Kirpal, 2002; Friere, 1970, 1998). Therefore, meaningful involvement of 

community members is a pre-requisite for understanding and building on the strengths, 

challenges, and goals of families and their young children. More specifically, “community 

engagement is a first step towards the introduction of appropriate kinds of supports to 

protect inherent assets, such as mother tongue and positive cultural practices, and to 

improve the quality of life for young children and families” (Ball & Pence, 2006, p. 24).  

 The other critique of top-down interventions rests on views and beliefs around 

the definition of knowledge: Who is viewed to have knowledge about quality ECCD? 

While there are and probably forever will be many different philosophical arguments 

around its definition, for the purposes of this dissertation, knowledge is defined from a 

constructivist epistemological paradigm. Constructivists assert that knowledge is 

                                                                                                                                               
“globalization.” Retrieved from http://www.cid.harvard.edu/cidtrade/issues/washington.html on February 
2, 2010. 

http://www.cid.harvard.edu/cidtrade/issues/washington.html%20on%20February%202�
http://www.cid.harvard.edu/cidtrade/issues/washington.html%20on%20February%202�
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socially constructed; it is an interplay or co-construction between people and their 

evolving circumstances and information (Kincheloe, 2008).  

 Why is this criticism important? Because the assumptions that underlying these 

top-down initiatives—universality of childhood, linear efficiency, and scientific 

understanding—silence local citizens. These beliefs assert that knowledge only comes 

from scientific studies that have been tested through observations of the natural world. 

Within these parameters of defining knowledge, constructions of quality ECCD are 

based upon experts’ questions and results of scientific observations in early-childhood 

communities, ignoring others’ ideas and innovations. Creating a potential imbalance 

between those who have knowledge and are deemed “experts,” and individuals in the 

community who receive the experts’ ideas and offering little space, physically and 

metaphorically, to invite other voices to envision different ideas of early-childhood 

initiatives, notions of childhood, frameworks, or purposes within local Filipino 

communities (Dahlberg, Moss & Pence, 1999; Penn, 2004; Moss, 2006).  

 Researchers and field practitioners explain that the lack of sustainability of 

certain interventions is due in part to this knowledge imbalance, which negates the 

possibility for knowledge sharing and collaboration with community members to create 

quality constructions based upon their mutual understanding, goals, and site-specific 

realities (Ball & Pence, 2006; Cleghorn & Prochner, 2010; Penn, 2005). In the literature 

to date empirical studies of quality in ECCD have focused mainly on quality inputs, 

outputs, and outcomes with respect to a child’s health or cognitive development (World 

Bank, 2004; UNICEF, 2006; Aboud, Houssain, & O’Gara, 2008). While it has been 
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argued that within a majority-world context, individuals who support a child’s growth 

and development are vital to sustainable community ECCD interventions, very few 

studies have sought to gain a deeper understanding of ECCD stakeholders’ values and 

constructions of childhood and quality within their communities.  

Purpose of quality ECCD study 

 This study had two primary objectives, one applied and one scholarly. The first 

was is to assist organizations and communities in developing a process through which 

they could gain a deeper understanding of local contexts, beliefs, and constructions 

concerning quality through the engagement of active ECCD stakeholders. The second 

was to interpret what can be learned more broadly from this community involvement in 

order to bring into dialogue local constructions with dominant ECCD quality processes 

and conceptions.   

Theoretical frameworks: Anthropology and a Capabilities Approach to Social Justice 

 Anthropological perspectives and a social-justice framework were used in this 

study to best understand local constructions regarding childhood and quality ECCD. 

From an anthropological perspective, scholars offer that individuals in a specific time 

and context have socially and culturally constructed knowledge of childhood and child-

rearing (Levinson & González, 1999). In particular, on the topic of quality ECCD, 

Tobin (2005), an early-childhood anthropologist, argues that quality is a cultural 

construction and therefore “quality standards should reflect local values and concerns 

and not be imposed across cultural divides” (p. 421). The social-justice literature 

focuses on inequalities of resources, knowledge, opportunity, and power within 
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development of communities. With respect to quality constructions of ECCD, the 

social-justice perspective asks who and how individuals are involved in the process of 

defining quality standards, values, and constructions. This study specifically uses Sen’s 

capabilities social justice approach (1999, 2009). Sen’s capabilities approach offers an 

evaluative lens in which to approach individuals’ abilities to function in (envisioned) 

quality processes within their communities.  

 In sum, these two theoretical perspectives support the objectives of this research, 

by providing a greater understanding of what these two communities ECCD 

stakeholders’ value and understand about children and early education. These 

theoretical perspectives further offer an approach which extends organizations and 

communities understanding of existent community structures, social interactions, and 

knowledge dissemination that may be perpetuating inequalities of individual’s ability to 

act in desired manners within these communities. 

Background 

Philippines 

Over the last 100 years, the Philippines has seen only a few years of independent 

democratic rule. Having been handed over to the United States at the end of the 

Spanish-American War in 1899, the Philippines remained a U.S. colony until 1946, 

with little local rule permitted. Once independent, the Philippines experienced 

promising economic growth during the 1950s and 60s; however, with rising discontent 

due to the corrupt dictatorship of President Ferdinand Marcos, who declared martial law 

in 1972, the country started a downward economic spiral. In 1986, after the peaceful 
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and bloodless EDSA3

Today with the Philippine economy, especially the gross domestic product 

(GDP) growing at 4.5% a year, and a rapidly expanding population, the nation faces 

new challenges in all aspects of society. As the standard of living has risen to an 

average per capita of US$1400 GDP (CIA World Factbook, 2006), only a small portion 

of the population has benefited. One in three Filipinos lives on the equivalent of US$1 

or less a day. In 2003, the Gini coefficient

 Revolution, which ousted Marcos and his dictatorship, the 

Philippines returned to a democratic rule with Corazon Aquino as president. Since the 

revolution, the country has been marked by political instability and inhibited economic 

growth and productivity. Over the last three decades the Philippines, compared to its 

East Asian neighbors, has had the slowest rate of poverty reduction and the highest 

incidence of absolute poverty (Balisacan, 2003). 

4

                                                 
3 EDSA stand for the location of the People Power Revolution—Epifanio Delos Santos Avenue. 

 for the distribution of household income per 

capita was at 0.47, the highest in the region as well as compared to most of the world 

(CIA World Factbook, 2006). Furthermore, with the Philippines currently spending 3% 

of its gross national product (GNP) on education, much of the financial burden is passed 

on to the individuals, the majority of whom are not financially capable of shouldering 

the costs associated with quality health care and education, thereby rendering many 

individuals without access to basic services. Most importantly, Save the Children’s 

Philippines Country Office (Save PhCO) (2006) explains, “access to and quality of 

4 The Gini coefficient is a constant number that serves as a measure of inequality, where 0 corresponds 
with perfect equality (where everyone has the same income) and 1 corresponds with perfect inequality 
(where one person has all the income, and everyone else has zero income). 
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basic services in education and health continue to be major challenges for children in 

the country” (p. 2).  

As of 2006, the population of the Philippines, the 12th most populous country in 

the world, was 89,468,477 with 34,220,477 (38.2%) below age 15 (Philippine Labor 

Survey, 2006). The under 15 population is predicted to continue to grow as the fertility 

rate remains around 3.1 and the under-5 mortality rate is at 34% (UNESCO, 2006). 

Having such a young population has increased the burden on families and a public-

service delivery system, which has provisionally been established to provide education 

and services to all.  

 ECCD in the Philippines. In fulfilling their obligation as a signatory of the UN 

Convention on the Rights of the Child (CRC) in 1990, the Philippine government 

enacted Republic Act No. 6972, the Barangay-Level Total Protection of Children Act, 

also known as the Daycare Act (de Los Angeles-Bautista, 2004). This legislation 

requires all local government units (LGUs) establish a day-care center in every 

barangay (village). However, with the decentralization of basic health and social 

services in 1990, each local government is responsible for the management and 

operation of its day-care centers (UNESCO, 2003). In 2000, it was estimated that there 

were 41,924 barangays in the country and only 32,787 day-care centers, with a few 

villages having more than one, and about 26.7% of the villages without a day-care 

center (Department of Social Welfare and Development, 2000). Convinced of the 

benefits of the Daycare Act, the Philippines approved and enacted in December 2000 

the Republic Act No. 8980, which provided for the development of quality ECCD 
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programs for all young children. This law is a comprehensive policy and a national 

system for early-childhood care and education providing broad support and promotion 

of the rights of children to survival, development, and special protection with full 

recognition of the nature of childhood and its special needs, and to support parents in 

their roles as primary caregivers and as their children’s first teachers (Republic Act No. 

8980, Philippine Government, 2000). Furthermore, investment in ECCD was believed 

to be an investment that would facilitate the Philippines the achievement of Education 

For All (EFA) goals, in particular the EFA goal that sets out that a country expand and 

improve comprehensive early-childhood care and education, especially for the most 

vulnerable and disadvantaged children.  

Quality in ECCD and the Philippines 

 Today a wide array of child-care options is available in the Philippines. Some 

barangay day-care hours match with parents’ work hours (some even providing 

weekend and evening hours), while others provide half-day or full-day sessions. Most 

centers provide play and group activities, such as arts, music, and crafts; health and 

nutrition education; learning experiences for early literacy and mathematics; and 

socialization experiences to support social and emotional development (de Los-

Angeles-Bautista, 2004). 

In August 2004, the Department of Social Welfare and Development (DSWD) 

developed standards and indicators of quality ECCD programs for children ages 0-6. 

Explaining the rationale behind this initiative, Juliano-Soliman (2004), writing for the 

DSWD, states: 
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 As more children are placed in these ECCD centers, it is critical to ensure that 
their physical, intellectual, social, and emotional needs are met. Responsive, 
nurturing, stimulating, consistent care is vital and can be provided only by a 
stable, well-trained staff in well-funded settings. It is important therefore that 
Day Care Centers, other ECCD centers and its service providers undergo an 
accreditation process (p. 7). 

 
The areas on which the DSWD bases its accreditation are, broadly speaking, 

“advancement of children’s growth and development; partnership with families, 

communities and local government; human resource development; program 

management or administration; and physical environment and safety” (Juliano-Soliman, 

2004, p.8). While the government is addressing some of these challenges, major gaps in 

the delivery of these services continue to adversely affect a significant number of 

disadvantaged children, both in urban and rural areas. Furthermore, in the Philippine 

decentralized ECCD system, the communities in which these children reside do not 

have adequate resources.  

Quality and ECCD funders 

 Those working in the Philippine ECCD sector must be able explain to others 

their definition of quality so that funders and other stakeholders can clearly monitor 

where their investments are going and how they are used. Organizations around the 

globe have been seeking processes that allow them to effectively develop, implement, 

and monitor quality and desired quality outcomes within an ECCD community. One of 

those organizations is Save the Children USA.  

Save the Children. Save the Children is an international NGO working in 45 

countries around the world to create lasting, positive change in the lives of children in 

need. It is known worldwide for its child-centered and community-based programs, 
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including Strong Beginnings, the agency’s global education program (Save the Children 

USA, 2004).  

Save the Children’s Philippines Country Office (SavePhCO) has been working 

with and for children, their families, and communities in disadvantaged urban and rural 

areas since 1982. Programs and interventions consist of direct services, capacity 

building and institutional development (including training and community organizing), 

awareness raising, advocacy, and networking. Efforts revolve around the two primary 

sectors of health/population/nutrition and education, guided by a Country Results 

Framework (CRF) (Save PhCO, 2004).  

My research with Save PhCO specifically looks at communities in which the 

organization has engaged in early-childhood care and development efforts. The study 

asks those who are intimately involved in ECCD in their barangays, what comprises a 

quality ECCD community. First, what do they see an inclusive quality child-friendly 

barangay looking like? More specifically, what are inclusive quality practices, who is 

involved in the quality improvement process, and how are they involved? Through 

these overarching goals, specific research questions were developed.  

Research questions 

The central research questions are as follows:  
 

• What are stakeholders’ quality ECCD goals? 

• What are stakeholders’ quality local practices envisioned to achieve these 

goals in the community, classroom, and professional development? 
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• How do social relations within the communities enable or inhibit 

stakeholders’ envisioned quality goals and incorporation of local practices 

into quality constructions?  

Methodology and methods 

By placing this study in a constructivist paradigm, the methods used must align 

to the belief that many definitions of quality exist that are inherently unique. It is further 

asserted through this paradigmatic lens that individuals construct these definitions 

through singular, co-constructed frames of reference and lived experiences. If, as Hatch 

(2002) explains, those acting in this paradigm believe that “knowledge is symbolically 

constructed and not objective; that understandings of the world are based on 

conventions; that truth is, in fact, what we agree it is” (p. 161), then the methodology 

and methods must closely engage the researcher in a process of co-construction. The 

predominant qualitative methods selected for this study were focus groups and 

interviews with a collaborative, ethnographic focus.  

The tool chosen to facilitate focus group discussions and guide semi-structured 

interviews was a future-visioning process called StoryTech, which nicely aligns with 

critical constructivist thought. This tool takes into consideration the indirect and 

contextual nature of the concept of quality, allowing a critical, in-depth look at 

stakeholders’ local constructions of a quality ECCD community. Furthermore, this 

instrument does not presuppose an individual’s ideas but instead provides an avenue for 

them to construct and co-construct their own view based on their own realities.  
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StoryTech is distinct in that each story is unique and personal. The process 

assumes that stories have power, that they can “amplify and enhance human ability to 

change (personally and collectively) the ability of storytellers to influence others, the 

ability to efficiently and effectively effect change or reinforce understanding, beliefs, 

worldviews and/or behaviors” (Harkins, 2006, p. 4). Because of the inclusive and 

flexible nature of the StoryTech process, the tool was considered a good fit for the 

purposes of the study.  

Significance of study  

As the international community seeks to invest in the creation of quality 

sustainable ECCD communities, this dissertation uses a critical constructivist approach 

to understand social constructions of quality ECCD communities from those most 

closely invested in the process, in order to—now and in the future—further engage 

multiple stakeholders in grappling with the complexities that exist between local, 

national, and international notions of quality in ECCD communities.  

 It is important for organizations and individuals working on ECCD quality 

improvement in Filipino communities to recognize and listen to others, be inclusive of 

individuals’ values and beliefs, and weave a framework of quality improvement into 

existing community structures, ways of knowing, and acting. In this manner, 

community members see themselves reflected in the quality processes, goals, and 

rationales.   

This research provides a method and process for a dialogue and debate of 

various quality constructs and processes. The research method is designed to have an 
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impact on the process of quality improvement and how it is approached, constructed, 

and acted upon in majority-world communities. In terms of community engagement, 

who constructs quality ECCD and how it operates have been found to have an effect on 

a system’s sustainability, especially the motivation and involvement of its stakeholders 

(Ball, 2004a; Ball & Pence, 2006).  

Overview of findings 

 Overall, the findings from this study demonstrate some communities’ idealized 

notions of quality are based upon local values of care, collaboration, and connection. 

First and foremost, the study suggests that these notions are indeed conceptualized and 

articulated in different manners, based on stakeholders’ unique knowledge bases. More 

specifically, many community stakeholders see a collaborative notion of quality that 

embodies local practices of bayanihan or dagyaw. This practice seeks the strengths, 

knowledge, and skills of many individuals with the community to accomplish a 

common goal. Similarly, in the daycare classroom and with regard to teachers’ 

professional development stakeholders’ ideal visions incorporate supporting and 

facilitating the development of a good professional citizen. In other words, local 

practices cultivate essential skills, ways of knowing, and being that will enable their 

children to be successful community members and in stakeholders words, good 

professional citizens.  

 The findings gleaned from this study contribute to the field by documenting and 

analyzing two local Filipino communities’ constructions of quality in their ECCD 

communities. The data offer insight into how Filipino communities can support and 
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improve their child-friendly barangays. More specifically, this more complex, nuanced 

understanding of what different stakeholder groups value and understand to comprise 

ECCD will enable investments to build on locally identified values and knowledge 

bases across Filipino child-friendly communities.  

Assumptions 

Going into this research, I held three main assumptions. One, parents, teachers, 

barangay officials, and NGO advocates have all had different lived experiences, come 

from diverse socioeconomic backgrounds, and have varied knowledge bases around the 

ECCD system. They will each place weight on different facets of a quality ECCD 

system.  

The second assumption was that as an individual growing up in the United 

States who is a part of that country’s racial and ethnic majority, I was socialized with 

certain beliefs and values with regards to what a quality childhood looks like. As much 

as I attempt to remove my views, they will always be a part of the quality frame that I 

hold. Throughout the data collection, analysis, and writing of the results, I made every 

effort to separate these values from the lived experiences and understandings of 

childhood explained by the multiple stakeholders in the Philippines. I also believe that 

within each community and country, the definition of quality evolves and is 

contextually based.  

The qualitative paradigm in this study acknowledges multiple ways of knowing 

and understanding early childhood and, as such, I have made every effort to represent 

various stakeholders’ ways of knowing and understanding early childhood. Individuals 
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from many backgrounds have reviewed the interpretations and offered insight into the 

analysis presented. Still, this dissertation represents my interpretation of the Filipino 

ECCD system. As such, in keeping with the critical social-justice framework, it will 

hopefully lead readers to reflect on not only the current system, but also their own 

practices, research, and actions with others in this field in both majority- and minority-

world contexts.  

 My last assumption was that stakeholders want to improve practices and ways of 

knowing and doing with special attention to children’s well-being within their 

communities. More specifically, underlying this assumption is that participants have 

had experience engaging with other members of their community in authentic dialogue 

and discussion. For example, this study engages ECCD stakeholders in communities 

that have been working with outside organizations, building capacity by engaging 

stakeholders in various sectors, such as health, education, and the environment both 

within and outside their respective communities. It is assumed that these experiences 

with community engagement are similar to how this study has involved participants, 

that it is a process they are comfortable and familiar with.  

Limitations 

Denscombe (2001) explains that in addition to which voices are chosen, the 

“researcher’s self plays a significant role in the production and interpretation of 

qualitative data” (p. 208). In any qualitative research, the researcher’s perspective is 

always in question. My interpretation of the data is shaped by three key life 

experiences: working in ECCD in the United States around a mainly developmental 
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perspective, researching ECCD in the United States and other minority-world countries, 

and working with multiple stakeholders and Save PhCO. Acknowledging my influences 

is imperative as they affect the narratives and interpretations in the analysis. On the 

other hand, working in a co-constructivist social-justice framework, in order to maintain 

the authenticity of those with whom I worked, I aim throughout the research and writing 

process to be reflexive and use a more emic perspective. As Patton (2002) explains 

authenticity is revealed through the researcher’s “reflexive consciousness about one’s 

own perspective, appreciation for the perspectives of others, and fairness in depicting 

constructions in the values that undergird them” (p. 546). Thus as a researcher, I 

constantly try to balance presenting clear, articulated assertions around the data 

collected, while remaining as authentic as possible to stakeholders. 

Organization of the dissertation 

 This dissertation is divided into eight chapters. In the first chapter I have briefly 

identified the rationale for the study and how my research questions seek to illuminate 

local constructions of quality in ECCD within the Philippines. The second chapter, 

“Literature Review for Quality ECCD Study,” gives an overview of the literature, 

theoretical framework, and specific literature on the Philippines and early-childhood 

education. The third chapter, “Methodology,” highlights which methodology and 

methods were chosen and how they align with the chosen constructivist approach of the 

study. Chapters 4 through 7, “Early Childhood Care and Development in Two Filipino 

Communities,” “Our Child-friendly Community Achieved through Magbayanihan or 

Madagyaw,” “Care, Concern, and Connection: Nurturing a Quality Child-friendly 



 

21 
 

barangay,” “Imagining and Re-Imagining Quality Professional Development,” present 

the findings from the StoryTechs and interview data. These chapters broadly assert that 

local constructions of quality in these two communities in the Philippines are framed 

from a collective standpoint. Three overall quality principles—an ethic of care and 

connection, collaboration, and relevance—undergird this frame. The findings presented 

in these chapters offer pictures of how stakeholders in the different ECCD spaces 

envision these quality principles and operationalization of these principles.   

 Chapter 4 provides a brief overview, including what comprises day-care and 

Kapit Bahay Aralan (KBA) centers, which stakeholder groups are involved, and how 

they currently interrelate. What do social relationships across stakeholder groups 

currently look like? Do these relations make space for multiple discourses? Are 

different stakeholder groups’ expertise acknowledged and valued? How ECCD 

stakeholders interrelate in their current contexts is important when looking at the 

possibilities of achieving their visions of a quality ECCD community.  

 Chapter 5 presents stakeholders’ quality ECCD visions built on the bayanihan 

or dagyaw, which represent the themes of cooperation, mutual support or partnerships, 

and valuing individual knowledge. Whether in the daycare, barangay hall, or some other 

space, stakeholders see their voices respected and heard in the public sphere.  

 Chapter 6 continues the discussion of stakeholders’ visions of a quality child-

friendly barangay by exploring the implications for classrooms. Specifically, it presents 

data which suggest that such a community supports and develops quality classrooms 

where children learn and are supported and molded into good professional citizens. A 
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good professional citizen is one who in the short-term is prepared for first-grade, and in 

the long-term grounding themselves in traditional Filipino values while successfully 

navigating sometimes new and foreign landscapes.  

 Chapter 7 continues the discussion of stakeholders’ visions of a quality child-

friendly barangay by exploring differing ideal conceptions of daycare teacher 

professional development. Presented in this chapter are differing stakeholder ideals 

around day-care and KBA teachers professional development. 

Finally, Chapter 8, “Situating ‘Quality’ in an Inclusive Collaborative Frame,” 

offers a discussion which focuses on the quality dimensions (community, classroom, 

and professional development) presented in Chapters 5, 6, and 7, juxtaposed with the 

current context presented in Chapter 4. Therefore, leaning on Sen’s capabilities 

approach, this chapter pays particular attention to existing social relations, the structures 

and dominant, top-down discourses that currently promote inequities, which may 

prevent the realization of some of stakeholders’ visions, presented in the preceding 

chapters.  
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CHAPTER 2 

Literature Review for Quality ECCD Study 

Introduction 

As stated in the introductory chapter, the purpose of this research is to 

understand stakeholders’ constructions of quality in an ECCD community. More 

specifically it offers insight into how barangay officials, community members, teachers, 

and parents, in a complex socio-political and historical space, envision participating and 

interacting in a quality child-friendly barangay. 

Internationally and nationally, the issue of quality in the ECCD sector is a 

prevalent one. Minority-world ideologies, such as individuality, neoliberalism, and 

market-driven economics, frame the dominant construction of quality (Moss, 2005; 

Dahlberg, Pence & Moss, 1999). This particular construction uses scientifically proven 

quality inputs and ways of knowing that reflect the childhood socialization process of 

dominant social and cultural groups. Thus one question is what kind of process invites 

various constructions of quality and quality improvement that include instead of 

exclude, involve actively instead of passively, and encourage instead of discourage 

members of all communities’ learning, particularly within majority-world contexts like 

the Philippines? 

This chapter presents the international and Philippine ECCD contexts and the 

literature surrounding the different rationales for investing in ECCD, followed by an 

argument for why this study resides in a critical constructivist paradigm that combines 

an anthropological and social-justice theoretical framework. Next, I present an 
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argument in support of why the approach of multiple perspectives to define quality is 

most appropriate for this study. Finally, I present relevant information about the Filipino 

early-childhood system and stakeholder perspectives.  

Definitions 

This section situates several terms used throughout the dissertation.  

Quality 

 Quality is a term used often in ECCD literature, usually defined by what 

minority ECCD experts hold as quality inputs, processes, goals, or outcomes believed to 

be beneficial for an individuals’ success within one’s educational system (Cryer, 1999; 

Tietze, Cryer, Burchinal, Leal, and Palacios, 1998). Yet, as discussed in the 

introduction, what considerations are given to stakeholders’ desired quality outcomes, 

or desired quality processes which they value as important for the development of a 

successful child within their community? In this study quality, is not essentialized as a 

universal, static construct; it is, instead, thought of as a relational concept, based upon 

changing influences, structures, and knowledge. Furthermore, while some attention in 

this study is focused on two Filipino communities’ ideal or vision for a quality ECCD 

community, the study also focuses on the actual process in which members of the 

community engage as they envision their ideal, quality ECCD community.  

Equity 

 Similar to the relational approach being taken in thinking about quality is the 

notion of equity and how these two ideas are inextricable linked within the context of 

this study. In the child-friendly movement document, discussed later in the chapter, one 
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of the four goals is to provide equitable environments for all children. What does 

equitable mean? Unterhalter (2009) argues that “differences regarding conceptions of 

the good have enormous significance for how we think about why people learn, what is 

selected for learning and how learning is organized and progresses” (p.418). Such 

diversity of thought not only complicates the agreement upon the idea of fairness and 

equity, it makes it difficult to act upon and achieve; therefore, “the term risks remaining 

merely rhetorical” (Unterhalter, 2009, p.418). Unterhalter argues, therefore, that who is 

involved in determining what is fair and the process by which they engage in discourse 

is critical to acting upon and achieving equity.  

Ways of knowing 

 Ways of knowing are understood as the various processes through which 

individuals come to understand a phenomena, concept, or reality within one’s context. 

These processes maybe lived experiences, historical events, various forms of media, in 

essence events or spaces one engages with that shape the way in which he/she views a 

particular occurrence or concept. In the case of this research stakeholder groups have 

different ways of knowing which shape the way in which they understand quality or an 

ideal ECCD community. Furthermore, in line with the social justice, equity theoretical 

frame of this study, stakeholders multiple ways of knowing and understanding are 

valued equally within the two research contexts. It is important to note that ways of 

knowing that emerge from the findings, based upon local or more traditional ways of 

understanding are not treated any differently from other ways of knowing. They should 

be neither denied nor ignored and “be treated like any other knowledge, as the proper 
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objects of analysis and critique, to be adopted or rejected according to its significance 

and functionality” (Canieso-Doronila, 1996, p.18).  

Knowledge 

 Defining knowledge and how the term is used and conceived is based upon a 

similar definition used in a literacy study conducted in the Philippines. In that study 

they defined knowledge  

to be a set of symbols that serve two functions: 1) it provides a relation to reality 
by containing information about the social and non-social environment, other 
actors and the actor himself; and 2) it provides meaning, an important bond that 
ties actions and actors together. (Canieso-Doronila, 1996, p.30) 
 

Furthermore, knowledge is not apolitical, ahistorical, or acultural, instead it is held that 

knowledge is constructed through interactions with unique experiences, social, and 

cultural events, and histories; as such is unique to the experiences and needs of 

individuals and groups within particular contexts. Therefore knowledge is not only 

conceived as compilation of facts, but practices, norms, skills and values practiced 

within a community. 

Sustainability 

 Sustainability in a broad sense is the ability of a community of stakeholders to 

support and maintain the process of quality improvement, honing and improving upon 

quality goals and principles. More specifically, Fullan (2005) suggests that 

“sustainability is the capacity of a system to engage in the complexities of continuous 

improvement consistent with deep values of human purpose” (p. ix). Therefore, the 

process of quality improvement involves being reflective, open to multiple discourses, 

and consistently engaging individuals in deep learning within communities. 
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Barangay 

 The study’s unit of analysis is the barangay, the smallest governing unit in the 

Philippines. Each city or municipality is divided into barangays, which each has seven 

barangay kagawads,5 with a punong barangay as the head of the Sangguniang6

Child-friendly barangay (community) 

 

Barangay. As a result of the ECCD Act 8980, the barangay in conjunction with the 

municipality or city is responsible for the majority of funding for early-childhood care 

and development.  

 Over the last ten years, the Philippines through legislation and international 

support has begun a long-term child-friendly movement (CFM). The main aim is to 

translate the Convention on the Rights of the Child (CRC) from a legal framework into 

a nationwide strategy for fulfilling the rights of Filipino children. Philippine Child-

Friendly Cities (CFC) involve mayors, the local government, the academic world, the 

media, nongovernmental organizations (NGOs), faith-based and civic organizations, 

and young people in a grand alliance mobilized to fulfill children’s rights and needs 

(UNICEF, Child-Friendly Cities, 2005).  

 As a part of the CFM, the primary goal is to provide a healthy, stimulating, and 

supportive environment for all children and their families within the barangay 

(UNICEF, 2005), and the barangays are encouraged through positive incentives such as 

national recognition and monetary rewards. Criteria used by the Filipino government 

include 1) providing an equitable environment for all children, 2) sharing of 

                                                 
5 Tagalog for councilor 
6 Tagalog for council 
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responsibilities, 3) making available community institutions, and 4) mobilizing human 

agency.  

 An equitable environment for all children entails a barangay where children live 

long and live well and which provide all children with the same opportunities and 

conditions that will allow them to express themselves in all matters that affect their 

physical, mental, spiritual, and social development. Sharing of responsibilities involves 

a barangay where parents and other members of the family share in the work of rearing 

their children. Similarly, availing community institutions would include a barangay 

where such basic structures or programs are in place, such as a council for the 

protection of children, a school, and a health-care center. Finally, mobilizing human 

agency means that a barangay is operating systems that promote peace, unity, 

engagement, and community spirit.  

 In conclusion, it is important to note the intersections of stakeholders’ local 

quality constructions, local and national contexts which ground stakeholder quality 

constructions, such as the child-friendly barangay policy, what stakeholders’ envision as 

possibilities within the space of their community, community engagement, and how 

stakeholders conceive building upon their existent ways of knowing and knowledge.  

Early-Childhood Care and Education Contexts 

International Context 

 In 1989, as a statement of children’s rights, the CRC was developed and ratified 

by most countries in the world. It “argues for a new attitude towards children, based not 

on meeting children’s needs, but rather as a matter of entitlement” (Carroll, 2002, p. 
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57). Overall, the CRC asserts that “states do not discriminate, are devoted to the best 

interests of the child, the right to life, survival and respect the views of the child” 

(UNICEF, 1989, p. 29).  

The following year, in Jomtien, Thailand, the international community gathered 

to discuss the state of the world’s children and created a document that is known to 

around the world as Education for All (EFA). For the first time, ECCD was placed on 

an international education agenda. As a result, governments of developing countries, 

nongovernmental organizations, and international funding agencies increased 

investment for the world’s youngest citizens.  

Also in 1990, the World Conference on Education for All and the World 

Summit on Children were held. At the World Summit on Children, participants asserted 

that learning starts at the beginning of life and that all children had the right to an 

education, thereby challenging countries to help meet the goal of an education for all by 

2005. At a follow-up meeting in 1993 in New Delhi, the challenge was expanded: every 

child has the right to a quality education. Education for all was no longer adequate; all 

must receive a quality education (Evans, 1996).  

In 2000, two major world summits were held, the Millennium Summit in New 

York and the World Education Forum on Education for All in Dakar, Senegal. Both 

meetings featured an ever-increasing focus on the early years of a child’s life.  

At the Millennium Summit meeting, 147 presidents, prime ministers, and 

monarchs developed what later came to be known as the Millennium Development 

Goals (MDG) (Birdsall & Clemens, 2003). Though the MDG goals are not that much 
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different than the EFA goals; they more implicitly underline the necessity for ECCD 

funding and program development in majority world contexts.  

 In Dakar, with the estimate of 113 million children not in primary school 

looming before members of the forum, they set out another call for education and 

national investments, expressing the need to start earlier in a child’s life, vary the type 

of intervention, and insist on superior projects. Therefore, the Dakar Framework for 

Action stated that “starting from early childhood and extending throughout life, the 

learners of the twenty-first century will require access to high quality educational 

opportunities that are responsive to their needs, equitable and gender-sensitive” (Barry, 

2000, p. 12). The communiqué continues: “Since the pace, style, language and 

circumstances of learning will never be uniform for all, there should be room for 

diverse formal or less formal approaches, as long as they ensure sound learning and 

confer equivalent status” (p. 12). These two large gatherings mounted a sense of 

urgency, and funding toward the early years of life was raised considerably.  

As evidence of investment in achieving both the EFA goals and MDG, such 

large international development agencies as the World Bank have increased their 

lending and giving to ECCD programs over the last 20 years from US$25 million in 

1990 to US$185 million in 2009 a year (World Bank, 2009). However, such investment 

does not come without questions, such as where can investment best be used in the 

creation of equitable, quality ECCD communities in the Philippines?  

Interestingly, since implementation of the EFA goals and the MDG, the funding 

for ECCD programs has shifted from projects mainly in South Asia, Latin America, and 
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the Caribbean to more diverse lending across all regions. Having more countries 

involved implies that national, international, and multinational organizations must work 

together in an even greater capacity to expand ECCD programs and services. Donor 

agencies and NGOs have greater responsibilities to heighten awareness and demand 

support for institutional frameworks, sustainable financial resources, research to 

monitor and evaluate programs and progress, alternative options, and improved quality 

of ECCD programs (Young, 2002, p. 26). However, the onus falls not only on the 

shoulders of NGOs, but nation-states as well. The World Bank clearly conveys that 

while “integrated early childhood programs may be the single most effective 

intervention for helping poor children, communities, and nations break the 

intergenerational cycle of poverty.” In order “to be successful and sustainable, such 

programs must be an integral part of countries’ overall strategy for developing human 

capital” (World Bank, 2004, p. 1). The Philippines is one country that has engaged 

multiple actors in the challenge of integrating at multiple levels strategies for children, 

their families, and communities. 

Philippine context 

Building upon national and international policy-development initiatives such as 

the EFA goals, MDG, and the CRC framework, the Philippines over the last 15 years 

has made great strides in developing and implementing policies toward children and 

families. The Philippine government explains that it is “indeed, a young population—a 

fact that underscores the critical importance of having a clear national strategy for child 

and youth development as a component of the country’s overall plan for development, 
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sustainability, and global competitiveness” (Council for the Welfare of Children 

[CWC], 2006, p. 1). Serving approximately 13 million children under age six (35% of 

the population), the government realizes the critical importance of early investment and 

the relationship to the country’s economic growth. Moreover, with the ratification of the 

CRC, the Philippines not only designed and implemented policies supporting children; 

it grounded all subsequent legislation in support of a child’s rights from the youth’s 

perspective. An excerpt from the constitution illustrates the centrality of children in the 

society:  

[With] recognition of the family as the basic social institution, the natural and 
primary right and duty of parents in the rearing of their children, the roles of 
children, youth, and women in nation building, the protection and promotion of 
the right of all to health care and education as a priority for all of its citizens, and 
the rights of indigenous minorities (Kamerman, 2002, p. 20). 
 
In 1990, the Council for the Welfare of Children (CWC) formulated the 

Philippines Plan of Action for Children (PPAC) (CWC, 2006). “This plan included five 

main areas: 1) Family Care and Alternative Parental Arrangements, 2) Basic Health, 

Nutrition, Social Security, and Safe Environment, 3) Basic Education, Leisure, 

Recreation, and Cultural Activities, 4) Protection of Children in Especially Difficult 

Circumstances, and 5) Fundamental Civil Rights of Children” (CWC, 2006, p. 3). In 

addition, the Presidential Proclamation No. 480, aside from declaring the period from 

1990 to 1999 as the Decade of Education for All, directed the preparation of the 

national action plan and the initiation of a legislative agenda, both to support EFA 

goals. Furthermore through the Philippines’ Child 21 framework, the government stated 

that it would achieve all MDG by 2025.  
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The Child 21 strategic framework is a rights-based, life-cycle approach based on 

MDG. Delivered in four five-year National Plans of Action for Children (NPACs), each 

plan strives for a different goal and strategy, using a child-centered framework to 

address the multiple factors that influence a child throughout his/her life. It includes the 

following dimensions: family situations (i.e., practices and beliefs, attitude and values, 

relationships among family members, and family lifestyle), basic service delivery (i.e., 

adequacy of basic services, beneficiaries’ level of awareness about government 

programs, accessibility of facilities, and availability of services), community and other 

institutions, and local governance (CWC, 2005). (See Appendix A.) 

Philosophy on childhood 

A Filipino child in his/her first six years of life is usually cared for by family. 

However, in the Philippines, “family” refers to parents, grandparents, older siblings, 

uncles and aunts, and, in more urban areas, neighbors (de Los Angeles-Bautista, 2004). 

De Los Angeles-Bautista (2004) explains, “Filipinos always seek a ‘community’ to 

which their family can belong” (p. 32). Thus a family as a part of a community also 

bears responsibility for the care and nurturing of all the community’s children. 

Filipino child-rearing practices are based on an amalgamation of precolonial, 

indigenous cultures and Chinese, Spanish, and North American influences. While child-

rearing views throughout the diverse population are disparate, a few salient practices are 

shared across myriad ethnic and linguistic communities. “In general, families are more 

nurturing and very protective of young children” (de Los Angeles-Bautista, 2004, p. 

32). For example, it is not unusual to see a parent hand-feeding a child at age five or six. 
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Yet youth (7–16) are expected to become more independent in not only self-care, but 

also family and community responsibilities. Children especially in more rural settings 

are viewed as a responsibility of the community, which as a group sees children as the 

future, the essence of the community.  

Education is considered by most families to be of the utmost importance. It 

implies security for the child and parents. Parents will pay whatever the cost to ensure 

that their children can get into a good primary school and later gain admission into high 

school and a reputable higher-education institution. After the 1950s inception of 

kindergarten in the Philippines, early-childhood education was viewed as “prep” 

(preparatory) classes for getting into primary school. It gave parents a sense of security 

that their children have a head start in the race. While tuition into many schools is 

skyrocketing and the belief in the quality of education is diminishing, parents still tend 

to hold these values and beliefs (de Los Angeles-Bautista, 2004). 

Why Early-Childhood Development? 

In the last 15 years through the dissemination of a growing body of knowledge 

on the benefits of early investment, the development of “quality” programs, and new 

demands related to changing economic, social, demographic, political, and educational 

conditions and ways of thinking, many countries and organizations believe it is 

necessary to invest in early-childhood care and education (Evans, 1997). The many 

arguments that advocate for ECCD can be grouped into six categories: 1) rights as 

governed by the UN CRC; 2) scientific research on brain development; 3) education 

that guarantees future participation and achievement; 4) empowerment of parents, often 
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mothers, and children; 5) equity or reducing social inequality; and 6) international 

context of EFA goals and MDG for health and education.  

Quality and Children’s Rights 

For many people, individuals, and organizations, children’s rights forms one of 

the strongest arguments. Many believe that the international community must protect 

and provide children, who are often invisible and silenced by those in power, an avenue 

to be seen and heard as well as build a stable environment for children to reach their 

fullest cognitive, emotional, and creative potential (Myers, 1992). In countries that 

share this belief in the public’s responsibility, strong, well-conceived policies toward 

families and children are in place. “Such countries believe that quality child care is 

connected to the whole set of other social policies that the government has in place such 

as parental employment and leave policies” (Bush &Phillips, 2000, p. 45). In these 

places, quality child-care networks are a human-capital investment, essentially a labor-

market strategy.  

In countries that do not hold such views, the international community has used 

the CRC to support and provide a standard in which a child’s rights are guaranteed 

around the world. A children’s-rights framework states that the child has rights: 

 To Provision: rights to the resources, the skills, the “inputs” that are necessary 
to ensure children’s survival and development to their full potential;  

 To Protection: the creation of means by which children are protected from acts 
of exploitation or abuse, in the main by adults or institutions that threaten their 
dignity, their survival and development and; 

 To Participation: providing children with the means by which they can engage 
in those processes of change that will bring about the realization of their rights, 
and prepare them for an active part in society and change (Fernekes, 2000, p. 2).  
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CRC supporters state that such rights-based frameworks can “define a universal 

parameter of good practice” (Goldstein et al., 1994, p. 94). Thus at a basic level, the 

international community has attempted to categorize “universal” quality. However one 

must not assume that such paradigms are free of ideology. CRC critics contend that 

many of the rights do not reflect varying cultural values and beliefs with regard to 

childhood. They see it as a document shaped by the time in which it was drafted, 

“influenced not only by modern ideas about the child and childhood in the minority 

world (Western/developed world), but also having its fundamental democratic values 

and ideologies incorporated” (Woodhead, 1998, p. 25). For example, CRC articles 12–

17 state that children should have “the right to freedom of expression, free access to 

information, freedom of thought and association” (Blanchet, 2001, p. 40). “Such things 

are not likely to be claimed by Bangladeshi children, much less conceded to by parents. 

Furthermore, these rights, in the context of Bangladesh, sound like very ‘western’ 

claims” (p. 40). Therefore, though some rights may be universal, before assuming such, 

we need to consider a variety of perspectives. As Woodhead (1996) explains: 

 Statements of children’s rights and needs provide important markers for any 
debate about quality in early childhood programmes. But they are not 
unproblematic, fixed markers. They have to be interpreted at the level of 
practice as well as theory. . . They have to be interpreted in political, economic, 
social, religious and cultural context. At the same time they have to be 
interpreted in historical context, within individual communities as well as at the 
regional and national level (p. 58). 

 
Quality and Intellectual “Development” 

In the last 30 years much has been learned about the brain and its development, 

and new discoveries are announced almost daily about the importance of the early years 
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in a child’s long-term growth (Evans, 1996). A child’s experiences in his/her first six 

years are responsible for the wiring of the brain’s circuitry, which greatly determines 

his/her ability to comprehend concepts taught in later life (Young, 2002, p. 6). It is now 

more widely held that the brain is much more vulnerable to environmental influences 

than thought previously, and a child must have his/her basic needs met (i.e., nutrition, 

health care, and stimulation); then and only then, can his/her experiences shape critical-

thinking skills, self-confidence, problem-solving abilities, and capacity to cooperate 

with others (Ramey, Campbell, Burchinal, Skinner, Gardner, & Ramey, 2000, p. 5). The 

influence of the early environment is long-lasting. Early exposure to good nutrition, 

stimulating interaction, and constant nurturing has a positive effect on brain function at 

age 15 compared to peers who lacked this early input, with the effects appearing to be 

cumulative (Carnegie, 1994, p. 8). Last, extreme stress has been shown to have a 

negative impact on younger children’s brain development, including heightened risk for 

developing a variety of cognitive, behavioral, and emotional difficulties (p. 9).  

In addition to the scientific support for ECCD investment is the goal of poverty 

reduction. In the majority world, where many NGOs are based, poverty is more 

widespread and severe than in the minority world. Regardless of these differences, the 

expectation of researchers and government funders in the minority world “that targeted 

early childhood interventions as an appropriate and effective way to address poverty . . . 

inevitably [spills] over into the majority world” (Penn, 2004, p. 8). Often NGOs and 

donor organizations justify the transfer of such minority-world versions of quality, 

targeted early-childhood interventions as a means of preparing children for a so-called 
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global society. Proof for this rationalization lies in the belief that “‘developing 

countries’ are merely at an earlier stage of development than the USA, and that the 

difference is only one of degree” (Penn, 2004, p. 15). Scott et al. (1999) express that 

“factors commonplace in industrialized countries are inherited by developing countries 

as they advance. Thus the developmental outcomes of poor children in the United States 

may be predictive of outcomes of children in developing nations” (p. 45). Therefore, 

some NGOs believe that such early-childhood interventions from studies like Perry 

School/High Scope, in which at-risk impoverished children were the subjects, also are 

applicable to the majority world. For example in a specially commissioned review of 

the scientific evidence on ECCD programs, Grantham-McGregor et al. (1999), authors 

of an international organization’s document conclude: 

 Interventions with parental and non-parental caregivers are needed to help them 
use developmental materials appropriately, to provide challenging activities at 
the appropriate level of difficulty in which the child can be successful, to 
become increasingly involved with their children, to respond verbally to the 
child’s vocalizations, to be responsive to the child’s emotional needs, and to 
avoid physical punishment as a standard child rearing practice. Parents or 
caregivers should be taught how to integrate child development activities into 
activities of daily living as much as possible. Involving other family members in 
these activities has the potential to increase their impact (p. 4). 

 
Similarly, such things as avoiding physical punishment suggested above may 

reflect universal basic needs of children while responding verbally to children’s 

vocalizations may be social constructs of the child’s environment. One such social 

construct Whiting and Edwards (1988) found in their 12-country cross-cultural study 

was the minority-world perspective of parents engaging children in conversation as 

equals. They explain that care-giving styles observed in the United States were quite 
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exceptional with regard to “the extent of mothers’ sociability with their children, and in 

the number of playful interactions in which children were treated as equals” (Whiting 

and Edwards, 1988, p. 56). Although many in the minority world consider such 

interaction to be a part of a “normal” childhood, this dynamic in much of the majority 

world is unrecognizable.  

Quality and Education 

Studies throughout the world support that ECCD has sizeable and persistent 

positive effects on enrollment for girls in primary and secondary school as well as 

improved health and nutrition, cognitive ability, social skills, decreased repetition rates, 

dropout rates, and parental involvement and expectations, which, to many, signals fewer 

costs for education and health systems as children age. In Young’s (2002) paper, Van 

der Gaag and Tan (1998) state that well-targeted ECCD programs cost less and produce 

more dramatic and lasting results than education investments at any other level (p. 8).  

A Nepalese Impact Study (2003) looked at the Siraha District where many 

children are poor and discrimination against girls and women still affects almost every 

area of their lives (Save the Children, 2003, Box 4.17). It found that children with 

ECCD experiences were more self-assured, capable, and motivated. It also pointed to 

the importance of parental involvement for a successful transition to primary school. As 

a result, parents of the ECCD children were more supportive toward their children (p. 

28).  

Poor students often have an unequal chance to prepare for school; therefore, 

quality ECCD programs can give them an equal if not a head start. ECCD investments 
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are supported in Young’s paper not only as a catch-up but also as a preventative 

investment. Nobel Laureate Heckman argues “that investments in disadvantaged 

children are superior (i.e., bring a higher rate of return) than investments in low-skill 

adults.” They also yield higher returns as a preventive measure early in life, compared 

with later remedial services (Young, 2002, p. 13).  

A World Bank (2006) study in the Philippines, exploring early-childhood 

development through an integrated program, found that especially younger children 

(ages 2–4) who participated in one of the ECCD programs, either program- or home-

based, had substantial improvement in cognitive, social, motor, and language 

development for those in program areas relative to non-program areas. Unsurprisingly, 

there was a direct relationship between increased exposure to the programs, particularly 

beyond 12 months, and the child’s development.  

In another study done by the World Bank (2001), in Brazil, children, who 

participated in one year of an ECCD program and had illiterate parents, stayed in school 

an additional 0.6 years and had an increased earning potential of 12.5%. Those whose 

parents had four years of education stayed in school an additional 0.4 years and had an 

increased earning potential of 7% (p. 13).  

Furthermore, as demonstrated in India’s Haryana project, a six-year ECCD 

intervention, a program significantly affects lower- and middle-caste dropout rates, 

declining 46% and 80% respectively. The highest caste showed no improvement 

(Chaturvedi, Singh & Prasad, 1987).  
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Finally, the High/Scope Perry longitudinal study monitored the experience of 

two groups of children from ages 3 to 27 from similar socioeconomic backgrounds and 

the same area of the United States. One group had a preschool experience, and the other 

did not. Through an economic analysis, it was estimated that every $1 invested in the 

preschool program produced a $7 return, resulting from less spending on special 

education, lower dropout rates, and fewer employment difficulties and incarcerations 

(Rolnik & Grunwald, 2004). However, to obtain these results, the study concluded that 

“quality is essential to the effectiveness of preschool programmes, whether they address 

the critical problems of children and families living in poverty or the important child 

care needs of a broader population” (Schweinhart et al., 1993, p. 17).  

Although all of these projects and interventions showed positive short-term 

results, one must consider several critiques. Critics highlight the scale of the study, 

noting that the High Scope/Perry Pre-School project only looked at a small group of 

children (Penn, 2004) in one location, with one population, and over 30 years ago. 

While many of the other projects mentioned above are more recent and in similar 

contexts to the Philippines, they however had limited funding and time, and thus the 

results do not address the sustainability of positive changes. As argued in the first 

chapter, how and who is involved in the process of designing quality ECCD programs 

will affect stakeholders’ buy-in and ultimately the sustainability and improvement of 

the ECCD communities. The following studies address the issues of knowledge and 

power relations, by looking at empowerment.  
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Quality and Empowerment 

Early interventions in children’s lives have been shown to raise the mothers’ 

status in the home and community, reduce gender inequality, increase women’s 

participation in the labor force, and elevate community participation in development 

efforts. Results in these areas have been seen in many projects throughout the world 

such as the PROMESA program in Columbia and the Citlalmina program in Mexico. A 

Turkish early-enrichment project looked at the effects of both center- and home-based 

programs that train mothers. After four years of this intervention, those children whose 

mothers participated in the training program or were in a daycare-based program 

performed better on all achievement tests than the control group. Two notable results 

surpassed researchers’ expectations. First, the effects of the mother’s training and the 

educational daycare were not additive, which indicates that there may have been a 

ceiling effect for the educational-daycare children (Kagitcibasi, 1996, p. 147). 

Secondly, in a follow-up study completed six years later, 86% of children whose 

mothers had participated in the four-year training were still in school. Contrary to long-

held notions that formal quality early-childhood programs have the greatest impact on a 

child, it was shown that the mother’s-training approach obtained more sustainable 

impacts on not only the child but also his/her family, especially the mother (Kagitcibasi, 

1996, p. 166). The Turkish study however did not look at the effects that the various 

programs had on mothers participating in the workforce. 

Deutsch (1998) stated in Young’s paper that studies done in Brazil, Mexico, and 

Guatemala, where child care was accessible and free, found two direct effects on 
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increased female participation in the labor force. Free and accessible child care allows 

the mother to work and older siblings, usually girls, to return to school (p. 11). Note, 

these studies did not assess the child’s development. Though the mother can work and 

increase the family’s economic circumstances, the health, educational, and other 

benefits to the younger child are not examined in these studies.  

Quality and social equity. At the core of the concern for equity is the belief that 

all children, given an environment that they and their communities support and value, 

can develop and utilize necessary capacities (i.e. needed skills in order to create/ 

experience well-being). Recent analysis completed by Myers (2005) in an UNESCO 

paper on quality confirms yet again “that quality and equity are inextricably linked” (p. 

31). ECCD programs have been found not only to have an indirect impact on girls 

returning to school, but also have shown greater gender parity than primary- or 

secondary-education programs. There may be several reasons for this phenomenon. 

First, students in ECCD settings tend to be either from richer social groups in which 

parents can afford to send both female and male children to centers or from poorer 

classes for which some targeted programs have gender inequality and female 

empowerment among their explicit goals. Second, some ECCD programs tend to be 

informal, flexible, and learner-centered, which often implies that a child’s first language 

is spoken. These factors, especially if the facility is close to home or in a home 

environment, make a student feel safe (UNESCO, 2003, p. 28). In other words, assets 

from the child’s local community are valued and potentially as a result children feel 

comfortable within these environments.  
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Overall, the main goal underlying the explanations for investing in ECCD is to 

provide long-term benefits for children, families, and community members. Yet, while 

the rationales may be well-intentioned, the process and goals around which quality is 

constructed have been framed within a paradigm that essentializes certain ways of 

knowing as universal. Among early-childhood scholars, particularly those in minority-

world contexts, tensions have risen around the usage of this construct (Moss, Pence, & 

Dahlberg, 1999; Penn, 2004; Farquhar, 1999; New, 2005). In this study, in line with the 

organization and child-friendly movement in the Philippines, the motivation for 

investing in quality ECCD communities largely resides in the quality and empowerment 

and social equity arguments. As mentioned earlier, this particular study takes a 

relational approach to equity and quality addressing the constructions of these concepts 

from below, the communities. The chosen anthropological and social-justice theoretical 

perspectives in this study, therefore, support the argument that who constructs quality 

and how it is constructed matter in who has freedom and opportunities to engage in the 

re-imagining of an ECCD community.  

Epistemological Worldviews Used to Construct Quality 

While the word “quality” is often used to explicate various ideals of an ECCD 

system, it often lacks a clear definition and its usage carries a certain respect that deems 

its claims irrefutable (Farquhar, 1999, p. 1). At the same time it has created laziness 

among its users who neglect unambiguous classifications and simply state the word and 

leave the reader to determine the meaning. Without a clear statement of one’s definition 
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of quality and ideological framing of quality, improving ECCD can become extremely 

difficult and even counterproductive.  

“The concept of quality has generated great debate amongst academics and 

professionals alike” (Mahony & Hayes, 2006, p. 56). Some circles of stakeholders have 

pushed to define a high-quality program, determine what constitutes “success,” and 

identify those parts of an intervention that make a difference in achieving particular 

successful outcomes (Evans, 1996). Such a “universal”, outcomes based view has been 

countered by a more context-based “whole child” view, which posits that quality 

programs have to be concerned with the whole child, that is, his/her survival, 

development, and protection; the well-being of those who nurture the child; and rights 

to participation (Save the Children Bangladesh, 1998). A holistic “whole-child” view 

assumes that children live in a unique, complex community of individuals who interact 

and influence a child’s growth and development. This study holds to the latter 

perspective of quality, and the next sections further elaborate why this choice has been 

made and then provide a theoretical framework that connects with this view. 

Modernity perspective 

 The modernity narrative around child development is probably the most familiar 

to those in the United States and Prout and James (1990) contend, is supported by three 

themes: naturalness, universality, and rationality.  

Naturalness. The term “naturalness” refers to the biological underpinnings of 

behavior believed to be genetic. Psychologists and scientists explain that there is a 

naturalness attached to certain behaviors exhibited by children, such as attachment to or 
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crying when separated from one’s mother. Such actions are presumed to be dictated by 

some external force, that is, genetics. “Yet is that which we claim to be natural,” 

necessarily driven by one’s genetics or what many label “nature,” “or, is it rather a 

historical construct corresponding to an equally historical ‘nature’” (Tabas, 2005, p. 1)? 

In Penn’s (2004) article on the North and South ECCD Report, she notes the significant 

counterargument in the literature to naturalness. Psychologists have often remarked that 

attachment to one’s mother demonstrates an infant’s biological roots. Gottlieb’s work 

(2004) on child-rearing in the Cộte d’Ivoire convincingly argues that young children’s 

attachment to their mothers (or other caretakers) and fear of strangers are neither 

biological nor universal.  

Universality. The principle of universality seeks “progress, linear and 

continuous; truth, as the revelation of the “knowable” world; and emancipation and 

freedom for the individual, socially, politically, and culturally” (Moss, Pence, and 

Dahlberg, 1999, p. 19). With such tools as the power of human reason and positivistic 

empirical scientific methods, universality aims to transcend culture, place, and historical 

perspective and extracts the individual from his/her context. Similarly, empirical 

research in minority-world developmental psychology and child development, revealed 

the presumed universal nature of children’s behavior and development. Such all-

encompassing theories are particularly attractive to progressive ECCD educators in their 

promise that because all children develop in fundamentally similar ways (Penn, 2004). 

The implication is that all children will naturally excel in classrooms based on universal 

quality standards (Bailey & Pransky, 2001).  
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Rationality. The idea of rationality substantially supports the universal nature of 

developmental appropriateness. Through an understanding of the world’s overarching 

truths, society can progress. Rationality seeks a true account of the world and human 

nature, unaffected by specific contexts that can only be fully realized through a set body 

of universal, value-free knowledge (Moss, Pence, and Dahlberg, 1999). As a child goes 

through the various stages of life, he/she learns this knowledge and fully realizes the 

essence of human nature. As Penn (2004) explains, rationality is the ultimate marker of 

adulthood, and childhood offers a period of apprenticeship for its development. To be 

“fully realized is to be mature and adult, independent and autonomous, free and self-

sufficient and above all rational” (Moss, Pence, and Dahlberg, 1999, p. 23). 

 The knowledge, understandings, and constructions of childhood in this 

predominantly Western narrative provide one snapshot of knowledge of children and 

childhood in one particular socioeconomic and historical place. To construct notions of 

quality around one point in time and place excludes all other understandings as valid. 

Furthermore, the dominant notion of quality negates and is inattentive to the 

complexities of children’s lives and demands of justice shaped by different histories in 

the majority world. Such attentions are vital in reimagining an inclusive, effective 

construct of quality in ECCD, where the main goal is to provide equitable opportunities 

for all children and their families. The risk of not attending to the deeper reasons and 

life’s complexities is not achieving the ultimate goal. The following literature and 

rationale theoretically positions the construction of quality in Filipino ECCD in this 

research. 
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Critical Constructivist Paradigm 

This study resides in a critical constructivist paradigm, holding to the belief that 

multiple realities, more specifically multiple constructions and definitions of quality, 

exist that are inherently unique. “Constructivists embrace subjectivity as a pathway to 

deeper understanding the human dimensions of the world in general as well as whatever 

specific phenomena they are examining” (Patton, 2002, p. 546). Moreover, critical 

constructionists assert that “the material world is made up of historically situated 

structures that have a real impact on the life chances of individuals” (Hatch, 2002, p. 

16). As such, one of the main goals of critical constructivist research is to understand 

and expose conditions that promote social and educational advantages and 

disadvantages.   

Ontologically, constructivism asserts that each person’s understanding of their 

realities is created with unique frames of reference and lived experiences. Furthermore, 

realities are malleable, “socially and experientially based, local and specific in nature, 

and depend[ent] on their form and content on the individual persons or groups holding 

the constructions” (Lincoln and Guba, 1994, p. 111). Most importantly, constructivists 

value paramount participants’ emic perspective as equally valid and important as that of 

often more powerful audiences as well as the inquirer’s etic perspectives. Furthermore, 

Lincoln and Guba (1994) note that as “conflicting social realities are the products of 

human intellects . . . they may change as their constructors become more informed and 

sophisticated” (p. 111). As Lincoln and Guba (1994) explain, “constructions are not 



 

49 
 

more or less ‘true,’ in any absolute sense, but simply more or less informed and/or 

sophisticated” (p. 115).  

Critical constructivism invites and accepts conflicting and ever-changing social 

realities and holds that social beliefs are alterable, as are their associated “realities.” 

Epistemologically speaking, knowledge is created and formulated through one’s 

interaction with others throughout one’s life experiences. As different ideas are 

presented to an individual, he/she co-constructs new realities, in which these thoughts 

reside. Further,  

critically informed researchers focus their concern on the emancipator or 
repressive potential of knowledge, suggesting, in direct contrast to empiricists, 
that knowledge and values are fundamentally interrelated. They assert that 
knowledge can never be neutral or disinterested, and notions of ‘truth’ are 
always tied to values, with validity emerging only within a dialectical process 
that serves to illuminate rather than submerge difference (Jipson, 2008, p.173). 
 

Overall a critical constructivist approach to research maintains “a perspective 

that is counter-hegemonic . . . as it uses the voice of the subjugated to formulate a 

reconstruction of the dominant” (Kincheloe, 2008, p. 15), in this case how local 

community stakeholders reconstruct a dominant quality early-childhood structure. 

Therefore, constantly listening, acknowledging, and validating various stakeholders’ 

perspectives is paramount to the critical social-constructivist foundations of this study. 

Theoretical Framework 

The following anthropological and social-justice perspectives on quality 

reconceptualize the dominant quality construct, allowing room for many snapshots and 
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understandings of childhood, purposes of education, and ultimately quality ECCD 

communities.  

 Anthropological perspective. An anthropological perspective in an educational 

context broadly asks, “How and why do human beings educate the way they do?” 

“Within this broad purview, the process of education can be defined as humanity’s 

unique methods of ‘teaching and learning’—that is, of acquiring, transmitting, and 

producing cultural knowledge for interpreting and acting upon the world” (Levinson & 

González, 1999, p. 3). More specifically in the context of early childhood and the 

community, anthropologists of education seek to understand how quality child-rearing 

practices and goals for children are organized socially and culturally.  

 In an article, “Quality in Early Childhood Education: An Anthropologist’s 

Perspective,” written by Joseph Tobin (2005), who over the last 20 years has been the 

lead researcher in the study of preschools in three cultures, he explains that overall 

“quality standards should reflect local values and concerns and not be imposed across 

cultural divides” (p. 421). Tobin’s (2005) anthropological approach to quality is based 

on his research in Japan and France. In his first example he references a disciplinary 

situation from a Japanese preschool (hoikuen), in which two children were fighting and 

instead of immediately intervening, the teacher watched from a distance. As Tobin 

notes, this approach flies in the face of North American Education of Young Children 

(NAEYC) quality standards. Yet, the children worked out the dispute, and children in 

Japan are just as prepared socially for first grade as Americans. Likewise in France and 

Japan, the teacher-to-child ratios are 25:1 and 30:1 respectively, proportions that would 
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appall early-childhood educators in the United States. Tobin argues, by every 

appearance, Japanese and French children love their preschools and move on to first 

grade as ready for success as American children do (p. 164). In conclusion, Tobin 

(2005) claims that “attempts to come up with universal, de-contextualized, external 

standards of quality are conceptually flawed, politically dangerous, and often counter-

productive” (p. 167). Instead, through his research, he has encouraged, provoked, and 

provided opportunities for early-childhood professionals to discuss values, beliefs, and 

understandings of quality in early-childhood practice. As a starting point for discussion 

like these, one approach to determining what quality may look like within a particular 

context has been suggested in the early childhood literature is a multiple-perspectives 

approach.  

 Multiple-perspectives approach. The multiple-perspectives or stakeholder 

approach (Farquhar, 1994; Balaguer, Mestres & Penn, 1992; Katz, 1992; Woodhead, 

1998) incorporates the voices of all those involved in an ECCD system and gain access 

to a broad variety of views on what constitutes quality, including those of young 

children themselves (Mahony and Hayes, 2006). In this approach, the question is not 

“What is quality?” but rather, “Are the outcomes produced those that reflect 

stakeholders’ views of quality” (Cryer, 1999)? If so, the determined definition of quality 

does not matter as much as the relationship between child outcomes and practices. 

Furthermore, if stakeholders are involved and value the outcomes, then, and only then, 

does the definition become valid in that context (Cryer, 1999).  
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Katz’s (1992) and Farquhar’s (1999) multiple-perspective frameworks highlight 

the variance in ideas of quality in ECCD. Their philosophy highlights the necessity of 

addressing quality from different perspectives: the top-down perspective or the 

government’s and policymaker’s perspective; the bottom-up or the children’s 

perspective; the outside-inside approach or the parent’s perspective; the inside approach 

or that of staff in the ECCD communities; the outside approach or that of those outside 

the network, that is, the community and larger society.  

Katz (1992) notes that her framework is only the beginning, a starting point for 

debate and research, including carrying out rigorous evaluations in ways that make 

much more explicit the criteria on which a given feature of children’s environment, 

teaching, or behavior is taken to be an indicator of quality. The question becomes then, 

with an anthropological multiple-perspectives approach, how are stakeholders’ 

perspectives on quality negotiated and evaluated in the context of two barangays in the 

Philippines?  

 To provide a tool in which to evaluate stakeholder perspectives on quality, Sen’s 

(1999, 2009) social-justice approach, which focuses on capabilities, was chosen to 

frame how social relations and structures maintain stakeholders’ unequal participation 

in the constructions and enactment of quality. Understanding these inequalities is 

important because, as Unterhalter (2009) and Cryer (1999) argue, who is involved in 

determining what is fair and the process by which they engage in discourse is critical to 

achieving equity and quality in a child-friendly ECCD community.  
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Social-justice: A capabilities approach  

 A critical constructivist approach to social justice, particularly in the 

international-development context in which this ECCD study resides, emphasizes the 

“equality of rights for all peoples and the possibility for all human beings, without 

discrimination, to benefit from the economic and social progress disseminated and 

secured through international cooperation” (United Nations, 2006, p. 14). In other 

words, going beyond just providing equal access and inputs, a capabilities social-justice 

approach seeks to further understand an individual’s access to equitable opportunities 

and functionings for economic and social progress.7

 More specifically, the underlying premise of this study is that quality child-

friendly ECCD communities are presumed important for the development of 

communities and nations, such as the Philippines, and yet, there are some stakeholder 

groups who have a direct interest in improving the quality of ECCD within their 

communities and have not been invited to participate in constructing notions of quality 

within their communities. Therefore, there is a particular need for a social-justice 

approach to understanding how notions of quality are constructed in these development 

contexts. 

  

 Sen’s capabilities approach provides a framework for evaluating inequality in 

society, and for understanding how overcoming inequality—in this case in ECCD 

stakeholders’ contributions to constructing quality notions of ECCD in communities—

is possible. One important point regarding the capabilities approach is that it does not 

                                                 
7 While some international bodies have separated out economic inequities from a social-justice 
framework, the inextricable links between the social and economic needs for justice are well documented 
in development literature (United Nations, 2006; Sen, 2005).  
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explain poverty, inequality, or well-being in a particular context. As Roebyns states, the 

capabilities approach is a tool and a framework “within which to conceptualize and 

evaluate these phenomena (social inequalities)” (2005, p. 94).  

 Sen (1999, 2009) introduces several critical concepts that are useful for 

understanding inequality and processes of social justice among stakeholders in the two 

Filipino ECCD communities of this study. These concepts are the freedom to convert 

capabilities into actions, the diversity of social arrangements that affect freedom, and 

the value individuals place on children’s education and well-being. As this research 

emphasizes, children’s well-being is related to how construction of quality ECCD have 

value and can be acted upon by all community stakeholders for healthy, safe, and 

engaged lives. 

 Capabilities and freedom. Sen’s (1999, 2005, 2009) and Nussbaum’s (2005) 

capabilities approach highlights what an individual can and has the freedom to do with 

his/her inputs and resources. One can think of capability as “the opportunity to achieve 

valuable combinations of human functionings—what a person is able to do or be (Sen, 

2005, p. 153). The difference between an individual’s functioning and capabilities is 

that of reality and possibility, in other words, the opportunity to actually achieve what 

he/she values as well-being. 

 For example, in the Philippines, many children’s books are printed in English, 

with a few in Tagalog. While parents, day-care teachers, and other community members 

are not that comfortable with print materials, they value reading to children; yet, when 

they are not confident enough in a language other than their mother tongue, their 
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capabilities are limited by both their own skill set and the availability of books in their 

own language. Parents, day-care teachers, and other community members do not have 

the freedom to use and participate in an activity they would like to and deem necessary 

for their children’s well-being because of their skills and the type of good that is 

available.  

 Sen (1999) argues in the book Development as Freedom that while goods are a 

necessary part of development, an individual’s freedom to use and become something 

with these goods (i.e., education, training, knowledge) is just as critical. Therefore, 

one’s capability to convert these goods into valuable results is as important as the inputs 

themselves. As Robeyns (2005) summarizes Sen’s argument, the currency of justice 

(fairness and a meaningful life)  

should be conceptualized in terms of people’s capabilities to function; that is, 
their effective opportunities to undertake the actions and activities that they want 
to engage in, and be whom they want to be. These beings and doings, which Sen 
(1999) calls functionings, together constitute what makes a life valuable. 
Functionings include working, resting, being literate, being healthy, being part 
of a community, being respected, and so forth (Robeyns, 2005, p. 94).  
 

In this research, the findings and analysis will not merely present definitions of quality 

(i.e., stakeholders’ value of educational outcomes) in a Filipino ECCD community, but 

rather the process in which ECCD stakeholders value and can convert capabilities—in 

this case, a quality education—into functionings.  

 Capabilities and diversity. The second concept, the diversity of the human 

experience and the relationship between the choice of a good and its conversion, is 

useful to understand various stakeholders’ perspectives about a quality ECCD, the 

valued capability in this study (Sen, 1999, 2009). Sen’s approach allows for carefully 
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surveying “the context in which economic production and social interactions take place, 

and whether the circumstances in which people choose from their opportunity sets are 

enabling and just” (Robeyns, 2005). Sen (1999, 2009) provides ample evidence “that 

the conversion of goods to capabilities varies from person to person substantially” 

(Malhotra, 2007, p. 2), and thus the equality of conversion of goods depends on an 

individual’s abilities, physical environment, social climate, and arrangements in his/her 

particular context. Therefore, when individuals do not have equal capabilities to 

function within a community, inequitable standards of well-being exist. Robeyns 

(2005), summarizing Sen’s work, suggests three conversion factors—personal, social, 

and environmental—that enable a more complex understanding of the social and 

economic arrangements that affect an individual’s choices and freedom to act on them. 

 The personal factor includes, for example, gender, education, intelligence, socio-

economic status, or disposition. The social factor consists of social structures, norms—

such as the linguistic forms, and communicative strategies, power relations—which to 

some degree are based upon who has access to norms and who doesn’t, government 

policies, or practices. The environmental factor focuses on, infrastructure, topography, 

climate, geography, and the like. All three factors play a role in individuals’ abilities to 

make choices and achieve well-being from quality ECCD (Robeyns, 2005, p. 99). 

 An example from the Philippines illustrates how different individuals, due to 

these various factors, may value quality ECCD differently and also have divergent ideas 

of its effect on well-being. In both rural and urban settings, day-care and KBA teachers 

often teach in a one-room building, and due to both the communication and road 
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infrastructure of the areas, there are few opportunities to dialogue, discuss, and share 

experiences and knowledge with their colleagues. Moreover, unlike other teachers in 

more affluent areas, most teachers in this study did not have access to other forms of 

communication, such as the internet or the telephone. While they may have had access 

to a cell phone, they only use the text function because of the cost. Even though day-

care and KBA teachers have ideas about possible solutions to existent problems in their 

barangays, having access to resources and opportunities to enact their solutions is 

minimal. Viewing individuals’ conversion factors shifts the discourse from identifying 

their deficits from an outside social and economic framework to one concerning their 

capabilities and the corresponding internal framework.  

 Capabilities and value. Another idea critical to this research, and the capabilities 

approach, is how various members of the community value notions of well-being. 

Renta’s (2007) article, Equity, Difference, and Everyday Practice Taking a Relational 

Approach, begins his argument about equity and inequity in education by positing the 

need for equally valuing each individual’s ideas, so that everyone can be an active 

participant. 

 First, this “means focusing on the equal moral value of all people,” regardless of 

class, gender, ethnicity, race, or any other demographic characteristic. Second, one must 

assume that all participants or stakeholders “have the capacity to be makers and doers” 

(Renta, 2007, p. 2). This does not, however, support the notion of the universality or 

sameness of the individual human experience; instead, it provides a framework from 
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which to begin discussions and bring about an awareness of difference among 

community members.  

 Unterhalter (2009) in her article, What is Equity in Education? Reflections from 

the Capability Approach, drawing on Sen’s approach, argues for three ways of 

conceptualizing equity in education in relation to different levels of stakeholders and 

how they value and can address it. Equity from below entails particular community 

concerns on, for example, quality in early childhood negotiated “through a process of 

reasonableness and reflection that considers [that] each person participating in the 

discussion has a valuable opinion (p.417).” She adds, “What is most valued is the 

process of establishing the considerate and fair relationships that support negotiation, 

questioning and discussion” (p. 417). Whereas, Equity from above means that there are 

rules that have been decided as fair and reasonable by a widely recognized body of 

opinion. One example may be that all children, families, and communities have the right 

to participate in a quality learning environment. Equity from the middle “draws out the 

sense in which social arrangements mediate flows of value in education” (p. 420). In 

this study that would be how social arrangements mediate, facilitate, or hinder the flows 

of value in education between local, national, and global discourses around a child’s 

well-being. More specifically, Unterhalter (2009) notes, “equity in the middle is 

associated with ideas, time, money, skill, organization or artefacts that facilitate 

‘investments’ in the learning of children or adults and the professional development of 

teachers” (p. 421).  
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 Several rights-based documents in the Philippines frame the construction of 

equity from above and are already in place and in line with international policies 

addressing children’s rights and well-being. As Unterhalter (2009) conjectures,  

social conditions that foster equity from below would also support the 
development of agency and process freedoms in education for diverse 
individuals and thus enhance the range of real alternatives very heterogeneous 
people can consider for themselves and others in expanding a capability set (p. 
418). 
 

In this study, the focus is mainly on equity and quality values from below, paying 

critical attention to the inequitable social arrangements in the middle that may inhibit or 

reduce the flow of value in education.  

Filipino ECCD system 

The ECCD classroom is embedded within various spheres of influence, 

including the national, state, and local community and the school or center itself (Cryer, 

1999).  

 Any early childhood programme is a complex human system involving 
numerous individuals and interest groups. There are many different potential 
criteria of quality, which are closely linked to beliefs about goals and functions. 
These beliefs are in turn shaped by perspectives on childhood, by cultural 
patterns and personal values as well as by social structures, levels of poverty and 
wealth, and so on. Instead of expecting to identify universal, objective indicators 
of quality, we have to look towards a policy framework that can encompass 
multiple perspectives, multiple beneficiaries and multiple benefits (Woodhead, 
1996, p. 23). 

 
 This overview of the Philippine ECCD system discusses the different levels and 

how roles and responsibilities have been divided. A summary of the ECCD Act 8980 

and its five dimensions follows.  
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Government 

 As a part of the National Plan of Action for Children’s first phase (NPAC-1),8 

the Philippines enacted Act No. 8980, more commonly known as the ECCD Act. It 

declared that “the State will promote the rights of children to survival, development and 

special protection with full recognition of the nature of childhood and its special needs; 

and to support parents in their roles as primary caregivers and as their children’s first 

teachers” (ECCD Act. No 8980, 2000). First and foremost this law provides a clear 

picture of the five dimensions and the roles each area and stakeholder group plays, most 

importantly, the explicitly outlined responsibilities of a variety of national government 

agencies, including health, education, justice, agriculture, and labor and employment 

(Juliano-Soliman, 2004).9

Communities 

 Interdependent yet comprehensive, these units aim to 

empower and support local government units (LGUs) in providing quality learning 

experiences for children ages 0–6.  

 In 1991 with the enactment of the Local Government Code (LGC), LGUs were 

provided greater resources to support elementary and secondary education. In addition, 

Republic Act No. 6972, the Barangay-Level Total Protection of Children Act, required 

that each village establish a day-care center (de Los Angeles-Bautista, 2004). LGUs 

have more spending power and responsibilities such as procuring classroom equipment, 

                                                 
8 NPAC-1, the first phase of the National Plan of Action for Children, was established for the years 2005– 
2025. 
9 More specifically, the units involved with the implementation of the ECCD Act are the Department of 
Social Welfare and Development (DSWD), Department of Education (DepEd), Department of Health 
(DOH), Department of the Interior and Local Government (DILG), Department of Justice (DOJ), 
Department of Labor and Employment (DOLE), National Economic and Development Authority 
(NEDA), and National Nutrition Council (NNC). 
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teachers, books, and materials; supporting parent cooperatives; providing training and 

continuing education of ECCD service providers; aiding operations of provincial, 

city/municipality,10

UNESCO (2003) states that “more than enhanced capacity to spend on 

education, the biggest contribution of the LGC could very well be that it has brought the 

direction of education closer to the stakeholders, and with it, the greater responsibility 

that they now have over their respective communities’ education future” (p. 3). 

However, greater responsibility could also mean more inequity between communities. 

The Philippine ECCD Act (2000), in an attempt to level the funding, defined certain 

criteria for priority regions and cities that may need additional support. However, every 

year only a few priority areas receive extra funding. Unless the region or city can find 

additional monies from outside sources, there is little chance it can afford to provide 

every child with an early-learning experience.  

 and barangay ECCD coordinating committees; and ensuring active 

participation of various stakeholders in planning, implementing, monitoring and 

evaluating ECCD programs (ECCD Act 8980, 2000).  

NGOs 

NGOs and private organizations are often the glue between the ECCD Act and 

implementation. Not only providing financial resources, they empower and develop 

capacity within the region, city, or barangay. The ECCD Act (2000) states that NGOs 

and/or private organizations should: 

                                                 
10 The city and municipality are essentially the same level of governance; yet the word “city” is used in 
more urban contexts and “municipality” in more rural, less densely populated areas. 
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1) Initiate and/or collaborate with national or local government in the 
establishment and implementation of ECCD programs through service 
delivery, training and/or technical assistance; 

2) Supplement resources especially for needy and high risk children from poor 
communities; and 

3) Actively participate in the undertakings of ECCD coordinating committees 
at respective levels as appropriate (p. 40).  

However, each region, city, barangay, or ECCD program has different needs and 

skills, so the NGO must determine the most effective, acceptable, and equitable 

partnership. For example, Save the Children, the NGO with which I work, actively 

partners with the city of Taguig’s ECCD coordinating committee, and a couple of the 

city’s barangays (2000). Because the mayor believes strongly in investing in ECCD, 

organizing at the city level has been possible. However, in other cases, Save PhCO 

works on partnerships at the barangay level, usually with barangay ECCD coordinating 

committee members, parents, day-care workers, and Kapit Bahay-Aralan (KBA) 

teachers. In some cases they work on training day-care and KBA teachers. In others 

they work with Parent Education Sessions (PES) and parent teachers, and, in my 

research, they partnered with various stakeholders in developing a monitoring and 

evaluation plan. However, with the ECCD Act only having been recently funded in 

2004, NGOs and private organizations cannot provide all that is needed to create a 

comprehensive, holistic approach to child development. 

Families 

 The ECCD Act (2000) states that parents and families should “contribute 

financially to the upkeep of the building, volunteer time and services, mobilize and 

generate resources in coordination with the local ECCD coordination committee and 

participate in the planning, implementation, monitoring and evaluation” (p. 41). The 
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total annual fee at a public day-care center is 2,850 pesos (US$57), a barrier for many 

families (de Los Angeles-Bautista, 2004, p. 39). Furthermore, one in three Filipinos 

lives on US$1 a day or less, and many families have two adults working full-time or 

more. Only one-third of the three-to-six-year-old population is enrolled in an ECCD 

program. As de Los Angeles-Bautista (2004) explains, “the diversity in life situations of 

Filipino families who are the primary caregivers and first educators of young children 

provide an interesting and challenging context for ECCD programmes in the 

Philippines” (p. 2).  

ECCD programs 

 Under the auspices of the DSWD, a variety of programs address the needs of 

children ages 0–6. They include those for immunizations, nutritional supplements, 

parent education, and early education. Early-education and health centers are operated 

by the barangay, and the majority of public daycares operate half-day sessions for 

children 3–5 years old, three to five days a week. Each class may hold anywhere from 

15 to 40 students and one or two teachers. As with most countries, staff turnover is 

high, while, wages, and qualifications are low, though day-care teachers in the 

Philippines are required to provide service for a minimum of two years. In the 

Philippines the average wage for a day-care teacher is 3000 pesos (US$50) per month 

with the stated minimum qualifications of completing high school and the DSWD day-

care training course (de Los Angeles-Bautista, 2004). 
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Five dimensions in the Philippine ECCD system 

Standards and accreditation. In her 2005 State of the Nation address, President 

Gloria Macapagal-Arroyo declared: “We need to start early and we need to maintain the 

highest educational standards. I ask Congress to legislate an extra year of studies not by 

adding a fifth year of high school but by standardizing what is taught in the Barangay 

Day Care Centers” (UNESCO, 2006, p. 7). Nation-states are increasingly examining 

various ECCD metrics such as adult-to-child ratios or teacher qualifications, which are 

considered amenable to regulation and through which uniform standards can be 

imposed (Tietze et.al, 1998). The rationale is that the government is ensuring that a 

program is effectively meeting children’s needs if standards are met (Evans, 1996). As 

Farquhar (1999) states, the government is acting at the level of quality control.  

In 2004 the Standards for Day Care and Other ECCD Centers & Service 

Providers (for children up to age six) was passed in the Philippines. In conjunction with 

UNICEF, day-care professionals, government units, and key stakeholders established 

indicators for each of the five dimensions of a quality ECCD. While the main goal of 

the act’s standards was that each dimension should conform to the designated goals, 

some indicators do not reflect realities within the Philippines. For example, many 

programs in conjunction with NGOs are set up in homes, often no bigger than 10 x 10 

feet and with limited resources and access to sanitary conditions (Observation, 2007).  

Only approximately 2 million of the 6.5 million 3–5 year olds have access to 

some kind of early-learning program (see Table 1). According to Farquhar (1999), 

certain standards need to be fostered within day-care communities instead of having 
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ECCD networks that depend heavily on government control and direction. If a 

government encourages the development of networks that are “self-motivated and staff 

are supported to develop quality form within” (p. 5), the organizations are more 

empowering and sustainable.  

Table 1. 

Picture of Filipino ECCD System 

Type of ECCD 
Program 

No. of Schools/ 
Centers/Classes Enrollment 

Age Group 
Served 

Daycare Centers 32,787 1,526,023 3–5 years 

NGO Community-
based Preschools - 30,000 3–5 years 

Public Preschools 7,477 349,653 5 years 

Private Preschools 5,064 297,880 3–5 years 

ECCD for Grade 1 All Grade 1 classes 2,472,009 6–7 years 
From Working for Access, Quality and Inclusion (Source: Department of Education and Department of 
Social Welfare and Development, 2002, ECCD Indicators. A Country Case Study, Consultative Group on 
ECCD, 2000) 

Children’s growth and development 

The goal of children’s growth and development appears in many parts of an 

ECCD system, with four sub-areas: assessment of children, health and nutrition, 

curriculum, and guidance and interactions. Early-childhood practice and curriculum in 

the Philippines are supported by a wide variety of child-development theories, as 

discussed in the previous section of the literature. Instead of the notion of best practices, 

the following six good principles or fundamentals form a platform on which 

stakeholders can discuss quality in terms of a child’s growth and development.  

1. The program offers a validated child development curriculum. 
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2. The program uses a validated child development assessment strategy. 
3. The number of your children per teacher is low enough to enable staff to 

positively influence young children’s development. 
4. Staff are trained to know how to positively influence young children’s 

development. 
5. Staff receive systematic in-service training and supervisory support to 

positively influence young children’s development. 
6. Families are partners with teachers in positively influencing young 

children’s development (Schweinhart, Barnes, and Weikart, 1993, p. 57). 

These six flexible, overarching goals are meant to guide stakeholders’ dialogue, 

reflections, and discussions on quality. For a validated curriculum, for example, all 

groups, particularly families as partners with teachers, must see their beliefs and values 

represented in the curriculum (Cryer, 1999).  

Parent education and involvement and advocacy and mobilization of communities 

The sustainability and vitality of any ECCD system requires parent involvement, 

advocacy, and mobilization of communities. For example in the High Scope/Perry Pre-

School and Kagitcibasi’s Turkish Early-Enrichment projects, parent education and 

involvement was critical to achieving and sustaining the desired outcomes in the long-

term.  

In the past few years NGOs and ECCD programs have begun to realize the 

importance of empowering parents by “building upon the strengths of families, working 

with various cultural contexts, and putting greater emphasis on the role of parents” 

(Evans, 1996, p. 16). By working with parents, many NGOs have “started to . . . 

respond to the need for access to information to build confidence; to build 

understanding of fundamental principles for effective support of children’s 

development” (Arnold, 1998, p. 4).  
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In an Australian study carried out by Hughes & MacNaughton (1999), the most 

common reason for engagement relates to giving families a voice in children’s 

educational experiences. Aboriginal parents noted the importance of feeling accepted 

and included versus parents who were rejected, blamed, or not listened to. When 

conflict arose between accepted cultural practices or beliefs harming a child’s potential 

development, organizations have created opportunities to share experiences and 

generate solutions to address the conflict in a unique manner. “Such actions contrast 

with the traditional, didactically imposed methods often used by those in power” 

(Arnold, 1998, p. 4).  

Parent education and involvement in the Philippines. Several programs in the 

Philippines have been developed to engage and promote parent involvement. PES, the 

national parent-education program, was established to bring parents of diverse life 

situations together for discussions,11

Another program is the Supervised Neighborhood Playgroup (SNP). These 

groups are designed for two purposes. One, they serve as a place for children to play 

with other children while their parents attend PES sessions and the other, for children to 

play who are too young or do not have access to center-based ECCD classes (NPAC-1, 

2005). The SNPs are facilitated by trained parent volunteers and provide children an 

arena in which to develop informal peer groups and early-learning skills. Such 

 covering topics such as the UN CRC, child 

development, and activities parents can do at home with their children (Observation, 

2007). While each PES teacher follows a set curriculum, he/she has autonomy as to how 

the lessons are delivered.  

                                                 
11Each group decides how often to meet and when, in order to accommodate as many parents as possible. 
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programs as the PES and SNP are run by parents and community members, who gain 

new skills, status, and earning power, which can benefit not only the family and child, 

but also the larger community.  

Human-Resource development 

While practitioner or teacher training is one way to increase capacity in an 

ECCD system, working with community volunteers and parents is vital for the system’s 

sustainability. Though no type of training has proven to be more effective than others, 

ongoing training, support, recognition, and reflection have been found to be key 

elements of human-resource development.  

In the Philippines the main goal is “to professionalize the ECCD volunteers, 

service providers, supervisors and program managers from the public and private sector, 

upgrading their competencies and developing their career paths” (ECCD Act 8980, 

2000). In order to accomplish these goals, barangays, in partnership with city and 

national governments, aim to 1) define core competency standards, training framework, 

and strategies and mechanisms for continuing education of various service providers 

and volunteers; 2) institutionalize a recruitment, registration, and credential system for 

service providers; and 3) foster continuing education programs through formal 

education and other complementary and alternative forms of training (ECCD Act, 

2000). 

ECCD program management 

A child’s learning is affected not only at the level of the school but also at the 

community, provincial, national, and international level; therefore, “a support structure 
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is needed to implement policies, enact legislation, distribute resources and measure 

learning outcomes” (UNESCO, 2005, p. 30). Quality networks develop and sustain 

partnerships between all levels of an ECCD system, providing adequate funding, 

supervision, monitoring, and evaluation. They also engage in a constant reflection 

process. 

The four primary program-management goals are to develop and strengthen 

planning, budgeting, implementing, supervising, and evaluating ECCD systems. 

Management can occur at the country, city, or barangay levels. The decentralized nature 

and lack of awareness of the ECCD Act has led to little continuity of services or 

learning. For example, planning and budgeting is a city and barangay responsibility; yet 

in many cases, the barangays do not know much about the act. Ideally, each stratum 

communicates and develops partnerships to manage the system in a consistent way that 

maintains the continuity of services and support. 

Addressing the four dimensions of quality from both a global and country-

specific lens makes clear that they are not mutually exclusive. Each dimension involves 

all of the system’s levels, and most, if not all, stakeholders fall within multiple 

dimensions.  

Stakeholders’ Perspectives 

Stakeholders include NGOs (funders and program organizations), government 

actors (politicians and leaders), academics (experts and researchers), corporations 

(international and national companies), community members, teachers, families, and 

children. Each has a perspective on a quality ECCD system. As Woodhead (1996) 
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notes, each group has a specific motivation as to why it participates in the development 

of a quality ECCD system. But, without a connection between the varying notions of 

quality and the motivations behind them, little mutual understanding of the various 

meanings of quality can occur. Munton et al. (1995) emphasizes that “unless attention is 

paid to the processes by which different definitions are constructed, developing an 

understanding of quality as a concept may be sacrificed to the collection of yet more 

values-based definitions” (Munton, Mooney, & Rowland, 1995, p. 3).  

Government 

 Evans (1996) explains that the government has two types of stakeholders, 

bureaucrats who have to maintain and assess quality, and politicians who have to get 

elected or have a more public role. Yet as support for ECCD institutions is needed 

throughout the system, other stakeholders often bow to these individuals to effect any 

systemic change. Though politicians and bureaucrats, like others, know that many 

current ECCD systems are an effective intervention for helping poor children, 

communities, and nations break the intergenerational cycle of poverty, they often have 

little desire to understand the system and the more unique needs of those within the 

system. They are often more concerned with regulating the ECCD system, measuring 

cognitive child outcomes, and winning the next election. Yet in order for an ECCD 

system to be sustainable, explicit integration of ECCD policy into countries’ long-term 

strategies, rather than just a superficial nod through policy enactment, must take place 

to begin the process of educating young children and their families.  
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Today countries are starting to create policies that recognize children’s rights 

and reduce poverty within marginalized communities, simultaneously defining the 

government’s role in these efforts to support and provide resources to young children 

and their families. In the Philippines, for example, the child-friendly movement is one 

such example of involving multiple layers of the government around children’s rights 

and poverty reduction. Yet, as the Philippines is discovering and still working on with 

regard to policy implementation is how to develop the institutional capacity that 

supports and implements programs that address poverty reduction and inclusive ECCD 

communities.   

International NGOs 

 These organizations, which provide the ECCD network with resources, offer 

perspectives on quality and are not only responsible to those with whom they work but 

also funders. From the donor or lender’s perspective, a quality ECCD network is cost-

effective and sustainable, and self-sufficiency is best promoted through partnerships 

with government ministries and organizations, respecting local and national culture, and 

involving all stakeholders in the process. In terms of the NGO-funder relationship, one 

must ask if relationships with government ministries are positive. Such a question may 

be have we actively listened to and incorporated all stakeholders in the development of 

an ECCD system? Regarding the NGO–donor recipient relationship, a similar question 

could be asked of the recipients, because only if they feel involved is the system likely 

to be sustainable. 
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Families 

 Overall, while parents may not be aware of the curricula, they are concerned 

about safety and potential harm in their children’s environment. Furthermore, they want 

to know if the program fits the families’ needs. A convenient location, an affordable 

program, and a comfortable environment are some of the ways networks may reach a 

family.  

Dynamics between the parent and teacher are also important. Hughes and 

MacNaughton (1999) observed from their study “that the staff-parent relationships are 

suffused with knowledge-power relationships” (p. 18).  

When parents were invited to participate, they articulated a sense of power 
gained through being involved, particularly when accompanied by other 
indigenous family members. By being in the classroom, “you are a powerful 
woman, when there are two of you going, then you are passing on the 
information . . . knowledge; kids are saying ‘Look, there are all my friends’” 
(Fleer, 2004, p. 7).  
 
However, such power is a double-edged sword, as empowerment gained through 

involvement is quickly lost if indigenous families notice that Western practices are 

enacted as the norm, and teachers only give thought to disrupting these practices when 

indigenous families are physically present. Hughes and MacNaughton (1999) suggest 

that staff and families should collaborate “to build sustainable ‘interpretive 

communities’ based on shared understandings of the child” (p. 18). Inclusive processes 

are more likely to build trust and demonstrate to families that their perspectives are 

valued. Based on this study of parents, their perception of quality is based upon 

acceptance, inclusiveness, and participation indicators. 
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Teachers 

 This group of stakeholders includes all individuals who work with the children. 

Katz (1992) explains that, from the inside, perspectives are based on three criteria, 

colleague relationships, staff-parent relationships, and relationships with the sponsoring 

agency. For colleague relationships, questions are asked such as on the whole, are my 

relationships with colleagues supportive rather than contentious? Are they cooperative 

rather than competitive? Staff-parent relationships are a two-way connection, and the 

same criteria apply in both directions. Therefore assessment of quality would require 

staff to answer such inquiries as are my relationships with parents primarily respectful 

rather than patronizing? Are they controlling? The relationship with the sponsoring 

agency refers to that between the caregiver and those to whom he/she is responsible. As 

Katz (1992) notes, such a relationship is based on how the caretaker treats children and 

how he/she is treated by his/her superior. 

• Are working conditions adequate to encourage me to enhance my 
knowledge, skills and career commitment? 

• Am I usually treated with respect and understanding? (p. 6). 

Unfortunately in many contexts, the answer to these two questions is no. Throughout 

the world, care workers are underpaid and undervalued. In the Philippines, they must 

have at least nine years of schooling, and before they start teaching, they have a one-

week training course.  

Children 

 As Katz (1992) notes, looking at an ECCD system from a child’s perspective 

would be seeing it from the bottom-up. Katz posits that “if the child’s subjective 
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experience of a program is the true determinant of its effects, meaningful assessment of 

program quality requires answers to the central question: What does it feel like to be a 

child in this environment day after day after day” (p. 4)? Therefore, if one works in a 

context where such quality criteria for children’s development are based on the cultural 

dimensions of independence, one would more than likely value the development of a 

child’s self-esteem and competence. Questions from the child’s point of view may be: 

• Do I feel welcomed rather than captured? 
• Do you appreciate and understand my interests and abilities and those of my 

family? (Do you know me?) Is my family/group accepted and referred to 
with respect? 

• Do you meet my daily needs with care and sensitive consideration? (Can I 
trust you?) 

• Do you engage my mind, offer challenges and extend my world? (Do you let 
me fly?) 

• Do you invite me to communicate and respond to my own particular efforts? 
(Do you hear me?) 

• Do you encourage and facilitate my endeavors to be part of the wider group 
(Is this place fair for us?) (Carr, May, and Podmore, 2002, p. 119)? 

However, if one is in a setting in which the quality criteria is determined by the 

collectivist cultural dimension, one would more than likely value children learning to 

accept help and “[esteem] others.” From the child’s point of view, one might ask: 

• Am I able to do my work without attracting the teacher’s attention? 
• Am I able to contribute to the group and allow others to help me out when 

needed? 

Culture 

 Cultural dimensions create the foundation of what a society determines as 

desirable outcomes for children. Villages, communities, towns, and even nation states 

are influenced by the changing cultures around them, through media such as computer 

technology, TV, radio, and movies. While some worry about the “negative fallout from 
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economic globalization, there is also apprehension about the potential—some would say 

imminent—effects of cultural globalization” (Rizvi and Lingard, 2001, p. 2). Positive or 

negative, change and/or modernization is a part of everyone’s childhood; how 

individuals amalgamate their varying cultures differs from how their parents did it. 

Such economic, social, and cultural change requires individuals to reinvent themselves 

and develop new skills as well as child-rearing techniques. In many societies, the 

realities of a global culture have modified the dominant view on a child’s proper care. 

No longer solely a matter of looking to tradition, the process, which is more planned 

and thought out, entails a self-conscious approach to developing the next generation 

(Woodhead, 1996). An element of helping children respond to, prepare for, and take 

their place in a larger global culture must be included within a quality ECCD system. 

Conclusion 

No happening can ever be seen, understood or even heard without questioning 
who are the see-ers, the understanders and the hearers. Once we deny the claim 
to being able to see, hear and understand ‘what happens,’ or know what is 
wanted as happenings, then we are left on the icy ground of not being the 
experts (Rhedding Jones, 2004, p. 1).  
 
One of the greatest challenges for researchers, Rhedding Jones (2004) notes, is 

acknowledging that what we “know” in a particular context and from a specific lens and 

point in time may only be one tiny piece of understanding a given concept, idea, or 

context. 

By placing this study within a critical constructivist paradigm, I engaged in a 

process of creating new knowledge about local constructions of quality with 

stakeholders in two Filipino communities. This framework advocates that each 
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participant is an expert in seeing and understanding his/her reality. It is the researcher’s 

role to question, listen, and record the see-ers’ and understanders’ notions of quality. In 

the next chapter a set of methodology and methods that align with a critical 

constructivist approach are presented. 



 

77 
 

CHAPTER 3 

Methodology 

This chapter outlines the methodology and methods used to garner different 

stakeholders’ values, understandings, and goals of a quality ECCD community in the 

Philippines. After outlining the methodology and methods, I discuss and justify the 

research and data-collection methods. Subsequent to that, I explicate the processes of 

recruiting participants, collecting data, and analyzing the data. Finally, I highlight the 

methodological limitations of this study.  

Research Questions 

Reviewing the central research questions can provide a basis for understanding 

the rationale behind the methodology.  

• What are stakeholders’ quality ECCD goals? 

• What are stakeholders’ quality local practices envisioned to achieve these 

goals in the community, classroom, and professional development? 

• How do social relations within the communities enable or inhibit 

stakeholders’ envisioned quality goals and incorporation of local practices 

into quality constructions?  

Qualitative Research 

Unlike quantitative methods that emphasize particular variables or parts of a 

situation, a qualitative approach strives to understand all the circumstances, in this 

instance, the various constructions of quality within two ECCD communities. A unique 

element of qualitative research is that it does not set out to prove or verify a hypothesis 
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or theory but rather builds on the data to derive conclusions. Its aim “is not verification 

of predetermined ideas, but discovery that leads to new insights” (Sherman and Webb, 

1988, p. 5). A qualitative analysis “is guided by questions, issues and a search for 

patterns” (Patton, 1987, p. 15). Moreover, findings and interpretations identifying 

patterns are based on a unique time and context and are used to inform and broaden 

understanding of a particular realm of inquiry. Such is the case with this study of early-

childhood care and development. 

This study, different from quantitative research, has no predetermined notions of 

the constructions of quality in ECCD communities. On the contrary, this study 

questions the notion of universality and instrumentality when thinking about ECCD 

quality and seeks to better comprehend the unique constructions, rationales, and ideas. 

Furthermore, qualitative research does not view knowledge as stagnant and passively 

observable. Instead, knowledge is actively constructed and evolves from exploration of 

and within the particular context of a study (Yeh and Inman, 2007). In Hatch’s (2002) 

Qualitative Research Methods in Education, he notes how Bogdan and Biklen (1992) 

describe qualitative research as the process of “constructing a picture that takes shape as 

you collect and examine the parts” (p. 29). Through observations, artifact collection, 

and interacting with multiple stakeholders, this research sought to fill in the picture with 

as much detail as possible. Through the examination of the many parts of the four 

dimensions of the Philippine ECCD system I inferred patterns and emerging themes 

across the multiple hues and shapes of the Philippine ECCD picture.  



 

79 
 

Methodological rationale  

Those acting within a constructivist paradigm assert that “knowledge is 

symbolically constructed and not objective; that understandings of the world are based 

on conventions; that truth is, in fact, what we agree it is” (Hatch, 1995, p. 161). The aim 

of an inquiry then is to understand and reformulate the constructions participants and 

researchers initially hold, and its methods must allow the researcher and participants to 

engage in the co-construction process. Contrary to some paradigms in which the 

researcher is held to be a non-biased, silent observer, in this view, he/she is a participant 

and a teacher, who engages in discussion, listens to a participant’s alternative 

assumptions, and offers his/her views as possibilities.  

For this research, the methodology and methods must take an in-depth look at 

multiple stakeholders’ constructions of quality in their ECCD system. Furthermore, they 

should not presuppose an individual’s understandings of quality, but instead provide a 

platform on which he/she can construct and co-construct locally specific notions of 

quality. 

Therefore this particular study incorporates a case-study approach and a variety 

of methods, including focus groups, one-on-one interviews, and document and artifact 

analysis. The next sections explain how these tools best fit the research goals.  

Research approaches 

Creswell (1998) contends that five systematic approaches are available for 

conducting qualitative research: narrative research, phenomenology, grounded theory, 

ethnography, and case studies. As Patton (2002) explains “while quality control relies 



 

80 
 

on standardized statistical measures, comparisons, and benchmarks, quality 

enhancement relies more on nuances of judgment that are often best captured 

qualitatively through case studies and cross-case comparisons” (p. 149). Therefore since 

this particular study looked at locally constructed notions of quality across multiple 

stakeholders with the ultimate goal of locally driven quality enhancement, a case study 

approach was chosen as an appropriate approach.  

Case-study approach. The case-study approach is the study of an integrated 

bounded system with the result being an “intensive, holistic description or analysis of a 

single instance, phenomenon, or social unit” (Merriam, 1988, p. 21). One of its most 

important pieces is, asserts Merriam (2002) and Yin (1994), defining the case’s 

boundaries. Differences exist across the case-study literature, however, in how the 

systems are defined, with Creswall (1998) stating that  “bounded means that the case is 

separated out for research in terms of time, place, or some physical boundaries” (p. 

476), to the looser conception espoused by Goetz and LeCompte (1984), “in each case, 

the researcher sets parameters. Logistical and conceptual constraints affect the choice of 

the group” (p. 68). However, one unifying belief across this spectrum is that the 

researcher’s intuition and questions should drive what and how best to set limits.  

When designing a case study, Miles and Huberman (1994) suggest that the 

researcher “start intuitively; think of the focus, or ‘heart,’ of the study and build 

outward” (p. 27). For this study, the heart is the child and his/her family in an ECCD 

community. Building outward are various stakeholder groups that are vital to the ECCD 
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community’s success. These groups include community leaders, teachers, parents, 

barangay-council members, and city-council members.  

Miles and Huberman (1994) also recommend that “one attend to several 

dimensions of the case: its conceptual nature, social size, physical location, and 

temporal extent” (p. 27). The two cases for this research were bounded by subject 

matter and geography, covering both urban and rural settings. Antique, a province that 

thrives on its agricultural base, and metro Manila, which is supported by its 

technological and service industry and most recently a call-center base, offer unique and 

complex pictures of the nation-state.  

Methods 

The research methods chosen were focus groups, interviews, and document and 

artifact analysis. For each of the methods tools and procedures were developed and 

used. The main tool used within the focus group and interview method was the 

StoryTech tool. Before going into the specifics of the study process, it is important to 

understand the focus group method, interviews, and document and artifact analysis. 

Focus-group method 

 The focus-group method is broadly one of “group interviewing in which the 

interaction between the moderator and the group, as well as the interaction between 

group members, serves to elicit information and insights in response to carefully 

designed questions” (Morgan, 1997, p. 24). It has several advantages that make it 

appropriate for this project. First as Krueger and Casey (2000) explain, “the nature of 

the groups process produces a level of insight that is rarely derived from 
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‘unidirectional’ information collection devices such as observation, surveys and less 

interactional interview techniques” (p. 34). Second, focus groups collect information in 

a manner that take stakeholders’ values and needs into consideration. Furthermore, 

Hatch (2002) notes that by being in a group, individuals can often feel more freedom 

and security to express beliefs and or values that may be different from the moderator or 

researcher.  

 The main goal of the study was to gain a greater understanding of local 

understandings of quality improvement within ECCD communities, therefore, research 

methods needed to involve those with particular insight around local constructions of 

quality. In this study, a focus-group method with a future-oriented tool, StoryTech, was 

used to direct the focus groups. 

StoryTech Tool. The StoryTech tool was used to communicate and organize 

information, knowledge, and competence from a wide range of stakeholders in the 

focus-group method. It framed the process and way in which the questions were asked 

in each stakeholder group.  

What is StoryTech? StoryTech is based upon the concept of a story.  

StoryTech is not a form of science, but rather a form of personal, social, and 
cultural technology. The intent of StoryTech and its accompanying exercises is 
to help individuals, communities and groups develop positive visions of their 
futures, and to translate these visions into innovations that produce desirable 
outcomes (Harkins & Kubik, 2010, p. 23).  
 
So, why is StoryTech a good tool for this particular study? First of all, it takes 

into consideration the indirect and contextual nature of the concept of quality. 

StoryTechs are distinct in that each story is unique and personal, and as such engages 
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each participant in developing a future, which he/she would ideally like to see. Such 

ideals are based upon stakeholders’ values and beliefs that they hold as central to their 

identity. In addition, the process helps investigators understand how various populations 

view their future based on their present social and personal constructions of their 

existent reality. Therefore, the StoryTech tool can be utilized for both practical and 

scholarly purposes, aligning well with the practical and scholarly purpose of this 

dissertation. 

 From a more practical perspective, Farquhar (1994) explains, “for too long 

research has had little immediate relevancy to those working in or using early childhood 

services” (p. 45). Especially, in development work, “systematic reasoning about the 

future is a prime missing ingredient” (Hencley & Yates, 1974, p. 34). Though decisions 

made today affect and mold the future, we still look to the past to guide our decision-

making. Therefore, it is held that if the goal is to enhance the livelihoods of all through 

creative innovation while respecting the uniqueness of a particular culture, it is critical 

to employ methods of future orientation. 

 From a more scholarly perspective, the StoryTech process assumes that stories 

have power, that they can “amplify and enhance human ability to change (personally 

and collectively), the ability of storytellers to influence others, to efficiently and 

effectively change or reinforce understandings, beliefs, worldviews and/or behaviors” 

(Harkins & Kubik, 2006, p. 4). Each exercise validates and acknowledges the 

participant’s feelings, meanings, and interpretations as valued knowledge. From the 

individual’s point of view, the StoryTech process allows one to develop a future which 
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they would ideally like to see, allowing a fuller glimpse of what people would like to 

see as their personal and community futures. From the researcher’s point of view, 

through this interactive, contextualized method to collect data, one can search for 

patterns and meaning rather than for prediction and control (Harkins & Kubik, 2006).  

 Overall, the StoryTech tool is designed to initiate change and action, a platform 

from which communities can create and begin to enact possible ideal futures. Involving 

multiple iterations, it allows for co-construction among participants and ultimately 

creates space for all to see themselves actively participating and working toward the 

future.  

StoryTech general process 

 The StoryTech process is about discussing, analyzing, presenting, and refining 

community visions. Stories by nature are interactive, and so too is StoryTech, which 

requires exchanges between the storyteller and audience. The process is quite similar to 

that of a regular focus group, but has a few unique components. This study’s StoryTech 

process comprised the following steps: 1) design a StoryTech tool specifically for the 

stakeholders and contexts of early childhood in the Philippines; 2) gather a group of six 

to ten individuals; 3) introduce a StoryTech that relates to the group and facilitates the 

process of future-visioning; 4) guide individuals in the writing of visions on the specific 

topic being discussed; 5) engage individual participants in writing their visions using a 

uniquely designed tool (see Appendix E); 6) lead a discussion on the group’s visions. 

Then after the first StoryTech round 1) read and complete an initial analysis of group 

visions; 2) develop a second StoryTech tool based upon the initial analysis; 3) facilitate 
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second StoryTech discussion with the same group; and 4) engage group in the collective 

process of refining the visions presented in the second StoryTech tool.  

The above process was followed for the most part with two main differences. 

One was how individuals created their visions. It was intended that each individual 

create his/her own vision or story, but oftentimes the participants preferred to work in 

teams of two or three. Another difference was the format some stakeholders used. 

Instead of writing their visions initially, parents were asked to tell their story or vision. 

More about these differences is discussed in the data-collection section of this chapter. 

Filipino StoryTech process. The StoryTech tool is designed to guide an 

individual through a future scenario. In the case of this research, the first StoryTech 

guided individuals through various aspects of their ideal future ECCD system.  

For 

example, in the 

community 

workers’ first-

round StoryTech, 

the envisioning 

of the 

community’s 

future ECCD 

system was set.  

Our year at present is 2007. Imagine that five years have gone by and it is now 
2012. Let us fast-forward time. Close your eyes and imagine that it is already 

Picture 1. Barangay officials, StoryTech, First Round, Antique. 
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2012. Let’s open our eyes. Imagine that you and your fellow community 
volunteers are having a meeting in 2012. In the year 2012 you and your fellow 
volunteers…. 

 —Community worker’s StoryTech-- 
 

Such a beginning often placed individuals in a comfortable situation. During the 

StoryTech process facilitators encouraged participants to add, amend, or change their 

responses. Afterward, written and verbal responses were transcribed and translated (see 

Appendix K). The combined responses were then analyzed to create the second round 

(see Appendix I & J). Numerous rounds allow stories to become more refined and 

detailed and encourage the group to come to a consensus around the story. In many 

StoryTech processes, six or seven rounds may ensue; unfortunately, due to limited 

capacity and time, this project was only able to conduct two rounds. A more detailed 

description of the StoryTech process, the initial analysis, participants, and the write-up 

of the data is presented later in the chapter. 

Interviews 

 “We interview people to find out from them those things we cannot directly 

observe” (Patton, 2002, p. 340). Interviewing is a method in which researchers can 

better understand an individual’s stories and perspectives, and in the qualitative realm 

participants are encouraged to elaborate, explain, and share their views on a particular 

topic (Hatch, 2002). Depending on the research grounding, the interview protocol will 

fluctuate, from a structured method, in which the interviewer guides the discussion, to 

phenomenological inquiry, in which the interviewee in essence takes the lead.  

In this study interviews were conducted with several stakeholders who, due to 

geography and schedule, were unable to meet in one location. The individuals 
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interviewed in Antique were municipal officials and Save PhCO staff, and in metro 

Manila, barangay and city officials. The interview protocol was semi-structured, with 

questions mirroring as much as possible the content reflected on and co-constructed in 

the StoryTech sessions (Appendix D & E). However, we were only able to talk with 

each person once.  

Document and artifact analysis 

 Artifact and document analysis “provide a particularly rich source of 

information about many organizations and programs” (Patton, 2002, p. 139). With 

documents, pictures, and records such an integral part of our archival process (whether 

paper or electronic), examining these items becomes extremely important in gaining a 

greater understanding of the past. Document and artifact analysis are important for two 

main reasons when looking from a systemic perspective. 

First and foremost, it enables the researcher to connect the dots, because just by 

interviewing and talking with different stakeholders, it is difficult to learn the details of 

various policies, rationales, and relations among the different stakeholder groups. 

Secondly, in my discussions with stakeholders, particularly day-care workers, various 

artifacts were introduced into the system with little explanation of why or how they may 

be used in the broader system. By scrutinizing the policies, discussing with various 

stakeholders about how they were implemented or not, and investigating artifacts that 

had been added into the system to monitor or evaluate different parts, I acquired a much 

fuller and detailed picture. 
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What is the place of ethics in inquiry? 

To gain a more in-depth understanding about a particular context, group of 

people, or event requires, in most cases, the researcher to be in close proximity and 

actively involved with those individuals in the study. Furthermore, in most qualitative 

studies, we ask participants for their time and trust as they reveal parts of their lives and 

their communities. At the end of the data collection, the participants have given much 

and the researcher has received much, and the research usually ends there. Hatch (1995) 

reminds us, though, “When research bargains are struck, it is important to build in 

reciprocal arrangements that specify what the research will be contributing to the 

bargain” (p. 66). In this particular study, a mutually beneficial agreement was an 

underlying part of the Save University Partnership in Education Research (SUPER) 

initiative. As a graduate student, I needed a place and organization in order to have 

access to a research population, and Save the Children Philippines County Office (Save 

PhCO) was looking for a researcher to design and validate a quality-assessment tool for 

its ECCD programs. Thus the agreement was that I would provide such a tool while 

receiving aid to accomplish this goal. This positive arrangement gave participants, who 

donated their time and energy, the space to express their critiques and dreams, co-

constructing goals and ideals for their communities and most importantly their children.  

Researcher’s role 

In qualitative research, as the researcher cannot be separated from the world in 

which one works, one faces certain roles and responsibilities. First and foremost, how a 

researcher views and acts within the world he/she is studying are extremely important. 
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Secondly, beyond the fact that we are all influenced by our lived experiences, in the 

qualitative realm the choice of research lenses affects how a researcher uses theory, 

shapes evidence, and analyzes findings (Yeh and Inman, 2007).  

In contrast to quantitative investigators, qualitative researchers are encouraged 

to engage in a process of self-awareness (Creswell, 1998) or reflexivity (Hatch, 2002), a 

“process of personally and academically reflecting on lived experiences in ways that 

reveal deep connections between the writer and his or her subject” (Goodall, 2000, p. 

137). Furthermore, Finlay (2003) explains, “reflexivity is the process of continually 

reflecting upon our interpretations of both our experience and the phenomena being 

studied so as to move beyond the partiality of our previous understandings and our 

investment in particular research outcomes” (p. 108).  

My journey throughout this project has evolved from a partiality toward what I 

knew from my experiences to insights that are much different than my own by 

continually reflecting, discussing, and interpreting these new ideas throughout the 

process. I constantly reached for ways to not only survey the landscape, but to challenge 

myself into reflecting, viewing, and constructing ECCD and quality through the eyes of 

the others who were also participating in the research.  

Reflection. One particular example during data collection that initiated a 

different way of thinking about my role was during a StoryTech with several parents 

from Egana, Sibalom, one of the first I conducted in that area. This narrative is written 

so that the reader can follow my thought process and the place I arrived as a result. 

July 17, 2007 One very hot and humid afternoon, when everyone was laying 
back in chairs with a piece of paper fanning themselves to keep cool, while more 
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realistically to stay awake, I listened to Asha moderate the first StoryTech 
session with parents from the community of Egana, Antique. As Asha explained 
the research project and the SUPER partnership, a parent made a statement that 
to this day really has me thinking about my role as a researcher, as a privileged 
white woman from a minority-world country working in majority-world 
country, what my relationship with those I research should look like, and what I 
gleaned as my sense of purpose for conducting research. What the parent stated 
was that she was glad to see a white person involved in the research. Of course 
at that moment, I really didn’t know what to make of such a statement, yet, in 
subsequent discussions with Asha, one of my research collaborators, she 
explained to me that, especially in the more rural areas, when a white person 
shows up it usually implies, or is believed, that things will actually get done. 
 
Of course, the entire time I conducted the subsequent research—and still 

today—I reflect upon this short, yet deeply layered statement, “A white person will get 

things done.” Question upon question, I have since been asking myself: Who decides 

what gets done? Who is doing the getting done? Maybe getting things done implies 

giving voice and validation to those most often marginalized? Maybe getting things 

done implies a bettering of the communities’ financial situation? Yet on the other hand, 

maybe getting things done implies, “I will just do what ‘you, the white person’ say to 

do, so that I can receive needed resources, even if it isn’t exactly in line with what I 

believe or relate to.” Of course there are no easy answers, and not having gone back to 

discuss the statement with the parent who said it, I don’t have an answer to what she as 

an individual meant. Yet, it was a critical moment in my thinking about the role as a 

researcher that I want to have or believe I should have while starting to think that this 

role may be in conflict with what role others think I should have. I believe that as a 

researcher, my role is not only to co-construct with participants certain notions of a 

particular phenomenon, in this case quality ECCD, but also to challenge the traditional 

norms around this particular phenomenon, to critically think about what participants as 
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individuals within a particular community believe and value as knowledge and how 

these particular notions are shaped by outside forces.  

I struggled throughout the study period, challenged not as much by the subject 

matter of early childhood, but by my status as a white, female researcher from a 

minority-world country, working in a system that, historically and at present, has 

neither promoted nor engaged community members as experts on their own lives.  

Ideally when defining goals for ECCD systems all stakeholders will, in a 
democratic manner, openly express their values, beliefs, interests and needs, 
systematically discuss and consider each other’s perspectives with all 
stakeholders garnering equal consideration and exercise influence appropriate to 
the size of their stake (Moss, 1994, p. 5). 
 
Unfortunately, more often than not, the power stakeholders within different 

circumstances wield determines their influence upon quality ECCD goals and 

processes. Therefore, this study’s methods paid particular attention to existing power 

relations among stakeholders. For example, we separated all parents and all day-care 

teachers into groups since the research team felt that individuals would feel more 

comfortable and open in discussions if they were organized by stakeholder.  

Johnson-Bailey (2004) explains that even though she was of the same racial 

background and gender as those she interviewed, the women only felt comfortable 

talking with her in a group. Otherwise, the women felt overwhelmed by their lack of 

education in comparison to other researchers. Similarly, I believe that the populations, 

with whom I worked, parents and teachers especially, felt most comfortable working 

and talking with an individual from either Antique or Luzon. Furthermore, while 

participants were initially encouraged to create individual scenarios in the StoryTech 
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process, every group of parents and day-care teachers formed smaller groups when 

doing this activity. One likely explanation for this is they felt more comfortable working 

in groups as it is a format they more often engaged in daily. On the other hand, Fine 

(2003) cautions, “selves must be cognizant of power dynamics between participant and 

researcher, selves should not romanticize marginalized voices” (p. 45). In this research 

the relationship between the participants and facilitators sought not to control, but to 

encourage participants that they could become agents for their own communities’ 

investment in ECCD.  

Research Context 

 I concentrated my research on 

metro Manila and Antique, two diverse 

geographic areas that consist of 

individuals with low educational 

attainment and socioeconomic status. 

The literacy rate is 80% compared with 

the national average of 93%. Thirty-

five percent of the participants were 

high-school graduates, 42% had taken 

some college courses, 19% had college 

degrees, and 2% had at least some 

Picture 2. Antique—Crossing a stream that has swelled 
during the beginning of the rainy season. 



 

93 
 

formal schooling.12

Antique 

 Particularly in the areas of metro Manila where we worked, many 

had migrated for work and were not originally from there. Taking into account the 

research questions, it would have been interesting to have a broader cross section of 

educational and socioeconomic backgrounds. Nonetheless, with the objective of Save 

the Children and comparable organizations being to better understand poverty, health, 

and education as well as implement related programs, it makes sense to listen and give 

voice to these particular individuals (Correspondence, November 2006).  

 Geologically one of the oldest provinces in the Philippines, Antique is one of 

four provinces that comprise Panay Island in the Western Visayas region with a total 

land area of approximately 2,522 square km. This province of extreme beauty, rugged 

mountains, and pristine beaches is one of the 20 poorest in the country, with areas of 

dire poverty especially in the more remote mountainous areas. According to the 2000 

census, Antique has a population of 471,088, with 18 municipalities and 590 barangays. 

Over the centuries, Antiqueños have been isolated from the other three Panay Island 

provinces due to the steep slopes and the rugged, long mountain ranges of Antique. 

Even today those who live in the mountains face daily challenges, especially in the 

rainy season, traveling to the nearest barangay center for necessities. In part from this 

isolation, Antiqueños have quite a distinct language, Kinaray-a, which is also spoken in 

parts of southwest Iloilo, with a total population of 1,051,968 people speaking the 

                                                 
12 The Philippine education system is based on the American system. A high-school graduate has 
undergone 12 years of schooling.  
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language. Most individuals in Antique also speak Hiligaynon and Tagalog, but Kinaray-

a is spoken most 

widely13

Sibalom, 

Antique. Sibalom, 

one of the three 

inland 

municipalities, is 

nestled in the 

middle of Antique. 

It has 57,283 people in 9,768 households 

spread out over 76 barangays (27 upland 

and 50 lowland). Mayor Virginia Garcia Lotilla presides over Sibalom, following her 

husband Erick J. Lotilla’s mayoral term from 2002 to 2006. Blessed with plenty of rain 

and flat lands, Sibalom is known as the “Rice Bowl” of the province. Besides rice, 

Sibalom produces muscovado sugar cane, palay, copra, legumes, fruits and vegetables, 

and livestock

.  

14

Taguig and Paranaque City 

. 

 The populations and area of these two cities is almost identical; Taguig has 

467,375 residents and Paranaque, 449,811.  

                                                 
13 Retrieved on July 9, 2008 from Wikipedia http://en.wikipedia.org/wiki/Antique,_Philippines 
14 Retrieved on July 25, 2008 from http://en.wikipedia.org/wiki/Sibalom,_Antique 

Picture 3. The community of Igpanolong. Sibalom 

http://en.wikipedia.org/wiki/Antique,_Philippines�
http://en.wikipedia.org/wiki/Sibalom,_Antique�
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Taguig City. Taguig is situated at the northwestern shore of Laguna de Bay at 

the upper mouth of the legendary Pasig River, also known as the Napindan Channel. 

Taguig joins Laguna Lake at a shoreline stretching 7.5 kilometers from Napindan to 

Bagumbayan in the south. It is bounded to the 

north by the towns of Pateros and the city of 

Pasig; to the east by the towns of Taytay and 

Laguna Lake; to the south by Laguna Lake 

and the city of Muntinlupa; and in the west by 

cities of Parañaque, Makati, and Pasay, all of 

metro Manila. In partnerships with Save, we 

worked with stakeholder groups from the 

barangays of Bagumbayan and Western 

Bicutan. With narrow streets, it often took 20 

minutes to drive the last four kilometers of the 

Laguna Bay to get to Bagumbayan. Located 

right on the bay, it was amazing how once you went in land a hundred meters or so, 

little reprieve to the humid days was given by the bay’s water. Over the course of the 

year of research, Bagumbayan had nearly completed the building of its barangay 

community center, which included a much larger day-care center (with air-

conditioning) and a health center. Next door was a large gymnasium, where children 

and youth from the primary and secondary schools across the street, could hang out 

Picture 4. Sampoloc, Manila. 
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before or after school.15

Paranaque City. This city’s population of 449,811, as of 2000, has 16 

barangays. It is bordered on the north by Pasay City, by Taguig City to the northeast 

and Muntinlupa City to the southeast, by Las Pinas City to the southwest and by Manila 

Bay to the west

 In addition, across from the community center are the barangay 

captains and kagawad’s offices. 

16. The Ninoy Aquino International Airport is located in Paranaque, so 

airplane noise is a frequent distraction in classrooms.17 BF Homes, the metro Manila 

barangay where we conducted research, had two main sitios.18 The main one comprised 

middle- to upper-middle-class families while Sampoloc sitio, located directly behind BF 

Homes had narrow, crowded streets, lined with bicycles, motorbikes, roosters, and stalls 

selling everything imaginable. Many Sampoloc families had at least one family member 

who worked in BF Homes as domestic helpers.19

Participants: child-friendly community stakeholders 

 Sampoloc is the sitio in which we 

conducted StoryTechs (see Picture 4).  

The stakeholders in both communities represent a spectrum of individuals in the 

area. They range from former primary-school teachers and parents to priests to 

barangay health workers, and all play a role in the upbringing, health, education, and 

overall well-being of children in their communities. 

                                                 
15 In many public metro Manila schools, primary schools run three shifts each day, in order to 
accommodate all children. Amazingly, many classrooms had more than a student-teacher ratio of 60:1.  
16 Retrieved on July 8, 2008 from http://en.wikipedia.org/wiki/Para%C3%B1aque_City 
17 One reason windows were not open to let air circulate throughout the classrooms was due to noise 
pollution, according to day-care teachers.  
 
18 A sitio is a smaller section of a barangay. It does not have its own governance structure, but is similar 
to a neighborhood in Minneapolis, like Steward or Linden Hills.  
19 In the larger cities of the Philippines, domestic help was extremely prevalent. Most middle- to upper- 
class families hired at least one cook, driver, and yaya (nanny). 

http://en.wikipedia.org/wiki/Para%C3%B1aque_City�


 

97 
 

Each research area has nine sets of informants: (1) KBA parents; (2) KBA 

teachers; (3) day-care parents; (4) day-care workers; (5) community volunteers; (6) 

barangay officials or councilors and city councilors heading the family, education, or 

health committees, or advocates in these areas; (7) staff of the City Social Welfare and 

Development (CSWD) office in Taguig, the Barangay Affairs Office in Paranaque, and 

municipal office in Sibalom, Antique; (8) Save the Children staff; and (9) day-care 

children (see Table. 2). For more detail on each individual participant, please see 

Appendix F. 

Table 2.  

Type and number of participants 

Type of Informants Manila Antique 

KBA Parents 
KBA Teachers 
Day-care Parents 
Day-care Workers 
Community Volunteers 
Barangay Captain/Councilors  
City Councilors  
Other ECCD Advocates in the City LGU 
Barangay Affairs Officer  
Save the Children 
Day-care Children 

7 
8 
8 

10 
10 
4 
2 
2 
1 
1 

62 (2 classrooms) 

13 
N/A 

10 
13 
15 
15 
2 
2 
 

4 
65 (2 classrooms) 

Total 115 139 

 

Community members. In Sibalom and metro Manila, community members form 

the broadest, most wide-ranging group of stakeholders. With a total of 24 community 

workers, ten teachers, one midwife, six either barangay nutrition specialists (BNS) or 
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barangay health workers (BHW), two church workers, two Barangay Service Point 

Officer (BSPO) volunteers, two homeowners’ association volunteers, and one high-

school student. Community members range in age from 15 to 60 years old. 

Day-care workers and KBA teacher. Day-care teachers are the only group that 

had representation from thirteen different barangays in Sibalom and six in metro 

Manila. Since each barangay, especially in Sibalom, usually has only one daycare or 

KBA, we asked Maria, a social worker from Sibalom, to recruit teachers from all over 

the city. Similarly, we asked, Bonnie, the day-care coordinator in Taguig City, to recruit 

her cohorts from Bagumbayan, Western Bicutan, and surrounding barangays. The 

teachers, ages 21–60, have anywhere from six months to 20 years of experience.  

Parents. In the study, parents of Sibalom and metro Manila are also quite 

diverse. Educational attainment ranges from sixth grade to a bachelor’s degree, and 

salaries from 800 to 20,000 pesos per month (approximately US$20–500).  

During the first StoryTech with parents from Egana, a mother, Day-day, 

attended with her youngest son. Day-day, with only an elementary-school education, 

had trouble reading and filling out a short questionnaire, so the person next to her 

helped her read the items. “How many children do you have and how old are they?” 

“Oh my,” said Day-day. Then as she tried to remember the ages of her 15 children, 

using her age as a reference, she realized that it was her birthday (so we all sang “Happy 

Birthday”). Day-day has three children in daycare, at least eight children still living at 

home, and a husband who is a farmer and lives off of a reported 800 pesos per month 

(approximately US$20). Another parent, Sen-sen, is a college graduate and has three 
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children with one child in daycare and a reported weekly income of around 6,000 pesos 

(approximately US$150). Still both are able to send their children to daycare.  

Most of the parents stated occupations are that of housekeeper (i.e. stay-at-home 

mother or father). Included in the 38 parents are 25 housekeepers, two teachers, one 

carpenter, two farmers, one volunteer youth minister, two Avon/Natasha dealers, two 

merienda vendors, one water deliverer, one seamstress, and one homeowners’ 

association volunteer.  

Weekday times in Sibalom were chosen because of better transportation and 

convenience. Parents brought their children to daycare or the KBA center at that time 

and would not need to make special trip to the barangay hall. In metro Manila, Save 

vehicles could pick up parents and bring them to the barangay hall for the StoryTechs 

on Saturdays.  

Local government units. As explained in the methodology, the Philippines has 

three levels of local government: provincial, municipal or city, and barangay. In this 

study we concentrated mostly on the barangay, but also interviewed key individuals at 

the municipal or city level since funding, support, and advocacy are so closely linked 

between barangays and their municipalities or cities.   

In Sibalom, we conducted StoryTechs with barangay officials in Egana and 

Igpagnolong. In addition we interviewed prominent municipal leaders, the mayor, Hon. 

Virginia Lotilla, and a social worker, Lili. In metro Manila, we spoke with four 

barangay officials, two in Western Bicutan, and two in Bagumbayan. In addition, we 

interviewed five city officials from Taguig and Bagumbayan, including the Taguig 
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mayor’s wife, who is active in the welfare of children; vice-mayor Gus Timban of 

Paranaque City; Taguig City’s day-care coordinator; and two other barangay officials.  

Unlike our other stakeholder groups, which are predominantly female, barangay 

officials are mostly male. In Egana we talked to four men and three women, and in 

Igpagnolong, four male and four female barangay officials. The StoryTech and 

interview sessions were a time for the officials, more than most other stakeholder 

groups, to think about issues regarding children and reflect upon their own beliefs and 

knowledge about child welfare and what they are doing for the communities’ best 

interests. 

Participant recruitment. Recruitment varied by stakeholder group; however, 

these two communities were selected because they had the ability to quickly organize 

groups of stakeholders and were Save the Children–sponsored areas.  

The process of recruitment was based on networks Save the Children had 

already developed in the communities. In each site the RAs contacted a key informant 

in a stakeholder group. For example, in Egana, day-care teacher Natang asked a parent 

liaison to recruit eight or nine other parents for a specific day and time. Similarly, in 

Bagumbayan, we asked a barangay health worker to recruit several other health and 

nutrition workers in the barangay. Each informant was given a brochure about the 

study, explaining who we were asking to participate and why, along with the time 

commitment. These brochures were translated into Tagalog and Kinaray-a, the two 

languages spoken in Antique and Manila, by the two RAs (Appendix G). A special 

effort was made to ask men to participate. Unfortunately, similar to the gender balance 
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throughout the field of ECCD, we were only able to recruit one or two men per 

stakeholder group, except for the barangay officials from both Egana and Igpanolong, 

which had equal representation.  

Schedules were made based on the availability of the highest number of 

individuals (see Table 3 &4). We usually met in the day-care facility or barangay hall, 

provided either snacks or lunch depending on the time of day, and then gave each 

participant a children’s book or umbrella as a thank you.  

Table 3. 
Sibalom, Antique: Schedule of StoryTech and interview sessions 

Group Date Time Area/Venue 

Day Care Teacher 
Group 1   July 13, 2007 8:30- 10:30 a.m. c/o Lili 

Day Care Worker 
Group 2  July 13, 2007 1:00-3:00 p.m. c/o Lili 

DCC-Parents 
Community  July 19, 2007 

8:30- 10:30 a.m. 
1:00-3:00 p.m. 

Barangay Egaña 
 

Children  July 20, 2007 
8:30- 10:30 a.m. 
 Barangay Egaña 

KBA-Parents 
Barangay Officials  July 25, 2007 

8:30- 10:30 a.m. 
1:00-3:00 p.m. 

Barangay 
Igpanolong 

Children  July 26, 2007 8:30- 10:30 a.m. 
Barangay 
Igpanolong 

DWSD  July 30, 2007 1:00-3:00 p.m. Sibalom Proper 

Mayor of Sibalom 
Sangguniang  
Bayan Niquia  July 30, 2007 8:30- 10:30 a.m. Sibalom Proper 

Meeting with DCWS  July 31, 2007 1:00-3:00 p.m. Sibalom Proper 
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Table 4. 
Taguig and Paranaque: Schedule of FGDs, one-on-one interviews, and child’s piece 
activities. 

Stakeholder Group 1st Round 2nd Round 

KBA Parents June 30, 2007 (am) July 21 (am) 

KBA Teachers June 30 (pm) August 23 (?) 

Day Care Workers July 7 (am) July 28 (am) 

Day Care Parents July 10 (am) August 2 (am) 

Community Volunteers  July 14 August 11 (am) 

DSWD Officer (Taguig) July 16  

Day Care Coordinator (Taguig) July 23  

Bgy. Captain (W. Bicutan) August 10  

Bgy. Councilor (Bagumbayan) August 15  

Bgy. Councilor (Sn. Dionisio) August 22  

Bgy. Affairs Office (Paranaque) August 28  

City Councilor (Paranaque) September 5  

Bgy. Councilor (BF Homes) September 10  

Vice Mayor (Paranaque) September 18  

First Lady to the Mayor of Taguig October 24  

City Councilor (Taguig) October 24  

Save the Children  November 23  

Pre-test of Child Activity (Palar Day 
Care) August 13  

Child Activity (L. Bicutan) August 24 September 14 
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Data-collection process 

The StoryTech data for this particular study was collected between June and 

August 2007 with Save the Children in the Philippines. Before contacting any of the 

participants, I received permission from the University of Minnesota’s Institutional 

Review Board Human Subjects Code: 0702E02443. 

Research assistants. When I arrived in the Philippines in June, I hired the two 

research assistants (RAs) with whom I worked over the following six months. Both RAs 

had extensive backgrounds in community development and community-based research 

and were fluent in at least three languages (Tagalog, English, and local languages). 

Furthermore, they both had written a master’s thesis, demonstrating knowledge about 

academic research. However, while both had a good overall understanding of early 

childhood and the more formal ECCD system, neither was familiar with the literature or 

had worked with these groups of stakeholders.  

The RAs’ main responsibilities were to organize possible participants for the 

StoryTech groups, conduct the StoryTechs, translate the transcripts, and engage in the 

analysis process. In addition, two people were hired to take notes during the sessions 

and subsequently transcribe the recordings.  

Piloting of StoryTech tool. Due to limited time for the data collection, once the 

research assistants were hired, we conducted several pilot StoryTech sessions to enable 

the RAs to practice conducting a session and the research team to fine-tune the tools 

and process. The pilot sessions were carried out with parents (three groups in Manila) 

and day-care workers (two groups in Antique). During each pilot, one Save ECCD staff 
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member and I were 

present to give 

feedback to the 

research assistant 

after the session 

was over. All 

sessions were 

carried out in the 

language that was 

spoken in daily interactions. While I 

could follow the general ideas, I could not understand the detail of the conversations.  

The StoryTech tools were revised after each pilot. The major changes concerned 

the practice of visualization and wording in the respective languages. First the RA and I 

examined the wording and examples provided in the tool and then had other Save 

ECCD staff read over the tools and give feedback. Once the final two tools were 

completed, both RAs translated them back to ensure the desired meaning was conveyed. 

We designed one StoryTech for day-care workers, KBA teachers, community workers, 

and barangay officials, and a second for KBA parents and day-care parents.  

StoryTech tool and adaptations. The StoryTech process involves writing and 

discussion. Working in two different locations and with a variety of groups, several 

adaptations to the process were necessary. First, the educational levels of the 

participants, particularly among parents, varied. Therefore, after piloting the StoryTech 

Picture 5. Parents, StoryTech, First Round, Antique. 
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tool, the researchers decided that parents would feel more comfortable telling their 

stories verbally, instead of initially writing them down. Another limitation emerged in 

the pilot. Some stakeholders, besides their own experiences with a child or grandchild, 

had no other encounters with ECCD or associated programs. They had difficulty in 

imagining a future different from what already existed. After consulting with other 

researchers who had used the process, it was suggested that the StoryTech teacher 

present a variety of future scenarios, both positive and negative or familiar and 

unfamiliar (see Photograph 5). Photographs were used to elicit more ideas. As Morris 

(1975) states, “photos have a high iconic quality, which may help to activate people’s 

memories or to 

stimulate/encourage 

them to make 

statements about 

complex processes and 

situations (p. 59).  

Overall, the 

stakeholder groups 

enjoyed the StoryTech process. However, by the second round of StoryTechs, most 

participants were much more involved and found it easier if they were given another 

medium through which to create their stories. For example, when we asked day-care 

workers to draw what their classroom could look like or act out how they would interact 

Picture 6. Day-care worker, StoryTech, Second Round, Manila. 
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with the children and parents, they were more able to articulate the details or their ideal 

or story (see picture 6).  

StoryTech session, first round 

During the first-round sessions, the research assistant began by briefly 

explaining the SUPER project and what the study involved. Each participant was 

informed that the session would be recorded, and if he/she chose to stop participating at 

anytime during the study, his/her data would be removed and destroyed (see Appendix 

H). Each meeting required three or four members of the team: the research assistant 

who facilitated, a note taker responsible for the digital recorder and taking notes in 

order to facilitate transcription, a Save the Children staff member, and as often as 

possible, myself.  

Each StoryTech session lasted approximately two to three hours. Initially, I 

worried about the amount of time that the StoryTechs were taking since people in the 

United States, when asked to participate in a research study, give 1 to 1.5 hours of their 

time. Not honoring this time commitment is disrespectful to them. I was told that in the 

Philippines, providing lunch and snacks was sufficient compensation for participants’ 

time.  

At the start of the first round, all participants (except parents) were given a 

StoryTech in which they read and were asked to think about as well as write down their 

answers (see Appendix I). We usually gave the group around 20–25 minutes to think 

and write, and as mentioned earlier, instead of writing their own, participants formed 

groups of two or three, an interesting phenomenon that occurred in all stakeholder 
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groups. After finishing the StoryTech, the teacher went through each question and asked 

participants to share and discuss their stories, encouraging each to treat it as a work in 

progress and amend his/her answers during the discussion. While they did not modify 

what they had written, participants openly debated each other’s stories. At the 

conclusion of the first session, the RA thanked everyone for joining the project and 

explored possible dates for the second round. 

 Analysis of first-round data. Concluding the first round of data collection, the 

research team (the research assistant, the note taker, and I) met, discussed, and wrote 

down any thoughts or occurrences during the session that we found important at that 

time to highlight. This step was particularly helpful for me to start to understand the 

discussions’ nuances since I did not speak the language in which they were conducted 

and was only able to grasp a basic understanding of what was said. The note taker then 

transcribed and translated the sessions before sending the transcripts to the research 

assistant and me. We then analyzed them for main ideas and broad themes, asking two 

initial questions: What ideas or broad themes were discussed in this session? What parts 

do we want participants to elaborate on? After weighing these queries, I created the 

second StoryTech.  

StoryTech session, second round 

 The format of the second round changed due to discussions among researchers 

about participant engagement. Since the participants appeared somewhat less engaged 

toward the end of the first session, the second round was more interactive and used 

more participant collaboration. Each group was split up into three and given a partial 
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scenario, based on data analysis of the overall group’s first round and representing 

different quality dimensions of ECCD: community engagement, health care, parent 

involvement, teacher-child relations, ECCD curriculum, education and training, and 

ECCD policy and governance. Each group initially talked about a future scenario and 

was then asked several follow-up questions, designed to dig deeper into the individuals’ 

rationales and underlying beliefs. The subgroups then drew, acted, or wrote out a final 

scenario, which they then presented to the larger group, discussed as a whole, and 

answered questions from the rest of the participants about their ideas and visions in that 

particular quality ECCD dimension.  

First- and second-round data cleaning 

 All data were kept in strict confidence. All digital recordings were coded by 

date, participant group, and StoryTech session, for example, June 25, 2007 Parents (1-

1). Each participant was given a code name for the purposes of analyzing, coding, and 

writing up the data. After conducting the StoryTechs, I collated each group’s responses 

and then had one of the technical research assistants transcribe the StoryTech 

discussions. I organized the data into a nine-column table (Appendix J), listing the 

participant’s group, pseudonym, a given participant number (1-130), StoryTech number 

(1 or 2), transcribed statement verbatim, transcribed or translated statement, code A, 

code B (2nd coder), and lastly, final code and theoretical memos developed while 

reading the transcripts.  
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Data Analysis 

In the previous context chapter, I talk about my experiences within the early-

childhood field in the United States and the Philippines. In this chapter, I outline how 

these experiences have molded the constructs I have chosen when collecting data and 

interacting with participants. In this next section, I note how these lenses shaped the 

way in which I engaged with the two research assistants in the process of data analysis. 

Qualitative data analysis, as Hatch (2002) explains, is the art of giving meaning 

to the multiple voices within the data. Yet, the process of giving meaning to the data 

differs depending on the qualitative paradigm. As this study resides in a critical 

constructionist paradigm with social-justice underpinnings, an interpretive and critical 

process of data analysis and writing was used (Hatch, 2002).  

The main premise of interpretation is to piece together the different voices, so 

that a meaningful relation is constructed to convey how the phenomenon is being 

viewed. In a critical process of analysis, the objective is to make stakeholders aware of 

and increase understanding of “the oppressive forces that keep them down” or shape the 

way in which they perceive a certain part of the dynamic (Hatch, 2002, p. 198). In this 

analysis, I aim to not only understand stakeholders’ multiple perspectives around 

quality and ECCD but also critique the rationale and forces influencing such notions. 

Overall, I hope this analysis is discussed and reflected upon within the various Filipino 

communities.  
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Data-analysis process 

 After transcribing, translating, and cleaning the StoryTechs and interviews, the 

research team began analyzing the data. The process was loosely based on the CQR 

method (Yeh & Inman, 2007), which involves organizing the data into domains, topics 

used to group or cluster information, then supporting each sector with core ideas, data 

summaries that capture the essence of what was said in fewer words and with greater 

clarity, and finally a cross-analysis, that constructs common themes in the core ideas of 

various domains across cases. In addition, the data analysis and writing process adapted 

Hatch’s (2002) interpretive- and political-analysis process.  

As a collaborative team we decided to keep the language of the original 

transcript in addition to the English translation. We read and analyzed the data in 

Kinaray-a, Tagalog, and English. As the team leader and only monolingual individual 

on the team, I worked with both RAs on the analysis, and in essence, we had two teams 

of analyzers, the Manila research assistant and me, and the Antique research assistant 

and me. In this way we shared a constant dialogue and reflection on the texts in all three 

languages. Wherever discrepancies between the researchers occurred, the original 

language was referred to and the nuances of the translation were discussed.  

First step: making meaning. The extensive analysis was in and of itself a process 

of making meaning. As Denzin and Lincoln (1994) explain, “part of the research 

endeavor is the process of making meaning and not just observing but shaping, 

interpreting, and framing the research act” (p. 15). As a first step, we individually read 

each transcript multiple times.  
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Second step: capturing impressions. The second part involved reviewing our 

impressions recorded during data collection and in some cases noting in the transcripts 

where issues related to our ideological concerns appear (Hatch, 2002). Glaser (1978) 

contends, “Memo-writing constantly captures the ‘frontier of the analyst’s thinking’ as 

he/she goes through data, codes, sorts, or writes” (p. 83). In further support, Wengraf 

(2001) states, “this may be ‘a sentence, a paragraph, a few pages’ but they can be seen 

as the building blocks of your interpretation section” (p. 211). Throughout the process, 

the research teams wrote memos to share thoughts on ideologies and questions about 

the context of a statement, or to note ideas for future reference when developing 

summaries and the final writing process.  

Third step: stakeholder cases. Next we studied places in the data and wrote 

generalizations that represent potential relationships between our ideological concerns 

and the data (Hatch, 2002). We did this by first, individually, creating cases for each 

stakeholder group in both geographical settings. Cases as explained by Flick (1998) are 

the basis for which one preserves “the meaningful relations in the way the respective 

person deals with the topic of the study” (p. 188). Instead of initially looking across 

participants for emerging categories or themes, one develops a system of groupings for 

the single case (p. 188). For Antique, the case studies covered day-care parents, KBA 

parents, day-care workers, community members, and barangay officials, and for Manila, 

day-care parents, KBA parents, day-care workers, KBA teachers, community members, 

and barangay officials (Appendix M). 
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Fourth step: thematic categories. At first separately, then together, we created 

categories in each case using quotes from each stakeholder group. Our discussion about 

the categories started with one stakeholder text, creating categories from the individual 

case, then cross-checking the groupings with the other participant texts. This process 

continued until we saw no more emerging categories. Eleven themes arose from our 

first round of thematic coding. “Additionally, the researcher then looks for data to 

dimensionalize or exemplify the different possibilities that embody the subcategories” 

(Yeh & Inman, 2007, p. 392). Following this counsel, we returned to the cases and used 

the participants’ words to personify the themes. From this point, as Yeh and Inman 

(2007) warrant, “a technique of constant comparison must be used within and between 

cases” (p. 392). We regularly debated, challenged, and cross-analyzed the categories as 

we progressed through the data. In the end, we maintained nine themes across the 

stakeholder groups. Appendix L shows an example of the categories and justification. 

Last step: draft summaries. After cross-analyzing the categories, draft 

summaries of the generalizations/thematic areas were created with clear support from 

the data for the interpretations. We paid particular attention in these texts to differences 

among stakeholders around key assertions.  

Themes and coding. The final nine themes were as follows: structure and 

facilities, mobilizing human agency, legislative measure and advocacy, children’s 

health and nutrition, rationale for investing in ECCD education, contributing to a child’s 

happiness, curriculum and pedagogy, interactions, and quality ECCD’s impact on the 

community. We used these themes to reread all transcripts and individually code with a 
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representative quote. We did allow ourselves to double code, capping the maximum at 

two per idea. As a team, we honed in on the codes that we did not agree on until we 

reached a consensus over which reflected what that individual participant was trying to 

say. This process was critical when coding the original language and the translation. On 

several occasions, the imbedded meanings in either the original Tagalog or Kinaray-a 

necessitated a more nuanced explanation to convey the participant’s intent accurately. 

Once the coding was complete, I aggregated the data by theme in a Microsoft Word 

table document.  

Validity of analysis process. As with many qualitative approaches, the process 

of auditing or validating is highly encouraged and is executed differently depending on 

the approach. In this study, we followed a discovery-oriented approach, in which “each 

step in organizing the data involves a consensus process between the raters” (Yeh & 

Inman, 2007, p. 393). At each stage we worked by ourselves and then came together via 

Yahoo Messenger20

Validity of study 

 to arrive at a consensus. From discussing the larger domains to 

clustering data into core ideas to the analysis across transcripts, we constructed and 

shared our thoughts, thereby coming to a carefully thought-out accord.  

While much of the literature addresses validity from a quantitative perspective, a 

small body of literature assumes a qualitative, narrative-based approach. Both Wolcott 

(1990) and Graue and Walsh (1998) look at validity as a concept—not merely in the 

                                                 
20 We met virtually on a weekly basis as small research teams (e.g., myself and one RA) to discuss one of 
the transcripts. We each viewed the document on screen and communicated via instant messenger, in a 
quite efficient process. On a couple of occasions, all three of us met virtually to discuss overall themes or 
content across themes.  
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narrow parameters of “does it measure what it is intended to measure”—but as an idea 

that brings nuanced criteria to the different stages of qualitative research (p. 245).  

While Graue and Walsh (1998) describe specific criteria that ensure validity, 

Wolcott (1990) offers suggestions for researchers at different stages as to how they can 

be certain that assorted criteria are achieved throughout the research. Overall, Wolcott 

explains (1990) that through the process of listening, writing often, and reflecting on 

one’s work enables the process of validating the technical and methodological parts of 

the research as well as the textual or interpretive aspects. All in all, I repeatedly 

reflected on how all the steps of the research process align with the study’s theoretical 

and epistemological groundings.  

Technical and methodological validity 

 A first step of the research process is the methodological design, choosing an 

appropriate approach for the research questions. A good guiding question is “given the 

questions asked in this research, are the methods appropriate?” (Graue & Walsh, 1998, 

p. 246) This research on inclusive notions of a quality ECCD community rejected such 

notions of one singular truth, instead, establishing a platform for negotiations of ideas of 

quality. Therefore choosing a method and design, which allowed multiple notions of 

quality ECCD communities, was imperative. 

Interpretive validity 

The data analysis, which involves interpretation or, as Erickson (1986) explains, 

the creation of “assertions—that describe and explain the relations and meanings in a 

given context” (p. 25) is a process of constant reading, discussing, reflecting, and 
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writing. Nevertheless, as Graue and Walsh (1998) note, a question of “how do the 

interpretations (assertions) relate to the methods used, data presented, and theories 

employed?” should always be in the front of a researcher’s mind. “In addition, we must 

examine the links between evidence presented and interpretations—do assertions work 

within the boundaries set by the data” (p. 246)?  

As the researcher, I am particularly cognizant of the fluidity of the research 

beyond the boundaries in which it is set. Following Wolcott’s suggestion, I sought 

feedback to maintain this research’s dynamism from readers within and outside the 

field. This process can highlight the “inadequacy of explanations or definitions” or 

interpretations that may seem overblown or underdeveloped (Wolcott, 1990, p. 132). 

This process of garnering feedback from individuals, some in the field and some not, 

has been helpful in revising. Subsequent revisions have strengthened my connections, 

assertions, interpretations, and style of writing, all to better communicate the results to a 

more diverse audience.  

Textual/Narrative validity 

 The question of who we want to gain from our research bears on the manner in 

which the narrative is conveyed and ultimately who has access to its ideas. As Graue & 

Walsh (1998) explain, “how we present our work is just as important as how we 

develop our understandings, for in the end, our ability to help others understand our 

interpretations will rest on our ability to tell the story” (p. 247). As graduate students, 

we are told that the committee is our first audience, and ultimately if we can think more 

broadly, our research may reach multiple audiences. In this case, I am writing for my 
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committee as well as the Filipino ECCD communities and those working with them, 

offering the stories of those involved with them and critiques to generate alternative 

ways of considering the topic.  

Praxis-oriented validity 

 How we write and to whom we write are ultimately connected to the question of 

why we do research. As a praxis-oriented researcher, when analyzing and writing the 

last several chapters, I asked myself how this work creates possibilities for new 

understandings of children’s lives and further, how it promotes action to that end. What 

good will this work do and for whom?  

Limitations 

“Traditionally, research has been done on subjects rather than for them” (Lather, 

1988, p. 123). Participants in this research have been asked for their stories, their 

understanding based upon their own experiences and knowledge of their own contexts. 

The findings of this research are not intended in any way to be generalizable; however 

the process through which these stakeholders engaged as participants can be 

generalized.  

In Cannella and Viruru’s (2004) critique on voice and young children, she 

explains that “social science research confers on researchers the privilege of editing 

others’ voices, without having to reveal how one does this editing” (p. 153). Noting this 

limitation is extremely important as it is impossible to include all that each individual 

has said. While ultimately the decision of what to include is that of the researcher, it is 
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vital to have as many others as possible, including those involved in the research, offer 

their understanding of the analysis.  

Analysis and writing process 

 This next section outlines how I have thought about the research questions and 

data in relation to the anthropological and social-justice framework laid out in Chapter 

2. This part leads the reader through the process of how I chose which findings to 

present and the two ways in which I reveal the findings and interpretations.  

 In presenting the findings and data analysis, the main purpose is to convey 

stakeholders’ constructions of quality, both the principles and goals they hold for their 

ECCD communities, curricula, and professional development. I also critically probe the 

rationale and forces influencing such points of view, searching for ways in which to 

support and facilitate the bridging of multiple forms of knowledge and perspectives 

with the ultimate goal of improving the livelihoods for all children and families in an 

inclusive and equitable manner.  

 In subsequent findings chapters, this dissertation focuses on three critical 

dimensions of an ECCD system—community, classroom, and individuals—and 

illuminates the future constructions and processes of quality from multiple perspectives 

in each area. To comprehend the multiple perspectives and complex settings in which 

these and other views exist, Eyben (2008) notes this 

requires making explicit to ourselves and others the assumptions that shape our 
visions about interventions, our processes for planning and resourcing these and 
how we make sense of the emerging experiences. And, above all it requires 
changing the power relations in development practice that keep some 
perspectives dominant and others invisible (p. 14). 
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Initial writing process 

I cleaned up field notes and transcriptions, read each many times, analyzed cases 

for general themes, developed large thematic generalizations across cases, noted 

contested areas and support for ideological concerns in the data, and summarized each 

narrative. Yet, as Graue and Walsh (1998) remind qualitative researchers,  

 “writing up” is a curious misnomer when applied to interpretive research. The 
practice of writing is undertaken at every step of the research process—the 
researcher is authoring both her own experience and her understanding of others 
as she generates data, formulates interpretations, and develops a case for others 
to read (p. 208). 

 
Heeding Graue and Walsh’s (1998) and others’ recommendations, I reviewed 

my interpretations with others in the field, revised my summary of the interpretations, 

and identified supports for these conclusions. I read more and then developed a detailed 

outline of the analysis chapters, which I discussed with committee members before 

starting to write the narrative. The hardest part of this process is similar to creating a 

historical account or story: only one or two of many views can be recorded at any time, 

and furthermore, “the role we take as writers allows only certain things to be explored, 

by us or our readers” (p. 209). As a writer and reader, I chose particular narratives that I 

believe are most salient. As the act of “writing is not a neutral activity, reporting the 

facts, it is strategically undertaken to tell a particular story to a particular audience” 

(Graue & Walsh, 1998, p. 211). These stories bring to light my stances on social justice 

and ECCD in the Philippines. 

In line with the research questions, the findings and analysis present: 1) 

constructions of quality in an ECCD community and classroom as well as in terms of 
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professional development; 2) goals and processes for planning and providing resources 

for these visions; 3) an analysis of underlying assumptions that either shape or inhibit 

the potential of achieving the stated stakeholder visions. This presentation makes every 

attempt to convey accurately future visions and current issues of the five barangays: (1) 

Egana, (2) Igpagnolong in the municipality of Sibalom, (3) Bagumbayan, (4) Western 

Bicutan in the city of Taguig in metro Manila, and (5) Sampaloc of the BF Homes 

barangay (in the city of Paranaque in metro Manila).21

As a guide for the reader, the following roadmap will hopefully enable one to 

more effectively navigate the subsequent analysis and discussion chapters. The first 

overview chapter, “Early Childhood in Two Filipino Communities,” provides a brief 

ethnographic narrative about each of the two communities’ current efforts and roles 

within their ECCD communities. It frames the subsequent analysis chapters, each of 

which shows the stakeholder groups’ quality goals and underlying quality principles or 

the way in which they frame quality.

 

22

 Supplying a more detailed understanding of the current context, the first findings 

chapter compiles observations in day-care classrooms, discussions with Save the 

 At the end of each findings chapter, co-

constructed visions are presented, giving a scenario overview of the groups’ goals and 

principles in one particular space in their community. These more complete visions 

include how relationships may ideally look, what roles individuals may occupy, and 

overall what they see as possible.  

                                                 
21 For the purpose of the study, the metro Manila barangays are grouped together and called Bagumbayan 
because of their similar characteristics and the fact that the majority of stakeholders came from this 
barangay. The barangays in Sibalom are grouped together and called Egana. 
22 These chapters are in no way the sum total of the findings from the data collected. The information 
included was selected based on the research questions. 
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Children staff, research assistants, and locals in both Antique and metro Manila. The 

two narratives are to give the reader a more detailed understanding of the current 

context. By highlighting the community, classroom, and professional development, this 

assessment of the current state of affairs gives the reader a clearer understanding of 

stakeholders’ visions on quality. The second findings chapter, “Our Child-friendly 

Community Achieved through Magbayanihan or Madagyaw” looks at quality goals for 

a child-friendly community and the process for engagement and allocating of resources. 

Specifically in their ECCD communities, how do stakeholders envision mobilizing and 

collaborating to achieve their aims of a quality ECCD? The third findings chapter, 

“Care, Concern, and Connection: Nurturing a quality child-friendly classroom” 

responds to the same inquiries, but this time addressing what stakeholders consider 

quality knowledge and learning in the classroom. The fourth findings chapter, 

“Imagining and Re-Imagining Quality Professional Development,” explicates 

stakeholders’ ideas about what it means to be a quality teacher and how current means 

of professional development molds these perspectives. The analysis and discussion in 

each chapter frames an evaluation of existing power relations among the stakeholder 

groups and their knowledge claims and the disjoint they potentially set up between 

stakeholders’ quality visions and the achievement of these aims. This analysis fulfills 

the last question: How do social relations within the communities enable or inhibit 

stakeholders’ envisioned quality goals and incorporation of local practices into quality 

constructions?  
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Combined scenario process 

The second research question about the process of achieving these goals is 

presented in part through stories. After revealing the findings around quality ECCD 

goals in the community, classroom, and professional-development dimensions, I 

support answers to this query with co-constructed stories about how stakeholders 

envision these goals being implemented and/or achieved. To write the stories based on 

the data collected and observations of the current situation, I read, reread, and then 

coded stakeholders’ second round StoryTechs. In this round, participants were asked 

key questions about the ideal process in each area. For example, we probed for more 

detail about the success of their child-friendly barangays and quality partnerships they 

had mentioned in the first StoryTech, asking such questions as 1) As community 

members, what skills and resources have you offered the barangay with regard to 

improving children’s welfare? 2) Why did you develop the partnerships? 3) How did 

you develop these partnerships? 4) What were the outcomes (for the community, 

parents, and children) of the partnerships? 5) What does your child-friendly barangay 

look like? (See Appendix D.) The queries varied depending on what stakeholders 

specifically talked about in the first-round StoryTech on partnerships and community 

development. Stakeholders were given a variety of ways in which to express their 

visions and stories, drawing pictures and then talking about them, creating skits, and 

writing books with pictures. The co-constructed stories I include in each of these 

findings chapters combine salient themes (i.e., process) that cut across stakeholder 

groups.  
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 Story-development process. The construction of the stories involved combining 

quality visions together. I asked as I analyzed the data, “What are the salient goals 

within this dimension’s visions that transcend individuals within a group and 

throughout stakeholder groups?” For example, in the health dimension (which is not 

presented in this dissertation), the following key themes or ideas emerged.  

• Parent involvement in engaging children in health routines.  

• Infusing elements of healthy eating and routines into a variety of aspects of the 
classroom.  

o Incorporating the “Go, Glow, and Grow” motto into curricula and 
evaluating the choice of foods eaten in the classroom and stories read or 
told in class  

o Enforcing a no-junk-food policy in the classroom  

o Creating a garden that is maintained by parents, children, and day-care 
teachers  

o Providing milk to all children 

 

Next, I asked, “What are the key quality principles within this dimension’s visions that 

connect individuals within a group and across stakeholder groups?”  

• Knowledge is actively disseminated and built across stakeholder groups. 

• Individuals are treated with respect. 

• Collaboration across stakeholders and community members is critical. 

Then as I co-constructed visions based on these previous questions, I used my field 

notes to add context for the reader. 

Final excerpt from health vision. Goal: Nurture and support children’s health.  

 In the kitchen next to the day-care classroom, two parents, Gloria and 

Nadia, chopped vegetables from the children’s garden. The day-care garden is 
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doing so well, due to the help and support from parents and local community 

volunteers, that it grows many kinds of vegetables and fruits for the daycare and 

local families. Today, Wednesday, was Gloria and Nadia’s day to volunteer, and 

they were making lawsa, a local vegetable soup, in which chicken is sometimes 

added, in a large pot to feed the approximately 80 children in the daycare. It was 

getting close to merienda time, and Gloria and Nadia could see the teacher 

Trining and the parent volunteer Dading, washing the children’s hands and 

sitting down at the table to eat with the children. The assistant walking into the 

kitchen brought out hot bowls of lawsa for each child. Through a partnership 

between the Department of Social Welfare and Development (DSWD) and 

Save, each child received a box of whole milk with the merienda. “Umm . . . 

sarup (delicious)!” said the children. 

 The story above, while only an excerpt from the larger story, gives an idea of 

how the themes, ideas, and principles were put together in one of the communities. 

Some parts of these stories already exist in the communities, as I observed them during 

data collection. Other sections are what stakeholders hope to see added in the future for 

an inclusive quality ECCD. The purpose of the stories is to convey a possible scenario 

of how stakeholders see working together to achieve their quality goals.   

Conclusion 

The findings described in the next chapters reproduce as authentically as 

possible the ideas and beliefs expressed by those involved in this study. I argue that “the 

diverse everyday lives of young human beings, and the voices of their families and 
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communities in those everyday lives, must be accepted as legitimate, multidimensional, 

and worthy of being heard” (Cannella, 2008, p. 166). I have made every effort to 

present these voices in a context to promote dialogue and critique about how these two 

communities can achieve their goal of a quality child-friendly barangay. 
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CHAPTER 4 

Early Childhood Care and Development in Two Filipino Communities 

 To begin, I would like readers to forget images of day-care centers, preschools, 

or any other early-childhood setting in the United States and accompany me on a quick 

yet hopefully instructive journey through two ECCD communities in the Philippines. 

This expedition provides a brief overview, including what comprises day-care and Kapit 

Bahay Aralan (KBA) centers, which stakeholder groups are involved, and how they 

currently interrelate. What do social relationships across stakeholder groups currently 

look like? Do these relations make space for multiple discourses? Are different 

stakeholder groups’ expertise acknowledged and valued? How ECCD stakeholders 

interrelate in their current contexts is important when looking at the possibilities of 

achieving their visions of a quality ECCD community.  

Present-day ECCD Communities 

 Barangays in the Philippines, regardless of their urban or rural character, are 

often a very cohesive unit. In the more metropolitan Manila, houses intertwine, and 

many occupants share space for carrying out basic necessities, such as washing clothes, 

cooking, and child-rearing. In the more rural areas, while space between houses exists, 

equitable distribution of food, water, and other limited resources is quite common. A 

similar view of sharing of resources is also true for the ECCD communities, from day-

care space with other community programs to the food for children’s meals at the 

daycare.  
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 Likewise community support and volunteer time to help further their barangays’ 

child-friendly status and keep day-care and KBA facilities running smoothly is viewed 

as a good investment by many stakeholders. Across communities and stakeholders, who 

is involved and how they are involved, was observed and noted to have consistencies as 

well as differences. 

Parents 

 Parents’ roles are twofold: caregiver and volunteer/organizer. First and 

foremost, parents are viewed as caregivers for their children. Parents in Save the 

Children areas are expected to attend one sixteen-week parent education session (PES), 

which emphasizes child development and the Convention on the Rights of the Child 

(CRC). These sessions are attended by both mothers and fathers and conducted by one 

teacher, usually a day-care teacher or KBA teacher in a classroom. Each session 

concentrates on one main idea, such as discipline, and then parents engage in activities 

with each other. One main goal of the PES is to provide parents with additional 

knowledge and tools to become more effective parents. A secondary purpose is to give 

parents educational activities they can use with their children at home and in the 

community outside of the daycare. As Faith explains, stronger, more trusting 

relationships are formed between parents and day-care teachers through the PES 

sessions. 

 Sometimes after the PES seminar, there are parents who approach to ask for 
advice. When they approach you, you begin to realize that when you conduct 
PES, they become comfortable with you. Then sometimes it happens that they 
request for time to have a more personal talk, and they will come back whenever 
you are available. 

      —Faith, day-care teacher, Bagumbayan—  
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 The other role of parents is to volunteer and organize events for the daycare and 

KBA programs. Ging-ging, a parent from Egana, notes about parents and their 

involvement in the daycare,  

 as parents, we act as role models to our children. Children feel that they are 
 important when their parents are active in day-care activities.  
       —Ging-ging, parent, Egana—  
 
While Ging-ging uses the word “parents,” most often mothers—not fathers—are 

observed volunteering their time in preparing snacks for children and organizing 

various fundraising events or activities for the daycare. During an observation in the 

Egana classroom, several mothers arrived at about 9 a.m., bringing the required food 

and making enough for all children to eat in the four sessions. In the StoryTechs parents 

are said to help arrange such fundraisers as Nutrition Month, Language Week, and the 

Christmas party as well as PES or parent teacher association (PTA) meetings. Some 

day-care teachers appreciate the assistance parents gave for such occasions, as Judith 

points out, with parents in the role of coordinator and volunteer, the events run much 

faster. 

 Like the Nutrition Month before . . . we discussed . . . the arrangement of 
flowers, how to put decoration on the stage, it’s really . . . it just took a few 
hours. It got finished fast, because parents were helping. 

 
     —Judith, day-care teacher, Bagumbayan—  
 
In addition, parents aid in fundraising to provide daycares and the KBA with additional 

resources such as playground equipment, books, or a new roof or a more permanent 

day-care structure. 
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 Parents’ roles in the two communities are not uniform, which the StoryTechs 

explain in more detail. In a few day-care programs, parents play an integral role in their 

daily operation, as noted above with the meal preparation. While in other daycares, 

some teachers say that if they ask for help, the parents are more than happy to respond, 

or in the case of some KBAs, some teachers observe that it can be very difficult to get 

parents involved and give their time. Gina explains, 

 When it comes to parents, it is really hard to get their time, but we try to make 
them a part of the program of Save, which is the KBA. Through PES, we really 
oblige them.  

      —Gina, KBA teacher, Bagumbayan— 
 
 Currently, relationships between day-care teachers in some settings are 

becoming stronger and more trustful. Through PES and their involvement in the 

daycare, parents are given “correct” or better ways of raising their children. In neither 

the PES sessions nor the day-care classroom are parents asked to contribute their own 

knowledge and experiences.  

Day-care teachers/KBA teachers 

A teacher is the most influential person in the life of a child. 
 —Angelina, community member, Egana— 
 
 Day-care teachers are believed to hold a very special place in children’s lives, 

occupying the dual positions of molders of children and community organizers. 

Mirroring what Nanoy states, many parents explain that their children’s day-care 

teachers are like a “second mother” to their children. Amping from Igpagnolong says, 

“The day-care teacher treats the children like they [are] her own.” Day-day from Egana 
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adds, “The day-care worker acts like a mother. She teaches the child good manners and 

encourages the child to eat well.” 

 Teachers care not only for the child, but for the family. In turn, parents trust day-

care teachers; they believe that the instructors have a good basis of knowledge around 

child-rearing and education and will always do best by the child and family. Similarly, 

the community believes that teachers are influential in terms of being role models and 

providing guidance. Jenny, a community member, notes that “the day-care worker must 

be a good role model to the children. She is the best instructional material.” Violy, a 

day-care teacher, further explains about her role as a teacher with respect to young 

children in the community.  

 I am helping a lot in shaping the knowledge of the children in my community. 
Parents have great trust in me to mold and develop their children. 

      —Violy, day-care teacher, Bagumbayan—  

 Day-care and KBA teachers are respected in the community by many parents 

and other community members. In both Bagumbayan and Sibalom teachers are seen to 

have a unique understanding of both the family’s and children’s needs and concerns. 

While they advocate in a variety of spaces in their communities, day-care and KBA 

teachers, especially in more urban contexts where the overall population is much greater 

and thus that of teachers, rarely address their concerns, problems, or ideas to the 

barangay council.  

Community members 

Community members, as explained in the third chapter, are individuals with a 

variety of roles in the community. Some are or have been involved in the formal 
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education system, others are a part of the community’s economic sector, and all are an 

integral part of the social fabric. Community members were asked to participate in the 

StoryTech because the non-governmental organization (NGO) staff believe them to be a 

key part of the various communities’ ECCD systems; yet, the findings demonstrate that 

only some express currently having functions in the system while others were still 

figuring out their roles or didn’t believe they had one. Barangay health workers (BHW) 

and barangay nutrition specialists (BNS) are quite clear on their positions, how they 

relate to the daycares, and how they could potentially be different and of higher quality. 

They work in health and nutrition maintenance and monitoring for children and 

families. For example, Emma explains, “BNS and DSWD (Department of Social 

Welfare and Development) and health workers are about dispensing the right vitamins, 

deworming.” In the areas in which Save the Children works, the connection between 

health and education at the early-childhood level has been made quite clear, and those 

community members, who participated in the research and are directly linked to the 

health of the barangay, plainly understand their responsibilities and how they fit into the 

process of quality improvement.  

On the other hand, community members, who work in government or in a 

supervisory capacity in education, had more difficulty seeing how they could be a part 

of the process of ECCD quality improvement. This is not to say that they do not have a 

clear idea of what a quality day-care curriculum or classroom should look like. A 

community member who holds several advisory roles in the barangay, Nora is a team 

leader, who supervises children aged three–five years in the community. As she works 
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directly with children and families outside of the auspices of the daycare, she doesn’t 

see how her role intersects with the daycare and the well-being and support of those 

involved. When Sylvia, the research assistant, asked, “do you see your role in the 

daycare?” Nora responded, “I am not really . . . I oversee everything. I am a team 

leader.” After this particular StoryTech and in discussions with the community 

members, what struck Sylvia as interesting is that all of the participants could talk about 

what quality health and education should look like in their communities, yet some still 

had difficulty understanding what their roles are in the ECCD community and more 

narrowly, in this research process of looking at how they construct quality within their 

communities. 

Barangay officials 

 The barangay officials’ role as explained by stakeholders and some officials 

themselves is to serve as an advocate for children and resources. The officials in Egana 

and Igpagnolong feel that part of their responsibility is to look out for the well-being of 

children and families. Several examples arise in the StoryTechs, with the first one being 

the establishment of ordinances that protect children’s rights. Nanding explains that a 

law proposed in Igpagnolong is  

 an ordinance that ensures the protection and safety of children in and out of the 
school setting. Specifically, the children are safe and protected from accidents or 
harm.        

—Nanding, barangay official, Igpagnolong— 
 
As described in the methodology chapter, Igpagnolong is a barangay in the mountains 

of Sibalom, and this community started a KBA in 2006. The above statement, though 
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broad and overarching, denotes a commitment and beginning for the barangay officials, 

who not only create laws but also hold the community accountable. 

 In Egana, community members explain, barangay officials are looked to for 

knowledge and guidance in the community. Therefore, when barangay officials support 

child-friendly communities, other individuals follow and also engage in efforts around 

daycare. However, in communities where barangay officials are not advocates for 

children’s issues, Lucing explains, it is difficult to garner support. 

[Getting the] acceptance of barangay officials for children’s issues [is difficult]. 
[For example], it took a while before a day-care center opened in our community 
because our officials did not accept the day-care program. Some of them are not 
aware that it’s one of the bases of a child-friendly community. They failed to 
realize that it’s for the betterment of the barangay.   

—Lucing, day-care teacher, Sibalom—  
 

While community members, day-care teachers, and parents note that they would like 

officials to ideally act as visible advocates for their barangays to the larger 

municipalities or cities; they admit, this aspiration is in some cases not yet a reality.  

 In many Filipino communities including Bagumbayan, the social relations 

between barangay officials and other ECCD stakeholders were much more unequal than 

in Sibalom. There were several observable and stated ways this imbalance affected the 

communities. Opportunities for marginalized ECCD stakeholders, like those in this 

study, to participate in dialogues and discussions in the community and especially with 

barangay officials were minimal if nonexistent. As noted in Lucing’s statement, 

garnering support and increasing awareness among barangay officials was difficult for 

ECCD stakeholders. While some noted that their officials were visible advocates—

meaning they were believed to include multiple ECCD stakeholder voices in 
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discussions and decisions—many stated that they did not feel that officials valued their 

knowledge and experiences; therefore, they did not feel comfortable addressing them 

with their concerns. Therefore from observations and the findings, barangay officials’ 

current decisions about child welfare are most often not based on local but on outside 

knowledge, beliefs, and values.  

Non-Governmental organizations  

 NGOs are seen as life lines for individuals in lower socio-economic 

communities in the Philippines. While stakeholders, admittedly, would like NGOs to 

remain in their communities, during the StoryTech sessions stakeholders would often 

make half-serious comments about the continuing support of Save PhCO, knowing full 

well that from the onset of the organization being in the community, it was only going 

to be there for several years. Jenny, in one of the StoryTech sessions, explains that one 

vision could be accomplished “because of the unending, unfailing help of Save PhCO 

the Children,” yet in the next breath, she acknowledges that “Save is close to phasing 

out in our area” (community member, Bagumbayan). Though many community 

members know that the NGOs involvement may only be temporary, they appreciate and 

often note the differences made in the community through partnerships with the 

agencies.  

 Many NGOs operate within a philosophy of the equal distribution of resources. 

Some, like the organization with which I worked, build capacity, implemented 

interventions, monitor interventions and then phase out and execute a similar process in 
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another community. This method is based on the basic premise of creating self-

sustainable communities.  

 Overall, as one of the directors of Save PhCO explains, with respect to children 

and families in the communities they serve, Save’s role is one of support. This approach 

involves a wide range of actions; it can mean providing physical resources or 

developing human resources. It could also mean advocating for children’s and 

marginalized populations’ rights. In relation to ECCD, Pam notes that support from 

Save provides “child protection and development, [builds] parents’ capacity, [and gives] 

adequate and appropriate support and materials [for the community]” (NGO leader, 

Sibalom). Overall, Mindong, the director in the Iloilo office explains that support 

should be a partnership between the local government and Save. 

I believe that if there is proper care and proper instruction in whatever basic 
form it is, this should be supported by the local government. For me, inside, 
internally, there must be a system for parents and children that the local 
government supports. Externally, it should be supported adequately.  
               —Mindong, NGO leader, Sibalom— 
 

 What role does Save staff play in these supportive partnerships? Within the 

organization, they conceptualize, implement, and monitor interventions thought to 

improve children and families lives. Decisions on which programs or interventions are 

implemented reside heavily with Save PhCO. As an example, Mindong notes that as an 

organization if it believes an ECCD intervention will have positive benefits for the 

community, Save PhCO should make the argument to the LGU (local government unit), 

then package and apply it to the community. Specifically, Mindong gives KBAs as an 

example of an intervention he feels is a good investment on the part of the LGU.  
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If there’s no day-care center, there’s Kapit Bahay Aralan. That’s why I believe 
in the Kapit Bahay Aralan; it’s cheap but the instruction is still at par with 
Montessori.     —Mindong, NGO leader, Sibalom— 

 
Lastly, Mindong explains, Save’s role is also to remain informed on the latest 

innovations in ECCD and then offer these to the community in a packaged, intervention 

format. 

If there are new approaches in ECCD—new findings and innovations—Save the 
Children must study them, packaged [them], and bring [them] to the community 
level. Advocate to the local municipal level, League of Governors, mayors, 
councilors and bring the message [to] them to invest funding and resources for 
these programs. These are the [stakeholders] who have [the ability to 
implement’ programs for their constituents and at the same time have influence 
on policy and resources.  
     —Mindong, NGO leader, Sibalom— 
 

The present role of the NGO organization in the ECCD communities is one of 

sustainable capacity building, which involves identifying inequities in communities, 

developing programs to address them, and supporting sustainable efforts around their 

renegotiation in society.  

Sibalom 

Egana 

 Those living in Sibalom, a part of one of the most impoverished provinces, are 

acutely aware of the struggles and issues of poverty. Few who live in one of its 

barangays can have avoided, at some point in their lives, looking through the eyes of 

individuals imbedded in the cycle of poverty, and people who possess such intuition and 

understanding of this social condition include elected and nonelected officials. In the 

small and well connected communities of Sibalom, stakeholders’ social networks 

constantly overlap, whether through family or professional connections. In particular, 
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Picture 7. Daycare Classroom in Egana, Sibalom 

no one is very far removed from the children in the community. Elected officials are 

often grandparents, uncles or aunts, and sometimes even parents of children in daycare. 

I believe that many of these individuals appreciate others’ daily lives and lived 

experiences, especially those of the young children. 

ECCD community: Egana. A barangay of about 5,000 people with a center in 

which around 100–150 families live; Egana is only about a twenty-minute motorcad23

 Egana day-care classroom. The 

Egana day-care center, well positioned in the 

town, is painted a bright, welcoming yellow. 

Outside is a large cement play area; a swing 

set placed on the grass to the side of the 

 

ride from the center of the municipality of Sibalom. Two dirt roads bisect its central 

area, with the Protestant church on the south end, the Catholic church on the north-east 

corner, and the barangay hall in between. Many of the StoryTechs were held in the 

barangay hall, in front of which is a concrete area for drying rice (which is quite a 

luxury as many would have to dry their rice 

on the side of the road and risk losing some 

from passing motorcads). Next door is the 

day-care center and across the street, the 

market area.  

                                                 
23 Motorcads, motorcycles with cabs attached to the side, are the only public form of transportation in the 
province. Two people can sit inside the cab facing the direction the motorcad is traveling and two people 
can sit on the back of the cab facing the opposite direction. However, there were many instances in which 
I think I counted at least eight people, not including the driver, on one motorcad. 
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daycare; and a vegetable garden, labeled as such and partially fenced in, next to the 

swing set. The daycare is spacious with several brightly colored child-size tables with 

colorfully painted chairs, enough for all children in a session (up to thirty-two students) 

to sit, eat the merienda,24 or write and draw. At the far end of the tables is a bulletin 

board on which the week’s themes are placed. A variety of posters, all in English, 

decorate this room and show body parts, colors, the English alphabet, and poems. 

Beautiful mobiles hang from the ceiling and espouse values such as cleanliness, 

obedience, and kindness. A carpeted area on the left side of the room is used for 

praying, storytelling, and circle time. Lining the carpeted area are several shelves with 

handmade and a few store-bought toys. Behind the far shelves is a sari-sari store, with 

empty food canisters or boxes that children have brought from home. The sari-sari store 

is thought of as a dramatic play area. In addition the parents have built a little house for 

the children, connected to the classroom’s back door, where children can read, talk, or 

just sit. In the kitchen behind the far-right corner and behind the bulletin board is a sink, 

a five-gallon jug of water used for drinking, and a countertop where parent volunteers 

prepare a fresh merienda for every session. In the back, on the opposite side of the 

classroom, are two bathrooms, with a pail-and-bucket system.25

                                                 
24 “Merienda” is the term used in both Antique and Manila for snack time. Merienda usually consisted of lawsa, a 
thick chicken soup, or a rice dish.  

 The problem with this 

method is that the water sits in the large bucket for a long period of time, attracting 

mosquitoes and other insects that can carry disease.  

25 A pail-and-bucket system is the most prevalent in the Philippines. The toilet has neither a seat nor flushing 
mechanism. One uses a pail of water taken out of a big bucket to rinse out the toilet.  
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 While those who have worked in an early-childhood classroom attest that there 

is never a typical day, children often engage in routines and activities on a fairly regular 

basis. In the Egana center, Rose, the much beloved teacher, conducts four sessions 

every day, with the first starting at 7:30 a.m. and the last finishing at 5 p.m. With a 

smile on her face, Mm. Rose26

 Many of the activities are conducted in one large group. They listen to stories 

together, sing songs and dance to music inside and outside, draw, work on letter or 

number worksheets, and, at the end of each session, are given a little free time either 

outside or inside the class. During the class many parents wait either outside the 

classroom or next door at the barangay hall. Once the session ends, parents return inside 

the classroom, and Mm. Rose greets the parents and says good-bye to the child. 

 greets more than 100 children each day as they arrive. 

The children quietly enter the classroom, say goodbye to their parents, find a seat, and 

place their bags on the back of their chairs. Each child waits patiently until instructions 

are given to come to the carpet area. Mm. Rose begins the session with a prayer, facing 

the Virgin Mary, and all children, regardless of faith, quietly follow her.  

ECCD community: Igpagnolong. Unlike Egana’s day-care building that is used 

solely for daycare, Igpagnolong’s KBA building is a multipurpose community center. 

The KBA program was developed by Save the Children to address the needs of the 

most marginalized communities. These communities for various reasons were not being 

served by any day-care facility. While the first goal is preparing children for 1st grade, 

the second goal and just as important is the empowerment of individuals within the 

                                                 
26 The term “Mm.” is used by children to speak to adults respectfully. Even adults use this word with individuals in a 
more formal, professional setting.  
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community. Through training as a KBA teacher it is hoped that these individuals will 

become leaders within their community, advocating for children and engaging 

community members in issues relevant to children and families. They are mostly 

volunteers, given a very small honorarium each month. Besides building skills in early 

childhood, it is hoped that individuals also gain skills in community organizing and 

advocating for children in the larger community.  

Igpagnolong KBA classroom. In Igpagnolong, Insang is the teacher, working 

everyday with up to twenty-five children ranging from three to five years old as well as 

one ten-year-old girl, who appears to have Down Syndrome. The KBA is held in dimly 

lit room with gray cement walls and a corrugated tin roof. Covering the walls are 

pictures of children, the English alphabet, a map of the Philippines, and rules for the 

classroom. On the concrete floor are plastic straw mats.  

The session’s structure is somewhat similar across the Save the Children sites. 

Insang, welcomes children into the KBA, and they sit on the mats until the rest arrive. 

She then starts the period with circle time, in which children sing a few songs, review a 

letter or number, and participate in an activity related to literacy or numeracy. For 

example, Insang has a large tablet of paper in which she draws three triangles, four 

squares, and five circles on one side of the paper, then the corresponding numeral on the 

other side of the paper. She calls on different children to draw a line connecting the 

numeral to the correct number of objects. After this task, Insang divides the children 

into two different age groups, three–four and four–five year olds, who are given an age-
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appropriate activity to extend the pedagogical objective of the day. Afterward, the 

children read a story and then play structured games led by Insang.  

Metro Manila 

Taguig City 

Four years ago, Taguig, close to the heart of Manila, elected a young mayor 

from an affluent family, who has a beautiful wife and three young children. Freddie 

Tinga has led the city with the motto “Forward Taguig,” proclaiming it as the friendliest 

place to do business. He also ensured a multibillion peso investment project for the 

“Global City27

                                                 
27 Located on the former US Fort Bonifacio, the expance of land has been transformed into an area 
enticing foreign investment. In addition, many ex-patriots living in the Manila area call the “Global City” 
home.  

” development, enticing many expats to call the global city, Taguig, their 

home. Unlike Sibalom, the socio-economic differences between legislators and 

administrators who run the city and the average citizens who make the city run are vast, 

not only in terms of income differences, but also their lived experiences, knowledge 

bases, and perspectives. Urban cities draw individuals from all over a country. While 

the costs of living in urban areas are much greater, the opportunities to make a living 

are similarly much greater; at least this is what many believe. In collecting the data, I 

met several parents who had moved from other provinces searching for better 

opportunities for work and for their children. I also encountered families in which one 

or more parents are working overseas, therefore depending on grandparents or other 

members of the extended family to take care of their children. Most of these choices are 

made in hope of a better future for their children. For the stakeholders in this study, the 

difference in socio-economic status between many parents, KBA teachers, day-care 
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teachers, along with barangay health workers and the barangay officials they elected 

was greater than that of similar groups in Sibalom.  

Bagumbayan ECCD community. In Bagumbayan and St. Nino, a sitio and not a 

larger barangay, people live so close together that population estimates in metro Manila 

vary from 20 million to 24 million. Some day-care teachers may know members of the 

barangay council because of joint membership in the Barangay Council for the 

Protection of Children (BCPC), but most have only met barangay officials on few 

occasions. With over seventy day-care teachers in the barangay, it is usually the cluster 

coordinator’s responsibility to report and express concerns to the council.  

 ECCD classroom: Bagumbayan. My first glimpse into a day-care classroom in 

Bagumbayan was in the drier (i.e. cooler at 30 degrees centigrade [85 degrees 

Fahrenheit]) month of January. With few fans to circulate enough air throughout the 

tiny classroom, in order for the some thirty, four and five year olds plus two teachers to 

remain comfortable, I was amazed that none complained. Due to noise pollution, the 

windows remain shut. The light from the windows is minimal, and using electric lights 

is considered wasteful. This center has four shifts throughout the day with a maximum 

of a half hour for lunch in between. Similar to Egana, the bathroom has one bucket-and-

pail toilet with a sink and soap.28

 To the right of the entrance, shelves with mostly handmade materials scale the 

wall. On the opposite left-hand wall are baskets with each of the some 100 children’s 

names stacked neatly on shelves. As children enter at the beginning of the session, they 

 

                                                 
28 In general in the Philippines, people pride themselves in their hygiene, regardless of socio-economic 
status. Children most often come to daycare extremely clean and neat.  
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place their bags on the back of one of the tables, and start playing with a variety of 

manipulatives. Once all the children arrive, the two teachers ask the children to clean up 

the manipulatives and begin the day’s lessons. Over the course of the two and one half-

hour period, the teachers sing songs, recite numbers and letters, read and tell stories (in 

both English and Tagalog), and have the children rest for ten minutes. All these 

activities are conducted as a class with the teacher leading, similar to the classroom in 

Egana. The children laugh, giggle, are occasionally mischievous, and overall are 

engaged in the various activities teachers provide.  

Comparison between locations 

 The daycares in the Sibalom and Bagumbayan don’t differ dramatically. The 

structure and style of teaching are similar; the only major distinction is physical space. 

In the daycares in Manila, space is at a premium. It is rare that children have a space 

outside to play, and, more often than not, the daycares are in a noisy, crowded area. At 

one daycare in St. Nino, which is in Paranaque City, that we visited quite often, one of 

the teachers who was also a grandparent of a child in the daycare, and a community 

volunteer complains about the cock fighting that occurs outside of the center. The only 

thing she has been able to do is move the cock fighting up the road. Most often when 

we visited this daycare, we saw a group of mostly men gathered around a couple of 

cocks, who were fighting. Whereas, at the daycares in Sibalom, Antique space is 

plentiful; most have a garden and play area outside that is sectioned off in some way 

from the next house or building (if there even was one). Noise is never an issue, so the 

windows are open all day.  
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 Aesthetics and environment aside, both daycares in Sibalom and Bagumbayan 

and the KBAs apply similar curricula. Day-care teachers usually work from a standard 

guide provided by the government; and KBA teachers use one made by Save the 

Children. Both guides outline themes, activities, and learning objectives. The KBA 

manual by design creates activities that require minimal resources and with simple 

alterations can be used with a range of ages and have a more active learning component. 

Salient across all barangays in the study is day-care teachers’ small amount of formal 

training. While many barangays are aware of the phenomenon, when this data was 

collected, formal training often consists of a couple of weeks with several weekend 

follow-up sessions.  

Professional Development 

“I am a day-care teacher in Pasong, Sibalom, and teach in a one-room day-care 

center, common in the Philippines. I teach five sessions a day for two hours each, 

starting at 7AM and ending at around 4:30 five days a week. I have 98 wonderful 

students ranging from ages 3-6 with one student who is extremely hard of hearing. I 

have been teaching for two years. Before I was a teacher, I stayed at home to care for 

my two children. While at first my husband was a little resistant to my becoming a 

teacher, he is now more supportive. I think he has begun to understand how much being 

a teacher means to me and those in the community.” 

“At the very beginning I had one week of training before entering into my very 

own classroom. The last two years have not been without their ups and downs.”  
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“In my classroom I am the only day-care teacher, I have parents who come in to 

help with the snack and anything else I may ask them to help out with. I so enjoy 

getting together with the other day-care teachers in the province, but I have to say it is 

very difficult. We see each other once or twice a year as a group and this is for one- or 

two-day trainings; otherwise, maybe informally we meet up.” 

      —Pearl, day-care teacher, Sibalom— 

 Day-care teachers,29

 Day-care teachers, as explained in the methodology, have a wide range of 

backgrounds and educational levels, with a high-school diploma at minimum. When 

they begin, they have a one two-week-long intensive training that teaches child 

development, classroom management, discipline, curriculum, the CRC, parent 

education/relations, and health. The training is conducted through each city’s DSWD. 

KBA teachers are exclusively trained by Save the Children, which also helps with day-

care-teacher training in some barangays with limited resources.  

 or “workers” as they are currently called in the barangay, 

are sometimes salaried and more often than not receive what is called an honorarium. 

The salary ranging from 2,000 to 5,000 pesos (US$50–125) a month, while still quite 

minimal, is at least regular pay. The honorarium on the other hand ranges from 500 to 

2,500 pesos (US$14–50) a month and depends on the barangay council’s approval and 

timely payment by the barangay.  

                                                 
29 When I returned in January 2008, after I had collected the data with Save, I conducted a training in 
conjunction with the organization on the use of the quality tool. In this training, the day-care teachers had 
quite a lengthy discussion on how they are and should be called teachers. Therefore, I use that term 
instead of “worker.”  
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 Ongoing professional development is rare, ad-hoc, and contingent on both the 

support of the barangay and the city. Currently day-care teachers meet in their cities or 

provinces once a month. They are required to turn in lesson plans biweekly and are 

supervised by both their cluster coordinator and the DSWD coordinator. When I 

collected data in the summer, I was invited to a city meeting in Bagumbayan to briefly 

talk about the research. It was held in one of the smaller daycares, with only enough 

room for a chalkboard, a few tables, and about thirty chairs. Fitting over seventy people 

into that small space proved impossible, so those who arrived early sat inside the 

building and those who came later sat outside listening through the door. After the 

meeting, many hung around outside to socialize and catch up. Besides the monthly 

meetings, day-care teachers attend weekend or Saturday resource-development sessions 

at the Save office. In these programs, they work together to create resources (i.e. toys, 

manipulatives, stories, etc.). In one of our interviews, Mm. Rita, the DSWD director, 

explains that they are looking for university partners to help with the ongoing 

professional development of day-care teachers.  

Actually at present, the professionalization of day-care workers is in process, 
and this is being conducted in partnership with the University of the Philippines, 
to support Taguig. So through the help . . . of Save, they evaluate the status of 
each day-care worker so they [are] classified and their deficiencies are being 
[identified]. . . . They are also being . . . assisted in how to do everyday 
activities. [Furthermore] we oblige all day-care workers to submit the weekly 
lesson plan that they do.  

      —Mm. Rita, DSWD Director, Taguig—  
 

In this quote, Mm. Rita talks about a more formalized professional-development 

program, in which teachers have an individualized development plan. Yet, it should be 

noted that within the existing professional-development process, decisions about what is 
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addressed are made by outside experts who use their own assumptions and frameworks 

to identify the day-care teachers’ deficiencies. Teachers are not invited to incorporate 

their knowledge, experiences teaching in these contexts, or other ideas about further 

professional development.  

 From the conversations we had with day-care teachers, they are most 

disconcerted by the isolation they feel in their one-room classrooms. A few are lucky 

enough to have two teachers doing different shifts in the same classroom, but most are 

the only teacher. If they do want to meet up to discuss problems, ideas, or issues about 

their daycare, they have to arrange transportation to meet other teachers on a more 

informal basis on their own time, which for many is extremely limited.  

 Mm. Rose and colleagues know from their experiences and formal knowledge 

base that the children in their daycare require different forms of instruction; yet, they 

have no connection to further knowledge, resources in which to generate answers to the 

problem. Day-care teachers’ access to other teachers, books, articles, or the internet is 

extremely limited. They become frustrated when they observe situations in the 

classroom that need specialized, unique solutions and they have very few options on 

how to respond, as the following example demonstrates. 

 Day-care teacher Mm. Rose. In our StoryTech discussions, day-care teacher 

Mm. Rose and another teacher express concern over two children in their program. One 

child could not hear anything; at least, that deficiency is what had been assessed at the 

time. While Rose noted the little girl was very quick to learn things and figure out ways 
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to communicate, Rose expresses some frustration in her own ability to access resources 

for the deaf child and her family since she had not been able to find much.  

 With over sixteen years of day-care-teaching experience, she had accumulated 

much knowledge about children from her astute and careful observations, interactions, 

and care for children. Other teachers in the province looked up to and respected her. As 

educators, day-care teachers care very deeply for their children and families. They want 

to provide the best possible learning environment for their children but realize this 

goal’s difficulty in their, at times, inadequate learning environment. Therefore, similar 

to other stakeholders, day-care teachers see investing in ECCD as a matter of improving 

the future of not just one child, but also the community as a whole. Stakeholders almost 

uniformly want to support the care, education and development of young children for 

their local and global communities’ future. They note that by celebrating, supporting, 

and investing in young children, the next generation will have more opportunities to be 

successful and give back.  

Why Invest? 

Why should communities invest in ECCD? In both Sibalom and Bagumbayan 

stakeholders discuss why their communities do and should invest more from some 

stakeholders’ perspectives, in early-childhood care and development. Overall, 

stakeholders agree that there are both short-term and long-term benefits to investing in 

ECCD. Short-term benefits extend from increasing a child’s health and cognitive skills 

to making it easier on first-grade teachers to freeing up mothers to engage in work 

outside the home; whereas, long-term impacts extend to the community and the larger 
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society. It is believed and hoped that overall investment in children will bring economic 

gain to the community through their children becoming professionals, in other words 

becoming productive members of society and giving back to both their local and 

national communities.  

Investing in ECCD: Positive values and economic prosperity 

Stakeholders almost unanimously agree that investment in young children is 

beneficial in both the short term and long term. Where stakeholders’ perspectives 

diverge is to whom and why investment in ECCD is beneficial. As is evidenced in these 

two quotes below, at the core of these different rationales for and benefits of investing 

in the young child is a more nuanced view of community and what being a member of 

that community means. While the first NGO leader situates his rationale more in line 

with an argument about individual development and productivity, the barangay official 

locates his rationale in a community-benefit construction.  

Aypung, who has worked for Save the Children in multiple capacities and was 

the director of education in the West Visayas region, explains his rationale for investing 

in ECCD.  

It’s a must that the Philippines invest in ECCD programs. Very young children 
of today will determine what kind of people we shall have 20 to 30 years from 
now. On the part of the government, it’s cost effective to invest in younger 
children, because they will position themselves in the preventive aspect. 
Investing in quality ECCD means, more educated individuals, fewer drop-outs 
from school, fewer criminals or no criminals at all, more happy families, more 
responsible and sensible leaders, etc. We have more to gain and nothing to lose 
actually.  

       —Aypung, NGO leader, Sibalom— 
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Aypung focuses on the individual Filipino child and uses more economically 

driven language such as cost-effective, protection of communities, and prevention, 

linking these outcomes with investment in ECCD to the betterment of the entire 

country. Whereas, Pedring, a barangay official in the more remote barangay of 

Igpanolong, Sibalom, explains in more detail his belief as to why investing in ECCD is 

for the benefit of the local community, not just the individual child. He notes, “if these 

children could access early education and they continue and finish a degree, in the 

future, they could help the barangay and also their families when they are already 

employed” (barangay official, Sibalom). Or as Lucing, explains further, “the reason for 

providing early learning to children is to enhance their abilities; in 2012, when children 

have improved their skills because of early education this would redound to the 

progress of the barangay” (day-care teacher, Sibalom).  

 Bentong, a barangay official from Egana, Sibalom, believes that by investing in 

ECCD, children’ skills and potential can be more fully developed and honed, and in 

turn children not only have greater opportunities but also the potential to be the future 

leaders of the country.  

Our plan for education is to acquire additional facilities for the day-care center. 
These facilities would help hone the skills and potential of the children since 
they are the future leaders and hope of our beloved country. 
     —Bentong, barangay official, Sibalom— 
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 Betong’s statement also puts responsibility on the community as the benefit 

extends beyond just its own locale but to the entire country. Because, as Camille, a SC 

(Save the Children) Volunteer notes, having more educated and healthy individuals will 

also help the country develop: “the children will grow up educated and their health will 

be taken care of for our country to develop” (Camille, community member, 

Bagumbayan).  

 One common thread through these differing perspectives is that the rationales 

center around group benefit; we invest in this individual, then he/she will work hard and 

provide benefit to our group in return. Currently, however, investment in ECCD is both 

focused on the individual child and carried out a unidirectional manner. In other words, 

ECCD innovations are focused upon the individual’s success, separate from his/her 

family and community, and they are carried out from the top-down. The communities’ 

ideals being presented here, especially coming from the rural communities of Egana and 

Igpanolong, express additional focus on the child in relation to the community and all of 

its collective well-being. By delving into stakeholders’ conceptualization of a good 

professional citizen, a more nuanced understanding of communities’ rationales behind 

investing in ECCD is gained. 

A professional provides financially for the community and is a good citizen 

Insang, a day-care teacher, summarizes well why stakeholders in her community 

invest in ECCD.  

One of the main goals of investing in ECCD and a quality child-friendly 
barangay is viewed within Sibalom as a stepping stone for children to become 
good professional citizens.  

  —Insang, day-care teacher, Sibalom— 
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On our journey to Sibalom, Antique, to talk with various stakeholder groups I 

was talking with Asha, one of the research assistants on this project, when we passed by 

what I would call a Filipino McMansion. Turning to ask what she thought those who 

inhabited these houses did for a living, Asha noted that the home was more than likely 

built by an OFW (Overseas Filipino Worker) or a family member that was an OFW and 

had sent remittances back to provide for the remaining family. These OFW homes were 

scattered throughout the region and were distinctly different. They were usually made 

of concrete, thus presumably able to withstand typhoons that frequented the area, and 

were spacious, at least, by Filipino standards. I can only imagine that these homes and 

remittances endowed the families with a sense of both economic and physical security, 

both ideals that many families dream of having.  

I bring up this account for the fact that such visual representations of what 

possibilities exist for individuals provides them with more opportunities. In other 

words, they are constant reminders of what becoming a professional implies to 

communities, especially in the more rural areas. Education at all levels is viewed as the 

golden key in achieving this goal. Insang, a day-care teacher in the small community of 

Igpanolong, explains how parents, in particular, value education and the importance of 

cooperating as a community to facilitate the development of professional citizens.  

Parents realize that education is important to ensure a better future for their 
children. They learn from the mistakes of their parents and set the goal to make 
their children professionals in the future. To help parents achieve the goal to 
make their children professionals in the future, parents and children achieve this 
goal through mutual help. All the stakeholders cooperate. 

—Insang, day-care teacher, Sibalom—  
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Parents, like those Insang refers to, other community members, such as day-care 

teachers, and especially those stakeholders who worry about economic and physical 

security maintain a definition of a good professional citizen that is closely tied to the 

economic stability brought to families and communities. Any leg up children can get in 

the educational system is viewed as a benefit and a worthy investment on the 

communities part.  

 In addition, the notion of a good professional citizen is one who not only gives 

back to the community but is a healthy, moral individual. As Ivy, a day-care teacher and 

trainer in Manila, explains, “because if from childhood they have been molded, taken 

care of and given enough education and nutrition, these children will grow up to be 

good persons and leaders” (day-care teacher, Bagumbayan). Similarly, Trisha, another 

day-care teacher in Manila, notes that other barangays and community leaders will see 

the benefits of investing in ECCD “because they [other barangays] see that the early 

molding of learning of children and taking care of their health are very important, 

because they take these [their learning and health] when they grow older. And of course 

we need intelligent and healthy citizens for a successful nation” (day-care teacher, 

Bagumbayan). In other words what and how they care for and educate their children 

now will result in the individuals who lead and care for the community and nation in a 

few years. As Carlos, an NGO leader, situates the rationale for investing in ECCD from 

a national standpoint, a good professional citizen, is well educated and nurtured in local 

Filipino values at the same time as honoring and serving the country.   

Our demographics say that more than half of our population is young. I think 
that if we had a good ECCD program during the time of [Ferdinand] Marcos, we 
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[would] have more responsible adults now. It’s very important since we have a 
young population that we inculcate positive values of nationalism and Filipino 
values. If we invest now and the intervention works, then the Philippines will 
have a more positive future. It’s important that children have a good foundation 
so they would not become dregs of society.    

—Carlos, NGO leader, Sibalom— 
 
A good quality ECCD: A stepping stone to becoming a good professional citizen 

Across stakeholder groups, there is agreement that indeed “investing” in young 

children also had short-term benefits. Overall stakeholders, as evidenced by the quotes 

below, view investing in early-childhood education as way in which to gain a leg up in 

the formal Filipino education system. Through the mastery of a discrete set of 

knowledge, stakeholders explained that they believe their children would be ready for 

primary school. 

Ah, short-term benefits, I think that here at this stage, the children can be 
prepared to be ready for their entry to primary school. So one is their reading 
and writing knowledge (know-how), that even at their day-care age, they are 
learning already. And counting, recognizing colors, shapes . . . those are what 
we see. At the same time also, at this stage, their health is also checked so it is 
immediately determined if they have what do they call them . . . disability or 
whatever.             

—Pedro, barangay official, Manila 
 
ECCD is viewed as a way to have more children prepared to enter primary school and 

more specifically to hone specific cognitive skill sets such as development in literacy 

and math. To support this, primary teachers find that children who have participated in 

ECCD programs are more prepared in the three Rs, and as explained by one barangay 

official, a first-grade teacher therefore finds it easier to teach children further skills. One 

also must remember that most primary classrooms have around sixty or seventy 

children in a class, so for students to feel confident in the material being presented not 
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Picture 8. Values of a good professional citizen 

only helps the teacher, but increases the likelihood of retention in primary school. Such 

sentiments are echoed by barangay officials and community members, some of whom 

are or were primary school teachers. Pedring notes, “when children are enrolled in the 

KBA or daycare, teachers in the primary grade do not find it difficult to teach them 

skills in reading and writing” (barangay official, Sibalom). 

Nanding adds that children who participate in daycare or KBA have a good 

foundation in how to carry out desired values, 

such as respect, cleanliness, and kindness, and 

are more used to interacting with peers. Nanding 

explains that  

through the early-learning program children gain 
knowledge early on. Also, they are honed they 
learn good values; and more importantly they 
learn how to relate with other children.  
   

—Nanding, barangay official, Sibalom— 
 

While the definition of a good 

professional citizen is closely tied to the 

economic and physical stability of families and community, it also comprises the child’s 

grounding in traditional values, beliefs, and understandings, which are discussed briefly 

in Chapters 5 and 6.  

Scenario: A good professional citizen 

In 1999, an executive order issued by President Arroyo established the 

Presidential Award for Child Friendly Municipalities and Cities. The child-friendly 

barangay honor is spearheaded by the Council for the Protection and Welfare of 
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Children (CPWC) to recognize Local Government Units (LGUs) in the promotion of 

the rights of child, survival, development, protection, and child-friendly governance. 

Many barangays I visited and those in which the research was conducted hope that one 

day soon it would win the enviable distinction. The subsequent scenario presents a 

vision of how a combination of these ideas could occur in Sibalom or Bagumbayan. 

 How our community supported the development of a good professional citizen  

Last year the government announced the winner of the child-friendly barangay 

award, and one of the winners of this coveted honor was Egana, Sibalom. A local NGO 

worker, Nina, sat down to talk with the barangay captain, Istoy, about this honor as the 

NGO was interested in how the barangay garnered support for these efforts from the 

whole community. Istoy explained that the overall, long-term goal of educating children 

and investing in ECCD is to provide an environment that fosters the development of 

good professional citizens.  

“Tell me more about creating good professional citizens,” asked Nina.  

“Well,” the barangay council member explained, “we believe that with a 

comfortable, stimulating day-care center, children will develop a higher value of self 

and others, thereby becoming better and more understanding citizens, ultimately 

productive in all aspects of their lives and have positive mindsets about their 

development as a citizen. It all starts at the very beginning,” noted Istoy. “If an 

individual has been molded, taken care of, and given an education and nutrition, the 

child will grow up to be a good person and leader. Since we need intelligent and healthy 
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citizens for a successful nation, we as a community believed that we needed to invest at 

the beginning of each child’s life.” 

One of the day-care teachers, Edith chimed in from the background. 

“Furthermore our parents realized that education is important to ensure a better future 

for their children. They learned from the mistakes of their parents and set the goal to 

make their children professionals in the future.”  

Listening intently, Nina asked Edith, “How do you feel this was all achieved?” 

“Oh, for sure through the mutual help and partnerships of all in—and even outside—the 

community, all the stakeholders cooperate,” explained Edith.  

Conclusion 

The reason for providing early learning to children is to enhance their abilities; 

in 2012, when children have improved their skills because of early education, this 

advancement will aid the barangay’s progress. Overall, stakeholders envision a future in 

which these children have more professional opportunities that would ideally provide 

additional benefits to the individual child and the whole community. What kind of local 

practices do stakeholders ideally engage in to support these efforts? In the next three 

chapters, stakeholders’ ideas of an equitable supportive community, classroom, and 

arenas for professional development are presented. While stakeholder ideals described 

in these chapters show a future that looks quite similar to the present, many have key 

foundational differences. Stakeholders ideal notions of quality encompass values and 

beliefs grounded in local notions of unity and collaboration, especially respect—for 



 

157 
 

each other’s unique knowledge, skills, and experiences, and for each other—in the 

community, classroom, and professional-development spaces.  
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CHAPTER 5 

Our Child-friendly Community Achieved through Magbayanihan or Madagyaw 

 The child-friendly movement over the last five years in the Philippines has 

increased not only communal awareness of issues related to children, but also has 

started to shift the way in which barangays think about the linkages between leadership, 

directed investment, and involving multiple stakeholders in building and improving 

child-friendly communities. In both Sibalom and Bagumbayan, all stakeholders were 

very aware of and brought up the child-friendly movement in their StoryTech 

discussions. For them, to be named a child-friendly barangay is an honor that is only 

bestowed upon a few barangays and cities every year. Earning this distinction is 

something a barangay works extremely hard for and therefore a point of pride. 

Barangays that had won the honor displayed banners across the main streets, billboards 

noted it, or Web sites stated it on the home page.  

The four major goals of the child-friendly movement encompass many of the 

same goals as the Filipino ECCD system: 1) mobilizing human agency, 2) sharing of 

responsibilities, 3) making available community institutions, and 4) equity. In the 

findings presented in subsequent chapters, stakeholders’ visions encompass these 

interrelated quality values, beliefs, and goals, which they would realize by building on 

local conceptions of bayanihan and dagyaw30

                                                 
30 When homes were smaller, they would literally carry their new neighbors’ homes. Today, communities 
help in the moving process. 

. The term in Kinaray-a is dagyaw, and 

bayanihan is the Tagalog equivalent. These locally derived traditions of community 

relationships drive stakeholders’ rationales for education and more importantly how 
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they as a community interact and see each other contributing to their child-friendly 

community. The findings suggest that local constructions of quality are collaboratively 

driven, and desired quality outcomes include sharing knowledge and responsibility, 

mobilizing human agency, building bridges in the community, and caring for each 

other.  

Collaborating and sharing knowledge through magbayinhan and madagyaw 

A child-friendly community is a place where the children are motivated and 
inspired to be their best, because they feel loved by their parents, and people in 
the community are their models of good discipline for which they learn good 
values that will inspire them to become responsible and disciplined citizens of 
the community and country. In their community, the parents are also encouraged 
to produce and earn more not only for the family’s needs but also for the easy 
sharing of whatever they have for the needs of their neighbors in need is 
displayed. 

 —Isa, community member, Sibalom— 
 

Almost all stakeholders in Sibalom and Bagumbayan reiterate what Isa explains 

in the above quote; they view community as more than just a group of individuals 

residing within a proximate distance of each other, but as a collection of people who 

depend on one another and for whom they are mutually responsible for each other’s 

well-being. Moreover, communities see a quality early-childhood education not merely 

as a separate, distant process to develop the cognitive and social domains of a child, but 

rather as an engaged, integrated process to further opportunities for children and 

families and thereby integrating these skills and knowledge into the future vitality of the 

community. In other words, the purpose of investing in ECCD is just as much 

transferring of knowledge as building upon local and global knowledge within 

communities.  
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The bayanihan and dagyaw derive from a still-common Filipino tradition in 

which community members welcome new neighbors in the barangay by gathering a 

group of people to carry the newcomers’ homes. Today, these terms more broadly refer 

to the spirit of communal unity or effort to achieve a particular objective and are a 

process through which people join forces to work on a project for a community.  

In the first step of a bayanihan or dagyaw, a formal consultation transpires. The 

project is discussed, people are enlisted in service of the job, and a date is set for the 

activity. Usually, the contribution is human labor (e.g., carpentry or masonry), or it can 

also be acquiring materials like bamboo poles. A formal leader in the community (i.e., 

barangay captain or Parent Teacher Association [PTA] president) presides over the 

meeting (Asha, Research Assistant, personal communication, 2008). People bring 

materials and expend time and labor until the project is completed. Once finished, a 

potluck-style feast ensues (Asha, Research Assistant, personal communication, July 14, 

2008). This process seeks the strengths, knowledge, and skills of many individuals to 

accomplish a common goal. Furthermore, who makes decisions and how they are made 

are spread across the various members of the community, validating the importance of 

everyone’s contribution.  

 What emerged from the findings in both Sibalom and Bagumbayan were visions 

of quality child-friendly barangays that situated their local constructions of quality in 

terms of local practices of magbayanihan or madagyaw.31

                                                 
31 The prefix ma is added to dagyaw and mag to bayanihan to indicate “the act of.” 

 In the following scenario, a 

bayanihan is a platform from which to envision the community of Egana, Sibalom, 
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mobilizing human agency, which involves valuing individuals’ knowledge and 

engaging in community collaboration and partnerships.  

Scenario magbayanihan/madagyaw: Sharing and valuing knowledge 

 The room is almost overflowing; barangay captain Istoy can’t believe how many 

people have come for the meeting that evening. He thinks to himself, “Everyone I 

invited—day-care teachers Lucing, Ondang, Urling; teachers Nina and Angelina; 

parents Patrina, Lydia, Gloria, and Awing (it was out of the farming season, so the latter 

had more free time); the barangay health worker (BHW) Deena; and the Department of 

Social Welfare Development (DSWD) worker Gina; and of course the entire barangay 

council—is here. These representatives over the last three years have been meeting on a 

monthly basis to discuss progress around developing a quality child-friendly barangay.” 

As Istoy has said over the last few years, “because of the unity and helping one another 

out and providing solutions to problems we have encountered, we will not fail if 

everybody’s together.” 

Istoy, raising his voice, calls the meeting to order, “I am so glad to see everyone 

here. That really tells me the commitment is still present, so thank you. I have asked 

Gina, Ondang, Urling, and Lucing to present the issues today, as they are closest to the 

problem.”  

Lucing gets up in front of the group. “Hello, everyone, it is so nice to see you 

here. As many of you have noticed, especially parents and those who work with all of 

our day-care children, we have an increasing number of children enrolling in our 

daycare. While this is excellent, our facilities and staff can’t offer the quality care and 
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education that we would like. I welcome any suggestions, ideas for how we can begin to 

address this problem. Thank you.”  

Osting, a member of the barangay council and only one of four women on the 

council, asks Lucing, “Could you tell us then the immediate issues and then the larger 

issues you see?” 

“Well, initially, we are short staffed, even with parent volunteers in the rooms. 

While we can provide a safe environment for children, we are not able to offer them a 

quality environment. Longer term, we are going to need more space and teachers,” 

replies Lucing.  

Andong, a member of the barangay council, suggests a dagyaw, “Do you think 

we can get enough support and involvement for such a program?” He looks around the 

room, posing the question to everyone. Nina, a former teacher at the primary school, 

speaks up first. Nina says, “While I don’t have many skills in building, I do have quite a 

few skills in teaching children, so I would be more than willing to volunteer my services 

in the day-care classrooms. Wherever I can be of help in the short term, I would be 

more than happy to volunteer.”  

Andong, looking toward Nina, says, “Thank you very much, Nina.” 

Lucing adds, “Nina, we would very much appreciate any time you could 

volunteer in the classroom; the children would love to have you.”  

Next is Awing. “I will talk with some of the other farmers and see how much 

time we could volunteer to work on a new day-care classroom/building.” The other 



 

163 
 

parents also chime in that they will address at their next PTA meeting and assess what 

materials and time individuals would be willing to donate.  

“That sounds like a good plan,” Andong states. “Why doesn’t everyone explain 

the problem to their friends and neighbors and see what they might be willing to donate 

and we can go from there.” 

This scenario reflects most stakeholders’ visions of collaboration within a 

quality child-friendly community. Barangay officials in Sibalom see expanding 

opportunities for involvement in the day-care system as a way to empower their 

communities. Istoy, a barangay councilor in Igpanolong, Sibalom notes that mothers are 

more involved in their families’ health and education because of their income-

generating projects (IGPs), increased volunteering in the schools, and participating in 

the PTA. Istoy’s community is small, somewhat remote, and a twenty-minute motorcad 

ride from the main barangay of the province of Sibalom. Yet, even with few physical 

manmade resources, this barangay has gathered the strengths and skills of numerous 

community members for other projects. Istoy and his council as well as previous 

councils have organized many bayanihans or dagyaws in order to solve issues or 

achieve set community goals. Such programs not only accomplished their aims, but also 

provided spaces in which meaningful learning could occur through the sharing of 

knowledge and wisdom.  
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Quality Components of a Bayanihan or Dagyaw 

“We have experience”: Sharing and valuing knowledge 

 A bayanihan or dagyaw rests on the premise that all community members have 

strengths that can be drawn on for the accomplishment of a mutually decided goal. 

Whether one is leading the process of building the new ECCD classroom or laying the 

foundation, each individual brings something to the process and is involved in 

something larger than the piece he/she contributes. Most importantly, the bayanihan or 

dagyaw does not assume which strengths community members may contribute to the 

process.  

Sharing knowledge. In the bayanihan/dagyaw scenario above, the community 

assembles to discuss ECCD issues. Istoy invites all to talk about the problem, asks for 

suggestions, and then puts the achievement of the goal in the hands of the community 

by distributing responsibility—and thus ownership and accountability—among a broad 

base of citizens. As Ivy puts it simply, “everyone is involved and [his/her] opinions 

sought after” (Ivy, day-care teacher, Bagumbayan). 

The barangay officials’ leadership is important to note as other stakeholders 

suggest that while their experiences may not be perceived within the more traditional 

roles of early education, care, and health, through a process like magbayanihan or 

madagyaw, a space is opened up for collaborative dialogue and problem-solving, 

encouraging many different individuals to offer their skills in the process. For example, 

Awing, a farmer, is not only present at the meeting but also speaks on behalf of other 

farmers to help during their off-season. Nina, a former teacher, listens, addresses the 
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meeting, and offers her aid as well. A variety of skills are put to the community as 

possible resources.  

From teachers to preachers in both of these communities, individuals discuss the 

knowledge they have to contribute to the success of the barangay. Noel points out that 

our Egana is rich in human resources. It has produced bankers, 
agriculturists, retired teachers, supervisors, and politicians. They could 
be tapped in planning to improve the activities or program of the day-
care center.  

 —Noel, Community member, Egana— 

Noel continues with a personal example of how her particular skills could be 

used. “With my experience as a teacher, I could offer my knowledge and skills in child 

development, particularly child psychology, desirable learning environment, classroom 

management, [and] simple teaching strategies [to] fit to the needs of the preschoolers” 

(community member, Egana). 

While Noel understands the potential contribution she could make toward a 

quality child-friendly community, other stakeholder groups did not connect their 

experiences and knowledge with participating in efforts toward such a community. Noel 

has experiences that she would like to share with others in this process, including 

working with children of different ages, presently, she would not be thought of as 

someone to engage in a quality ECCD community.  

Constructing quality within the concept of magbayanihan or madagyaw opens 

up the communal ECCD space to alternative resources and other individuals who could 

participate. Furthermore, engaging these traditions redistributes individuals’ roles in the 

process. Instead of being told what to do, stakeholder groups, such as parents and day-
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care teachers, are asked what and how to accomplish a goal in concert with barangay 

officials, and/or experts. Therefore possibilities exist for collaborative leadership and an 

inclusive process to negotiate and distribute power among ECCD stakeholders.  

Valuing knowledge. Istoy asked the day-care teachers in the previous scenario to 

lead a major part of the discussion. As he explains, they are the closest to the situation 

and have a clear picture of the problem. Through Istoy’s leadership, he demonstrates 

that day-care teachers’ knowledge is valuable. In a bayanihan or dagyaw, leadership 

that also recognizes whose experiences and knowledge may enhance the discussion, 

dialogue, and outcome is noted as a core quality dimension.   

In the two subsequent visions, stakeholders recognize the important knowledge 

that others possess that is not being used and shared in public spaces. One example 

offered in detail is from the day-care teachers’ StoryTech in Bagumbayan. They discuss 

parents’ knowledge and how it can be employed in more public ways than is currently 

done. They explain that while it is nice to build relationships with parents outside the 

day-care classroom, particularly in parent-education sessions (PES), they feel that the 

leaders of these groups should not only be day-care teachers, but also parents. The day-

care teachers note that parents have a wealth of knowledge around child-related issues. 

Edith, a day-care teacher, explains in her vision,  

We are engaged in the community and learning from each other [in] PES 
because parents freely share their ideas and act as [resources] during the 
trainings, so [they are] successful. Parents enjoy volunteerism so it is successful 
because they also [get] additional knowledge from other parents or participants 
on taking good care of their children and family. 

 
      —Edith, day-care teacher, Bagumbayan— 
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In the second-round StoryTech, teachers provide more detail and explanation for how 

and why parents’ knowledge adds to the success of a child-friendly barangay. Connie 

explains,  

We’re thinking that to speed things up . . . maybe for parents who have the 
capability to teach or facilitate, for example, the midwife parent who is very 
willing to share her ideas or opinions in one session, right? So you will give her 
tasks or a chance. Or maybe the mother who is a pastor, she can discuss . . . 
spiritual life. It’s like you will give them a chance to [share] their [capabilities]. 
So this is what we can say, that as day-care workers and teachers, don’t pretend 
that you always know everything because we really have parents who are 
professional who are really knowledgeable, well-experienced already. That’s 
why through their experiences, you will have a good perspective or guide on 
what’s best to do.  

     —Connie, day-care teacher, Bagumbayan— 
 
In Connie’s vision, the public space of the PES is one area where the sharing of 

experiences related to parenting and early education happens in a successful barangay. 

Teachers feel this form of inclusion adds to the success of an ECCD community 

because additional roles for parents give them the confidence to assert themselves and 

speak in different spaces. Even parents not involved in formally presenting their 

experiences may become more aware and attentive of each other’s lives. In addition, 

they may be encouraged by parents who are presenting their experiences to 

subsequently voice their own views, experience, and knowledge in different ways in the 

local community. Everyone involved comes to a mutual understanding of respect, 

learning, and valuing of each other’s knowledge. It changes the dynamic, Connie 

explains.  

Day-care teachers do not know everything about ECCD, specifically about 
parenting and health concerns, and need to encourage others with such 
knowledge to share and discuss their insights with other parents and teachers. 
Furthermore, day-care teachers need to reflect on how they interact with parents. 
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 —Connie, day-care teacher, Bagumbayan— 

 
PES is envisioned as a space of informal learning for both parents and day-care 

teachers. It could even possibly be a space for community members to engage in 

dialogue around the issues that Connie notes on parenting and health concerns. 

Besides parents acting differently in community spaces, day-care teachers also 

say that they could see themselves acting differently in public spaces, for example, at a 

barangay-council meeting. As they see the changes they need to make in valuing 

parents’ knowledge, they similarly envision such a change in attitude and interactions 

with barangay officials. Day-care teachers in Sibalom, during one of their StoryTech 

sessions, talk excitedly about how they will sit in and participate in the barangay-

council meetings. “We will stand up for what we believe in,” states one of the more 

vocal day-care teachers. They envision that “barangay officials will listen intently and 

offer their assistance because of all the great successes of the barangay’s daycare,” 

Lucing, another day-care teacher, says. 

This group of teachers sees barangay-council meetings as a public space where 

respectful dialogue and validation of individual teachers’ knowledge would take place. 

Ivy, a day-care teacher, makes clear that an important part of dialogue and respect for 

individuals’ knowledge and contributions is how individuals behave with each other. 

Similar to Lucing, Ivy notes that in a successful barangay, people treat each other as 

equals. In 2012,  

we continue being . . . effective service provider[s] and [barangay officials and 
others of higher status do] not to find it difficult to think that we are equals. 
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[We] become open-handed in interacting with each other, that we are always 
ready to help one another toward continued improvement of the community. 
     —Ivy, day-care teacher, Bagumbayan— 
 
Collaborative vision: Valuing individuals’ knowledge. In this scenario day-care 

teachers present their needs to the barangay council, which in turn offers its support for 

the day-care center. This picture underlines two aspects of this sub-theme: the 

confidence of day-care teachers to act in a more public space and the recognition of 

their knowledge and contributions by barangay officials in a respectful equal manner.  

We, day-care teachers, attend the barangay session or municipal-council session 
and present the problems of the daycare. 

 
Barangay captain: Let’s ask our day-care teacher if there are any problems.  
 
Day-care teacher: Good afternoon, Captain, and to all barangay officials. I came 
over because . . . 
 
Barangay captain: You want to solicit our help. 
 
Day-care teacher: I really need your help because the roof of the day-care center 
is leaking. I would really ask the assistance of the barangay officials on this; I 
already asked [for] the help of parents. This matter is stipulated in our 
Memorandum of Agreement. I hope the barangay officials could really help. 
  
Barangay captain: To all the members of the barangay council, you heard the 
problem presented by our day-care teacher. I would really like to extend help, 
and we can provide some assistance!  
 
Barangay Kagawad 1: We did not allocate [a] budget for it.  
 
Barangay captain: Let’s pass a resolution on this matter and ask the help of our 
municipal council.  
 
Barangay Kagawad 1: It’s not included in our budget, Captain.  
 
Day-care teacher: May I suggest that the council pass a resolution asking 
assistance from the municipal council? 
 
Barangay Kagawad 1: We are rather shy.  
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Barangay captain: This is a national program, and it’s worthy of our support 
because it’s for the welfare of our children.  
 
Barangay Kagawad 2: My grandchild is in daycare; she could get drenched 
when it rains.  
 
Day-care teacher: I would like to ask help for the supplemental feeding 
program, as well. Let’s serve protein-rich food and not just noodles always. 
 
Barangay captain: Are you willing to help the day-care program? 
 
Barangay officials (chorus): Yes, we are ready to help.   
 
Barangay official 1: We can extend help even if the feeding program is daily.  
 
Day-care teacher: I will announce [to the community] your willingness to 
support the day-care center especially with its supplemental feeding program.  
 
Barangay captain: We could even increase the allowance of the day-care  
worker. 
 
Day-care teacher: Thank you so much, Captain.  
    —Trining’s team, day-care teachers, Sibalom— 
 
Barangay councils, depending on the community, meet regularly to discuss local 

issues. In the vision above, day-care teachers are welcomed, asked to explain their 

problems, and are supported in efforts to resolve the problem. In this space, they discuss 

with barangay officials issues relevant to day-care children and families. The 

community has developed the ability to identify and value human potential, encourages 

individuals to think about their role in different spaces, and shares and builds on each 

other’s knowledge and experiences, all of which adds to the building of an inclusive, 

quality ECCD community.  

Day-care teachers’ visions, while they do not call it a bayanihan or dagyaw, 

incorporate similar principles. What resounded most from the day-care teachers’ and 
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KBA teachers’ quality visions is the ability to engage in a safe, respectful space with 

individuals in discussion and dialogues about working towards a quality ECCD system. 

They see the barangay meeting as an arena in which to engage in what Dahlberg and 

Moss (2005a) call minor politics. They envision this space as one in which power 

relations have been redistributed in a manner that respects each individual as one with 

unique, valid opinions on what comprises quality ECCD within their community.  

Unity of our community: Cooperation and Collaboration 

 The success of the barangay lies in the unity, cooperation, and mutual help and 
 support from all stakeholders, such as barangay officials, parents, members of 
 the community, and even the children. 
      —Antang, day-care teacher, Sibalom— 

 Sharing and valuing community members’ experiences and knowledge are 

critical foundations upon which a bayanihan or dagyaw operate. Yet, how individuals 

coordinate and accomplish set goals of a bayanihan or dagyaw rest on the underlying 

notions of cooperation and collaboration. In the next part of the chapter, stakeholders’ 

constructions of a quality child-friendly community focus on their visions of 

cooperating and collaborating.  

 Interestingly the English word “cooperation” is often used in the Philippines, 

instead of the same term in Kinaray-a or Tagalog. This word, let alone the idea of 

cooperation, is mentioned 68 times in the transcripts across nine different stakeholder 

groups in Sibalom and metropolitan Manila when asked how in 2012 their and other 

barangays will achieve a quality ECCD community. Across the different stakeholder 

groups, several ideas create a more nuanced view of what cooperation and collaboration 

means for them, ranging from soliciting others’ opinions on topics and discussing issues 



 

172 
 

with each other to active participation in the community, effective communication, and 

shared responsibility. In essence a Filipino would best summarize all these distinctions 

within the constructs of a bayanihan or dagyaw.  

 The next scenario, based upon stakeholders’ constructions of collaboration and 

cooperation, is situated in the daycare classroom as a place from which the community 

of Bagumbayan, Taguig, uses active participation, valuing of various individuals’ 

knowledge, and engaging in collaboration and partnerships.  

Scenario: Parent-teacher collaboration and partnership 

 Beep, beep—Tating looks at her phone. It is a text message from Pedro’s teacher 

to remind her that there is a parent meeting tomorrow night at 7 p.m. in the daycare. 

These meetings are held at the end of every month to discuss the volunteer schedule and 

responsibilities. As Nedring, the day-care teacher notes, other items always come up. 

But it is a great reason to get parents all together on a regular basis. Nedring explains to 

the BNS (barangay nutrition specialist) and BHW workers, who often come to the 

meetings, that since she has over 80 children in her daycare ranging from 2 ½ to 5 ½ 

years of age, she has a separate evening for parents (usually, there are some special 

events where all parents and children are invited) for each class (four classes in total). 

“That is some commitment,” notes Luring, the local BNS worker.  

“Four sometimes five nights a month,” responds Nedring. “Ah, but when I have 

parent involvement, I have so much more time to spend with the children. I can work 

with different groups of children, while a parent is working with another group. 

Moreover, with the increased salary and professional development, I can spend more of 
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my time thinking and working with other day-care teachers on curriculum development. 

Furthermore, after each class the parent volunteer helps clean up the room—oh, what a 

difference that makes!” 

The next evening, Tating, Pedro’s mother, is the first to arrive. At the door, 

Nedring warmly shakes Tating’s hand, “How very nice to see you, Tating. Come in!” 

exclaims Nedring.  

“Oh, ma’am, how is my Pedro doing in class? Has he been listening better 

during story time?”  

“Oh, yes,” states Nedring, “what I found was that Pedro very much likes to act, 

so he often volunteers to act out parts of the story. I think this motivates him quite a bit 

to listen,” laughs Nedring, all the while focusing her attention on Tating.  

“I am so glad to hear this, ma’am, thank you,” says Tating. As another parent 

walks in, Tating walks around the room looking at all the artwork on the walls. After 

about ten minutes, at least one parent of each child has arrived. While the meeting is 

mostly comprised of mothers, a few fathers are present. Nedring stands up to address all 

the parents, “Welcome, everyone. I am so thankful that you all could make it this 

evening, and it is so nice to see some new faces. Word must be getting around about all 

the fun we have in the classroom!” Everyone laughs. “Besides our regular business, I 

want to bring up an issue we discussed at the last barangay-council meeting regarding 

the increase in the number of students in the daycares. While it is great that we have 

such high enrollment rates, even with your help, I don’t feel I am able to give each child 
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Picture 9. Liza presents how parents and day-care teachers can collaborate and 
develop partnerships. 

adequate time each day. So, I welcome any ideas or possible solutions to this problem,” 

indicates Nedring.  

Duding, a father whose wife works overseas, suggests that they could ask 

organizations (local or international non-governmental organizations [NGOs]) for 

support in building a new daycare. A few more parents offer their suggestions, and 

Nedring, not wanting it to get too late, thanks all parents again for their support, time, 

and energy. “Please, as usual, sign up for the times you can volunteer and the duties you 

would like to assume. I will text you the day before as a reminder. Thank you and I look 

forward to seeing you all in the class with your children!” exclaims Nedring.  

Classroom partnerships. In this scenario parent collaboration and cooperation 

with day-care teachers are important pieces in supporting a quality child-friendly 
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barangay. A bayanihan or dagyaw works because of community members’ sense of 

responsibility to give of their time and energy for the greater good. Nedring expresses to 

the BHW and BNS workers her responsibility to both her students and their families. 

Part of this responsibility is to forge respectful relationships by connecting with parents 

in whatever way possible. In return, Nedring notes, parents give their time and energy 

for the greater good of all students in Nedring’s classroom. She believes a successful 

barangay comprises day-care teachers who forge strong respectful communication with 

parents, and likewise parents who offer their services, knowledge, and time to teachers. 

Parents’ visions of collaborating with their children’s day-care teacher include 

sharing responsibility and taking initiative. In the following scenario, Liza’s team 

envisions collaborating with day-care teachers in Bagumbayan. 

Here, we see the day-care teacher and the parents (see picture 8). Now, it 
probably needs to be said, because as parents that we don’t just talk to 
other parents when in school. We need to communicate with the teachers 
in all things. As much as possible, we will have a meeting . . . so that 
whatever the assignments our children may have, we are also aware so 
that we can supervise our children, not just rely on the day-care teacher. 
So we will communicate with the teacher. We will have meetings. 
Whatever the plan of our day-care teacher is, we as parents need to work 
side by side with [her], not just leave day-care teachers be, so that all of 
us will make the program in school successful. . . . We parents are 
always involved. There is really a need to communicate with the day-
care teacher frequently. Communication is easy; that is why it is really 
important for us to communicate with the day-care workers, so that they 
will be successful, and for us also, our children will be successful. [The 
parents] will have a fundraising [role] so they will no longer rely on our 
government. We should just be the ones to persevere so that whatever 
our classrooms lack, we should just cooperate. Through fundraising, we 
can do it. We should not complain when there are hardships to tackle; we 
should just cooperate. Because if we rely on the government for 
everything, . . . it will really take a long time before it is given. 
Meanwhile, about our parent-education session, we parents should still 
be together, not just leave the teacher alone. Maybe we need to have a 
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seminar for parents to have the correct [attitude] for us to help the day-
care workers. Not let teachers take care of that.  

 —Liza, day-care grandparent, Bagumbayan— 

In Liza’s group’s vision, parents use clear, consistent communication with their 

children’s day-care teachers, asking what the classes are working on and how these 

lessons can continue at home as a means of augmenting their children’s success. Parents 

note ways in which they can enable the day-care teacher to be a quality teacher. “As 

parents we must assess what the needs are within the classroom by communicating with 

the day-care teacher. Then as parents, we must take it upon ourselves to think of ways 

to raise the funds to address these needs,” explains Liza. Parents are agents in this 

scenario; they are equal partners who are competent to act in collaboration with others 

to solve issues both in the classroom and with their children’s overall learning and 

development. They do not depend on the government or other stakeholders for solutions 

to existing problems; they see ways in which they as parents can coalesce, act, and 

accomplish quality goals.  

Active participation. In Liza’s groups’ parent-teacher collaboration scenario, 

encouraging active participation begins by fostering partnerships through clear, 

respectful communication between Nedring and the parents. Through amicable 

dialogue, Nedring asks parents for help not only in the classroom, but also for their 

ideas and suggestions about potential problems. She provides a space not for the 

transmission of uncontested knowledge of child development, but one for discussing 

and sharing knowledge. Each individual partner comes as a citizen in a democratic 
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community, one who possesses unique perspectives and bodies of knowledge that can 

be used in the broader education of children.  

 More generally, Nating explains that a successful barangay is one where all are 

engaged in “mutual cooperation and active participation in the activities of the 

barangay” (barangay official, Sibalom). The specifics of active participation from 

different stakeholders’ points of view range from supporting local government 

programs to becoming involved in an IGP. Osting states that, in 2012, “as barangay 

officials, we need to support the good programs of the local government. We express 

this through [the] cooperation of the people in the community; this is for development 

and progress (barangay official, Sibalom). 

One example Nating gives of active participation is having parents involved in 

IGPs while their children are in daycare. These projects give individuals a task to do 

and a way to be a part of the success of the barangay by creating additional revenue. In 

2012,  

  the barangay would provide livelihood training (e.g., making handicrafts) to 
 parents, so they would not just gossip while waiting for the day-care session to 
 end. Also, this could augment their income. 
 
      —Nating, barangay official, Sibalom— 
 
Similarly in Bagumbayan, Violy envisions a place near the center for parents to 

participate in projects that can enhance their livelihoods and in turn those of their 

children and the barangay. 

 For me, for parents who have no means of livelihood, I will put them near my 
day-care center; I have a source of livelihood there. Come 2012, they will 
already have projects [IGPs].  
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      —Violy, day-care teacher, Bagumbayan— 
 
 Bringing these ideas of active participation and cooperation into the classroom, 

Mhel sees in 2012 that people are “cooperating with each other if the school or 

community has a program. Parents and teachers should help one another” (Mhel, KBA 

teacher, Bagumbayan). When a daycare or KBA has a program, like nutrition week or a 

Christmas celebration, parents will help and cooperate with each other and the teachers 

to have a successful event. 

 Active participation from the different sets of stakeholders is one part of 

cooperation, involving the effort of at least two groups: one provides the activity such 

as the day-care program or IGPs and asks individuals to be a part of it, and the other 

makes the effort to contribute.   

 Soliciting opinions/discussing issues. In the parent-teacher collaboration 

scenario, Nedring intentionally makes an effort to have each parent feel a part of the 

day-care community. When greeting Tating, Nedring talks about how much she 

appreciates the help Tating provides inside and outside the classroom. Nedring also 

mentions how much Tating’s son Pedro enjoys participating in storytelling. This 

situation symbolizes what Lucy, a barangay health worker, notes: “By including parents 

in discussions and citing a child’s work and in whatever concern is being discussed, 

[parents] will be at ease and think that they are partners in the day-care classroom” 

(Bagumbayan). Furthermore, Nedring conveys to parents a sense of belonging in their 

children’s educational space.  
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 Whether sharing information at a barangay-council meeting or about a child in 

the daycare, Mina talks about how she envisions quality interactions and cooperation 

with parents, particularly around issues with their children in the daycare. In 2012, she 

will 

share with parents the good and not-so-good deeds of children inside the 
class. Ask for their individual cooperation. Meet the parents, give them 
an orientation, and also ask for their opinions and discuss when there are 
problems, inviting them to attend [the] PES.  

 —Mina, day-care teacher, Bagumbayan— 

In Mina’s vision, parents would be held responsible for their children’s actions. As a 

day-care teacher, she believes parents should cooperate with teachers whether through 

disciplining their children or attending PES meetings. In return she would ask parents 

for their opinions and knowledge regarding possible solutions to problems in the 

daycare.  

Pedring thinks about cooperation and the sharing of ideas from a slightly 

different perspective, which may be influenced in part by his role as a barangay official. 

In his and other Sibalom officials’ point of view, cooperation can be facilitated through 

constant discussion. In 2012, “all the stakeholders should cooperate and have 

continuous dialogue. The people in the community gather to discuss the welfare of 

children” (Pedring, barangay official, Sibalom). Other stakeholder groups have visions, 

similar to those of Mina and Pedring, which include gathering together and discussing 

issues about children, but their ideas are more specific to their particular spaces in the 

community.  
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Harnessing technology. In the previous scenario, Nedring communicates face to 

face with many parents; yet, she also harnesses technology as another important bridge 

to reach out and connect with parents. Technology, as a means through which efficient 

and consistent communication can take place, is another way in which stakeholders 

broach cooperation: If individuals can communicate better, maybe even more 

frequently, cooperation and collaboration across and among stakeholder groups will 

improve. In 2012, “through texting or a call, we can communicate to the parents about 

the development of their children or about the day-care activities” (Violy, day-care 

teacher, Bagumbayan). 

Violy’s statement is a part of her and another teacher’s skit involving 

communication and collaboration with parents in their daycare. Likewise, 

Osting notes that, in 2012, stakeholders working together are open to new ideas, 

technology, and innovation. The success of his barangay and others is due to the 

“cooperation of the day-care worker, barangay council, parents, and people in 

the community. [Barangay citizens are] open to change or welcome innovation 

in education” (Osting, barangay official, Sibalom). 

The findings suggest that stakeholders see cooperation and collaboration as 

individuals being actively involved in the ECCD community and keeping an open mind 

as a centerpiece of their working relationships. Stakeholders’ notions of cooperation 

focus on the community or barangay level, and these individuals in the research share 

the basic premise that in a successful child-friendly barangay, mutual aid and assistance 

increases communication and potentially creates future collaborations. Some 
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stakeholders explain one possibility of facilitating these three aspects of cooperation is 

by harnessing innovation and specifically technology.  

 While the findings in this community chapter illustrate a quality construction 

based upon local conceptions of bayanihan or dagyaw, which include the values of 

respect, cooperation, and collaboration, stakeholders have a large gap in understanding 

how to bridge local conceptions of quality and further develop the leadership within the 

community to enact early childhood democratic spaces and work toward achieving the 

visions included in this chapter. Dialogues organized by Save the Children were taking 

place as I was finishing up the research in the Philippines, but ideas about which 

directions and types of facilitation might be needed were still in the nascent stage. 

These questions and areas need further attention and research.  

Conclusions 

 A quality child-friendly community, built on local constructions of a bayanihan 

or dagyaw, embodies several themes: cooperation, mutual support or partnerships, and 

valuing individual knowledge. More specifically, these principles include sharing and 

building knowledge; clear, respectful communication between stakeholder groups; and 

consistent leadership and effort from all. In scenarios articulated by community 

members, day-care teachers, and parents, they envision spaces of collaborative practice 

and action.   

 As evidenced in this chapter, day-care and KBA teachers, parents, and barangay 

officials make connections between a child-friendly barangay and the individual child’s 

welfare. They draw on local values and principles that are familiar and a part of the 
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fabric of their community and its history. Instead of constructions of quality being 

tangentially placed into their community, stakeholders build them into their 

understanding of how they ideally see their community function, their construction of a 

quality ECCD community.  

 Stakeholders in their visions note several quality principles that play a major 

part in local notions of bayanihan and dagyaw. These tenets in some cases counter 

existing constructions and assumptions, outlined in Chapter 4, of social relations, with 

regard to whom and how individuals interact, how capabilities are viewed across 

stakeholder groups, and what knowledge is valued and built upon by stakeholders 

within the communities. These tensions and possible barriers arise across two areas, 

collaboration within communities, and sharing and valuing knowledge. 

Capability and leadership approaches 

 Currently in the two communities the freedom of opportunities for stakeholders 

to engage in civic activities are distributed unequally. As a result communication is 

minimal between stakeholder groups and community leaders regarding children’s 

welfare. Compounding the lack of communication, community leaders, barangay 

officers, and city officials, especially, have minimal awareness of both national and 

local goals with respect to overall child well-being. While it is quite evident from the 

quality visions in this chapter that barangay officials are key players in achieving these 

aims, with the primarily top-down leadership these leaders currently employ, the 

collaborative and cooperative leadership structure and processes envisioned by many 
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stakeholders is hard to imagine, despite it being more closely related to their local 

practices.  

Capability and value of individual knowledge 

 Underlying the stakeholders’ visions of sharing and valuing each other’s 

knowledge is the assumption that individuals have different capabilities that are 

important to achieving a quality ECCD. One way to think about capability, from Sen’s 

(1999, 2009) writing is to think of capability—both in terms of what someone knows 

how to do or values as important and what he/she is able to do (the capability to achieve 

outcomes or “functionings”) within an existent social structure and set of social 

relations. 

 I argue, based on the visions presented, that stakeholders current actions, such as 

daycare parents standing both physically and metaphorically on the periphery of the 

daycare classrooms, barangay officials not involving parents and teachers in discussions 

regarding children’s care and education in their barangays, are not characteristic of their 

possible functionings, therefore, I further that existing community structures and roles 

affect how day-care teachers, day-care parents and barangay officials are able to convert 

their capabilities into valued functionings. Day-care teachers and other community 

members can see alternate realities, ways in which to function, behave in different ways 

with different people; yet, their current roles are narrowly defined and enacted.  

 Day-care teachers explain that for them to change, negotiation of more equal 

social relations would need to take place. This redistribution of power would look 

similar to how such exchanges play out in the dagyaw or bayanihan, in which it is 
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believed that individuals bring different capacities and/or competencies to the 

collaborative process. It is also assumed that everyone plays an equal role because the 

process is used to achieve something for the collective good. Further, there is not one 

way to engage in the process and accomplish the end goal. All community members’ 

expertise is valued, and it isn’t just one person who holds the knowledge or the ‘correct’ 

way to succeed. 

 This chapter presented stakeholders’ quality ECCD visions built on the 

bayanihan or dagyaw, which represent the themes of cooperation, mutual support or 

partnerships, and valuing individual knowledge. Whether in the daycare, barangay hall, 

or some other space, stakeholders see their voices respected and heard in the public 

sphere. Embodying quality collaborations, explain day-care teachers and parents, is an 

ethic of care, a responsibility to others, listening and engaging with others in a 

respectful manner, and increasing the space in the community for their voices and 

interactions—all for the common vision of supporting and nurturing children. 

 The next chapter further shows how teachers, parents, and community members’ 

visions of a quality child-friendly classroom are similarly built upon local values and 

practices of care, concern, and connection.  
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CHAPTER 6 

Care, Concern, and Connection: Nurturing a Quality Child-friendly Classroom 

 This chapter continues the discussion of stakeholders’ visions of a quality child-

friendly barangay by exploring the implications for classrooms. Specifically, it presents 

data, which suggest that such a community supports and develops quality classrooms 

where children learn and are supported and molded into good professional citizens. A 

good professional citizen is one who in the short term is prepared for first grade and in 

the long term grounds him/herself in traditional Filipino values while successfully 

navigating sometimes new and foreign landscapes.  

 A quality early education, therefore, hones the necessary knowledge and skills 

in preparation for first grade. The desired knowledge, skills, and processes through 

which teachers engage students in the classroom differ across stakeholder groups. The 

divergences lie in stakeholders’ varied awareness and encounters with formal early-

childhood education. Some groups, like day-care and KBA teachers, have had a number 

of experiences in early-childhood classrooms, especially with pedagogy and the 

curriculum. Other stakeholder groups, such as barangay officials, community members, 

and some day-care or KBA parents, have had few experiences with anything that 

resembles formal ECCD. Moreover, they have limited access to ECCD knowledge.  

 Stakeholders further discuss how a quality early education aids the long-term 

goals for a good professional citizen, one who maintains traditional Filipino values and 

is economically successful. As in the previous chapter, these ideals are cooperation, 

collaboration, and respect for each individual as well as the experiences and knowledge 
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he/she brings to the collective project of building a quality classroom. In this research 

these values are traced to the local tradition of bayanihan and dagyaw. For example, 

many stakeholders envisioned a classroom where teachers show respect for children and 

similarly demonstrate how to reciprocate through the use of “po” and “opo.”32

The chapter is divided into two main sections: quality learning and quality 

interactions. It compares and contrasts these two areas across stakeholder groups’ ideals 

and how differences in knowledge of various ECCD formal practices and experiences 

with formal ECCD programs may contribute to these varying perspectives.  

 

Quality Learning: What and how children learn to be a good professional citizen  

When asked about the ideal content and scope of the ECCD curriculum, 

stakeholders—barangay officials, day-care and KBA teachers, community members, 

and parents—initially started with outputs, which concepts and skills are critical for the 

short-term goal of having their children prepared for first grade. Those not closely 

involved in the actual practice of daycare, more often than not, state exclusively that 

children should have strong, elementary cognitive knowledge, such as numbers, letters, 

and shapes, separating out a child’s learning from his or her development—that is, how 

he or she interacts with members of the community and sees him/herself in the 

community. On the other hand, KBA teachers, day-care teachers, and some parents’ 

ideal integrates a child’s learning and development—that is, they draw connections 

between the child’s lived experiences and concepts introduced in the classroom. In 

                                                 
32 The terms “po” and “opo” are used in conjunction with other words to show respect to the individual 
they are addressing. For example, a child addressing an adult saying “thank you,” would say “salamat po” 
instead of “salamat.”  
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other words, KBA and day-care teachers delve more into quality processes of learning 

and becoming a professional citizen.  

What Children Learn: Ideal outcomes   

 Some day-care teachers in both Bagumbayan and Sibalom envision, similar to 

what they do now, strictly follow a curriculum that focuses on cognitive-skill 

development. Emma explains that she believes “children should learn to write; identify 

colors, the alphabet, shapes, numbers; . . . counting; and learn how to read. Children 

should know how to be disciplined, responsible, and also how to interact. They are 

cooperative, no longer disorderly, and pray” (day-care teacher, Bagumbayan). Miccah 

seconds Emma’s idea of what knowledge should be covered in daycare. Miccah notes,  

In my opinion, [day-care children should] be able to learn how to read/to have 
activities/interaction. In the day-care program, children learn basic cognitive 
skills like numbers, letters, etc. The day-care worker teaches children the basics: 
numbers, letters, colors, and shapes, etc.      

    —Miccah, community member, Bagumbayan— 
 
Both Emma and Miccah state that the three Rs—reading, writing, and 

arithmetic—are important in a day-care curriculum. The significance of basic concepts 

of numeracy and literacy should not be understated, as these lessons can guide and 

provide foundations from which to build a greater understanding of more complex 

concepts related to math and reading. Yet, within the stated goals of both Save the 

Children Philippines Country Office (Save PhCO) and stakeholders in the community, 

these are not the only notable skills they feel should be developed in a successful day-

care classroom.  
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In the Philippines, as with other countries, the preeminence of educational goals 

of just literacy and numeracy has permeated the formal education system in the past and 

in many cases still exists in the present time. Such foundational goals are more often 

than not linked directly to responses of social and economic inequities in educational 

systems (Ball 2004b; Cannella, 2008; Lareau, 2003). In addition, much research in the 

fields of cognitive development, educational anthropology opposes the idea that a 

child’s development and learning or education operate in parallel spaces (Evans, 1997; 

Cryer, 1999). Both Miccah and Emma refer to the value of cooperation and interaction 

with other children, as do several other stakeholders. They note the relationship, the 

integrated nature, between a child’s learning and development. Ising explains that as a 

day-care teacher, she “wants to teach children the value of cooperation, sharing, and to 

develop their self-confidence” (day-care teacher, Sibalom).  

One of Save the Children’s main messages regarding ECCD is that it “is not just 

a day-care center. It’s not limited to education, or the cognitive component, but includes 

a health component, language development and social development, even values 

formation” (Paul, non-governmental organization [NGO] director, Antique). Therefore, 

the organization’s trainings for day-care teachers convey the idea that ECCD should 

develop the whole child, not just a piece of the child. As one day-care teacher explains, 

through Save PhCO’s instruction she feels that she has a much broader view of day-care 

curriculum and desired outcomes than many of her counterparts in her area.  

I noticed that when I attended training together with preschool teachers, 
their knowledge is limited to the cognitive development of children. 
They are not knowledgeable as to the other aspects of the child’s 
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development. I have improved as a day-care teacher as a result of these 
trainings.  

—Rita, day-care teacher, Sibalom—  

Gina gives an example of how to address both the social and the cognitive 

aspects of development.  

For me, the children should learn not only how to write or recognize 
letters, but how to interact with other children, for them to be able to 
share. For example, there are children, right, who are just quiet. There 
are also playful ones. That’s where they apply dealing with and 
befriending other children.   

—Gina, KBA teacher, Bagumbayan— 

In line with Save the Children’s PhCO goals, early education is viewed by day-

care teachers as more than encouraging the development of school readiness skills; it is 

about encouraging the development of a unique individual. These daycare teachers also 

express the capabilities they have to encourage these broader visions of quality early 

education. 

Day-care and KBA teachers note in their visions learning goals which may 

integrate a child’s learning and development. In 2012, some goals would include 

supporting the child’s cooperative socialization skills, comprehension of basic 

numeracy and literacy concepts, understanding of basic health practices, self-

confidence, mutual respect for others, and development of fine-motor skills. How 

stakeholders saw these outcomes being supported and developed—the process of 

learning—will be discussed in the next section.  
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How children learn: Engagement and modeling through connections 

Stakeholders were asked to envision quality learning strategies and activities 

used in the day-care classroom to aid in the development of a successful, well-prepared 

professional child. In this next section, how children acquire, construct, and build 

knowledge is described in as many ways as the number of individuals from whom we 

collected data. Their ideas range from teacher-directed transfer of knowledge to 

discussing various topics with children to using additional technology to enhance the 

learning environment and can be organized into three sub-themes: teacher-directed, 

engagement, and modeling.  

Ang Damgu: Teacher-directed process. In this section’s first scenario, KBA 

parents Lydia, Okling, Nellia, and Kring-kring from Igpanolong present Ang Damgu 

(Our Dream) in their second-round StoryTech, which conveys parents’ perspectives on 

ideal day-care learning. More specifically, they envision how a KBA teacher would lead 

children through a lesson and the ideal interactions between the teacher and child.  

Scenario: Ang Damgu, Fly, fly butterfly 

Ma’am: Good morning, children. 

Children: Good morning, Ma’am. 

Ma’am: How are you today, children?  

Children: Fine. OK. 

Ma’am: What did you eat today? Who could answer the question? Raise 
your hand. 

Pupil 1: Banana. 

Pupil 2: Porridge. 

Pupil 3: Bread and milk. 
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Ma’am: Whose tummies are full?  

Children: All of us.  

Ma’am: Listen to your teacher and follow her! 

 
Fly, fly, fly 

The butterfly 

In the garden is flying high 

In the meadow is flying low 

Fly, fly, fly, the butterfly 

Pupil 1: Ma’am, Elsie is pinching me. 

Ma’am: Elsie, you do not pinch your classmate. That’s bad. What color 
is this? 

Elsie: White, black. 

Ma’am: This is orange. What is this color? 

Elsie: Green. 

Pupil 2: Brown. 

Ma’am: Good. Elsie, what is this color again? 

Elsie: Brown. 

Ma’am: Again. What color is this? 

Children: Brown. 

Pupil 2: Ma’am, Elsie is slapping me. 

Ma’am: Elsie, kindly behave. Those children who misbehave do not 
become intelligent. Do you understand? Those children who do not pay 
attention to the teacher do not learn anything.  

Ma’am: What color is this? 

Pupil 3: Yellow. 
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Ma’am: Very good, Sylvia. 

Ma’am: What is this color? Anyone who can answer my question 
correctly gets a prize. Again, what is this color? 

Elsie: Black. 

Pupil 2: Red. 

Ma’am: Red is the correct answer. Elsie, this is the color red; this is not 
black. Let us stand and sing once again. Let us sing “I Have Two 
Hands.” Ready? Sing. 

I have two hands, the left and the right 

Hold them apart so clean and bright 

Clap them softly, one, two, three 

Two little hands are good to see 

 The parents also made a beautifully illustrated book to accompany the skit. In 

Ang Damgu (Our Dream), they drew on each page a teacher standing in front of a 

classroom with several children sitting quietly in desks and raising their hands to 

answer the teacher’s questions. Similar to the excerpt above, the teacher constantly 

discusses various topics with the children. He or she sings with the children, reads 

poetry and stories to them, and delivers lessons. While many of the activities are 

teacher-directed, in the book, parents envision a story time where the children also sit 

on the floor while listening to the teacher read the story. 

 This scenario, therefore, demonstrates how KBA parents’ notions of quality 

merge from their previous experiences with formal education, (i.e. the desks and 

teacher-directed style) and their newer experiences with KBA, early childhood (i.e. the 

songs, storytelling) and their own experiences of child rearing (i.e. care, connection, 

modeling, and storytelling). One should be reminded that Igpanolong, the community 
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where these parents live, is a remote village up in the mountains of Sibalom. It takes 

individuals at least 2 hours by motorcad to get to a San Jose the capital. Therefore, with 

little access to other communities daycare or KBA programs, TV or the internet, 

individuals within this community, more so than the other barangays, are minimally 

influenced by outside values, beliefs, and knowledge with respect to notions of quality 

and ECCD. In other barangays as noted in the presentation of other stakeholders’, 

namely KBA or day-care teachers, ideals around the process of learning were much 

more varied.  

Learning as engagement. Some like Faith, a KBA teacher, express quality 

pedagogy in terms of creating a dialogue with children, thus stimulating their minds. 

She notes when children “exchange opinions, share knowledge [by] learning and 

discussing, then the minds of the children are more stimulated.” Others like Natang, a 

day-care teacher in Sibalom, speak of quality pedagogy in terms of engaging multiple 

senses. She explains, “Children learn faster if there are visual aids. Ninety percent of 

learning by children is through visually stimulating activities and through manipulating 

materials.” In addition, Noel a high-school student explains,  

Young children learn through audio-visual stimulation and not through lecture. 
The teacher must show pictures or ask students to listen to a sound if she wants 
them to learn. The children are active and show interest when props are utilized.  
 

    —Noel, community member, Bagumbayan— 
 

 Similarly Antang, a day-care teacher in Sibalom, observes how much her 

children enjoy engaging with props when discussing particular units or topics. It should 

be noted that this ideal, explained by Antang, was currently used in her classroom.  
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The children are active and show interest when props are utilized. Recently, I 
discussed to them the five senses and talked about the sense of taste. I showed 
them a drawing of the tongue and the four taste buds. I also brought along as 
props like calamansi (citrus fruit) –sour, sugar-sweet, salt-salty, and bitter 
gourd-bitter. I asked them to sample each and I observed that they refused to eat 
the bitter gourd, but, the sugar was readily consumed. They really enjoyed and 
also learned from this activity. 
     —Antang, day-care teacher, Sibalom— 

In the example Antang doesn’t just use any additional props to convey meaning 

to the children in her class, the props she uses are familiar food items to all the children.  

I did not get to ask Antang if she purposely chose these examples because of their 

accessibility and familiarity to all children, but it can be noted that all of the items used, 

calamansi (a small inexpensive green citrus fruit), sugar, salt, and bitter-gourd are 

familiar to children and commonly seen in either the home and/or local food market. 

The children, in Antang’s example, were asked to connect lived experiences to a 

concept being introduced to the children inside the classroom. Furthermore, as Antang 

notes, the children enjoyed the process of engaging in building knowledge.  

Therefore, Noel, a high-school student from Sibalom, Faith, a KBA teacher 

from Bagumbayan, Nantang and Antang, day-care teachers from Sibalom, note ideal 

ways for engaging children in the classroom involve knowing the children, building 

upon their lived experiences, and engaging multiple senses.  

Learning through technology. One tool day-care parents in both Bagumbayan 

and Sibalom see ideally facilitating children’s learning of necessary content and skills is 

technology, specifically computers. Parents explain it as a “method” to engage children 

and provide them access to a broader base of knowledge.  
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Maydang, a parent of two day-care children in Egana, Sibalom, explains that 

computers could facilitate children’s literacy skills. She notes, “I would like a computer 

for children [so they can become] literate even at the age of five, [a] High-tech so when 

they enter primary school they know how to use a computer” (parent, Sibalom). High-

Tech is a computer designed for children, similar to LeapFrog in the United States. In 

Maydang’s vision, computer technology is prevalent throughout the formal education 

system, in both daycares and primary schools. Similarly, Jane, a KBA parent from 

Bagumbayan who is originally from a province north of Antique, envisioned children in 

daycares using a computer to access additional knowledge that may not be available in 

their environment. “There is a need for supplementary knowledge for children. The 

computer can help regarding new knowledge for the children, for them to know how to 

operate it, and see and learn simple words and letters on it” (KBA parent, 

Bagumbayan).  

Technology—specifically a computer—is envisioned by these two parents and 

other day-care and KBA parents as a way for their children to hone necessary literacy 

skills and have access to a broader knowledge base. In both communities, access to 

print materials was limited, especially any in their mother tongue, due to the cost and 

scarcity of books. It makes sense that parents think of methods and tools that may be 

more feasible given their current environments. While technology was seen as 

connecting children’s learning to additional resources outside the local community, 

some parents and day-care and KBA teachers envision dramatic play or learning by 

doing as ways children could bring their own lived experiences into the classroom.  
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Learning by doing. Learning by doing, particularly with children modeling what 

they have observed in their life contexts, are ideas that emerge in the findings, though 

not as prevalently as modeling provided by a teacher. Interestingly, parents hesitate in 

some cases when the concept of learning by doing is discussed, because they do not 

want their children acting out certain adult behaviors they may see at home. Yet, when 

learning by doing is discussed in a positive manner, Judith, a day-care parent in 

Bagumbayan, explains that children also learn through acting out scenes that they have 

seen in their community.  

For example, in pretending to tend to a store, they learn how to pay. . . . 
“Here’s the payment” . . . and in pretend[ing] to play house, [they learn] 
the parts of the house, and they also know how to fix things. They know 
how to fold clothes. When I get the clothes off the clothesline and put 
them on the chair, when I go back they are already folded!  

        –Judith, day-care parent, Bagumbayan– 

Lucing, a day-care teacher, thinks of learning through modeling, first by 

demonstrating the concept, having children follow, and then letting them do it on their 

own.  

When I introduce a game during playtime, I make sure to demonstrate 
how the game is played. First, I give the mechanics of the game. Then, 
there’s a trial or practice. Children enjoy the game when they know how 
to play it.  

 —Lucing, day-care teacher, Sibalom— 

Similarly, Beth notes, “I guide them first, they imitate me, and in the latter part I 

observe that they already know how to do it by themselves” (KBA teacher, 

Bagumbayan). 
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In these three examples, Judith, Lucing, and Beth all note that through modeling 

different scenarios observed by the child in the community, the child interacts with the 

idea, concept, or community scenario in a variety of ways, whether with another 

classmate, talking with the teacher, or thinking and reflecting on his or her own. Similar 

ideas are discussed in Ochs and Capps’s (2001) book Living Narrative: Creating Lives 

in Everyday Storytelling where they assert that “across cultures, children orally 

represent and, thereby, shape and invent experiences through their storytelling, playing 

and drawing. In each case the child is learning” (p. 58).  

In 2012, from these parents and teachers perspectives children have a variety of 

ways in which to bring in lived experiences, explore a new skill and build and share 

knowledge within a quality ECCD classroom. One practice that was discussed and 

delved into more than any other and by a more diverse group of stakeholders than any 

other was the practice of storytelling.  

Engaging through storytelling: Modeling community participation, care and respect for 

one another 

Storytelling is a pedagogical practice that is viewed as a method that not just 

strongly influences a child’s literacy, but also motivates children as well as explains and 

demonstrates ways to act in the community and world. As noted in the above scenario, 

Storytelling is a method of communication within these local communities that is not 

only used in the ECCD classroom space, but a way of communicating that is and has 

been a part of the communities’ fabric of life. Storytelling is a major part of many of 

these communities’ existing quality childrearing practices, a means in which parents, 
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community members, convey ways of being, acting and relating with others to children. 

Therefore, in the findings, visions of storytelling and the role it plays in a quality ECCD 

classroom evoke detailed scenarios from all stakeholders. In these visions stakeholders 

imbed the development of different skills, such as creativity, cooperation, and 

communication.  

Stories can impart a moral, and when conveyed to children in an exciting 

manner, children understand and relate to the lesson. For example, Nora, a community 

member notes,  

For example, there are children who do not like to take a bath. They now tell a 
story about it, and then s/he will not directly say or ask, “Hey, why did you not 
take a bath?” As long the reading of the storybook is beautiful, it will catch the 
attention of all the children. 
    —Nora, community member, Bagumbayan— 

Stories can serve as bases for multiple forms of expression by a child or may 

even open up a new mode of communication. Aiza explains, “You can also have them 

draw their favorite situation in the book. Then they will share, using artistic, 

imaginative, and creative ways, and they are no longer shy about sharing their work” 

(KBA teacher, Bagumbayan). 

Judith, a day-care parent from Bagumbayan, agrees with both Aiza and Nora 

about the practice of storytelling and explains,  

A teacher engages the children in storytelling by asking them questions and 
having them draw something related to the story and afterward to express 
themselves in a different way if they were not able to verbally, and to stir up 
their imagination further. Her story about sportsmanship is also related to how 
they want the teacher to handle children who are having tantrums, by explaining 
well and gently to them the realities of life and how to respond with propriety. 
     —Judith, day-care parent, Bagumbayan— 
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Delight. Parents, day-care teachers, and community members are quick to 

explain in all of the StoryTech sessions that not just any story will capture the attention 

of children. More important is the way in which the story is told, and involving the 

children is critical to storytelling being a quality pedagogical tool. First and foremost, 

storytelling is “not merely listening to a story; the children also need to understand the 

things they are learning from the story” (Beth, KBA teacher, Bagumbayan).  

The StoryTechs reveal that day-care and KBA teachers can facilitate the 

children’s understanding of the story in several ways. The teacher can act out the story. 

Beth explains,  

You are telling a story; you cannot just narrate the story there. As much as 
possible, you have to have props to be able to make the story realistic. It’s like 
you will act out what’s in the book. You will not just relate it. You will do it in 
action, so that the children will be delighted, feel that they are part of that story. 
Then after storytelling, call on some children to act out characters in the story. 
     —Beth, KBA teacher, Bagumbayan— 

Having children become a part of the story further draws them into the characters and 

engages them in ways that simply answering questions may not.  

Storytelling is seen as a teaching tool that draws on children’s experiences to 

convey ways of knowing and being in the community. More specifically, it 

communicates stories of Filipino children who have similar struggles, temptations, and 

experiences. Storytelling is used to develop children’s communication, imagination, 

creativity, literacy, and logical reasoning, among other skills. It is used as a method to 

get children excited about learning. As Dyson explains, by providing children with 

“comfortable symbolic tools, like familiar communicative practices” from this case 
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storytelling, she furthers, that the utilization of these practices “offer resources with 

which teachers and children can build new possibilities” (Dyson, 2010, p.194).  

Central to the argument of this chapter, is that the practice of storytelling is a 

practice of communication many stakeholders value. Furthermore, it is one they 

whether a parent, day-care or KBA teacher, barangay official, or health worker, feel 

comfortable with. Stories transmit knowledge across and between generations. The 

lessons contained in stories are one way to convey to children the socially acceptable 

ways of acting. Conversely, stories were a means of learning consequences, what 

happened to children when they misbehaved. This is important when thinking about the 

disjuncture between day-care and KBA teachers’ notions of quality interactions and 

some parents’ notions. These stakeholder groups have had different experiences with 

formal ECCD which have possibly lead them to hold these more disparate beliefs, yet, 

when presenting the findings above around storytelling and quality learning, the beliefs 

are quite similar.  

In the scenario below health is a major component of ECCD in the Philippines. 

Day-care and KBA teachers are constantly thinking of ways to incorporate health 

practices and knowledge into their curriculum. The scenario uses storytelling to 

motivate children to learn about good nutrition. 

 Scenario: Go, Glow, and Grow Foods—Connection.  

Trining sits on the carpet section with the children during circle time. 

“Today we are going to be reading a book about your two favorite characters, 

Toto and Nina.” Smiling, the children look up at their teacher Trining, anxiously 
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awaiting today’s installment of Toto and Nina’s adventures. Turning to the first 

page, Trining reads the title of the book, Toto and Nina Learn about Go, Grow, 

and Glow Foods. “So,” she says to her students, “what do you think the story is 

going to be about today?” Danny raises his hand. “Yes, Danny,” says teacher 

Trining.  

“I think it is going to be about foods that are good for our body,” 

explains Danny.  

“Yes, Danny, why do you think this?” inquires the teacher Trining.  

“Well,” Danny thinks for a minute and explains to his classmates that 

“the picture on the front has Toto and Nina eating bananas, rice, and fish, and I 

think those are good foods.”  

“What a good observation Danny,” says the teacher Trining. Trining 

proceeds, turns the page, and reads the first page about go foods to the children. 

Then before turning to the next page, she asks the children, “Who can tell me 

some go foods they like to eat?”  

Forgetting to raise their hands, at least ten children, almost in chorus, call 

out “rice.”  

The teacher Trining smiles, “That is right, children. Rice is one of our 

favorite go foods. Can anyone else think of other examples? The children think 

for a little while, before Anna raises her hand. “Anna,” Trining calls.  

Quietly, “Umm . . . noodles,” she almost whispers.  
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“You were really thinking there, Anna. Nice work.” Trining continues on 

with the next two pages about how go foods help Toto and Anna run really fast. 

Trining proceeds through the story in a similar fashion, talking to the children 

about glow foods and grow foods and how important they are to growing and 

staying healthy; glow foods are fruits and vegetables, they aid in creating 

glowing skin and hair, and grow foods are high in protein. They help in making 

a child big and strong.  

The importance of embedding health and nutrition into something children 

enjoy—storytelling—is evident in this scenario. Day-care teachers believe that health 

and nutrition messages need to be not only a part of their curriculum, but also reinforced 

on a daily basis. While this example involves a story about healthy foods, day-care 

teachers would also talk with children about washing their hands with soap, what foods 

they are eating for snack, and why clean hands and eating healthy food are necessary. 

Continuity of healthy practices is a core belief among day-care teachers. They hold that 

the more connections they can make with children’s experiences and existent 

knowledge, the deeper and longer lasting learning will be.  

 Parents, daycare teachers, and in a few cases community members and barangay 

officials visions of what comprises a quality learning environment were found to be 

dependent upon their experiences with formal early education and linkage of local 

values, beliefs and most importantly local practices that could facilitate the development 

of values and beliefs. Storytelling being the most salient local practice across all 

stakeholder groups—a practice every group could relate to, to some degree. It was more 
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than a bridge between literate practices within the community; storytelling was a way 

for children to connect their own realities, community culture, values, and beliefs to the 

relevance of academic and social skills fostered in the formal early-learning 

environment. While many stakeholders presented quite detailed processes of engaging 

children in the classroom with storytelling, in the next section stakeholders have more 

disparate views on how they ideally envision teachers interacting with children.   

Quality Interactions: Care and Concern 

Quality teaching means giving time and love to teaching, understanding 
the children and their needs, giving appropriate respect for them for their 
further development. 
 —Aiza, day-care teacher, Bagumbayan— 

Care, Concern & Connection: Mutual Respect  

The visions of quality interactions between children and day-care 

teachers that teachers, KBA teachers, community members, parents, and 

barangay officials hold involve ideas about mutual respect: listening, caring, 

treating each child equally, and expecting the child will reciprocate in a similar 

manner. Day-care teachers emphasize not only the content of the interactions, 

but also the manner in which they carry out the engagement. As Beth 

synthesizes, “[we] explain to them in such a way that they will feel that there is 

care and concern.” Ivy furthers Beth’s sentiment:  

Your concern for them, for example, a child is crying, because there 
really are children in daycare who want to say something but are scared 
to. You need to approach or ask them in such a way that they will not be 
afraid of you. Plus, there are also those who pretend to be hungry even 
though they have just taken their seats. We should not say “no.” It’s not 
advisable. You have to follow [what the child wants], but you need to 
properly communicate to him/her in a nice way that they should pray 
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before eating. You should not force [on the child] what you want, 
because the child will develop fear of you, like that. 
 —Ivy, day-care teacher, Bagumbayan— 

The quality interactions that Ivy talks about evoke the idea of an 

individualization of care. Interactions are engaged in a meaningful manner; they are 

shaped by one’s knowledge as a teacher about that individual child’s needs. 

Furthermore, it can be interpreted from what Ivy states that when engaging in quality 

interactions with a child, modeling respect to the child through one’s actions and words 

should be maintained, no matter what the teacher feels about the situation.  

Respect is felt to be one value that should be modeled and taught to children in 

the community. Many of the languages in the Philippines, in particular, Tagalog, use the 

terms po and opo. These words are used between children and adults as well as adults 

and “higher-status” officials. Barangay officials, day-care teachers, and community 

members throughout the StoryTech sessions often bemoan the fact that children these 

days do not show respect the way they should. As Vina explains, 

because now children are losing respect for old people, they are losing the po 
and opo. Let us not eliminate the teaching of good manners, because I observed 
in a day-care worker that she uses the po and opo in talking to the children. And 
then every time the child talks without a po, she repeats it . . . [and asks] “What 
did you say?”         

—Vina, community member, Bagumbayan— 
 

In Sibalom, day-care teachers and parents agree with stakeholders in Bagumbayan; as 

Andring says, “I agree that the traditional practice of kissing the hand of elders is a 

value that children in daycare would continue to follow in 2012. Children show more 

respect to their parents in 2012” (day-care teacher, Sibalom). Yet, as Mhel notes, 

echoing Ivy and Beth, respect operates in two ways. Teachers, parents, and other 
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members of the community act as role models. How they show respect to each other are 

everyday lessons for children in how they should treat each other. In 2012,  

a teacher also uses po and opo so that the children also imitate her way of 
talking or answering. Because if the teacher just says it but the children see her 
doing the opposite, it won’t be effective. It’s also the same with how the parents 
talk to the teacher and vice-versa—with respect. 

     —Jeff, KBA teacher, Bagumbayan— 
 

Through these practices, in 2012, “children learn respect and how to relate with 

different people” (Edith, day-care teacher, Bagumbayan). 

Mutual respect underlines many visions of quality interactions, whether between 

parents and teachers, teachers and children, or barangay health workers (BHW) and 

parents. Stakeholders explain that the more visible and audible ways of showing 

respect, such as using po and opo or the kissing of the hand, however, are not the only 

ways of demonstrating or showing respect, but can be used to convey ways of acting 

and being respectful within a Filipino community. As was discussed in detail in the 

previous chapter, local traditions of bayanihan and dagyaw underlie communities’ 

visions of respectful collaboration in a quality ECCD community. Similarly, 

stakeholders’ visions of quality interactions emphasize mutual respect toward each 

other as a way they want all individuals to interact and collaborate within the classroom 

and outside of the classroom. Modeling respect, care, and concern to children in the 

day-care classroom is one way to accomplish this goal.  

In the scenario below, Mhel, a KBA teacher, has invited a barangay official to 

visit her KBA. Mhel strongly believes that if one demonstrates care and concern for 



 

206 
 

each child and respect him/her as an individual, the child in return will show similar 

respect.  

Scenario: Kay’s visit.  

While the barangay official Kay was visiting Mhel’s KBA, she engaged 

with one of the children, Tom, in his building project. Kay was helping him put 

one of the cardboard blocks on the top of his tower when he said to Kay, 

“Salamat po.” Mhel almost turned beet red when she heard the student use such 

respectful language with Kay. She was so proud of Tom; while they hadn’t 

talked about it in class, Mhel had consistently used respectful language with all 

higher-level officials when they visited.   

Right after Kay moved to another part of the KBA classroom, Mhel went 

up to Tom and told him how proud she was of him speaking so respectfully 

toward Kay. While the children were getting their items together to go home, 

Kay, the barangay official, came over to Mhel. 

“You know your children play so well together; they are so respectful to 

each other. I am sure it has a lot to do with the care and concern you give to each 

child and their families.”  

In this scenario one example is provided of what stakeholders’ constructions of 

quality interactions look like. Day-care teachers note that underlying quality 

interactions is respect, and children’s use of terms such as po and opo demonstrates 

their respect of and to more senior members of their community.  
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Care, Concern, & Connection: Every Child Is Important 

A quality day care classroom is when the “child feels at home”. The classroom 
is homey. If they need to pee, there’s a toilet; it they are thirsty there’s water and 
drinking facilities. It’s like they’re at home. It’s like a house. There are seats 
where parents can sit while waiting for their children. A lounge where parents 
waiting can chat.                 

—Lydia, community member, Sibalom— 
 

 Day-care teachers and KBA teachers ideally want every child to feel welcomed, 

respected, validated, and special in his/her own unique way. As Lydia, a teacher in the 

local primary school in Igpanolong, Sibalom, in the above quote emphasizes that a 

daycare is a place where a “child feels at home”; a place where care, concern, and 

connections are made with each individual child. While at the core daycare and KBA 

teachers in both Sibalom and Bagumbayan ideally saw a quality daycare environment 

grounding itself in the 3 Cs, care, concern, and compassion, how various notions of 

quality care and concern are expressed by daycare and KBA teachers vary and are 

further explored in the next section.  

As a teacher Aubrey wants every child to feel included in the daycare. “First is 

the loving touch and smile for new kids, playing with them, and talking to them during 

storytelling time, singing with the children” (day-care teacher, Bagumbayan). Vina adds 

to this idea of a welcoming spirit and care of the family by explaining that “every time 

parents arrive, they are greeted by the day-care teacher with respect, and the children 

are welcomed with a smile and with a proper welcome before their class starts” (day-

care teacher, Bagumbayan).  

Day-care teachers and KBA teachers note, however, that care and concern 

include equal treatment of every child, regardless of parental status or education. From 
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her experience as a KBA teacher, Beth emphasizes that one must “as much as possible, 

avoid having favorites. There should be equal treatment of all children.” Children 

should not be shamed in public. “If [the children] have a problem or misunderstanding 

about something, it is properly handled by the teacher without hurting the feelings of 

the children.” Similarly, explains Aiza, 

Day-care teachers show respect to children by listening, when interacting with 
the children. . . . Of course when the child needs something, if possible, you also 
have to listen. And when s/he wants to say something, it should not be ignored. 
Even if it is off the topic, you will just say, “Okay, we will talk about it later.” 
So s/he should be free to speak up. 
 —Aiza, KBA teacher, Bagumbayan— 

Listening. KBA teachers and day-care teachers include in their visions many 

instances of connecting with the children and their families. Fely, a young, 

compassionate KBA teacher, explains more specifically how to facilitate the 

development of a child’s sense of belonging in the KBA classroom.  

For me, talking to children, mak[ing] them feel that they are my children, 
get[ting] their sentiment before the class starts that I am not just a KBA teacher 
but a friend of the children and parents.     

        —Fely, KBA teacher, Bagumbayan— 
 
She further explains one way to approach children “is to talk to them about their 

family, what they do at home, appreciate what they are wearing.” In essence, KBA 

teachers and day-care teachers seek to create a bridge or connection between a child’s 

home and school worlds through discussions, stories, and children’s freedom to use 

their voices in the classroom’s daily activities. In 2012, explain day-care teachers and 

KBA teachers, it is important to make sure every child has a voice, whether through a 

teacher’s actions or words. Just as important is ensuring that a child is validated and 

included, conveying that what he or she has to say is as meaningful as that of any other 



 

209 
 

person or child: his or her experiences are equally valid like those of other children. In 

other words, notes Mhel, “Each child is viewed as important in a day-care teacher’s 

eyes. What they are doing and engaging in is valuable and worth the interest of peers 

and the teachers” (KBA teacher, Bagumbayan).  

The following scenario is a continuation of the previous one, offering one 

picture of how these visions of an atmosphere of sharing, caring, and validating the 

child’s lived experiences may look inside a day-care classroom. In essence, how one 

example of how day-care teachers envision re-enforcing or creating connections for 

children between their learning and underlying tenants of their local community. 

 Scenario: sense of belonging.  

Mhel gathers all the children and their backpacks into a circle, looks at 

each child, and asks them to think quietly to themselves about something they 

would like to share with the whole class that is important to them. After 

watching them squirm in their spots on the floor, giggling and with some 

covering their eyes as they think very hard, Mhel looks at Tom and says, “What 

would you like to share, Tom?”  

Tom thinks for a minute longer and says, looking up at Kay, the 

barangay official, “I am very glad you came to our KBA. Can you come 

tomorrow?”  

Laughing, Kay says to Tom, “Thank you so much for inviting me to 

come back. I promise I will come back soon, OK?”  
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“Thank you, Tom, for sharing,” says Mhel, proceeding to go around to 

the other children and listen to what they have to say.  

Day-care teachers, KBA teachers, and community members believe that quality 

interactions involve more than just talking with a child. They see these moments as a 

means to show that they care, model values, show mutual respect, and treat the child as 

a unique individual with his or her own thoughts, ideas, and experiences. Daycare 

teachers and in some cases KBA teachers envision quality practices in the classroom 

mirroring those of desired local community values and beliefs, such as valuing 

children’s knowledge, respect, and cooperation; whereas other stakeholders, such as 

daycare and KBA parents had difficulty envisioning a different way, as we see in the 

next section, of interacting with children especially within the context of the classroom.  

Well-behaved child 

Day-care and KBA parents envision quality interactions from a disciplinary 

stance. “I don’t want my child to cause problems or misbehave in daycare” is the 

overarching message parents convey when asked about interactions in the daycare. In 

other words children should follow classroom instructions and rules and show respect to 

the teacher. As Judith explains, “I want my child to learn good behavior, respect for 

others; and I want to know how I could help my child” (parent, Bagumbayan).  

Parents present several ways in which children can learn good behavior. During 

one StoryTech, Kris explained “that if my child is already too pushy or does not listen 

to [a] reprimand, I want the teacher to show . . . that the child will really fear her.” The 

StoryTech teacher then asked, “So you want the teacher to show that she has authority 
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over the children?” Kris clarified, “Reprimand but don’t hurt,” and Judith chimed in, 

“Talk to the child but do not hurt.” Ronna, a KBA parent, agreed, “If there’s a problem, 

of course I will tell the teacher if she can reprimand when a mistake has been 

committed, but do not hurt my child.” In 2012, parents’ ideal would be for teachers to 

demonstrate authority by reprimanding the child, through talking and/or nonphysical or 

nonpunitive discipline. 

Scenario: well-behaved child.  

It is the beginning of the day-care school year. Children mill about 

outside, chatting, chasing each other around in circles, and in general are having 

a great time, while parents catch up on the happenings in the barangay. 

Wending, the day-care teacher, opens the door to let the previous group of 

students out, and these anxious, new students in. As children acquaint 

themselves with the classroom, Wending, in a stern but not mean or loud voice, 

calls the children’s attention to the front of the room. “I would like everyone to 

close their mouths and turn on their ears,” says Wending. Just after Wending 

speaks, she hears from the corner of the room a loud gurgling, bubbling noise 

coming from one child. Wending, again sternly, looks at the child and asks her, 

“Please stop making the noise.” The child continues, so Wending calmly walks 

over to the child and asks that she put her head down for a few minutes and 

think about how she can join the class in a less disruptive manner. After class, 

Wending, asks that the child’s parent to stay later so they can talk about her 

behavior that day and how it can improve in the future.  
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In this scenario, Wending wants to establish herself at the beginning of the 

school year as an authority figure, someone the children listen to and respect. She 

succeeds in this ambition in a stern, but calm and nonpunitive manner. Wending is 

thought of as an authority figure, she is the teacher who imparts knowledge to quiet, 

well-mannered children.  

One explanation for why parents want their children to fear the teacher is so that 

they follow the teacher and do not cause disruptions in class. If a child causes an 

incident, the day-care teacher asks to speak to the parent after class. Wending notes that 

an understanding in the community is that children’s “socialization starts at home. How 

their parents brought them up” is reflected in their behavior in school. While she also 

goes on to talk about the importance of children having a voice in the family, she 

concludes, “if parents taught them good behavior, in school the teacher would not have 

a hard time [instilling discipline].”  

This scenario demonstrates day-care parents’ perspective on how they envision 

teachers interacting with children in the classroom. The vision mirrors the expectations 

they also perceive for themselves in the role of a good parent. What Joyce, Kris, Ronna, 

and Judith describe aligns with what Wending explains. They believe the fitness of their 

parenting is based on children’s behavior in the classroom and how they show respect 

toward the teacher. Giving permission for teachers to reprimand and instill fear in their 

children echoes what they as parents think of as good parenting, because it 

accomplishes the goal of developing a well-behaved, respectful child. The manners and 

methods of disciplining with which many parents are familiar are based around fear of 
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authority; few have alternative models. While parents do not disagree with the teachers’ 

ideas about care and concern as a requirement for quality, parents’ notions of discipline 

operate in the current discourse of what it means to be a good parent. 

Most parents’ experiences with formal education are limited to primary and 

secondary school and are often the basis from which they draw their notions of quality 

and formal early-childhood education. More specifically, they were most often exposed 

to a very teacher-centered pedagogy, and for many teachers, there were few alternatives 

with 60–80 children in one classroom. Basically, parent’s visions do not differ from 

what exists currently. With the formal day-care system quite new in many barangays, 

parents in particular have few other experiences in which to relate to day-care practices. 

One should ask what would parents’ visions of quality look like if they had access to a 

variety of ways of understanding formal ECCD?  

Conversely, parents in the previous chapter envisioned alternative ways of 

interacting in their ECCD community based on local practices, such as the bayanihan or 

dagyaw. Therefore, the question becomes how can these more collaborative quality 

interactions be conveyed to parents? Potentially, as suggested in the previous chapter by 

day-care parents in Bagumbayan and Sibalom, through the involvement of parents in 

daily classroom practices such as taking responsibility for preparing the merienda, or 

planning trips to community locals, such as the market or local farm.  

Conclusions 

 Two main threads are woven into this chapter with respect to different 

stakeholders’ quality visions of ECCD classroom interaction and learning. These 
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differences, I assert are in part due to weak sharing and learning connections around 

early learning within the community. In essence, connections between community ways 

of knowing or as Dyson (2010) explains comfortable symbolic tools of stakeholders and 

practices within the formal ECCD education are not shared as readily or as widely 

across stakeholder groups. Such comfortable symbolic tools in the context of the 

Philippines may be familiar communicative practices, such as storytelling, or modeling 

of roles within the household or community.  

 From the visions in this chapter and findings in Chapter 4 with respect to current 

realities, such as relations among stakeholders within the barangays, various 

stakeholders, particularly day-care and KBA parents within both communities have 

unequal access to various ways of knowing around early-childhood pedagogies and 

practices in the classroom. While day-care and some KBA teachers envision new forms 

of interaction and pedagogy, day-care and KBA parents in the last section of the chapter 

on quality interactions as well as community members, barangay officials, and some 

parents in the first section on learning have visions similar to what exists presently. In 

addition day-care and KBA teachers in their visions connect community ways of 

knowing and more prevalent symbolic tools, such as storytelling or children’s lived 

experiences to quality learning and praxis within an ECCD classroom.  

Capability: Knowledge sharing 

 If the goals noted in the literature review and previous chapter of the child-

friendly movement are to provide a healthy, stimulating, and supportive environment 

for all children and their families by 1) providing an equitable environment for all 
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children, 2) sharing responsibilities, 3) making available community institutions, and 4) 

mobilizing human agency, I argue that equitable access to multiple knowledge bases, 

resources, and information regarding ECCD for all stakeholders is necessary. Greater 

possibilities would exist if many stakeholders had, at minimum, access to a variety of 

ECCD knowledge bases, practices, spaces to discuss the value of these theories and 

practices in the community, and a social environment that encouraged applying what 

they learn to the ECCD system. In particular, I posit, following Sen’s (1999, 2009) 

principle of democratic dialogue, that by stakeholders engaging in a process to discuss, 

share, and negotiate ECCD practices and desired outcomes—similar to the practice of 

dagyaw or bayanihan—would not only increase their engagement, but also support a 

social/relational climate that fosters children’s conversion of capabilities- of 

participating in a quality ECCD program, into functionings in multiple spaces within 

the community-- well-being that not only children desire, but also their parents and 

community.  

 For example, in one of the scenarios, a barangay official visits an ECCD 

classroom several times to observe. She saw how the day-care teacher was interacting 

with the children in a caring and respectful manner, with each other and with herself. As 

a member of the community, she wants children to develop these skills, which are a part 

of the long-term goal of developing a professional citizen. These are capabilities she 

wants children to be able to enact within the broader community structure. Yet, if only 

the classroom, and not other communal spaces, has an environment that encourages 
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children’s social and cognitive development, the development and conversion of these 

capabilities may not happen. 

 The freedom of opportunities for stakeholders to discuss, share, and connect 

their local experiences and values around children’s well-being to the more formal 

context of the ECCD classroom need to be increased. One way to incorporate those 

outside the system, discussed in the second section of this chapter, is to pay attention to 

the local relevance of pedagogies and curriculum.  

Capability and relevance 

 A more dynamic learning process integrates the child with knowledge through a 

connected way of knowing and embodying the three Cs—care, concern, and 

connection. If communities’ goals are to leverage opportunities for all children to gain 

desired skills and capabilities and operate in multiple spaces in the world, then respect 

and an ethic of care, “a form of regard in which each person is respected and viewed as 

integral to the human connection” (Martin & Koppelman, 1991, p. 23), are noted in this 

chapter by several stakeholders as vital to a quality ECCD community. As Nodding 

(1995) explains,  

an ethic of care (encompassed in the three Cs) provides an alternative 
philosophy of education based on the web of social connectedness, 
communication, and community to alleviate the alienation that results from an 
emphasis on an abstracted curriculum and the lecture method of instruction” (p. 
148). 
 

Similarly, the day-care teachers, parents, and community members envision an 

environment that welcomes and supports children’s learning in relation to their 
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communities’ experiences, values, and environments. They see care and concern for the 

unique child and the engagement of curiosity through activities such as storytelling.  

 The ethic of care is a collaborative philosophy that can be conveyed beyond the 

day-care classroom into other areas of the community, as discussed in chapter 5. 

Explains Edith in the earlier section on why we invest, it is “through the mutual help 

and partnerships of all in—and even outside—the community, all the stakeholders 

cooperate” (day-care teacher, Sibalom) that we achieve our short and long-term goals of 

supporting the development of good professional citizens. In the next chapter, teachers 

present what it means to be a quality teacher and how they envision a similar ethic of 

care in their professional development.  
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CHAPTER 7 

Imagining and Re-Imagining Quality Professional Development 

 This chapter continues the discussion of stakeholders’ visions of a quality child-

friendly barangay by exploring differing ideal conceptions of daycare teacher 

professional development. Presented in this chapter are differing stakeholder ideals 

around day-care and KBA teachers professional development. 

 Overall a disjuncture lies between day-care and KBA teachers’ unequal access 

to knowledge and the ultimate goal of empowering or increasing day-care teachers’ 

fulfillment of their current capacities. Some day-care and KBA teachers envision 

collective spaces of negotiation, where the experiences they bring to the collective 

project of improving quality can be traced to the local tradition of bayanihan and 

dagyaw. Other daycare and KBA teachers, barangay and city officials envision a 

professional in terms of the dominant discourse of credentialing in which they currently 

exist. The disjuncture in visions is important to further explore so as to better 

understand potential barriers to daycare teachers utilizing their current knowledge and 

further building and sharing of knowledge on ECCD praxis. 

A Professional Teacher 

Based on the many different perspectives surveyed, people aspire and work to 

become or support professionals in Filipino culture. In fact, one rationale, given in the 

Why Invest section of the findings, as to why barangay members work together to 

improve the ECCD system is to support a child’s intellectual development in hope of 

him or her becoming a professional. Barangay officials and community members note 
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that further support and professionalization of day-care teachers is one step in reaching 

this overarching goal. With the word professional used in the StoryTechs 38 times 

across five stakeholder groups, the researchers explored the nuances, asking, “What is a 

professional teacher and what qualities does a professional teacher possess from these 

participants’ points of view?” From analysis across stakeholders, the broad definition is 

one who is well educated and respected in the community. Yet, there are tensions 

between what professional means to some daycare teachers and what professional 

means to a barangay or city official.  

I am a professional teacher: I have an education 

 
“In 2012, [I am a] master professional, a full-fledged professional.”  
       

—Guinyang, day-care teacher, Sibalom— 
 
From the perspective of both day-care and KBA teachers and other stakeholders, 

such as barangay officials and community members, a university degree in education, 

ideally early-childhood education, is viewed as a step toward becoming a professional 

teacher. Individuals with college-level coursework are believed to have a more positive 

influence on children’s learning. As Emma explains, in 2012, 

all day-care workers have finished schooling for their position, and those who 
were not able to finish have [completed] trainings. That’s why all of the children 
learn.  
    —Emma, community member, Bagumbayan— 
 

Similarly, the mayor of Sibalom explains that the most important aspect of teaching is 

its strategies. Furthermore, she feels that in order to be a quality day-care teacher, one 

must have a college degree. 
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The day-care worker must be a graduate [with a] bachelor of education, even if 
s/he is not civil-service eligible, as long as s/he has knowledge in teaching. 

  —Frances, Mayor, Sibalom— 
 
While day-care teachers, such as Natang, do not feel that a teacher’s quality should be 

based on having a degree, she acknowledges that members of the community still see 

this criterion as the only way to validate professional status.  

We feel we are getting a master’s degree when we attend training. The 
certificate we earned from the training hang[s] on the wall of the daycare so 
people would not belittle our abilities. I heard someone brag that [the] day-care 
worker is a licensed teacher. Many day-care teachers are either [at] high-school 
or college level. Before, high-school graduates [were] already qualified to be 
day-care workers, so long as they [were] trained. Still, there are other people 
who look down on the day-care teacher because of this.  

 —Natang, day-care teacher, Sibalom— 
 

A professional degree from a university is seen as legitimate in the eyes of the 

community, even if the content of the degree is not specifically in early childhood–

related topics. However, day-care and KBA teachers in their visions of a professional 

teacher specifically note the skills the individual has developed in professional training 

on multiple areas of early-childhood development and education. As Grasya explains, 

the training includes  

child development, curriculum design, pre-literacy development, pre-numeracy 
development, active learning, imaginary-play curriculum, working with children 
with special needs, management, individual child assessment, classroom 
organization, nutrition, advance technology on computer literacy, materials 
development, and pedagogy [on] different methods of teaching. 
     —Grasya, day-care teacher, Sibalom— 
 

Day-care and KBA teachers name many specific skills a professional teacher is able to 

use in the classroom and community. Barangay officials and community members 

explain that in 2012, professional teachers display great patience and knowledge of 

early-childhood pedagogy in the classroom and are adept with technology. Nanting 
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believes, along with other barangay officials, that in 2012, day-care teachers have 

“improved [their] knowledge on relating with children; [with] wider knowledge on how 

to be patient in teaching young children” (barangay official, Sibalom). Nanting 

continues that in 2012, “training of day-care and health workers on the use of modern 

equipment and technology” will be ongoing (barangay official, Sibalom). In a similar 

vein, Ermilita, a teacher in the community, states, “The day-care teacher is well trained 

to teach; she is [up to date] with new technology” (community member, Sibalom). As 

an example of how to achieve this goal, Nanting one of three female barangay officials 

in Egana, Sibalom explains,  

We could send our day-care teacher to a distance-learning program so she could 
update herself about the latest innovation or technology. The day-care teacher 
must be computer literate; she can take computer classes at STI.33

     —Nanting, barangay official, Sibalom— 
  

 
Capacity in various technologies is noted as a step the community needs to take 

in bridging the gap between its children’s current opportunities and the goal of the 

children becoming professionals in the future. In an interview with the director of Save 

the Children’s office in Iloilo,34

Truly, if Save the Children is bent on upgrading ECCD intervention, it should 
bridge [the] technology gap, [providing for] technology needs, or technology 
update[s]. These must be provided to communities, for Save the Children to be a 
technical resource for the BHW [barangay health worker], BNS [barangay 
nutrition specialist], day-care worker. 

 David talks about technological access and the 

development of technological skills as necessary components of a quality ECCD 

community.  

 —David, non-governmental organization (NGO) leader, Sibalom— 

                                                 
33 STI— College in San Jose, the capital of Antique.  
34 Iloilo was the closest main office to Sibalom, Antique. Since the time of data collection, this office has 
moved to another part of the Philippines.  
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In 2012 professional day-care teachers have access to and funds to support furthering 

their education. As a result of this continued learning, it is held that professional 

teachers will have a wide variety of capacities ranging from working with the 

community around ECCD issues to employing various pedagogical techniques in the 

classroom that account for their individual assessments of children. In sum, professional 

teachers are individuals who have a college degree and are respected by the community; 

they are looked up to as people for whom others in the community seek advice from 

regarding a wide variety of ECCD issues.  

A visible, respected teacher within the community 

To these stakeholders noted above, being a professional also means being a 

recipient of the community’s respect, as evidenced by its financial and mutual support. 

Day-care and KBA teachers explain that in 2012 the community values them as 

professionals and, as such, treats them with the respect given to professionals. Natang, a 

day-care teacher, sees herself in 2012: “I am a good day-care worker. The people in our 

community greet us [with] ‘Good morning, Ma’am’ to acknowledge that we are 

professional teachers” (Sibalom). Similarly, Aiza, a KBA teacher, envisions in 2012,  

I have learned how to facilitate in ECCD. Parents and the community respect 
me, and they seem to have more trust in me regarding their children. [I can] be a 
professional teacher because I am now studying as a day-care teacher.  
     —Aiza, KBA teacher, Bagumbayan— 
 

Natang and Aiza both express how they as good teachers are esteemed by the 

community. Aiza specifically notes that the community entrusts her with its children 

because of her education and skills.  
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 This intersection of education and respect is further evident in several other 

statements from day-care and KBA teachers. Lovely, a KBA teacher in one of the urban 

communities of Manila, adds, “After attending the trainings, I see that they will have 

more respect for me” (KBA teacher, Bagumbayan). Urling, a day-care teacher, also 

explains, in 2012 “I’m getting a master’s degree. They respect [me] like a professional” 

(day-care teacher, Sibalom). Meding specifically acknowledges that in 2012 she is 

proud of herself for the hard work she has gone through in training to become a better 

teacher. Moreover, she is further inspired when others in the community engage in 

helping extend efforts around children and family issues in the barangay.  

It enhances my personal beauty for I am inspired to teach. As we become more 
knowledgeable, we are better teachers. I’m proud of myself, despite the low pay. 
I am inspired to teach when the barangay council also listens to and addresses 
the concern of day-care teachers.  

 —Meding, day-care teacher, Sibalom— 
 
 If the community values day-care and KBA teachers as professionals, it will not 

only respect their knowledge and opinions, but also remunerate them in the same 

manner as other teachers. Many day-care teachers, at the time the research data were 

collected, were volunteers, receiving only a minimal stipend. Therefore, Ghie thinks 

that in 2012, “because we get an allowance as a day-care teacher, of course we will 

become more industrious in teaching the children, even if our salary is not enough 

(laughter)” (day-care teacher, Bagumbayan). Trisha further notes, 

We are sent to trainings, and the expenses are shouldered by the barangay. In 
addition, financial support for trainings of day-care teachers and an increase in 
salary of day-care teachers are made. 

      —Trisha, day-care teacher, Sibalom— 
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In both Ghie’s and Trisha’s visions, community support is shown financially, through 

salaries and paying for further professional development. Day-care and KBA teachers 

consider these provisions as ways the community shows its high opinion for them as 

professionals. Respect from the community is a result of an increased awareness about 

the importance of health and education for young children in their early years and a 

consequence of day-care and KBA teachers’ increased knowledge of early-childhood 

education and development.  

 So the overall vision presented above by day-care and KBA teachers, barangay 

officials, and community members of a professional is a teacher who is prized in the 

community for the knowledge that he/she possesses and way in which he/she engages 

with the barangay in mutually supporting families and children. A day-care and KBA 

teacher is someone the barangay demonstrates its respect for through supporting 

trainings or other opportunities for further education and valuing their expertise and 

knowledge. 

Broader roles as a daycare and KBA teacher and leader in the barangay 

 To garner respect from the community, new visions of a day-care teacher need 

to be established, notes Arly, a key NGO leader who works for Save the Children 

Philippines Country Office (Save PhCO) in Manila. In their first StoryTech, KBA 

teachers talk about their inspiration to teach and further their communities and 

children’s position in life. However, Arly concentrates on the community’s relationship 

to the individual: inspiration to teach is commendable, yet teachers should focus more 
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on themselves, their futures beyond that of being a KBA teacher, and how their next 

steps can benefit the larger goal of advancing others in the community as well. 

You are saying that you are inspired in what you do, but aside from the 
inspiration, what do you do so that you will not remain a KBA teacher forever? . 
. . You are already old, and you are still in your position. So that’s what we want 
to see, that you are lifting yourself up. You do it not because of Save the 
Children or because you are being paid or given money by the barangay, but you 
yourself upgrade the level of your knowledge. I am pleased because you 
recognize Save the Children, but I hope that we won’t stop looking for other 
groups, other associations, other agencies that can possibly help and support 
you. We always tell you that Save will not be there forever. Two years from 
now, we will no longer be in Tramo35

      —Arly, ECCD coordinator, Manila— 

. So what else are you doing here in the 
barangay, in the municipality? . . . What I always tell you is that we don’t do this 
so that you will be called so-so teachers. I want them [community leaders] to see 
the impact of what you are doing, and the result of what you are doing in. 

 
Arly addresses several issues, one of which was brought up in the previous 

section. In terms of NGO support, Save will be in a particular area for a fixed length of 

time. Where are teachers’ networks of support? Arly asks. It is extremely important that 

what excellent teachers are doing is more visible as a vibrant and an important part of 

the community. How can this recognition be achieved? At the individual level, Arly 

challenges them to think about what they can do beyond being a KBA teacher. She 

emphasizes that each KBA teacher has skills that can really have an impact on children 

in the community. In order for the community to respect a KBA teacher as a 

professional, it needs to see him/her using various skills. All in all, Arly offers a new 

way to think about how motivation and passion can translate into endeavors that further 

teachers’ learning at the same time as communities gain more familiarity with issues 

related to children and families. In 2012, KBA teachers will work together with 

                                                 
35 Tramo is a sito of Bagumbayan, one of the poorest sitios in the barangay. 
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barangay officials, community members, and primary teachers to increase awareness 

and collaboration in a quality ECCD community. 

In response to Arly’s challenge, Gina explains that she is constantly motivated 

to keep learning to become a “full-fledged teacher,” which for stakeholders is another 

way of saying professional teacher. “You get inspired to learn more. That’s why I won’t 

get fed up with what I do” (KBA teacher, Bagumbayan). Aiza on the other hand responds 

to Arly in a slightly different manner, yet ends in a similar place as that of Gina.  

Before I no longer had a plan to study, what I did was to train to become a KBA 
teacher. Then I facilitated the KBA. I thought that it [my understanding] seemed 
lacking, so I said, if I will have money, I will continue my studies so that I will 
be accelerated. Now I might enroll next semester. It seems like I had an idea that 
I want to have additional knowledge, to learn more, because it [my current 
knowledge] is not enough. 

 —Aiza, KBA teacher, Bagumbayan— 
 

Aiza and Gina touch on two main themes, a perceived lack of training or 

knowledge and the inspiration to learn more. In 2012, day-care and KBA teachers are 

motivated to keep learning through different formal and informal experiences. They and 

their efforts to increase awareness and collaboration in creating a quality ECCD 

community are also more visible. 

Training and Reimagining the Professional Teacher 

 When asked how day-care teachers gain expertise and confidence in using skills 

mentioned in the above section, the most common response is training, moving beyond 

the attainment of a bachelor’s degree, credentialing, to thinking about ongoing quality 

improvement. Yet, as Ianne, notes in her quote, that just as equal a concern as receiving 

the training, is gaining the confidence to use their new knowledge within the classroom.  
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[In 2012 day-care teachers] Apply what they have learned in trainings [and] they 
will have trust in themselves. Because if they learn [to trust] themselves, they 
will be able to understand everything, and for them to know themselves and 
their capabilities more fully.   --Ianne, Daycare Teacher, Bagumbayan 

 

 These two distinct points, acquiring new knowledge and skills and the 

environments which facilitate day-care and KBA teachers’ connecting their new 

knowledge and skills to practice within a particular context underpin the divergent 

visions around what training looks like. This is important when thinking about day-care 

teacher’s ability to utilize their capabilities.  

 Visions presented by barangay officials, community members, and day-care and 

KBA teachers of quality training and professional development in 2012 vary. Some 

stakeholders imagine a short, linear, one-off process, in which an individual lacks 

knowledge in a particular area and more knowledgeable people provide relevant 

information to that person. Some of the data in the previous section allude to such an 

understanding. Other stakeholders, particularly KBA and day-care teachers, understand 

what knowledge and skills are needed presently but view training a little differently. 

Their visions included training and professional-development efforts that embrace a 

more long-term model of learning partnerships. Both visions of single-session and 

extensive training are elaborated below. 

Training as professional development 

As a day-care teacher, I really aspire to be a quality day-care teacher. I want to 
teach at a quality standard, for the children in my daycare to be really smart. So, 
first, I need to enhance my skills and knowledge as a day-care teacher. In 2012, I 
have received a powerful training because it enhances our abilities to be 
professional or “super” day-care workers. In 2012 because of me, from what 
they learned from me, all the children in daycare are better. They could apply 
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the values they have learned even up to the time they become adults. They are 
respectful. 

 —Lucing, day-care teacher, Sibalom— 
 
Lucing, who has been a day-care teacher for several years and has completed several 

one-day trainings, has a firm construct of what being a teacher means. She believes that 

if she conveys the set of knowledge she has been given in training in a quality manner, 

her children will become smart and well behaved. Furthermore, she holds that once 

given this training and applying it in the classroom, her position in the community will 

be raised to that of a professional.  

 Currently and in some stakeholders’ visions, the perceived lack of legitimate 

knowledge is addressed mainly through an occasional training that deals with the 

proficiencies teachers’ lack. 

Training is to equip day-care teachers with [the] competencies to be an ideal 
day-care worker. —Goyang, Midwife, Sibalom—  
 
The day-care workers need to have trainings to be able to teach the children 
properly; they will be quality [teachers]. 

 —Emma, BNS, Bagumbayan— 
 

Training, as Goyang and Emma note, is for day-care teachers to gain the skills to 

be an excellent day-care worker and teach children properly. It transmits a body of 

knowledge regarding pedagogy and child development. Generally stated, the underlying 

assumption is that after teachers acquire these ideas and implement associated practices 

in the classroom, then the desired outcomes for children will be achieved.  

Nora’s view on training is similar; if the training is delivered in a quality 

manner, teachers should implement it in the classroom.  
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But for me, for the day-care workers, for example if they will be sent for 
trainings, and then they will be able to get some quality . . . [knowledge]. Yes, 
knowledge and skills, eh, they will not relay that to the children, right? So for 
me, whatever was learned in the trainings should be relayed to the children so 
the children will be able to really understand and the teachers will be able to see 
. . . why were the lessons not of quality even though the training was good? 
  

—Nora, community member, Manila— 
 

Nora, also believes that there should be spaces, like a practicum [which, in the 

StoryTech, the facilitator supplied as an example] where all teachers and other 

stakeholders can share in the newly acquired knowledge.  

Yes, so that everything that we have learned, we should share with everyone, 
right?   

—Nora, community member, Manila— 
 

An one-off training sets up the expectation that once a day-care teacher is given expert 

knowledge, that has been studied rigorously and proven to improve student outcomes or 

addresses a particular problem in the classroom, the day-care teacher can take the new 

knowledge and implement it into the classroom with the result of bettering students’ 

learning.  

Re-imagining professional development  

Realizing that no metanarrative can offer guarantees, educators may come 
together in local spaces and struggle to create humane communities, playful 
communities, at once beautiful and just (Greene, 1994, p. 459). 

 
 In discussions, daycare teachers have with each other during the StoryTechs, 

different ideas about professional development emerge. The visions acknowledge 

multiple contexts, ways of knowing, and perspectives as also needed to further one’s 

goal of becoming a professional. Day-care teachers as participants in the StoryTech 

discussions shared knowledge and created other notions of quality, such as critically 
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discussing curriculum, engaging with multiple perspectives on early childhood 

practices, and reflecting upon their own practices with other professionals, that begin to 

reflect more of their own values, of connection, caring, and collaboration as members of 

these communities. One example of how KBA teachers were discussing, debating, and 

offering experiences from their own experiences as professionals to a current issue is 

presented in the next section. This example lends support to the group of KBA and day-

care teachers’ visions that saw a professional differently than what was presented in the 

earlier section of this chapter and what exists currently.  

One or two curricula: KBA teachers’ discuss early learning curriculum. The 

first StoryTech group was more than a space for visions of quality in five years; it was 

an arena for discussion, debate, and sharing of current wisdom. One particular topic 

arose as a result of one participant stating that in the future teachers should have two 

sets of curricula, depending on the ages of the children in the KBA program. Arly 

explains that every week a concept is taught with a supplemental activity. The same 

concept is taught to groups ages 3–4 and 5–6, but through different activities. Gina adds 

from her personal experience,  

For me, Ma’am, because when it comes to writing, of course the 3–4s are more 
[interested] in playing, while the 5 and 6 (years old) are [more interested] in 
writing. The 3–4s are not yet into writing, more on play. 

 —Gina, KBA teacher, Bagumbayan— 
 
Jeff changed his view based on what Gina explained and notes that in his classroom.  

The 5- to 6-year-olds are already being asked [to identify] what the letter is. . . . 
I do not agree with changing [how we do things] it. Because if it’s five years 
from now, what do we know? Maybe we already have somebody to assist us. 
It’s possible. You just get problematic during work time. It’s just an activity, but 
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when your circle time comes, your storytelling time, your recess, you are okay, 
because the small ones imitate the bigger children. 

 —Jeff, KBA teacher, Bagumbayan— 
 
Anna, the StoryTech facilitator, posed a question, “Yes, but in your viewpoint, in the 

development of the child, in the stage of development, shall we do the same for the 3–4 

and 5–6?” Mhel responded that in her classroom  

[if] there are 3-year-old and there are 4-year-old [children] who are capable of 
doing what the 5 are doing, we transfer him/her to that table.  

 —Mhel, KBA teacher, Bagumbayan— 
 

During this StoryTech, KBA teachers began to dialogue about the content of the 

curriculum that was presented to them as KBA teachers. Both Jeff and Mhel added their 

own knowledge from their experiences in the classroom. Later in the discussion, day-

care and KBA teachers were asked how they would collaborate with other teachers in 

the future. Fely, as well as others, expresses that she would like to have daily contact 

with her counterparts to share ideas and listen to each other’s insight. She notes in 2012, 

We see each other almost every day. We talk about the activities we are going to 
do, how to do the activities for the succeeding days. We will exchange opinions 
and discuss behavior or attitudes of the children. 

 —Fely, KBA teacher, Bagumbayan— 
 
Similarly, Ianne, a day-care teacher, envisions “sharing what transpires inside the day-

care center; experiences in everyday engagement with the children and parents 

whenever they see each other or during meetings” (day-care teacher, Bagumbayan). 

How would such dialogue and collaboration begin to build and create new 

knowledge around ECCD within this particular context? These practices are a start 

toward recognizing that given knowledge is not sacrosanct. Furthermore, this dialogue 

begins to establish the day-care teacher as an individual with valid knowledge, 
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particularly in his/her own particular context and classroom. Such discussion catalyzes a 

critical reflective process, allowing teachers to personalize knowledge and connect it to 

their unique settings and engage their inner wisdom. In 2012, professional-development 

opportunities facilitate discussion and sharing across and among day-care and KBA 

teachers on a regular basis.  

International colleagues: Access to multiple streams of knowledge. 

In 2012, I will have taken courses in curriculum-design specialization, [a] child-
development specialization course, advance technology or computer literacy and 
different methods of teaching. I had an opportunity a few years ago to engage in 
training abroad. Two other day-care teachers and myself from Bagumbayan 
have been participating in an online international network with other early -
childhood teachers from neighboring countries. Last year we had the 
opportunity to see what is being done in some of the neighboring countries. We 
were able to take videos and talk with the teachers to gain a sense of their 
perspectives and beliefs around early-childhood teaching and pedagogy. We 
were not only able to discover . . . other techniques in other countries, but we 
were able to bring back the information and share it with our fellow day-care 
teachers. 

 —Connie, day-care teacher, Bagumbayan— 
 

Connie, a day-care teacher, has visited several private and public daycares in 

surrounding barangays. In addition, she has partnered with Save the Children for five 

years, seeing different individuals like myself visit and learn about daycares in the 

Philippines. As such, Connie thinks of professional development in the future as 

including learning and sharing new ideas and practices. She sees these dialogues for 

learning and sharing happening in person and remotely, but all tied by their continuity 

over time. Overall, similar to Fely, Ivy, Aubrey, and Ianne, Connie imagines 

professional development as an ongoing, collective process through which teachers 

engage in discussions, reflections, and sharing of knowledge. For those who facilitate 
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these professional-development groups, a critical part of the process is paying close 

attention to the manner in which the information exchange takes place. More basically, 

who constructs and owns the knowledge?  

In 2012, day-care and KBA teachers have access to multiple ways of knowing 

through different streams of knowledge and being in a community of learners and 

knowers. Therefore, professional development focuses more on critical knowledge, 

discussion, and collaboration among professionals. Some examples noted by day-care 

and KBA teachers are regularly meeting and sharing discussions on particular ECCD 

topics, visits and discussion with ECCD professionals in private day-cares and other 

country contexts, and more informal spaces, time and resources for reflection, 

discussion, and planning.  

 Sharing and building knowledge: Reflective, inclusive spaces. 

You respect the social norms, values, customs, and beliefs because this is part of 
the community’s identity. However, this does not prevent you from sharing . . . 
basic knowledge on child development. There are good community practices in 
child rearing, and this can be your take-off point in sharing added learning. 
Quality ECCD is also considering indigenous practices, which . . . [facilitate an] 
environment for children’s growth and development.  

 —Aypung, Save ECCD coordinator, Antique— 
 

Aypung, as the ECCD coordinator in Antique, does a wonderful job of 

motivating, inspiring, and building capacity among area communities. On a personal 

note, I learned a great deal from her. She patiently answered my questions and made 

suggestions on the organization of the data collection. Aypung also conveyed her strong 

beliefs on knowledge and communities. The quote above illustrates first that she 

acknowledges multiple knowledge bases in each community. Furthermore, it 
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demonstrates how she thinks new knowledge can be introduced. Our later discussion 

centered on what the sharing of knowledge may look like in the community. 

It is important to note the difference between Aypung’s beliefs about sharing 

and building knowledge in a community and other beliefs such as presenting to daycare 

teachers one way of knowing as the “right” way, especially in the context of re-

imagining or broadening the construct of quality professional development.  

Aypung suggestion encourages daycare teachers to build upon existing 

knowledge and more importantly invites individuals into safe spaces, physical or 

virtual, in which to discuss new or current ideas. Ivy, a day-care teacher, envisions that 

“during the ECCD core group meeting, we [teachers] discuss and plan how to further 

develop the service through different strategies” (day-care teacher, Bagumbayan). 

Aubrey adds that during the monthly cluster meeting,  

[they] have an opportunity to share our different experiences in the daycare, new 
knowledge [they] have acquired, or share knowledge on making teaching 
materials.         

—Aubrey, day-care teacher, Bagumbayan— 
 
Aypung, Ivy, and Aubrey’s visions of quality processes professional teachers engage in 

have similar tenets to those which stakeholders in the community chapter envision: 

collaboration and sharing as well as building knowledge. Aypung, Ivy, and Aubrey talk 

about collaboratively working with organizations, early-childhood faculty from higher-

education institutions in a process of listening, discussing, and building on existing 

values, knowledge bases, and practices to enhance their personal attributes as teachers.  

 In 2012, a re-imagined professional development is inclusive of space and time 

in which day-care and KBA teachers are able to reflect upon their learning, share 
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experiences and support one another in the journey to create a quality ECCD 

community.  

Scenario: The creation day-care and KBA teachers as knowers 

What comprises quality professional development? What might such a construct 

of quality professional development look like then? What might the process of sharing 

and building knowledge look like? The following scenario, in which Lucing and 

Nanting discuss the changes they have seen about not only their professional 

development as day-care teachers, but also in the communities’ attitude toward them as 

professionals, presents one possibility. 

Scenario:  
Lucing and Nanting, both day-care teachers in Sibalom, Antique, share 

a motorcad ride to their training course in San Jose. While they would be the 

first to admit that they are often tired heading to their course every other week 

after teaching, Lucing explains, “As soon as we start working in groups and 

thinking about the possibilities this new initiative could offer us as 

professionals and the children within our communities, I am able to muster up 

some energy and motivation.” Lucing and Nating are participating in an 

initiative in conjunction with the municipality, the Department of Social 

Welfare Development office, and local barangay councils. It is financially and 

logistically supported by the barangays. They shoulder 60% of the cost and 

provide substitute teachers or health providers for half a day. Nating notes, “My 

barangay is particularly keen on supporting this innovative communication-

technology initiative because of the increased access teachers and health 
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professionals will have to early-childhood, health, and educational resources 

and other professionals in the field. Members of the barangay see the direct 

benefit of the initiative to the increased quality of education and options for 

their children.”  

“Today, if I remember correctly,” states Lucing, “we will be introduced 

to several hand-held communication technologies. And like our facilitator 

asked us to do last time, I asked the children, primary-school teachers, parents, 

and community members in my barangay what ways they thought this new 

technology could be used not only within the daycare and schools but within 

the community,” exclaims Nating.  

“Well . . . ?” Just as excited as Nating, Lucing continues, “What did 

they come up with?”  

Smiling, Nating says, “You will just have to wait and find out in class.”  

Walking into the classroom, the room is a buzz with day-care teachers, 

primary-school teachers, and community members all catching up on the 

happenings in each other’s communities. The course facilitator Francis walks in 

and starts talking with a few of the women and men in the room. A few minutes 

later, Francis, raises her voice a little, “Could everyone find a seat, please, so 

that we can get started.” Throughout the two-hour class, participants constantly 

move around, as does Francis, engaging with several communication 

technologies and sharing their own ideas and their barangays’ ideas in small 

groups. At the end of the course session, Francis asks, “Are there any burning 



 

237 
 

questions or thoughts people have that they would like to share with the rest of 

the class?” Several people raise their hands, ask a question or two, but with all 

the energy spent testing the new technologies and discussing possible uses in 

their own communities, most are quite exhausted. As they are about to leave, 

Francis asks, “Please, everyone take one communication device, practice with it 

in your barangay, and write down one plan for the use of the device in the 

classroom and in the larger barangay.” She adds, “This will require that some 

of you living in the same barangay work together and share notes so that when 

you come back next time, you will have one barangay plan. See you in a couple 

weeks.” 

As Lucing and Nating head home in the motorcad, they start talking 

about how this initiative came to fruition. It stemmed from Rose’s technology 

grant for her day-care classroom two years ago. The grant provided two 

computers, training, and software for the children to use in the classroom. In 

addition, it gave Rose online training on how to keep records of individual 

children’s assessments, access resources on various early-childhood topics, and 

most important for Rose, spaces to talk with other professionals in Sibalom, the 

Philippines, and other parts of the world. Rose, a very highly respected 

professional in the community, and several other day-care teachers began 

talking with the barangay council about extending access to technologies for all 

professionals. Collaborating with a local NGO, the DSWD, and other 

barangays, they came up with the year-long course they are now a part of. The 
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hoped-for outcome of this training is that through long-term instruction and in-

depth discussions across the communities and among other professionals, a 

learning partnership network can be established. After the initial year-long 

training, two professional technology specialists will permanently be a part of 

the network, facilitating and fielding any questions regarding the feasibility and 

maintenance of the various communication technologies.  

Lucing, turning to Nating, asks, “Did I tell you about what a parent said 

to me the other day?”  

“No,” replies Nating. 

“Johnny’s mother came up to me yesterday and couldn’t stop talking 

about all the wonderful new things that she is seeing happening in the daycare 

and primary school. I remember her specifically saying to me, ‘As professional 

teachers, you are really making a difference in my child’s life and the 

communities. Thank you.’ I tell you, that made me so happy and excited to 

come today. I can’t wait to bring back to our barangay council meeting what we 

have learned and see what their ideas are on how it may be used within our 

barangay.”  

The scenario above corroborates some NGO leaders and day-care and KBA 

teachers’ visions, offering an example of what a collaborative construct of quality 

professional development may look like in a Filipino community. More specifically, 

the scenario above suggests one possibility of a structure which could support 

knowledge flowing to and from multiple angles; from the bottom-up, day-care teachers 
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to barangay officials; from side-to-side, day-care teachers to other teachers; from top-

down, outside ECCD experts to day-care teachers; from outside-in, day-care teachers 

to parents. Overall, such a vision, one in which a professional is not only credentialed 

and knowledgeable in child development, but one who shares and builds upon their 

knowledge of child development and broader knowledge of the community among 

members of the community in various spaces. I believe from what NGO leaders and 

day-care and KBA teachers in the second part of the chapter envisioned, this definition 

of professional would support knowers within each of the communities who in turn 

could support the furthering of a quality ECCD community that facilitates the long-

term development of a good professional citizen. 

Conclusions 

 This chapter has addressed day-care teachers’ constructions of what it means to 

be a quality professional educator, revealing re-imagined more inclusive visions of a 

professional than the current definitions. These re-imagined inclusive visions, re-

negotiated relations between barangay officials, community members, and daycare 

professionals; they re-imagined structures that supported knowledge flow from multiple 

angles, and space for negotiation among day-care teachers, KBA teachers and parents of 

curriculum, practice, and praxis in an ECCD classroom. 

 From some barangay officials, community members, and day-care and KBA 

teachers’ visions presented in the first half of this chapter and the findings in Chapter 4 

regarding the current experiences, the construction of a quality day-care professional 

mainly rests on the notion of credentialing and preparing children for primary school. 
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For example, through implementing accreditation standards, certain values, curriculum, 

and outcomes have been mandated at the national level. Because of these instrumental 

top-down structures where knowledge flows in one direction only, day-care teachers 

often feel frustrated, silenced, and inadequate.  

 Overall, day-care and KBA teachers’ definitions of a professional educator are 

based on values of an educated, motivated, conscientious, caring worker. Their broader 

visions include seeing professional development as an ongoing non-linear process that 

involves the development of many learning partnerships, locally and globally, in which 

individuals share and build knowledge about ECCD. 

Capability: Learning partnerships   

 Learning partnerships, whether formal or informal, are seen by day-care and 

KBA teachers as the basis of professional development. In more formal contexts, day-

care and KBA teachers envision ongoing training sessions, for members of their 

barangays and others outside that also link individuals in the community to share, 

discuss, and put into practice new ideas from these sessions. Day-care and KBA 

teachers also suggest informal partnerships, more like professional friendships, to 

support them in their community. In both the formal and informal contexts, valuing 

each other’s knowledge is a basis for the success of the learning partnerships.  

Capability: Knowledge-sharing 

 In addition to expanding community awareness of ECCD, day-care and KBA 

teachers see these learning partnerships as creating a culture of respect for their 

knowledge. They describe regular meetings (both physical and virtual) with their local 
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and global counterparts, to not merely go over rules and regulations, but also discuss, 

debate, and hone necessary and desired skills. Through this information exchange, 

teachers have the opportunity to reinvent themselves as professionals based on local and 

global circumstances as well as their communities’ values and beliefs. All in all they 

imagine safe spaces, in which challenging, multiple discourses are offered and 

discussed with other teachers and they are encouraged to engage in a self-reflective 

contemplative process while interacting with new theories and discourses. 

 KBA teachers acknowledge that the community, and more specifically its 

officials, determines specific capabilities of being a quality teacher, such as having a 

formal education degree, and these capabilities limit the outcomes of quality they can 

achieve. In turn, how they see themselves becoming professionals in the classroom or in 

larger community spaces. Therefore, teachers are limited by this credentialing, or 

notions of professionalism, as they try to develop different constructions of quality. In 

addition, daycare teachers are limited by the community’s structure and how each group 

and strata interrelates; these relations are most evident between barangay officials and 

day-care teachers and coordinators since the former determines the latter’s pay or 

honorarium and also has a say in the funding for the daycares and other programs for 

children and families. Teachers in essence mold themselves to the roles and 

expectations established by barangay officials and outside intermediators such as 

NGOs. As noted in Chapter 4, however, that while the role of barangay officials is that 

of an advocate for members of the community, the dynamic with city officials and other 

entities outside of the barangay is quite different. Currently in many respects, and 
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specifically with regard to young children, their families, and their needs, there is only a 

one-way flow of knowledge and ideas, that is from top to bottom.  

 Day-care and KBA teachers, when thinking of their roles as professionals in the 

existing community structure, construct a quality definition that fits within this 

framework, one solely defined by values and knowledge from outside the community. 

However, when envisioning or practicing some of the more informal parts of 

professional development, like sharing practices with each other, daycare and KBA 

teachers in the StoryTechs see a process of equity that begins from below. They 

envision a barangay where they can expand their freedom of opportunities; their ideas 

are listened to; their current knowledge is built upon; they are supported by the 

community, and more specifically barangay officials, and they have multiple spaces 

where they are able to convert more of their capabilities of being a quality teacher into 

actual functioning of that quality teacher. Therefore, if one of the goals is empowering 

individuals, more attention to each barangay’s social relations in terms of converting 

potential into action may be needed. One way for this to happen, daycare teachers’ note, 

is if barangay officials, NGOs, and other advocates for barangays are more aware of the 

direction in which knowledge, information, values, and beliefs flows across the ECCD 

system. These ideas will be more fully elaborated upon in the discussion of the 

concluding chapter.  
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CHAPTER 8 

Situating ‘Quality’ in an Inclusive Collaborative Frame 

 Amid the ongoing discussions and debates on quality, equity, and sustainability 

in the international early-childhood arena over the last decade, this study, ascribing to 

the notion that quality is a relative construction, adds to the literature on community 

participation in early-childhood ‘quality’ processes. It offers one particular case, two 

barangays in the Philippines, where stakeholders engaged in a process of dialogue, 

discussing and negotiating what they, as a community, value as quality ECCD in terms 

of their children’s well-being.  

In the case of these two communities, a more nuanced understanding of ECCD 

stakeholders’ particular constructions of quality processes is presented. Visions from 

these two barangays suggest that their ideas are based on the local practices of 

bayanihan and dagyaw. Values, such as care, collaboration, and valuing local 

individuals’ knowledge, imbedded in the local practices of bayanihan and dagyaw were 

also a part of their views on quality and how they see the community achieving its 

desire for its children’s futures. While some stakeholders’ ideals are not very different 

than what exists presently, some of the locally driven ideals involve stakeholders 

negotiating social relations by noting where and who interacts in various spaces in and 

outside of the community. 

This discussion focuses on the quality dimensions (community, classroom, and 

professional development) presented in Chapters 5, 6, and 7, juxtaposed with the 

current context presented in Chapter 4. As presented in the theoretical framework of this 
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study, Sen’s (1999, 2009) capabilities approach provides a framework for evaluating 

inequality in society and understanding how overcoming it—in this case, the difference 

in ECCD stakeholders’ social status and thus their contributions to constructing quality 

notions of ECCD—is possible. Therefore, drawing from Sen’s capabilities approach, 

this chapter pays particular attention to existing social relations, the structures and 

dominant, top-down discourses that currently promote inequities, which may prevent 

the realization of some of stakeholders’ visions, presented in the preceding chapters.  

This chapter’s organization reflects Sen’s (1999, 2009) main principles of 

justice: freedom, diversity, and value. In the first part, Capability and Freedom, the 

discussion focuses on stakeholders’ visions and their differing notions of well-being and 

success for children. In the second section, Capability and Difference, how community 

leaders’ view and approach difference relates to and can promote unequal stakeholder 

participation in determining what constitutes quality early childhood. The final section, 

Capability and Value, further elaborates the relationship between how community 

leaders value stakeholders’ notions of quality and the latter’s ability to realize these 

quality principles. This chapter concludes with the implications from this research and 

suggestions for future study.  

Capability and Freedom  

Stakeholders’ freedom to participate in the process of change within the community 

 In this chapter, I first highlight what stakeholders believe is essential to a quality 

ECCD community for their children’s well-being. As noted earlier in the presentation of 

the study’s theoretical framework, Tobin’s (2005, 2009) work establishes multiple 
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views of the child and distinct conceptualizations on the purpose and process of early-

childhood education across three different cultural contexts. Tobin’s primary conclusion 

was that the three views and their attendant practices in early-childhood education 

reflect necessary ways of knowing and being to become a successful individual. 

Stakeholders deemed the practices important components of a child’s path to a good 

life, elements that promoted well-being in that culture. Tobin’s study, however, did not 

look at cultures that had a strong colonial legacy and/or a strong Western donor 

presence. Why would these factors play into communities’ conceptions of quality 

ECCD and desired well-being for their children? As Cleghorn and Prochner (2010) 

point out,  

Matters of quality appear to get caught in the middle of . . . a world-wide 
increase in recognition of the validity of local, indigenous ways of knowing 
about, and working with children on the one hand, and a persistence of western 
dominant discourse that militates against the inclusion of indigenous knowledge 
and activity in ECCD settings on the other hand. The forces of globalization, via 
the western dominant voice, would, however, appear to be winning out by virtue 
of education policy-borrowing, in the content of teacher education courses, in 
workshops for practicing teachers offered by international NGOs (p. 124). 
 

 Similarly, current early-childhood practices in the Philippines are informed by 

the dominant presence of Western notions of quality that pervade the discourses and 

policies of international donor agencies. This influence is particularly evident in the 

standards and accreditation of day-care centers, noted in the literature review and in 

Chapter 4. Yet, what the StoryTech process highlighted in the two barangays of this 

study is that there are indigenous ways of knowing and working with children that are 

held to be a necessary part of a quality community. In other words, local practices 

cultivate essential skills and ways of knowing and being that will enable their children 
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to be successful community members, good professional citizens. However, to date, 

community-level stakeholders’ beliefs, views, and practices have not been a part of the 

quality-construction process.  

 Today in these two communities, responsibility, respect, and communication are 

not always at the heart of efforts around child-friendly communities. Understanding and 

facilitating these local values into the process of developing quality ECCD is a 

phenomenon that does not necessarily align with the underlying assumptions that guide 

many international non-governmental organizations (NGOs) education-development 

programs. Rather, those projects or interventions emphasize the child’s welfare separate 

from his/her community, relationships both present and historical, and community 

responsibility, thereby exacerbating the very issues current efforts attempt to resolve. 

As Peter Senge (2001) argues,  

until we go back to thinking about school as the totality of the environment in 
which a child grows up, we can expect no deep changes. Change requires a 
community—people living and working together assuming some common 
responsibility for something that is of deeper concern and interest to all of them, 
their children (p. 23). 

 
While the child-friendly movement is a step in the right direction, a shift from 

thinking of early-childhood care and development as distinct from a community and its 

everyday functions and responsibility to it being an integral part of or one pathway 

toward mobilizing a community’s human agency is essential.  

Stakeholders’ freedom to discuss, challenge, and reflect on the process of change 

 One important point that emerges from Tobin’s (1989, 2009) video-cued 

multivocal ethnography is the importance of thinking about existing practices in other 
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cultural contexts. The idea is to challenge early-childhood professionals to reflect on 

their praxis, defined by Tobin (2009) as “action plus intention” (p. 19). Through 

viewing videos of other cultures’ early-childhood practices, professionals discussed and 

were challenged to think about some of the imbedded values and beliefs in their work. 

Individuals were not presented with practices that were deemed right or wrong by 

experts; instead they were asked to explain the thinking behind the actions captured on 

video, discuss, and consider what they saw.  

 Similarly through the StoryTech process, stakeholders were asked to envision, 

talk about, and explore their core values and beliefs. By engaging this opportunity to 

participate, they explained which cultural practices and ways of knowing are important 

elements of quality ECCD practices and why they believe them so. For example, 

stakeholders offered their perspectives on the necessary skills and knowledge required 

for their children to lead the good life as professional citizens. A professional citizen, 

they explained, would have the abilities to cross multiple borders: he/she shows respect 

for others and themselves, understands the community’s ways of knowing, and has 

developed capabilities that enable him/her to act in both local and global spaces. In the 

Philippines, a country constantly influenced by international practices and beliefs, 

stakeholders don’t completely reject these outside views. Instead, they envision a 

combination of rooting their children in local practices and ways of knowing, such as 

collaboration and respect, and at the same time global customs, such as the English 

language and technology.  
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 Throughout the findings chapters, stakeholders give specific local and 

international cultural norms as being part of a quality ECCD community that develops 

professional citizens. In Chapter 6, for example, the cultural practice of children 

addressing their elders with the terms po or opo36

 The StoryTech process, similar to Tobin’s multicued video-ethnography 

discussions, provided a safe space for individuals to discuss their values and beliefs. 

Neither barangay has spaces where stakeholders are invited to either discuss early-

childhood practices or their own perspectives or beliefs. One concept in the literature on 

stakeholder involvement in the quality-construction process is the creation of 

democratic spaces.  

 and kissing elders’ hands as ways to 

show respect are envisioned to become more prevalent in quality ECCD classrooms. 

Barangay officials, parents, and day-care teachers explain that these practices represent 

mutual respect, or how ideally individuals interact in the community. In Chapters 5 and 

7, day-care teachers, parents, and barangay officials see a more technological savvy, 

quality ECCD community. In Chapter 5, technology is a way to facilitate 

communication between stakeholder groups in and across barangays. Likewise, in 

Chapter 7, day-care and KBA teachers envision technology as a means to build and 

share early-childhood pedagogies and praxis.  

Democratic space. The notion of a democratic community is closely tied to 

Freirean notions of consciousness-raising, informal learning, and liberation pedagogy 

(Longo, 2007; Moss, 2007). In essence, the term constitutes a way a community 

behaves; instead of members acting separately and in relation to outside ideas, the 
                                                 
36 If a child were to say “thank you” to an adult, he/she would say salamat po instead of just salamat.  
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community grounds its discussions and actions in its core values and ways of knowing. 

It is an area where space “for democratic inquiry and dialogue [to take place and] from 

which a collective view of the child and her relationship to the community is produced 

and local policy, practice, and knowledge develops” (Moss, 2007, p. 11). Some 

stakeholders envision engaging in collaborative processes with the intent of achieving 

specific quality outcomes. The collaborative processes, talked about in greater detail in 

Chapters 5, 6, and 7, are similar to the notion of democratic practice, with dialogue, 

discussion, and cooperation as the main elements.  

 For example, in Chapter 5 day-care teachers envision having discussions in 

barangay-council meetings with local officials to work collaboratively on problems in 

the day-care or ECCD program. In Chapter 6, barangay officials imagine meeting in 

day-care classrooms with teachers and community members in order to discuss and 

better understand situations and work together on solutions. In Chapter 7, day-care and 

KBA teachers dream of space to discuss and reflect on their praxis and build and share 

curricular and pedagogical knowledge.  

 Overall stakeholders envision authentic participation in their ECCD 

communities, in which voices are heard and respected, space is created for multiple 

discourses, and groups are availed of opportunities to shape discussions and decisions 

that directly affect themselves and their environs. Unterhalter (2009) suggests in her 

article, What Is Equity in Education? Reflections from the Capability Approach, that by 

having spaces for negotiation in a social structure and room for personal or group 
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heterogeneities, different conceptions of well-being and what Unterhalter (2009) calls 

“the good life” (p.420) can be brought for open and informed discussion and scrutiny.  

 One important point, which I elaborate in more detail later in the discussion, is 

that while many stakeholders envision such collaborative scenarios, for some, these 

ideas, values, and beliefs could potentially be threatening. For many in these barangays, 

the freedom to participate in democratic spaces would provide an opportunity they have 

never had before; for others, especially community leaders, this freedom could threaten 

the social norms and relations to which they are accustomed.  

 The second principle of Sen’s capabilities approach considers stakeholders’ 

conversion factors which may promote or inhibit their choice of capabilities or 

combinations of capabilities which they are able to convert into functionings.  

Capability and Diversity: Leadership and Social Structures for Stakeholder 

Functionings 

 This section addresses social conversion factors in relation to stakeholder 

visions of functionings, broadly answering whether stakeholder groups in their 

particular social and institutional contexts are actually able to do the things they value 

and envision doing, and moreover whether they possess the necessary resources to do so 

(Sen, 2005). More specifically, it discusses current leadership approaches, social norms, 

and power relations in Sibalom and Bagumbayan that maintain individuals’ unequal 

abilities to operate in these communities.  

Forms of leadership that facilitate stakeholders’ functionings 

 “We have a successful barangay because of the mutual support and unity of the 
members of the community and good governance of the barangay council.”  
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         —Wending, community member, Sibalom— 
 

 Leadership style is directly related to community members’ relationships and in 

particular what democratic space is available for developing mutual associations. When 

leadership exists in a top-down directive, ECCD leaders “reinforce an environment of 

fear, distrust, and internal competitiveness that reduces collaboration and cooperation. 

They foster compliance instead of commitment” (Senge, 1997, p. 30). This governing 

style is similar to the system that currently exists in many Philippine provinces. Quality 

ECCD standards and accountability dictates have been implemented in this manner that, 

while maybe unintentional, has instilled a culture of fear among some day-care teachers. 

Currently, many day-care and KBA teachers do not feel they have the necessary 

resources and support (both physical and emotional) to carry out many of the necessary 

requirements and practices mandated in the day-care standards. Similarly, as noted in 

Chapter 4, some barangay and city officials engage in authoritarian leadership and 

decision-making, which makes stakeholders trust them less. As a result, the likelihood 

of some officials engaging in collaborative efforts to improve the lives of more 

marginalized children and families in the community is minimal.  

 As discussed in the previous section, several groups, including day-care 

teachers, community members, parents, and some barangay officials imagine different 

ways of interacting and working with each other and, in particular, with city and 

barangay officials. Their ideas involve a leadership style that disrupts and renegotiates 

some of the hierarchical relationships that exist in the barangays. It spreads 

organizational power across community members, builds and shares knowledge with 
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and across diverse groups, and fosters a culture of trust and respect within the 

community. Furthermore, it visibly affirms the value of democracy by inviting multiple 

perspectives to dialogue and challenge each other, thus encouraging democratic 

practices. For example, in Chapter 5 when discussing the local practices of bayanihan 

and dagyaw, ECCD leaders actively build and support collaboration between 

individuals and services, advocate for resource allocation, encourage innovative 

communication between and among stakeholders, and engage community members in 

sharing knowledge about children’s issues and families.  

 Recommendation 1. As noted in Chapters 6 and 7, when attention is only paid to 

one-way knowledge flow by barangay leaders, little space, both metaphorical and 

physical, is left for knowledge to flow from the bottom-up. Therefore, paying more 

attention to fostering different leadership approaches could increase the potential for 

democratic spaces and knowledge sharing across the community and from the bottom-

up. 

Capability: Restructuring social structures and norms, imagining more flexible roles, 

and building mutual understanding 

 Social norms—what is believed to be appropriate, acceptable ways to act and be 

in the community’s social structure—in each of these communities influence 

individuals’ choices. Power relations are defined for this discussion as how individuals 

in different community roles and in some case socio-economic levels interact with other 

groups. How do they address issues? How do they work with each other to solve a 

problem or improve the community? 
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 In many visions presented in Chapters 5, 6, and 7, tensions exist between more 

equitable interactions and roles in the barangays, with similar outcomes to those 

promoted through the child-friendly barangay movement, and current interactions and 

established roles. This section explores this conflict in relation to potential barriers to 

stakeholder-envisioned roles and interactions.  

 Imagining more flexible roles. As community scholars Denissen, Skelton, and 

Kari (2006) explain,  

transforming cultures requires that people take on new roles and see themselves 
in expanded ways. To help people develop identities of co-creators rather than 
observers and consumers requires leadership development and creative 
experimentation among all participants (p. 5). 

 
Therefore, the more visible the role community members, day-care teachers, parents, 

and children play, the more respect and understanding can be established through 

multiple interactions that purposefully disrupt and challenge current norms. One NGO 

leader, Aubrey, who supports this greater, more visible presence for day-care and KBA 

teachers, emphasizes the relationship between personal empowerment and acting in 

multiple ways in the community around issues of education, ideally building trust and 

understanding between teachers, community members, and officials.  

 One important piece of day-care and KBA parents, day-care and KBA teachers, 

and community members’ more active roles in the bayanihan or dagyaw is that roles are 

not pre-established or held to an outside norm; they are instead negotiated in a 

collaborative space based on the problem being addressed. Similar examples from the 

StoryTechs support all three dimensions of the findings. In the community dimension, 

day-care teachers discuss with each other how they can get more support for a leaky 
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roof or supplemental feeding programs and then advocate for children in barangay-

council meetings. In the classroom dimension, barangay officials visit daycares and 

engage in the children’s learning to gain a better understanding of how early-childhood 

environments contribute to a child’s development. And, in the professional-

development dimension, teachers talk about what curriculum is most appropriate for 

their particular context and group of children; they assume the position of knowers, 

professionals with wisdom and expertise.  

 In all these examples, in line with what Aubrey states above, the process in 

which stakeholders discuss how and where they should act on the quality issue or 

solution is as important as the roles they assume. Therefore, we again see stakeholders 

express the need for equitable social, financial, and physical structures that enable the 

time and space to broach current quality ECCD issues and moreover negotiate different 

ways of acting in the community.  

 The current context yields few incentives for leaders to either engage in 

dialogues with the marginalized or authentically support their efforts in day-care 

communities. It is often up to individual barangay and city officials and how they see 

their role with respect to interacting and supporting day-care teachers, parents, and 

community members. As some of the latter note, their leaders currently do not 

encourage partnerships with them, let alone invite multiple voices into discussions 

about children and families.  

 One example of current tensions and inequities in opportunities to participate in 

the dialogue and decision-making is the Barangay Councils on the Protection of 
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Children (BCPC). To be considered a child-friendly barangay, community partnership 

structures for the protection of children must be in place. The purpose of these 

structures is to provide an arena for community members to discuss on a regular basis a 

variety of issues related to children’s welfare, including quality and the day-care 

community. However, as NGO leaders explain, there are not sufficient mechanisms for 

ensuring these structures are operational or inclusive. At the time of data collection, 

Bagumbayan had a semifunctional BCPC and Sibalom did not yet have one. From what 

I understood, the Bagumbayan BCPC was not open to community members, but only to 

select stakeholder representatives.  

 NGO leaders give several reasons why these structures are not operational. One 

is the transient nature of barangay-leadership roles. NGO leaders lament that by the 

time they have raised awareness among officials, specifically with respect to supporting 

the ECCD community, they are no longer in that position. Another reason is how 

different groups understand each other’s lived experiences, particularly with, as 

observed and demonstrated in Chapter 4, the drastic disparities between leaders’ 

socioeconomic and personal lived experiences and those of many other study 

participants. These differences are particularly evident in cities.  

 Connections between stakeholder groups. Currently, few bridges, especially in 

more urban areas, connect officials and marginalized parents or day-care teachers to 

share knowledge and discuss the issues most pressing to each group. Pence and 

McCallum’s (1994) work in developing cross-cultural partnerships in a Canadian First 

Nations community reached one salient conclusion at the beginning of the project. 
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“Neither the Tribal Council nor the School had an awareness of the issues the other 

faced on a day-to-day basis, nor of the knowledge that was necessary to operate 

effectively within the other’s milieu” (p. 118). Denissen, Skelton, and Kari’s (2006) 

theory of change also incorporates the idea that “when learning is tied to larger issues 

affecting our collective lives, it takes on added meaning and civic purpose that 

motivates change at multiple levels” (p. 5).  

 As talked about in Chapter 4, isolated spaces (day-care teachers sequestered in 

their own practice, parents in their homes and jobs, barangay officials in their council 

obligations) leave minimal opportunities for interaction, development of mutual 

understanding, and growth toward social change. Whereas Fullan (2005) suggests, with 

complexity theory, that within a community, “if you increase the amount of purposeful 

interactions and infuse it with the checks and balances of quality knowledge, self-

organizing patterns, (desirable outcomes) will accrue” (p. 17). For example, in Chapter 

5 parents envision taking more responsibility in the classroom, helping out with fixing a 

healthy merianda, raising funds for the daycare and overall taking the initiative within 

the daycare. Also in Chapter 5, day-care teachers’ saw the role of parents changing in 

the parent-education sessions (PES), they saw parents in the role of leading, 

contributing and sharing their knowledge about child-rearing and parenting. Many 

stakeholders emphasize that to initiate quality partnerships and collaboration, more 

opportunities for stakeholders to interact, learn, and share experiences about early-

childhood issues need to happen. 
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 Thinking of the ECCD system as a web, the more nodes connected to one 

individual, the greater understanding he/she has as to how his/her specific skills, 

knowledge, and role(s) may fit in the broader system. Advocacy needs to include 

specific ways in which individuals can connect their experiences and ways of 

constructing meaning to other parts of the system. Scholars highlight the necessity of 

purposefully acting in spaces where a variety of individuals often unite.  

 The next section talks about capacity, value, and functionings and discusses 

quality principles such as valuing individual stakeholders’ knowledge and respecting 

their opinions and perspectives. Sen (1999, 2009) explains in his capabilities approach 

that it is important to acknowledge not only an individual’s personal, social, and 

environmental conversion factors, but also how those in his/her social network value 

difference and process freedoms.  

Capability and Value: Guiding Principles for a Collaborative ECCD Community  

 Another critical concept for this research and the capabilities approach is how 

various community members value others’ notions of quality ECCD and their process 

freedoms. In other words, instead of constructions of quality ECCD being based on 

“majority rule, or the intensity of one person’s view” (Unterhalter, 2009, p.421) over 

another, the community engages in a fair process that considers each individual 

participants’ opinions. How leaders view difference has a direct relationship to how 

they assess others’ beliefs and perspectives on quality in ECCD.  

 As many critics point out, when equity is thought of in similar ways to 

equality—in education, for example, that every learner receives the same knowledge 
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and resources—it obfuscates diversity, especially the uniqueness of an individual and 

his/her historical and current story. Renta (2007) explains,  

By denying difference—to acknowledge varied perspectives, experiences, 
knowledge, values, ways of learning, and so forth—does irreparable harm to . . . 
[children and families] who are excluded from meaningful participation in 
learning environments as a consequence of the failure on the part of those 
institutions to own up to ways that educational curriculum, practices, and 
policies usually reflect the vested interests of dominant social groups (p. 3). 
 

 Currently, as noted in Chapter 4, some barangay officials and NGO leaders 

address communal deficits in comparison to other more “successful” barangays. For 

example, officials note that children do not have adequate nutrition and donate milk to 

the daycares; some children’s families cannot afford school, so they endow 

scholarships; children misbehave in school, and thus they require guardians to attend 

PES sessions to learn about the “correct” ways to parent. When some NGO leaders look 

at Philippine early-childhood communities in relationship to Western models, the 

differences are viewed as deficits. Children are not prepared for primary school, so 

NGOs provide communities with packaged, efficient interventions, comprising the 

resources, training, knowledge, and skills they presently lack.  

 A social-justice perspective argues that while such redistribution efforts address 

the surface problem, in many cases they perpetuate and sometimes exacerbate 

socioeconomic inequities such as access to education and opportunities for marginalized 

children and families. Instead, similar to what the findings suggest, that stakeholders 

value (1) respect for multiple discourses, including the knowledge bases of members of 

one’s community, (2) a willingness and aptitude to engage in reciprocal learning in and 

across stakeholder groups, and (3) an ability to co-construct curriculum and community 
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learning that are congruent with a community’s internally identified goals and multiple 

discourses also emerged as important principles in Ball & Pence’s (2006) work with 

Canadian First Nation communities. 

Capability: Valuing stakeholder beliefs, perspectives, and knowledge  

To continue being an effective service provider and for [barangay officials] not 
to find it difficult to think that we are equals, become open-handed in interacting 
with each other, that we are always ready to help one another toward continued 
improvement of the community.  

       —Ivy, day-care teacher, Bagumbayan— 
 
 Ivy, a day-care teacher in Bagumbayan, envisions, similar to other stakeholders, 

community leaders working side-by-side in improving ECCD quality. Moreover, Ivy 

and other day-care and KBA teachers, parents, and some community members envision 

officials treating them as equals, communicating on fair and equal terms, discussing, 

negotiating, and working together.  

 How is knowledge viewed from various stakeholders’ points of view? Who 

decides which ideas are important in a quality ECCD community? How do others view 

different stakeholders’ competencies? These questions drive at the heart of the value 

critique.  

 Dahlberg and Moss (2004) point out, “one of the consequences of dualistic 

thinking is that it leads to exclusion, since it sets up oppositional categories—one that is 

wanted against one that is not, one that is desirable and the other is not, one that is right 

and the other wrong” (p. 26). In turn, these dualisms set up a hierarchy that holds 

certain individuals’ knowledge bases as more valuable than others. Critiquing the 

exclusionary results of dualisms, however, is not to argue that all knowledge is of equal 
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value in achieving particular goals. What it does imply is that a person’s educational 

level or social position does not endow his/her perspective with more or less weight.  

 When dominant discourse is thought of in an apolitical, stagnant manner, it not 

only disinvites stakeholders, but also sends a message that their ways of knowing and 

lived experiences are not valued; therefore, they are not assets to the community. As we 

see in Chapters 6 and 7, students, parents, and day-care teachers are sent a message that 

there is a “right” way to teach, to be successful, and to parent. Of course, there are 

better and worse ways, but the pathway to knowing should be respected and owned by 

the individual. Huiskamp (2002) explains, “Knowledge becomes useful, empowering, 

precisely because the individual wins it” (p. 79).  

Individuals in these two communities are often the recipients of, not the 

producers of, knowledge; therefore, they are wield less power, currently, in shaping 

valued information in their environments, especially, in terms of the behavioral codes 

that govern public spaces such as the classroom. Huiskamp (2002), in his dialogic 

encounter with Freire’s book Pedagogy of the Oppressed (1970), contends that 

“powerlessness is also a function of unequal control over the means of knowledge 

production, or what Anisur Rahman describes as ‘the social power to determine what is 

valid or useful knowledge’” (p. 73). 

Therefore, what day-care teachers or parents need is not access to the 

predominant ways of thinking in early-childhood development, but a shift in the 

community’s thinking about whose knowledge is valued and who decides what 

knowledge is important. In other words, how can a community reimagine empowerment 
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so that the process raises critical consciousness instead of reinforcing social and 

political inequities? One step could be the development and understanding of mutual 

respect as well as valuing of each other’s knowledge, skills, and capabilities as valid to 

the broader discussion around quality ECCD.  

Generally, education has constructed other human beings as those to be 
controlled, whether as teachers or as children. Creating others as objects to be 
observed, measured, judged, or otherwise manipulated, is an act of injustice. The 
conceptualization of education as the pursuit of social justice would require that 
all human beings be appreciated as the subjects and agents of their own lives 
(Cannella, 2008, p. 170). 
 

In addition to what Cannella (2008) notes about individuals being respected as subject 

and agents of their own lives, I add that they are valued as members of a community 

and co-constructors of knowledge who are working toward ECCD quality in their 

locales, two points that emerge in multiple stakeholders’ visions. These ideas include 

inviting more voices into various democratic spaces and at the same time listening and 

valuing these voices. For example, stakeholders talk about the bayanihan or dagyaw 

tradition, in which the community gathers in a common space, discusses what needs to 

be accomplished as a group, and solicits volunteers to contribute to achieving the goal. 

This process requires mutual respect for all participants as individuals who bring value 

to the community. This is not to say, however, that stakeholders are not encouraged to 

further share and build skills and knowledge, but that the very act of others respecting 

each individual as someone with valuable knowledge and skills is a starting point to 

individuals becoming agents of their own lives.  

 Paving this path is mutual respect for parents’ knowledge and skills in the 

ECCD classroom and community, for day-care teachers as educators with unique sets of 
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wisdom, for community workers to improve the day-care program, for barangay 

officials as bridge builders and visible advocates for children, and for children as 

individuals with a singular story. Underlying these examples are the notions of viewing 

an individual’s knowledge as valid and respecting his/her capabilities as both a 

participant and learner in the community. 

 Knowledge and capability. How barangay officials, parents, community 

members and day-care teachers see each other’s ability to act toward contributing to a 

quality ECCD community is critical to its success (Ball, 2004). In Ball’s work with 

Canadian First Nations tribes, she emphasizes the importance of framing the work as 

building on strengths while avoiding labeling anyone negatively, a principle crucial to 

establishing trust among stakeholders.  

Some day-care teachers’ scenarios in particular envision parents as a part of a 

community of learners, each with his/her own unique experiences and understandings 

especially when it comes to one’s child. They invite family members to dialogue in the 

classroom. On the other hand, parents think of their responsibility as engaging in 

discussions and activities within the daycare. They want to weave their experiences 

with those of day-care teachers to provide a quality environment for their children.  

 Oberhuemer (2005) in her writing on reconceptualizing professional 

development in ECCD presents the idea of “democratic professionalism,” which she 

uses to describe stakeholders’ role as practitioners of democracy. The individuals 

recognize “that they bring an important perspective and a relevant local knowledge to 

the democratic forum. [They] also recognize that they do not have the truth nor 
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privileged access to knowledge” (Oberhuemer, 2005, p. 15). Therefore, crucial to the 

redistribution or negotiation of power and thus mobilization of human agency and 

achievement of an inclusive collaborative community is a paradigmatic shift in the way 

difference and social change is viewed. This shift is from giving knowledge to an 

individual who is viewed as lacking in the “right” understanding to validating each 

person as a knower and as a learner, thus enabling each to further his/her competency. 

Some individuals may need to learn to listen and view others as people with relevant, 

contextually based knowledge; others may have to find ways to express their thoughts, 

frustrations, and challenges in more public spaces. For all, it means listening, learning, 

and trying out the role of a democratic professional.  

Learning partnerships: Engaging with multiple knowledge streams  

 In all three quality dimensions of the findings, stakeholders talk about accessing 

new technology and other pedagogies and perspectives to better the ECCD classroom 

and community. Furthermore, multiple perspectives and innovation are seen as key in 

narrowing the educational gap and increasing opportunities for all. From NGO leaders’ 

points of view, increasing access to current research on ECCD and health practices 

could facilitate better learning and educational outcomes. Day-care and KBA teachers 

want access to technology to enhance communication between parents and teachers, 

teachers and health workers, and health workers and barangay officials. In addition, 

teachers envision having greater access to their counterparts in and outside the 

Philippines.  
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 The main barriers to increasing variety in community spaces do not have to do 

with capability—many stakeholders from this particular group are able to harness 

technology and its varied usages—but rather the space to explore new technologies, 

innovations, and multiple perspectives; the time to best incorporate new ideas into the 

community’s philosophy and infrastructure; and the political will to marshal the 

necessary resources. Yet, because, as mentioned above, these steps toward social 

change often contest the authority of those in power, shaking the foundation on which 

they stand, innovative reciprocal learning spaces are met by some barangay leaders with 

hesitation and uncertainty. 

 Underlying reciprocal learning partnerships is an epistemological stance, which 

recognizes “multiple perspectives and diverse paradigms—that there is more than one 

answer to most questions and that there are many ways of viewing and understanding 

the world” (Moss, 2007, p. 11). Many viewpoints increase variety and discursive 

possibilities in a particular social context. They motivate and constantly challenge 

individuals to improve praxis. Furthermore, rather than aiming for community 

consensus, “the goal is to engender community dialogue, exploration, and testing out 

the validity and desirability of presented concepts and practices in the context of 

community” (Ball & Pence, 2006, p. 10). Yet multiple discourses depend on from 

whom they come as many social minorities often conflict with the dominant narrative 

and question the status quo. The desire to engage with diverse social groups in what 

ultimately may result in quite dramatic change is often met with resistance.  
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 Therefore, while an inclusive, socially just process perpetually seeks innovative 

practices, ways to collaborate, share knowledge, and methods for achieving excellence, 

one must then listen, discuss, and reflect on “how multiple knowledges and perspectives 

can be combined and negotiated [within an ECCD community] to lead to sustainability, 

improved livelihoods and greater social justice” (Burch, 2008, p. 19).  

Relevance: Learning that relates to local practices and experiences 

 As a guiding principle, community relevance can be looked at from both a 

relational and an individual standpoint. The relational view examines how goals, 

discourses, and child-rearing practices align with the community’s overarching 

philosophy of learning and education. The individual approach focuses on how 

curriculum and pedagogy intersect and build on one’s ways of knowing, knowledge, 

and skills. One of the foundations of Ball and Pence’s (2006) work with First Nation 

communities is what they called a “Generative Curriculum,” which is based on a similar 

inclusive, democratic, participatory philosophy. At the community level, learning is 

congruent with the area’s internally identified goals and multiple discourses. At the 

individual level, much attention is paid to how the classroom curriculum and teacher 

training are relevant to child-rearing practices; knowledge; and the skills of parents, 

elders, and community members. 

 In the classroom dimension of the findings, some day-care and KBA teachers 

identify particular pedagogies such as storytelling and modeling as aligned with their 

ethic-of-care philosophy, while parents talk about ways of learning that are tied to 

children’s lives, motivating and getting them excited to be in school. As professional 
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teachers, in the professional-development dimension, day-care teachers comprehend the 

importance of their own intuition and wisdom; these quality practices welcome learners 

to become engaged in multiple ways. Physical, cognitive, quality learning is a holistic 

process. Furthermore, in the community-dimension visions, parents’ knowledge and 

skills are invited into the ECCD space, sometimes not directly inside the classroom, but 

always for the overall purpose of improving the quality of ECCD.  

 Landscapes of Literacy, which documents an ethnographic study on functional 

literacy and numeracy conducted in 13 marginal communities in the Philippines by 

Canieso-Doronila (1996), explains how these practices are used in communities and 

how and if they are sustained. One major finding is particularly relevant to this 

discussion. 

For many people in Philippine marginal communities, literacy, if learned in 
school, is incapable of sustaining and expanding itself when an individual drops 
out at an early grade, not only because of the lack of reading materials or the 
nature of community life . . . , but because what had been learned in school has 
little or no relevance to actual activities in the community. In contrast, for those 
who became literate on their own (because of motivation and need) and in situ, 
as it were, no problem of irrelevance or lack of fit occurs; thus, an individual’s 
literacy skills [are] sustained and expanded in and through literate practices 
(Canieso-Doronila, 1996, p. 177). 

 
The study clearly articulates various forms of literary and numeracy and reveals their 

usage in public spaces, such as the market or farms, that are not a part of standard 

evidence of such skills. This project relates to what stakeholders note in their visions, 

the importance of 1) community-based interpretations and usage of both cognitive and 

affective knowledge and skills, 2) community-member input into formal curricula and 

pedagogy, and 3) connecting and making explicit the connection between community 
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practice and learning in the classroom. The first area needs much more research in 

terms of ECCD, particularly with respect to the intersections of a democratic learning 

community, informal community learning, and relevance for individual learners.  

 The ability to relate on different levels—cognitive, interpersonal, affective, or 

intrapersonal—to information being given is important in how an individual uses it and 

builds knowledge with others. Whether an individual can see himself/herself in the 

information presented (does it connect to their experiences, prior knowledge, and daily 

lives?), Oberhuemer (2005) notes, “early childhood curriculum within a democratic and 

participatory framework is owned by the practitioners, children, parents and local 

community contributing to filling that framework with life” (p. 34). Therefore, in order 

for a curriculum to be relevant to one’s life and owned by those who use it, it must 

evolve with the help of those who deploy and integrate it in their daily contexts.  

 However, as McIntyre, Rosebery, and González (2001) explain, “meaning and 

forms of activity that exist in any community are always being contested and negotiated 

by its members” (p. 7). Thus, it is important not to try and generalize across 

communities and their ways of knowing, but instead provide relevant connections as 

well as space and time for community members to share, build, and debate knowledge 

and ways of knowing around these topics.  

 Underlying all these visions is the main premise of connecting people and 

experience, whether lived or practical and skill-oriented, to the community and its 

mission to further the freedom of opportunities of its children. Moreover, the 

curriculum, learning, and processes are owned by the community; they are imbedded in 



 

268 
 

locally relevant practices. Stakeholders in Sibalom and Bagumbayan talk about the 

wisdom they bring to teaching in the day-care classroom, skills they use to construct a 

new permanent daycare or plant a garden on the school grounds.  

Conclusions 

Stakeholders from two locales in the Philippines participated in a process of 

envisioning constructions of quality in their ECCD communities. Overall, the findings 

from this study demonstrate idealized notions of quality are based upon local values of 

care, collaboration, and connection. First and foremost, the study suggests that these 

notions are indeed conceptualized and articulated in different manners, based on 

stakeholders’ unique knowledge bases.  

 The recent UNESCO (2009b) brief “ECCE and Non-Formal Education: 

Widening the Reach to All Children” calls for greater community involvement in 

ECCD. The author goes on to explain that one way of increasing participation is to 

think more broadly, more inclusively of local childhood practices. The community 

grounds its quality discussions and actions in its core values and ways of knowing. The 

collective visions of Filipino stakeholders capture the essence of democratic practice: 

political commitment, citizen participation, and collective decision-making that ideally 

encourage a community to share and build new knowledge and to take responsibility for 

its children and their education.  

Situating the findings in Sen’s social-justice capabilities perspective, which 

clearly explains the intersections of quality and equity, this study argues that each 

individual has a human right, the freedom to use his/her desired capabilities for 
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achieving higher quality ECCD that improves children’s well-being. Dahlberg et. al 

(1999) suggest that the process of making meaning does not imply constant agreement, 

rather a continuing dialogue among stakeholders. In essence, the study advocates for 

quality from below or process freedom, as Sen (2009) refers to, that offers spaces for 

stakeholders to construct quality in ways that incorporate local ways of knowing, being, 

and acting. 

How then does quality from the bottom relate to quality from the top (e.g., 

international and national ECCD policies or international discourse on ECCD) and 

quality from the middle (the ideas of barangay and city leaders or national and 

international non-governmental organizations [NGOs]) and how are these sometimes 

differing notions of quality negotiated in a fair and just manner?  

Specifically looking at the Filipino ECCD system and how the process of 

constructing quality may have implications at multiple levels, it is argued from the 

findings of this study that without those in the middle placing equitable value upon 

locally constructed visions of quality ECCD, quality from the bottom, and purposefully 

facilitating the multi-directional flow of ideas, skills, and resources, the likelihood of 

notions of quality reflecting local values, beliefs and rationale is minimal. Therefore, a 

critical shift in the way stakeholders in the middle think and talk about the forms of 

knowledge that emerge from the bottom is critical to the realization of stakeholders’ 

ideal notions of quality.  

Several ECCD scholars such as New (2005); Moss (2006); and Dahlberg, Pence 

& Moss (1999) have weighed in on this quality discussion particularly in early-
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childhood education. New (2005), writing on quality construction, favors moves toward 

“a more inclusive, ethical, and effective interpretation of quality in early childhood” (p. 

446), one that “assigns value to its role as a heuristic for ensuring the ongoing and 

active engagement of citizens—parents, teachers, scholars, and community members—

in children’s lives” (p. 448). This process of quality construction situates itself, similar 

to what many stakeholders in this study envision, as a collaborative local project—“a 

transparent one that seeks public approval, and if successful, contributes to local 

pride—while closely married to local values and beliefs, this program is closely tied to 

a national framework” (New, 2005, p. 448). How exactly can such inclusive 

communities or cultural projects be actively encouraged, what other conditions they 

might need to flourish, and which structures and processes may sustain them are all 

important subjects for further research into democratic practice in early-childhood 

education. 

 One example that could guide such research is that of New Zealand, which has 

over the last ten years delved into dynamic and complex quality-construction processes. 

In New Zealand, a bicultural inclusive ECCD system, Te Whãriki, is used as a 

community-based model for quality early-childhood development. “Based upon 

principles of empowerment, holistic development, family, community, and 

relationships, [its] 5 curriculum strands are formulated in child and community oriented 

terms: (1) well-being; (2) belonging; (3) contribution; (4) communication; and (5) 

exploration” (Oberhuemer, 2005, p. 31). This particular choice of concepts, which 

represent the indigenous Maori worldview in concert with others, is rare in the ECCD 
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world. The New Zealand government made a commitment to authentic inclusivity, but 

the process has not been without risk to many, especially to those with authority and 

power. Yet, enough committed individuals invested time and energy in putting this 

system of social structures that engage and support local knowledge and practices at 

multiple levels in place.  

 Likewise, one key finding with respect to the quality-from-the-bottom 

improvement process is the need for supportive and flexible ECCD structures. In other 

words, besides multidirectional knowledge and the affirmation that lived experiences 

and local practices are valuable forms of knowledge, stakeholders express the need for 

supportive local leadership and spaces to share and build knowledge within and across 

groups. Several recent studies, including Lubeck and Post’s (2008) work and Pence and 

Pacini-Ketchabaw (2008) quality study looking at partnerships between local 

universities, teachers, and early childhood leaders within local ECCD programs, 

demonstrate similar findings within ECCD communities. In both projects, with 

supportive leaders and communal spaces for discussion and dialogue among teachers 

and parents, quality improvement ensued. Teachers and parents were engaged in 

“communities of practice,” spaces, as teachers explain, where the participants “can talk 

honestly” (Lubeck & Post, 2008, p. 42) and were not silent recipients of knowledge, but 

active participants in classroom discussion, sharing and trying out new practices in their 

daily interactions with children. 

 Another critical finding from these two studies was the relationship between 

ECCD leaders and teachers as well as parents. As Lubeck and Post (2008) describe, the 
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leaders’ success arose from their positive support, their ability to “suspend 

asymmetrical relationships” (p. 53); some early childhood coordinators served as 

“teaching assistants” while the lead teacher observed other teachers’ classroom 

practices.   

 Early-childhood educators have challenged individuals working in multiple 

contexts “to think about how we might learn to work authentically and in solidarity with 

what Lisa Delpit (1995) refers to as ‘other people’s children,’ the families, and the 

children that our society has learned to somehow deem ‘less valuable,’ ‘non-

traditional,’ ‘those others,’ ‘at-risk,’” individuals we need to fix (Soto, 2008, p. 203). 

From Swadener’s (1997, 2008) work in Kenya and the United States, Delpit’s (1995) 

work in the United States, and Penn’s (2005) work in Swaziland, India, and Brazil, all 

concluded that building authentic alliances with families is critical to the success of 

children in ECCD programs. In sum, they established, albeit different, processes of 

authentically engaging members of each community. 

 Underlying the foundation of authentic alliances—all of these researchers argue 

for a change in how majority discourses view and talk about minority, or marginalized, 

populations—are questions for those in the middle (community leaders, NGO leaders, 

etc.). How do you view and value difference in your community’s livelihood, 

capabilities, and knowledge bases? What are your assumptions and beliefs that may 

influence whether the quality constructions of stakeholders from the bottom can enter 

equally into dialogic spaces with yours and those from the top? Paying close attention to 
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quality’s intersections, connections, and support from all strata is critical to overall fair 

and just ECCD practices. 

 In other words, approaching quality from the bottom, or a community-member 

level, is vital for dialogue and discussion of different possible combinations of 

capabilities. As highlighted in the earlier parts of the discussion, what is valued and 

whose opinions are valued have implications for how leaders think of difference and to 

what extent community-members are listened to and included in dialogues around 

quality processes and outcomes in ECCD communities.   

Scholarly implications 

 From a social-justice capabilities approach, the findings and analysis bear 

several implications for scholars. First, while this study’s methods invited ECCD 

stakeholders into dialogue about possible local constructions of quality, many 

stakeholders’ visions involved further discussions and involvement in not only 

implementing quality processes, but also contributing to an ongoing project of 

maintaining quality. Interestingly, as noted in the methodology, stakeholders 

participated in the StoryTech process within their own stakeholder group; yet, in their 

quality constructions, some clearly articulated how they see themselves negotiating and 

discussing quality ECCD improvement with other groups. This is not to say, as 

previously argued, that a community creates collaborative spaces and voilà, 

stakeholders are discussing quality ECCD in a fair and just manner. Rather, further 

research needs to be done on how our assumptions and beliefs may potentially limit the 

possibilities within ECCD community frameworks by the questions we ask, the skills 
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we assume people have (or do not have), the spaces we presume these skills should be 

used in, the processes we are familiar (or not familiar) with, and how we listen to 

others’ voices and perspectives.  

Implications for Filipino ECCD policy and practice 

 It is understandable that a nation influenced by multiple Western countries, with 

the hopes of improving the lives of over half its population—its children—would 

expend great efforts to ensure this happens. Furthermore, it is also clear why leaders 

seek ideas and perspectives from Western nations that have seemingly provided for and 

set up educational systems with practices that ensure all children’s well-being. 

However, from the findings and analysis, it may be short-sighted of the Philippine 

government and those facilitating and promoting ECCD to solely focus on 

unidirectional knowledge from the West to local communities. Instead, the findings 

suggest a greater focus on policies and structures that encourage and possibly 

incentivize authentic community engagement in the ECCD communities. 

Implications for the communities and NGOs 

 A collaborative community relocates the focus from the individual to the 

collective, and from one way of knowing to multiple ways of knowing around quality 

ECCD. It looks to itself for knowledge, thereby validating its unique “funds of 

knowledge,”37

                                                 
37 “Funds of knowledge” is a term from work by Gonzalez, Moll, & Amanti (2005) with Latina/o 
families. 

 and educates children for life, not just academics. Parents, day-care 

teachers, KapitBahay- Aralan (KBA) teachers, community members, and barangay 

officials all resound in their desire for well-educated children; however, just as loudly, 
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they speak of morals, values, respect for others, and becoming good citizens and healthy 

individuals. Nurturing the child as a part of the community and cognitive learning goes 

hand in hand.  

If programs are meant to have a lasting effect on changing and improving the 
condition of children and society, they must be culturally sustainable and 
respond to local needs and demands. Only if local communities are involved in 
programs and take ownership of them will ECD programs persist and continue 
to have the same positive effects when outside donors cease their funding 
(Kirpal, 2002, p. 293). 
 
Furthermore, a sustainable process not only must involve local ownership but 

also a constantly evolving, self-reflecting, and viable quality child-friendly barangay. If 

the knowledge does not originate from those in the community, the possibilities for 

creating new knowledge and ECCD programs, sustainability, and desired social change 

are minimal. To design a process through which community members begin to see 

themselves as knowers, two paths are recommended.  

1. Invest in local practices/collaborative development (i.e., investing in the 

community).  

2. Move beyond monocultural discourse in favor of multiple discourses.  

As noted in the findings, when an individual’s life is so far removed from 

another’s, creating spaces for others to share their experiences is vital to reshaping 

power relations. Several day-care teachers talk about inviting elected officials to not 

only visit, but also take part in community efforts around ECCD. Furthermore, 

engaging community members and elected officials through the daycare’s curriculum 

begins a process of bridging the gap between elected officials and teachers and further 

solidifies the individual child’s learning directly into his/her community and lived 
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experience. These encounters increase ownership and responsibility in the community 

at the same time as bridging various ways of knowing and learning.  

KBA and day-care teachers envision futures in which they are knowledgeable, 

professional teachers. People respect and value them because they have a wealth of 

understanding about early-childhood education and development and implement it to 

educate professional citizens. Encouraging multiple discourses facilitates opportunities 

for many different experiences and, at the individual level, transports the un-knower 

into the realm of knower. 

With one premise of this research being that quality is in part a community-

defined and -driven agenda supported by a nationwide ECCD system, each community 

would develop a unique curriculum and processes that best integrate its particular 

reality. Others outside the communities can still advocate and provide resources but in a 

more supportive leadership role, which can include proposing alternatives. A further 

challenge for ECCD leaders is how to disrupt communities’ perception of outside 

organizations as givers of knowledge to being co-organizers that bring people together 

to share and build knowledge. 

 Save the Children as well as other international and domestic NGOs have 

expended a great deal of time and energy around advocacy and support of Republic Act 

No. 8990, the Philippines ECCD Act of 2000, and child-friendly barangays. They 

believe—and the research supports—that when countries place a strong commitment on 

young children and youth, the sustainability and quality of efforts for children are much 

greater. As stated in the act, the overall goal of investing in ECCD is to create self-
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sufficient, quality, child-friendly barangays. Comprising these ideal communities are 

innovative programs supporting children’s holistic development by enhancing their 

physical, social, emotional, cognitive, psychological, spiritual, and linguistic 

development; affirming community commitment; aiding services and programs for 

children and families; and coordinating services among NGOs, municipalities, and 

barangays (ECCD Act 8980, 2000). Save and other NGOs are seen as drivers of 

innovation and support and are often the catalysts for change within communities and 

throughout the country.  

NGOs, having played a definitive role in the establishment of institutional 

ECCD communities and the development of Filipino ECCD policy, now must play one 

just as important through bridge-building across the multiple layers of the ECCD 

system. NGOs provide training for day-care teachers while also trying to build capacity 

within the city to provide adequate training. NGOs provide health resources while also 

advocating for health and nutrition needs in the legislature. In the recent past, NGOs 

have attempted to block inaccurate baby-formula advertisements that specifically 

targeted low-income families. NGOs provide financial resources to individual children 

in order for them to go to school while also providing them to barangays for the upkeep 

of day-care buildings. As bridge builders, they not only provide resources to 

communities in need, but also knowledge and innovation around the implementation of 

policies affecting children. They advocate for the education and well-being of children 

in municipalities and barangays while also garnering support from elected officials and 

community members. All the while, those working for NGOs are constantly negotiating 
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the multiple interests, those outside to whom they are accountable and the goals and 

mission of their organization.  

Future research 

 This study focused on broad categories of stakeholders as a way to ascertain 

how these groups viewed quality early learning in relation to their particular roles 

within a quality ECCD system. It looked at one possible process of engaging 

stakeholders in dialogues and discussions about their perspectives on quality in ECCD. 

While this study presents these two communities’ quality constructions, because of the 

implicit belief that quality is a relational, dynamic term, I hypothesize that if this study 

was conducted in another location even in the Philippines, the quality constructions may 

be completely different. I posit that if I returned to these communities, the constructions 

of quality may be somewhat different. Therefore, what would be of interest for future 

research is to conduct a similar community-engagement quality-construction process in 

another context, either in the Philippines or another country. Would the process need to 

be adapted to these other contexts as it was in this study?  

Final thoughts 

Multiple realities [and] ways of knowing will require that we become 
comfortable with uncertainty, that we accept ambiguity. We will not recognize 
or understand all realities, but must construct a view of the world in which we 
strive to accept, understand, and value diverse constructions and perspectives of 
the world (Cannella, 2008, p. 170).  
 
As investment in early-childhood care and development has increased in the 

majority world, instrumentality and specific outcomes have become the predominant 

processes and assessment models. These ideas are important; yet, they leave little room 
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for envisioning other concepts of early-childhood initiatives, notions of childhood, or 

rationales or purposes (Moss, 2006). Such foci are not intended to sequester other ways 

of knowing in ECCD communities. Still, evidence from the Philippines suggests that 

alternate visions, ways of imagining education and learning within a community, are not 

fostered and supported.  

 In the quest for inclusive quality improvement in majority-world contexts, to 

define quality in such limited, outcome-based terms often excludes those it attempts to 

empower, and thus is problematic when our primary goal is to foster sustainable, 

inclusive, quality ECCD communities. Envisioning a more collaborative community-

based approach encourages children and families to learn, participate in a collective 

project, or a vision where they can begin to see connections to their present and future. 

An education that begins from this premise of “widely distributed capacity to be 
makers and doers” does not tolerate narrow, deadening, limited, and limiting 
curriculum and pedagogy for any child. If we start from the premise of the 
universal equivalence of all humans as makers and doers, all children deserve an 
education that fosters each child’s passions and interests and develops the 
knowledge, skills, and competencies for that child’s full participation in society 
(Renta, 2007, p. 2).  
 
Individuals in Sibalom province and Taguig and Paranaque City have told their 

visions, which are noted and shared. This study presents but a few of these many unique 

voices and visions. Salient ideas and dreams emerge here, in this place where I as a 

researcher began the journey. It is hoped that many more voyages will follow. 

Overwhelmingly, the members of these communities want to be respected and 

heard and for their children to have an equal chance at a successful, rewarding life. To 
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reach these goals is possible, yet will continue to be a journey for all, with many turns 

along the roads.  
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APPENDIX C 

Community Member Discussion 

Part 1 

It is 2012 in Igpanolong. On August 14, 2012 you are at a meeting held in the brangay 
to discuss all the accomplishments of the parents, teachers, children, community 
volunteers, and barangay officials. You all unanimously agree that you are very proud 
of what they have managed to accomplish in five years! 

One of the main emphasis of your community has been on children. Today your 
barangay can proudly say that all children have adequate and proper nutrition and 
access to a quality early childhood education.   

Through cooperation and partnerships with the BHW, BNS, barangay officials and 
community volunteers have continued a feeding program in which all children who 
need nutritious meals are provided one in their daycare classroom. The meals are 
prepared by parent volunteers. Through partnerships with the BHW, BNS and daycare 
workers, activities and lessons have been developed to encourage children to take a 
strong interest in developing strong and healthy bodies. Children not only eat healthy 
foods but wash their hands and brush their teeth so as to prevent sickness and tooth 
decay. 

Since the children of Igpanolong now all have full tummies, they are much more ready 
to learn. Even primary teachers note how prepared to learn to read the children are and 
how engaged and motivated to learn they are. Furthermore, they comment that the 
children are such a pleasure to be around, so excited and asking very inquisitive 
questions.  

Word travels fast and at the meeting it was discussed how other barangays are wanting 
to know the secrets of Igpanolong’s success. We simply answered a lot of cooperation, 
investment (time and financial) into daycare workers and KBA teachers professional 
development and remuneration, children’s programs and parent education, development 
of multiple partnerships, listening to each other’s ideas, and support from all levels of 
the community. 

As community members, what skills and resources have you offered the barangay with 
regards to improving children’s welfare? 

_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
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_____________________________________________________
As community members you have developed partnerships with whom? (It may help to 
think where the gaps are now and then who you can partner with in order to fill the 
gaps.)  For example, think about the awareness, experience and amount of change in 
behavior parents and children exhibit towards eating healthy foods, drinks and health 
practices. What kind of partnerships, programs, practices may work in changing the 
current status? 

_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 

Why did you develop the partnerships? 

_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 

How did you develop the partnerships? 

_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 

What were the outcomes (for the community, parents,and  children) of the partnerships? 

_____________________________________________________
_____________________________________________________
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_____________________________________________________
_____________________________________________________
_____________________________________________________ 

What does your child-friendly environment look like? 

Answering the questions above create a story about your barangay partnerships and 
outcomes. 

If you would like you can draw a picture, including all the needed stakeholders, what 
are their responsibilities, how do they work towards creating a child friendly 
environment, what are the outcomes etc. . . .  

Part 2 

Everyone realizes that in order to improve the barangays future, they must invest in the 
welfare of children. You all agree that it is the support and collaboration of all the 
stakeholder groups that has ultimately contributed to the success of your barangay’s 
children.  

BHW & BNS relationship with parents 

Parents note during the meeting that it is through the support they have received from 
the BHW and BNS workers, monthly meetings with the BHW and BNS workers, 
barangay meetings, the feeding program and volunteering opportunities within the 
community that they been able to learn and contribute more time and energy into the 
education and health of their children.  

Furthermore, parents note especially how their BHW and BNS worker has really made 
them feel like they are a part of the whole community raising their child. She/he really 
cares about us as parents and friends. Consequently, she/he takes Time each week to 
talk to us. In addition, she/he has much knowledge surrounding child health and 
nutrition and methods of practicing and developing healthy habits that will enable our 
children to go, grow and glow!  

We have also been able to gain new skills and knowledge by receiving different parent 
volunteers training. Parent volunteers have been trained to develop and prepare healthy 
menus for children, monitor and communicate various health indicators to the BHW 
and BNS workers, and do storytelling with children. At the beginning of each term, our 
child’s daycare worker posts the needed volunteers and the training time for each 
volunteer position. Parents also note that unless the BHW, BNS, or daycare worker 
recommended and encouraged them, they wouldn’t have volunteered. Parents, stated 
that they didn’t think they had the skills but were pleasantly surprised that what they do 
in their volunteer roles was quite manageable and helped to reinforce what they learned 
in the livilihood training and mother’s sessions. 
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As a BHW or BNS worker in the barangay, explain in great detail each of your 
communication systems with parents?  

What kind of information/ resources do you communicate with parents and in what 
form, oral, written?  

______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 

Do you offer health or nutrition seminars? What kinds of seminars or sessions do you 
offer for parents? 
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 

As a BHW or BNS worker in the barangay explain in great detail what your parent 
volunteer system looks like? What kind of activities do you have for parents to help 
with? Do you have a parents training session? If so, what do you include? 

______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 

Tell me a story about your parent volunteer program? What have been the successes? 
What have been the failures? What have parents gained from volunteering? What have 
you gained from the experience? 
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 

(For the section above if you would like to design a parent volunteer program and 
present the answers by acting them out that would be great!) 

As, community members you note that it is extremely important to have good relations 
with day care workers. Visiting your local daycare often, you have noted how much 
healthier the children are since you started in 2007. You note that most children’s teeth 
are healthy and not decaying, almost all are of adequate height and weight, and that all 
the children are being fed healthy, nutritious food and milk to drink through the feeding 
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program. You think about the collaborative efforts you and the day care workers have 
engaged in, they are paying off!! 

How have you and the daycare workers collaborated? 

______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 

What kinds of resources have you shared with daycare workers? 

______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 

How have you increased children’s awareness towards health and nutrition through the 
collaboration with the daycare worker? 

______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 

(For the second part, if you would like to tell a story about one particular collaboration 
effort between you and the daycare worker that would be great.) 

Part 3. 

Advocating for the welfare of children and families within the barangay 

A few days after the meeting you and another community member walk into your local 
day care program (as the KBA has been converted into a daycare program). As you both 
walk into the Day Care program you are greeted by happy smiling faces. Though the 
room it has a roof and is a permanent structure just for the daycare program. It has 
individual tables for children to sit on and plenty of space for children to freely go from 
one activity to another. You can’t help but notice the beautiful drawings the children 
have done hanging on the walls. The daycare center is really a pleasant environment in 
which children can feel a sense of belongingness and stimulation. 

As one child cleans up the table and another child sweeps the floor, you are pleased to 
see such responsibility being developed within the children. You really believe that the 
day care worker expects the children to develop certain responsibilities and 
independency such as going to the CR on their own, washing their own hands, getting 
their own chair etc.. This will certainly help them in future! 



 

309 
 

Overall, you notice how hard the daycare worker has worked to create a space that 
motivates the children to learn so that children can walk around different learning areas 
and play outside without hurting themselves or running into another child. The day care 
worker has also made great efforts to ensure that the children are able to access 
educational toys and materials in each of the different areas with ease. Reading a book 
or working on a computer (emerging literacy), working with playdough (fine-motor 
activities), putting together puzzles (logic and reasoning), painting or drawing (art and 
craft area), and while outside they can get physical exercise on the swings and play 
games (gross-motor activities). The day care worker really has been able to integrate all 
her trainings into the day care environment.  

Entering further into the classroom, you notice how nicely your child is respecting 
his/her friends and sharing their toys and materials so nicely. Most importantly, you 
note how the patient the day care worker. When there are disagreements among children 
or misbehavior, the day care worker calmly talks with the child/ren about possible 
alternatives to their actions. Furthermore, through modeling appropriate behavior, 
healthy eating, and respectful treatment of parents and children, children constantly are 
able to observe a wonderful role model.  

Overall you are the other BHW worker agree that the children of your communities day 
care are really gaining many skills, knowledge and experiences that will not only help 
each child in the future, but further the economic and social situations of all in the 
community. 

Yet only with support of the barangay officials and city council members, and the 
whole community has this been possible. Through frequent meetings with community 
members, daycare and KBA teachers barangay officials and city council members listen 
directly to problems and concerns regarding the welfare of children within their 
barangay. During such forums, ideas for sessions for BHW, BNS, community members, 
parents, daycare workers and KBA teachers are developed. Furthermore, barangay 
officials tap into various NGO, city and barangay skilled resources for the development 
of sessions or trainings. Along with the ladderized professional development system, 
the city has a “ladderized” scaled pay scale which remunerates daycare workers and 
KBA teachers financially for their additional training. Barangay officials and city 
council members truly understand the value and importance of the investment of 
monetary resources and time!! 

As members of the Barangay Council for the Protection of Children what have you 
done to advocate to city council members and the community for increased investment 
and commitment to young children? 

______________________________________________________________________
______________________________________________________________________
______________________________________________________________________



 

310 
 

______________________________________________________________________
______________________________________________________________________ 

What messages have convinced city council members? 

______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 

What messages have convinced community members? 

______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 

Explain in detail the BCPC’s advocacy plans? 

______________________________________________________________________
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 

In order to answer these questions, you can develop the plan in drawing or writing form. 
Think about your allies, how you can empower decision makers, deepen your own 
knowledge and also various stakeholders in order to advocate for children within your 
community. 



 

311 
 

 
 

Form 
Alliances 

Strengthen 
Practice 

Empower 
Decision-
makers 

Deepen 
Knowledge 

Advocacy 
for the 
whole 
child 



 

312 
 

APPENDIX D 

City Council Letter and Interview Questions 

 July 31, 2007 

Dear                    , 

Thank you very much for agreeing to be interviewed for Save the Children’s SUPER 
(Save University Partnership Educational Research) project. We are currently seeking 
input from all stakeholders about what they want and desire for the future of Filipino 
children. Your perspective as a key stakeholder in the improvement of children’s 
welfare and education is vital to the project’s success.  

In partnership with the University of Minnesota in the United States, the research 
project’s goal is to create a Quality Assessment Tool that will be utilized by all 
stakeholders in Early Childhood Care and Development (ECCD). The tool will enable 
cities and barangays to measure their efforts at improving their children’s health, 
nutrition and education opportunities.  

As a _____________ (position), you play a key role in supporting the various ECCD 
units within your city. Thus, we are extremely interested in what you think are the most 
important and most needed areas of improvement within your cities ECCD system.  

In talking with you over the phone, you stated that __________________ (date) at 
______________ (time) would be the most convenient time to talk with you about your 
perspectives on ECCD within __________ (Taguig City or Paranaque or Barangay). If 
for any reason this date and time will not work out, please contact me by e-mail at 
_______________ or phone at ________________. 

I look forward to meeting with you and discussing this most important topic.  

Thank you 

Sincerely, 

Sylvia Alegre 
Research Assistant SUPER Project 
 
Erlie Umali 
Metro Manila ECCD Technical Coordinator 
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APPENDIX E 

Interview Questions for City Council Members 

General Questions 
1) Briefly explain what your role has been in relation to Early Childhood Care 

and Development (ECCD)? 

2) How would you explain the term ECCD to another city council member who 
hadn’t worked in the area before? 

Rationale and Benefits 
3) Why do you feel it is necessary for the city to invest in ECCD? 

4) What do you feel are some of the short-term benefits to ECCD programs? 
Long-term benefits? 

5) What do you feel are some of the negative aspects of ECCD programs? 

Future of Cities’ Children 
Now, I want to take a moment and have you think 5 years into the future. It is 2012, you 
are sitting at home and thinking how much better off the children of (Taguig or 
Paranaque are). Furthermore, parents are extremely happy. Take a minute to envision 
your dream for the cities’ families. 

6) Why are the cities children so much happier?  

7) What do the children’s circumstances look like?  

8) What do the ECCD programs in your city look like on the inside, on the 
outside?  

9) What components of the program have contributed to the happiness of the 
children? Of the parents? Of the day-care workers? 

a. Accessibility, Resources, Curriculum- Classroom 

b. Interactions with children, knowledgeable about child development, 
interactions with parents 

c. List some aspects of quality parent involvement? Volunteer within 
classroom, PTA’s, classes, parent nights 

Human Resource Development 
10) What kind of qualifications do your cities’ day-care workers have? 

11) What kind of day-care training programs does your city offer?  

12) What other kind of training do you avail your day-care workers to? 
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13) What support do you offer individuals in receiving training? 

Program Management 
14) What are some specific aspects of your cities’ ECCD system that have 

contributed to the happiness of families, teachers and other stakeholders? 

a. List some aspects of quality human resource development? Salary, 
environment, training, professional development  

b. List some aspects of quality governance? 

15) What parts of your cities’ system have played a role in determining or 
improving these aspects of your cities’ ECCD programs? 

Present 
Now, coming back to 2007, you are an elected city official, what will you do in order to 
achieve such a future for your cities families? 

16) How would you change the parts of the current system, in order to achieve the 
future you desire for your cities children, families? 

17) Do you feel adhering to the social norms, values, customs and beliefs of a 
community is an important aspect of an early childhood care and education 
setting? If so, why? How does this fit into your quality definition? 

Governance and Management 
In light of what we have discussed I would now like to talk about several Philippine 
ECCD policies, namely the ECCD Act of 2000 and the Child 21 policy. 

18) What do you know about the ECCD Act 2000? 

19) What are your thoughts about it? 

20) What would you change if anything about the ECCD Act? 

21) What do you know about the Child 21 policy? 

22) What are your thought about it? 

23) What would you change if anything about the Child 21 policy? 
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Appendix F 

List of Participants in Study 

Day Care Parents-01 
KBA Parents MM- 02 
Day Care Workers MM- 03 
KBA Facilitators MM-04 
Community Workers MM- 05 
Day Care Parents WV-06 
KBA Parents WV- 07 
Day Care Workers WV 08 
Community Members Egana WV- 09 
Community Members Igpanolong WV- 10 
Barangay Officials Igpanolong WV- 11 
Barangay Officials Egana WV- 12 
 
Pseudo 
name 

Stor
y 
tech
# 

P# Group# 
(i.e. KBA 
Parents 
etc.) 

G Location Age Profession How long in 
position 

Hours per 
week 

Salary/
Month 

Angel 01 01    KBA-02 F Manila 45+ Avon/Dealer  16 2000-
3200 

Joyce 01 02 KBA-02 F Manila 41-45 Housekeeper  75  
Danny 01 03 KBA-02 M Manila 31-35 Housekeeper    
Jane 01 04 KBA-02 F Manila 26-30 Merienda 

Vendor 
 8hrs 5600 

Ronna 01 05 KBA-02 F Manila 26-30 H2O Delivery  46 2800 
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Leah 01 06 KBA-02 F Manila 26-30 Natasha 
Dealer 

 8hrs  

Kyle 01 07 KBA-02 F Manila 26-30 Sewer  64 6000 
Aiza 01 08 KBA-04 F Manila 36-40 KBA 

Facilitator 
Day Care 
Worker 

6mths 20 1200 

Beth 01 09 KBA-04 F Manila 31-35 KBA 
Facilitator 

3 years 10hrs 8400 

Mhel 01 10 KBA-04 F Manila 26-30 KBA 
Facilitator 

3 years 10 hrs 20,000 

Lovely 01 11 KBA-04 F Manila 15-20 KBA 
Facilitator 

7.5mths 10hrs 5600 

Fely 01 12 KBA-04 F Manila 26-30 KBA 
Facilitator/ 
Day Care 
Teacher 

6 mths 20 hrs 1200 

Jeff 01 13 KBA-04 M Manila 41-45 KBA 
Facilitator 

1.5 10hrs 1200 

Jasmine 01 14 KBA-04 F Manila >45 Day Care 
Teacher/KBA 
Facilitator/ 
Private Tutor 

1 year 55hrs 4000 

Gina 01 15 KBA-04 F Manila 41-45 KBA 
Facilitator 

1.5years 10hrs 4800 

Kris 01 16 DCP-01 F Manila 26-30 Housekeeper  50hrs  
Cory 01 17 DCP-01 F Manila 31-35 Naglalako ng 

Merienda 
 3-4 hrs 3600 
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Sharon 01 18 DCP-01 F Manila <45 Sa bahay    
Niña 01 19 DCP-01 F Manila 36-40 Sa bahaylang    
Judith 01 20 DCP-01 F Manila 31-35 Gawain bahay  Araw-araw  
Liza 01 21 DCP-01 F Manila <45 BHW/Houseke

eper/SEG/BD
D Homeowner 

 56 hrs 6000 

Beah 01 22 DCP-01 F Manila 36-40 Sa bahay    
Donna 01 23 DCP-01 F Manila 31-35 Sa bahay    
Edith 01 24 DCW-03 F Manila 26-30 DCW/ Trainer 

Evaluator 
 15 hrs 7000 

Ivy 01 25 DCW-03 F Manila 41-45 DCW/ DCC 
Trainer 

10yrs  8000 

Mina 01 26 DCW-03 F Manila <45 DCW/DCC 
Trainer 

11 yrs 10 6000 

Paula 01 27 DCW-03 F Manila <45 DCW 8 yrs 40 hrs  
Trisha 01 28 DCW-03 F Manila 26-30 DCW 1 yr 40 hrs  
Violy 01 29 DCW-03 F Manila <45 DCW/Trainer, 

Evaluator 
 

17yrs 66hrs 7000 

Aubrey 01 30 DCW-03 F Manila <45 DCW- DCMT 
Chairman 

9yrs 40hrs 0 

Connie 01 31 DCW-03 F Manila 31-35 DCW 14 yrs 44hrs 7000 
Faith 01 32 DCW-03 F Manila <45 DCW/ Guro 

Kalinga 
21 yrs 40hrs 7000 

Ianne 01 33 DCW-03 F Manila 41-45 DCW 15yrs 15hrs 7000 
Arriane 01 34 CM-05 F Manila 36-40 BHW 6 45hrs 800 
Jenny 01 35 CM-05 F Manila <45 BHW/ SCG 7yrs 45hrs 1000 
Miccah 01 36 CM-05 F Manila <45 BHW 10 yrs 45 hrs 6000 
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President/ 
Team Leader/ 
DSWD 
Coordinator 

Lucy 01 37 CM-05 F Manila 41-45 BHW & SCG 7yrs 10hrs 1000 
Vina 01 38 CM-05 F Manila <45 BNS (Nutrition 

Officer) 
5yrs 40hrs 1525 

Nora 01 39 CM-05 F Manila <45 SCG 
Volunteer/ 
Board Member 
Home Owners 
Ass/ Chairman 
Pt. SDCC 

15yrs scheduled  

Camille 01 40 CM-05 F Manila <45 SCG Volunter, 
CHW, 
Treasurer, 
Sadpha, CWL 

2yrs Not fixed 1000 

Dianne 01 41 CM-05 F Manila <45 Board 
Member, Basa 
Para sa Bata 

3yrs 2hrs  

Emma 01 42 CM-05 F Manila <45 BNS  1.5yrs 40hrs 1400 
Len-len 01 43 DCP-06 F Egana 31-35 Housewife  25hrs 2000 
Angging 01 44 DCP-06 F Egana 26-30 Vol. Youth 

Minister 
 30hrs 800 

Net-net 01 45 DCP-06 F Egana 26-30 Housewife  41hrs 1200 
May-may 01 46 DCP-06 F Egana 31-35 Housewife  25hrs 3800 
Day-day 01 47 DCP-06 F Egana <45 Housewife  34hrs 600 
Ging- 01 48 DCP-06 F Egana 41-45 Housewife  100hrs  



 

319 
 

ging 
Sen-sen 01 49 DCP-06 F Egana 31-35 Housewife  84hrs 4000 
Mayang 01 50 DCP-06 F Egana 41-45 Housewife  100hrs 5600 
Awing 01 51 DCP-06 M Egana 31-35 Farmer  Walanglimit 

sa oras pero 
adlaw adlaw 

May kita 
lang 
kung 
maka 
patubas 

Mimi 01 52 DCP-06 F Egana >45 Housewife  72hrs 3600 
Istring 01 53 KBA-P-

07 
F Igpanolo

ng 
31-35 Animal 

Raising 
   

Grasya 01 54 KBA-P-
07 

F Igpanolo
ng 

31-35 Housewife    

Patring 01 55 KBA-P-
07 

F Igpanolo
ng 

21-25 Housewife    

Amping 01 56 KBA-P-
07 

F Igpanolo
ng 

26-30 Housewife    

Nellia 01 57 KBA-P-
07 

F Igpanolo
ng 

45+ Housewife    

Ompong 01 58 KBA-P-
07 

M Igpanolo
ng 

31-35 Carpenter    

Lydia 01 59 KBA-P-
07 

F Igpanolo
ng 

31-35 Teacher    

Okling 01 60 KBA-P-
07 

F Igpanolo
ng 

26-30 Housekeeper    

Nadia 01 61 KBA-P-
07 

F Igpanolo
ng 

21-25 Housekeeper    

Gloria 01 62 KBA-P- F Igpanolo 15-20 Housekeeper    
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07 ng 
Kring-
kring 

01 63 KBA-P-
07 

F Igpanolo
ng 

 26-30 Housekeeper    

Bing-
bing 

01 64 KBA-P-
07 

F Igpanolo
ng 

 31-35 Housewife    

Amalia 01 65 KBA-P-
07 

F Igpanolo
ng 

26-30 Housewife    

Sinang 01 66 DCW-08 F Sibalom 41-45 Barangay 
Secretary/ 
KBA 
Facilitator 

   

Insang 01 67 DCW-08 F Sibalom 45+ Day Care 
Worker 

   

Bising 01 68 DCW-08 F Sibalom 36-40 Day Care 
Worker 

   

Andring 01 69 DCW-08 F Sibalom 31-45 Day Care 
Worker 

   

Lucing 01 70 DCW-08 F Sibalom 36-40 Day Care 
Worker 

   

Ondang 01 71 DCW-08 F Sibalom 36-40 Day Care 
Worker 

   

Meding 01 72 DCW-08 F Sibalom 21-25 Day Care 
Worker 

   

Antang 01 73 DCW-08 F Sibalom 45+ Day Care 
Worker 

   

Natang 01 74 DCW-08 F Sibalom 45+ Day Care 
Worker 

   

Trining 01 75 DCW-08 F Sibalom 31-35 Day Care    
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Worker 
Ising 01 76 DCW-08 F Sibalom 45+ Day Care 

Worker 
   

Quinyang 01 77 DCW-08 F Sibalom 36-40 Day Care 
Worker 

   

Urling 01 78 DCW-08 F Sibalom 31-35 Day Care 
Worker 

   

Carina 01 79 CM-E-09 F Egaña 31-35 BSPO    
Weena 01 80 CM-E-09 F Egaña 45+ BNS/BHW    
Evangeli
na 

01 81 CM-E-09 F Egaña 45+ Nursery 
Teacher 

   

Goyang 01 82 CM-E-09 F Egaña 45+ Midwife    
Niña 01 83 CM-E-09 F Egaña 45+ Teacher-1    
Angelina 01 84 CM-E-09 F Egaña 45+ Teacher    
Noel 01 85 CM-E-09 M Egaña 15-20 student    
Carlo 01 86 CM-I-10 M Igpanolo

ng 
36-40 Teacher 3/ 

TIC 
   

Wending 01 87 CM-I-10 F Igpanolo
ng 

21-25 Teacher 1    

Osang 01 88 CM-I-10 F Igpanolo
ng 

26-30 Bible Teacher/ 
Church 
Worker 

   

Remma 01 89 CM-I-10 F Igpanolo
ng 

21-25 Prep Teacher    

Khiran 01 90 CM-I-10 F Igpanolo
ng 

31-35 Teacher 1    

Ermilita 01 91 CM-I-10 F Igpanolo
ng 

21-25 Teacher 1    
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Rona 01 92 CM-I-10 F Igpanolo
ng 

26-30 Teacher 1    

Saling 01 93 CM-I-10 F Igpanolo
ng 

36-40 BSPO    

Istoy 01 94 BO-I-11 M Igpanolo
ng 

47 Kagawad    

Goyang 01 95 BO-I-11 F Igpanolo
ng 

42 Kagawad    

Pacing 01 96 BO-I-11 F Igpanolo
ng 

59 Brgy. Captain    

Pedring 01 97 BO-I-11 M Igpanolo
ng 

41-45 Kagawad    

Nanding 01 98 BO-I-11 M Igpanolo
ng 

26-30 Kagawad    

Oping 01 99 BO-I-11 F Igpanolo
ng 

 Kagawad    

Lando 01 100 BO-I-11 M Igpanolo
ng 

41-45 Kagawad    

Onsing 01 101 BO-I-11 F Igpanolo
ng 

     

Bentong 01 102 BO-E-12 M Egaña 57 Brgy. Captain    
Osting 01 103 BO-E-12 F Egaña 61 Kagawad    
Enteng 01 104 BO-E-12 M Egaña 41-45 Kagawad    
Ging-
ging 

01 105 BO-E-12 M Egaña 41-45 Kagawad    

Agring 01 106 BO-E-12 F Egaña 45 Barangay 
Secretary 

   

Nating 01 107 BO-E-12 F Egaña      
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Andong 01 108 BO-E-12 M Egaña  Kagawad    
Christine 01 109 DCP-01 F Manila 26-30 Housewife    
Sandy 01 110 DCW-03 F Manila 41-45 DCW    
Hector 02 111 BO-E-12 M Egaña  Kagawad    
Myfel 02 112 BO-E-12 M Egaña  Kagawad    
Allan 02 113 BO-E-12 M Egaña  SK Chair    
Nove 02 114 BO-E-12 F Igpanolo

ng 
 Barangay 

Secretary 
   

Narnia 02 115 CM-I-10 F Igpanolo
ng 

 Volunteer 
Teacher 

    

Ruby 02 116 DCP-E-
06 

F Egaña  Housewife 
 

    

Padlan 02 117          
Tinga 02 118 Mayor’s 

Wife 
        

Tambunti
ng 

02 119          

Magsipoc 02 120 councilor 
of 
Bagumba
yan 

        

DSWD  02 121          
Solis 01 125          
Niquia 01 126          
Lotilla 01 127          
Salem 01 128          
Aypung 01 129          
Mendoza 01 130          
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APPENDIX G 

Recruitment Brochures 

 
Figure G- 1. Tagalog Trifold Brochure, side 1 
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Figure G- 2. Tagalog Trifold Brochure, side 2 
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Figure G- 3. Kinaray-a Trifold Brochure, side 1 
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Figure G- 4. Kinaray a Trifold Brochure, side 2 
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APPENDIX H 

Consent Form- DayCARE Teachers 

Multiple Perspectives on quality ECCE in the Philippines 
 
You are invited to be in a research study looking at multiple stakeholders’ views and 
beliefs of quality day-care in the Philippines. Such perspectives will then be utilized to 
develop and improve the quality of your communities’ daycare and KBA programs. 
You were selected as a possible participant because you are a cluster coordinator in 
ECCD for one of Save the Children’s barangays. We ask that you read this form and 
ask any questions you may have before agreeing to be in the study. 
 
This study is being conducted by: Rhiannon Williams, EdPA, University of Minnesota 
and Save the Children USA/Philippines.  

Background Information 

The purpose of this study is to examine what multiple perspectives on quality 
look like across ECCD stakeholders in the Philippines: children, parents, community 
members, daycare workers, KBA teachers, DSWD officers and municipal council 
members. The Quality ECCD study will involve listening to multiple stakeholders’ 
voices about what quality within a day-care should look like and then by compiling all 
stakeholders’ viewpoints developing a quality assessment tool.  

The quality assessment tool aims to…  

1) Monitor, Evaluate and Improve Day Care and KBA settings and practices.  
2) Promote children’s learning and development in the Philippines.  
3) Provide a guide for stakeholders in the collaborative ECCD improvement 

process. 

Procedures: 
 
If you agree to participate in the quality ECCD study we ask that you come to two 
weekend discussions lasting about 1 ½ hours each. In these discussions you will be 
asked to write and talk with others within your stakeholder group about your views 
and beliefs regarding quality daycare programs. During these sessions we will be 
audio taping the discussions so we can get exactly what each individual says.  

Risks and Benefits of being in the Study 
 
The study has no identified risks. 
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The benefits to participation are that you as a stakeholder in your child’s future can 
express what you value and believe to be most important. 
 
Compensation: 
 
You will receive payment: For your time and participation we will provide 
transportation costs and food during the discussion period. We will reimburse you for 
your transportation costs at the end of each session. 
 
Confidentiality: 
 
The records of this study will be kept private. In any sort of report we might publish, we 
will not include any information that will make it possible to identify a subject. 
Research records will be stored securely and only researchers will have access to the 
records. Only the research assistant and the researcher will have access to the tape 
recordings. The recordings will be downloaded onto a password protected computer. 
After the completion of the study, the computer files will be erased.  
 
Voluntary Nature of the Study: 
 
Participation in this study is voluntary. Your decision whether or not to participate will 
not affect your current or future relations with the University of Minnesota, Save the 
Children, or local situ or barangay. If you decide to participate, you are free to not 
answer any question or withdraw at any time with out affecting those relationships.  
 
Contacts and Questions: 
 
The researchers conducting this study are: Rhiannon Williams, Research Assistant, Mel 
Bonga, and Erlie. You may ask any questions you have now.  
 
You will be given a copy of this information to keep for your records. 
 
Statement of Consent: 
 
I have read the above information. I have asked questions and have received answers. I 
consent to participate in the study. 
 
Signature:_______________________________________  Date:________________ 
 
 
Signature of parent or guardian:______________________  Date:________________ 
(If minors are involved) 
 
Signature of Investigator:____________________________ Date: ________________ 
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APPENDIX I 

Parent StoryTech- and Daycare Parents Round 2 

Parent StoryTech, Kinaray version, July 6 
 
Maayad-ayad gid nga hapon kaninyo. Ako gali si___________. May rugya kami nga 
ginapatigayon nga pagtuki ukon “research” parte sa Quality ukon dekalidad nga 
programa sa Early Childhood Development. Ang katuyuan sang pagtuki ka dia amo ang 
pagpasanyog pa guid kang serbisyo sa day care nga itugro sa aton mga kabataan. Paagi 
ka dia gusto daad namon maman-an kung ano ang inyo panglantawan kang isa ka 
dekalidad nga day care service ukon manami nga day care.  
 
Parte kang amon nga pagtuki amo ang pagtesting kang mga pamangkot nga gamiton sa 
StoryTech.  Ang StoryTech isa ka proseso ukon pamaagi nga nagapati nga ang istorya 
may gahum. Ang pag-istorya isa ka mayad nga pamaagi para mabag-o kang ana 
kaugalingon ukon ang kasimaryo.  
 
Paagi sa StoryTech ang naga-istorya may ikasarang nga mag-impluensya kang iba nga 
tawo. Pwede man bag-ohon ukon mapabaskog pa guid ang mga guina patihan ukon 
mapa-intindi kang anda mga batasan.   
 
May kinalain ang StoryTech bilang pamaagi ukon proseso kay ang tagsa ka istorya 
“unique” ukon wara kang parehas. Personal guid ini. Kamo nga mga ginikanan may 
panan-awan ukon opinyon kung ano sa pamatyagan ninyo ang mayad nga day care 
program para sa inyo mga kabataan. Paagi sa StoryTech pwede kamo magpanumdum 
kung ano nga klase kang daycare program  ang inyo gusto para sa paraabuton.  
 
Mapraktis kita anay kung paano bala ang pagpanumdum kang para-abuton ukon 
“future” 
 
Ipiyong naton anay ang aton mga mata (ukon manumdum) sang mga masunod: 
 

1. Ano ang gusto mo nga balay? 
2. Pila ang kwarto sang balay kadya? 
3. Ano ang itsura sang kusina? 
4. Ano ang itsura sang kwarto? 
5. Ano ang itsura sang sala? 

 
Pahanumdum: Wala kang limit kung ano ang gusto mo nga isipon ukon panumdumon; 
pwede maski ano sa paraabuton. 
 

• Tugruan kang kahigayonan ukon tsansa ang mga ginikanan nga manumdum 
kung ano ang gusto nanda nga itsura kang gusto nanda nga balay 
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• Pamangkuton kung may gusto nga mag-tugro kang ana nga ginahandum nga 
balay  

 
StoryTech- Parents 
 
Sa tuig 2012, ikaw kag ang imaw mo nga ginikanan nagkasugot nga ang day care 
center nga paga-eskwelahanan kang inyo bata may mataas nga kalidad. Sa inyo pag-
istoryahanay, ano ang mahambal mo nga importante nga kina-iya kang isa ka 
dekalidad nga Day Care Classroom?  
 
1. Ano ang imo ginapangita nga dekalidad nga day care classroom?  

What are the major contributions to your child’s day-care classroom quality? 
 
Prompt: Show picture of classroom 

• Why are the parents happy in this picture? 
• What do you like in the picture? Why? 
• What don’t you like in the picture? Why? 

 
2. Ano ang mga naga-bulig pasanyog kang ikaaayong lawas kag nutrisyon kang imo 

bata? 
What are the major contributions to your child’s overall health, nutrition, and well-
being (Access and Delivery of Health and Nutrition Services) 

 
Prompt: Show picture of dental health and washing hands 

• What do you like about these pictures? 
• What other components of health, nutrition and well-being are necessary for 

your child’s development. 
 
3. Sa imo pamatyag, ewan haw nga ang iban nga barangay nagatinguha   gid sang 

parehas  nga pagpamayad kang anda  day care?  
Why do you feel other barangays are adopting similar improvements to their day-
cares? 

 
4. Ewan haw, nga  ang ka dia nga barangay  nagmadinalag-on?   

Why are those communities also experiencing success? 
 
Parent Education/ Interaction  
 
Pagkatapos ninyo istoryahanay kang isa ka ginikanan, nagkasugot kamo nga pagsulod 
ninyo sa classroom kamo kag ang inyo bata makabatyag kang mayad nga pag-abibar? 
Paano ang mga maestra, ang classroom, kag ang iban nga ginikanan magpabatyag 
kang pag-abibar?   
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After talking with the other parent you both agree that when you walk into the 
classroom you and your child both feel welcome? How do the teachers, the classroom 
environment, the other parents make you feel comfortable? 
 
5. Paano ang mga day care workers mag-abibar?  
How do the day-care workers make you feel welcome? (Parent-Teacher Interactions) 

 
Prompt: How do day-care workers greet you when you come into the classroom? 

• What do the day-care worker say to you? 
• What do you talk about with the day-care worker? 

 
6. Paano ang iban nga ginikanan naga-partisipar sa day care? Ewan haw nga naga-

partisipar tanda? 
How are other parents involved in the day-care? Why are they involoved? (Parent 
Involvement) 

 
Prompt: Show picture of parent education class 

• Why are these parents happy? Enjoying themselves? 
  
7. Paano ang palibot kang classroom makapa-batyag kang mayad nga pag-abibar? 

How does the classroom environment make you feel welcome? (Approach to active 
learning) 

 
Classroom Environment/ Curriculum  
 
Sa masunod nga mga inadlaw guin updan mo ang imo bata sa eskwelahan. Nag-tener 
ikaw kag nagbulig-bulig kang mga orubrahon sa classroom.  Nanami-an ka guid kang 
imo nakita sa gina-obra kang maestro kag mga kabataan. 
 
A couple of days later you accompany your child to school. You decide to stay for a 
little while and help out in the classroom. What you see the teacher and children doing 
in the classroom pleases you greatly.  
 
Play Time 
8. Ano ang gina-obra kang mga day care workers sa mga kabataan? Paano nanda 

ginapatuman ang mga orobrahon/hirikuton?  
What are the day-care workers doing with the children? And how are they carrying 
out the activity? (Teacher lead activities) 

 
Prompt: Show picture of teacher led activities (reading book and drawing) 

• How are the teachers carrying out the activity? 
• What do you like about the picture? 
• What don’t you like about the picture? 
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9. Ano ang gina-obra kang mga day care workers sa mga kabataan? Paano tanda 
naga-irimaway/updanay? 
And how are they interacting with them? (or Teachers with Children) 
(Teacher/Child Interactions) 

 
Prompt: 

• How are they talking to the children? (Encouraging, asking questions?) 
• What are they talking about with the children? 
 

10. Ano ang mga buruhaton/orobrahon/hirimuon nga nanamian/ginpili kang mga 
kabataan? 

What are the activities children are choosing? (Child lead activities) 
 
Prompt: Show the picture of children playing (tub of water and singing/activities) 
 

• What are these children doing? 
• Why are the children happy? 
• What do you think they are learning from these activities? 
• What do you like about these pictures? 
• What don’t you like about these pictures? 
 

At Meal/Snack time 
 
11. Ano ang gina-obra kang mga day care workers sa oras kang tagparamahaw? 

What are the day-care workers doing during snack time? 
Prompt: Where are they in the room? 

 
12. Ano ang ginaobra kang mga day care workers kung tagparamahaw imaw kang mga 

kabataan? 
 
What are the day-care workers doing during snack time with children? 
Prompt: What kind of eating environment is it? 

• How are the day-care workers engaging the children during snack time? 
 
Thank You!!  For taking the time to think about what you would like the future to look 
like with regards to your day care program.  
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Appendix J 

Daycare Parent StoryTech—Round 2, Sibalom 

Parent StoryTech, Egana, July 29 

It is 2012 in Egana barangay. On August 2, 2012 there is a meeting held in Egana to 
discuss all the accomplishments of the parents, children, community volunteers, and 
barangay officials in these two barangays. The all unanimously agree that they are very 
proud of what they have managed to accomplish in five years! 

One of the main emphasis of the two communities has been on children. Today they can 
proudly say that all within their barangays have adequate and proper nutrition  and 
access to a quality daycare. 

Overall Classroom Environment 

A few days after the meeting you and another parent walk into your child’s day care 
program. Walking into your child’s Day Care program you are greeted by happy 
smiling faces. Immediately you feel welcome. Though the room isn’t huge, yet it has 
plenty of space for children to freely go from one activity to another. With large 
windows, the sun pours in, showing off the beautiful, yellow, orange and red painted 
walls.  Furthermore, the room is air-conditioned so that the children can concentrate 
more easily on their activities. And to the side of the classroom you notice lockers built 
into the walls, in which children can put their meriendas and backpacks. 

Overall, you notice how hard your child’s daycare worker has worked to create a space 
that is safe so that your child can walk around different learning areas and play outside 
all without hurting themselves or running into another child. In addition you note how 
your child gets his/her own chair picks it up and takes it to the table. Your child’s day 
care worker expects the children to develop certain responsibilities independency such 
as going to the CR on their own, washing their own hands in the sink, getting their own 
chair etc.. 

Furthermore, your child’s day care worker has also made great efforts to ensure that the 
children are able to access educational toys and materials in each of the different areas 
with ease. Reading a book or working on a computer (emerging literacy), playing board 
games (cognitive development), building in the block area (block activities), painting or 
drawing (art and craft area), and while outside they can play on the swings and play 
games (gross-motor activities).  

Entering further into the classroom, you notice how nicely your child is respecting 
his/her friends and sharing their toys and materials so nicely.  Most importantly, you 
note how the patient the day care worker. When there are disagreements among children 
or misbehavior, the day care worker calmly talks with the child/ren about possible 
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alternatives to their actions.  Most importantly, you note how your child’s Day Care 
Workers constantly acts like a “mother” to the children, through modeling appropriate 
behavior, healthy eating, and respectful treatment of all, children constantly are able to 
observe a wonderful role model.  

When you enter into the room what else do you see?  
In your pair draw a picture of what you see. Are there tables, book area, playground 
outside etc.  
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 
 
Think about the questions on the handout. 
Why are these areas necessary within the daycare? 
What skills are the children developing by participating and engaging in activities 
within these areas?  
When presenting your picture, be prepared to discuss the rationale behind each area you 
put in your 2012 daycare. 
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 
 
How would the teacher talk to the misbehaving or disagreeable child/ren?  
 

• Come up with a dialogue in which a child was misbehaving or has a 
disagreement and how you would like the teacher to handle the situation.   
 

o What would you like the teacher to say? 
o Why would you like the daycare worker to say this?  
o Then what rewards/incentives does the daycare worker offer for good 

behaviour or children getting along with each other? 
o Then how does the teacher talk with the parents about the situation? 

 
(Think about what you want the child to learn from the situation, i.e. 1) Why they 
should not to do the action again 2) What may be the consequences for the 
misbehaviour?)  
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_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 
 
While you are visiting describe in detail how you see you the day care worker treating 
your child and others like a “mother”, or “like their child”?  
Develop a dialogue about a teacher treating a child in such a manner? 
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 
 
Activity Time 
 
When you are visiting you observe your child in the reading area, comfortably sitting at 
a little table reading books, while some of the other children are in the emerging writing 
area, writing letters, addressing them to their cousins, aunts, or grandparents far away. 
And a few others are painting masterpieces and discovering what happens when you 
mix different color paints at the craft table. While others were figuring out how to build 
a building that doesn’t topple over. Then to your delight, you notice your child and a 
friend working on a numeracy game on the computer. Wow, you think, all these 
learning activities the children can choose from, they are stimulating the children’s, 
creativity, inquiry, cognitive abilities, recognition of letters, sounds and numbers and 
knowledge surrounding different areas of interest. While the kids are learning, 
discovering and playing the Day Care Teacher and assistant are going around talking, 
listening, and asking the children questions about what they are doing, why they think 
something is that way etc?? Whenever possible the Day Care Teacher and assistant 
write down something that was said by a child (documenting the child’s strengths and 
areas of improvement by being able to go back to daily records of the child’s activities).  

After activity time, you love the story the daycare teacher picks, it is one of the 
children’s favorite bed time stories. All the children sit attentively, listening to the story 
as the daycare worker changes her voices for different characters and ask questions of 
the children to check their comprehension. The children are kept constantly engaged 

Creativity 
 
First, how do you define creativity?  
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What are some synonyms for the word creativity? 
How does a teacher define and encourage creativity?  
 
Create a dialogue in which a day care teacher has created an environment in which a 
child’s creativity is being encouraged and developed.   

o How do does the teacher develop uniqueness, creativeness, ability to think on 
the child’s own? 

_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 
 
How could children’s inquires lead to knowledge development/ understanding of the 
world, community etc.?   
 

o For example, could such inquires be linked with field trips, so children could 
visit a bakery if they were curious about how bread was baked etc..   

 
Think about feasible ways in which children’s worlds and understandings of the world 
could be expanded? 
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 
 
Value/ Role Model Play 
 
What kinds of values would you like your children to develop? 
Through what kinds of play activities could they develop these values? 
How does a child learn from play? 
How does play stimulate their minds? 
How are they able to think faster? 
 
For example, many in the last Storytech stated that you wanted your children to respect 
others and elders. Through pretend play children learn how to respect others by playing 
different roles. In house, one child is the father, another mother, and another child. 
Children practice “respect” through dialogue based on what they have heard modelled 
for them in the home and school. Another example, in pretending to prepare and eat 
“healthy” foods in a kitchen or sari-sari store children learn to practice making healthy 
choices that they have learned at school and home. 
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Draw a pretend play area with areas in which children can practice, role model different 
life situations??  
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 
 
Merienda Time 
 
You and the other parent stay to help out at merienda time and are so impressed. You 
watch your child sit down at the table with the other children. You are so impressed 
when you see your child helping prepare the tables for merienda time (cleaning, setting 
etc.). Once the tables are clean, the children quietly go line up to wash their hands. Once 
they have washed their hands they get their merienda and sit down at their assigned 
seats. All clean, each child is given a nice hot bowl of Lawsa and a glass of milk  and if 
they do have their own snack it is nutritious (i.e. minimal sugar, either a go, glow or 
grow food). Before the children start eating, you have one of the children say a prayer. 
After the prayer, you are amazed at how quiet it remains as the children delve into their 
snacks. While the children are eating their very healthy snacks, your assistant asks the 
children about what they are eating, why it is healthy (i.e. what nutrients, vitamins were 
contained in the item) and how it will help their bodies. You smile as you listen to the 
assistant laugh at the silly stories children tell her and how she creatively adds a piece 
here and there to the stories making the children laugh. All in all, you and your assistant 
try to make the merienda time one of sharing, listening, and learning for everyone. After 
each child is completely finished (no wasting food) with his/her snack, they pick up all 
the trash and take it over to the various recycling bins. Carefully selecting the correct 
bin, each child disposes of their trash.  
 
What else do you observe during Merienda time?  
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 
 
How does the day care worker involve the children in helping prepare and clean the 
tables for merienda time? 
_____________________________________________________
_____________________________________________________
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_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 
 
If a child brought an unhealthy snack, how would you want the daycare worker to 
respond ? Should the talk to the child and the parent? What should they say and how 
should they say it? Create a dialogue for this scenario. 
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 
 
As a pair I would like you to role play what the day care teacher would do during 
Merienda time.   
1) I would like you to think about the atmosphere you as a parent would like created 
among the children.  
2) How does the day care worker talk to the children? What does she say to the 
children? Etc..  
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 
 
Parents 

Parents note during the meeting that it is through the support they have received 
from PES sessions, weekly meetings with the daycare workers, barangay meetings, the 
feeding program. Furthermore, parents note especially how their day care worker has 
really made them feel like they are a part of the whole community raising their child. 
Their day care worker, they state, asks them for suggestions on how to improve the 
program, and she/he asks how things are at home for the child. She/he really cares about 
us as parents and friends. Consequently, she/he takes time each week to talk to us. We 
in turn have the utmost respect for our daycare worker, she/he is to us, our child’s 
teacher. She/he has much knowledge surrounding child development and methods of 
encouraging the development of desired skills and values in our children. Our day care 
workers also posts a weekly schedule of needed volunteer activities, so when parents 
are able to help out in the classroom, they can sign up for a time and activity. 
Otherwise, since our daycare worker communicates with us weekly, we have little need 
to sit in on the sessions. Instead we are able to be informed through our weekly 
communication and talk with our children at home about the activities and lessons they 
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have been working on in their daycare program. In addition, we are also able to 
integrate the lessons into our home activities. For example, in the newsletter that was 
sent out last week we learned that our children’s lesson for the week was on proper 
nutrition, “Go, Glow and Grow”. So we were able to ask our kids kinds of foods were 
Go, Glow and Grow foods? And why they were necessary for their body? In addition, 
three times a year, we have the opportunity to talk and discuss with our child’s daycare 
worker our child’s development. We discuss together what our child can work on in the 
classroom and at home to develop our child’s strengths and weaknesses. 
 
As a parent, explain in great detail an ideal partnership between your child’s daycare 
worker and you as a parent. How would you like to be approached by the day care 
worker?  What kind of information/ resources do you want to be communicated with 
you from the day care worker?  How would you like it to be communicated? Oral, 
written, texted etc.. ? 
 
Create a dialogue that you can perform, about how you would like the daycare worker 
to approach you as parents.  

• How would you like them to talk to you, for them to convey information on your 
child.  

• Then be prepared to present your ideas about parent involvement and 
communication in your daycare in 2012. 
________________________________________________
________________________________________________
________________________________________________
________________________________________________
________________________________________________
________________________________________________ 

 
As a parent explain in great detail how you would like to be involved in your child’s 
daycare?  
A part of the PTA, a part of organizing a parent support group? 
Organizing field trips for the children in the daycare?  
What kind of activities would you like to help with in your child’s daycare?  
 
If you would like to act this out, to answer the questions then that would be great! 
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
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_____________________________________________________
_____________________________________________________ 
 
In the PES sessions what kinds of information, individuals would you like to be 
included in your sessions? 
Tell me a story about your parent education sessions? What have been the successes? 
What have been the failures? What would you like to change about them? 
___________________________________________________ 
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________
_____________________________________________________ 
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APPENDIX K 

Transcript—Daycare Parents & Daycare Teachers 

P# Tagalog transcript  English  Code A Code B Final Code 
 0101 

Ngayon ay 2007, so i-forward 
natin yung taon ng 5 taon, so 
2012 na. So gaya nito, nag-
uumpukan kayong mga 
magulang, may meeting, nag-
uusap-usap kayo na dekalidad 
yung day care na pinapasukan 
ng anak ninyo. So anu-ano kaya 
yung naging mahahalagang 
kontribusyon kung bakit naging 
dekalidad yung daycare ng anak 
ninyo?  

0101 
It is 2007 at present, so let’s 
forward the years to 5 years from 
now, so it will be 2012 now. So, 
just like this, you parents are 
gathered, there is a meeting, you 
are talking about how the 
daycare that your children attend 
is of quality. So what do you think 
have been the important contri 
butions why the daycare of your 
children became of quality?   

   

16 011601 
Gumagamit na sila ng computer. 
Kasi ngayon nga marami na ang 
marunong magcomputer na bata 

011601 
They are already using the 
computer. Because at present a 
lot of children already know how 
to use the computer. 

Technol
ogy Use 

  

 0101 
Computers kahit day care pa 
lang sila? 

0101 
Computers even if they’re just in 
day care? 
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APPENDIX K 

Transcript—Daycare Parents & Daycare Teachers 

P# Tagalog transcript  English  Code A Code B Final Code 
 011601 

Pwede na sila sa V-Tech, mga 
ganon. Pag pataas ng pataas na, 
parang marunong na sila sa mga 
grammar skills, mga tenses, 
ganon. May skills sa pag-operate 
ng computer, kumbaga kahit 
basic. 

011601 
They can doV-Tech, like that. 
When it (the level) advances, they 
already know grammar skills, 
tenses, like that. They have skills 
in operating the computer, even if 
these are just the basics. 

V-Tech 
– an 
educati
onal 
comput
er 
softwar
e for 
children 

  

18 011801 
Kagaya ni Mario, yung apo ko, 
marunong ng maghanap ng 
letters tapos nabubuo niya yung 
pangalan niya basta kahit 
alphabet lang malalaman na 
niya, pwede niyang hanapin 
yung ABC. 

011801 
Just like Mario, my grandson 
(who’s 3 y/o), he already knows 
how to find letters, then he is able 
to form his name. As long as it is 
the alphabet, he already knows it, 
he can look for the ABC. 

   

21 012101 
Ako hindi po talaga pa ako 
marunong. 

012101 
I really don’t know (how to use 
the computer) 

   

23 012301 
Sa ibang school nga meron na, 
kaya dapat sa daycare natin 
meron na din para hindi sila 
nahuhuli.  

012301 
Other schools already have 
(computers), that’s why we 
should also have in our DayCare 
so we will not be left behind. 

Need to 
keep up 
with 
technol
ogy 
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APPENDIX K 

Transcript—Daycare Parents & Daycare Teachers 

P# Tagalog transcript  English  Code A Code B Final Code 
19 011901 

Sa akin po kailangan ng mga 
teaching device, iba’t ibang mga 
drawing-drawing/picture para sa 
pagbabasa, para maakit yung 
mga bata  

011901 
For me, teaching devices are 
needed, different 
drawings/pictures for reading, so 
that when reading, the children 
will be attracted  

Pre-
literacy, 
associat
ion 
letters 
with 
pictures 

  

18 011801 
May mga palaruan din sila, 
ganon  

011801 
They also have playgrounds 

   

 0101 
Palaruan, playground?  

0101 
A playground?  

   

 011801 
Hindi naman, yung mga..sa table 
lang nila 

011801 
No, the..only on their tables 

   

 0101 
A, yung mga toys, yung mga 
laruan? 

0101 
A, toys? 
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Daycare Teacher Round 1—Final Transcript 

011701 
May time na minsan talaga may 
importanteng lakad ang teacher, 
yung alalay ang naiiwan. Kailangan 
talaga marunong din siya para  yung 
kung ano’ng kayang gawin ni 
teacher ay kaya nya rin, para hindi 
nasasayang yung isang araw. 

011701 
There are times really when teacher has an 
important thing to attend to, the aid is left 
behind. She really needs to also know (how 
to handle the class) so that what the teacher 
can do, she should also be able to do, so that 
a day is not wasted. 

002/
010 

008 002 

012101 
Oo pero kasi allowance lang siya, eh 
si teacher may sahod. (noise 
follows..can’t understand)  

012101 
Yes, but she just gets an allowance while 
teacher has a salary. 

002 002 002 

011701 
Pero kung kukuha ng assistant dapat 
may sahod din 

011701 
But if they will get an assistant they should 
have a salary 

002 002 002 

012301 
Kailangan may parent din 

012301 
There should be a parent also 

008 002 002 

012001 
Pangit naman yung ganun 

012001 
It’s not good (to have a parent in the room or 
as the assistant) 

008 002 002 

011601 
Para maging healthy 

011601 
(A playground is important), So they will be 
healthy 

004/
007 
 

004 004 
 

012001 
Para tumatag sila 

012001 
(A playground is important) So they will be 
firm or strong 

004/
007 

004 004 

011901 
Makakatulong sa kanila na lumakas 

011901 
(A playgroungd) It will help them become 
strong 

004 004 004 



 

347 
 

012201 
Kailangan maghugas ng kamay bago 
kumain  

012201 
Need to wash hands before eating 

004?
?007 

007 004 

012301 
Magtoothbrush pagkatapos kumain 

012301 
Toothbrush after eating 

004/
007?
? 

007 004 

012201 
Healthy food, iyon ang unang ibigay 
sa mga bata 

012201 
Healthy food, it should be the first to be 
given to children 

004 004 004 

011801 
Sa baon, masustansya din. Marami 
ang bawal. Bawal ang chichirya, soft 
drinks, kendi 

011801 
Their snacks should also be nutritious. A lot 
are not allowed. Junk food, softdrinks and 
candies are prohibited 

004 004 004 

012101 
Pati kendi, kaya dapat aware sa mga 
bata na hindi magdadala ng ganitong 
baon 

012101 
Including candy, so that we should be aware 
that the children don’t bring these kinds of 
snacks 

004 004 004 

012201 
Kailangan marunong gumamit ang 
bata ng CR 

012201 
The child should know how to use the CR. 

004/
007 

004 004 

011901 
Medical-dental, kunwari isang beses 
sa isang taon 

011901 
(Children should have) Medical-dental 
(check-ups), for example once a year 

004 004 004 

012101 
Deworming 
Vitamin A, kailangan para 
mabantayan ang kalusugan ng bata 

012101 
Deworming, Nutrition 
Vitamin A, it’s needed to safeguard the 
health of the child 

004 004 004 

011901 
Para makaiwas sa sakit 

011901 
To evade sickness 

004/
007 

008 004 

011801 
Kasi kung sa bahay lang, 

011801 
Because if s/he will just (learn? or stay? - not 

005? 005 005 
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pagagalitan ko, masasaktan ko, e 
kung nasa school siya, madali siyang 
matuto 

expressed) at home, I will scold, I will hurt 
him/her. But if s/he is at school, s/he will 
learn faster 
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Appendix L 

Thematic Groupings and Rationale:  

 
What are themes? 
 
Themes are general groupings of ideas that you, the stakeholders, discussed during the 
StoryTech sessions. 
 
After transcribing and translating all the StoryTechs these are the general ideas that 
emerged from all the varying stakeholder groups. Some were discussed by all 
stakeholder groups and other ideas only by one or a couple of stakeholder groups. 
 
Below are the combined groups of ideas from Manila and Antique 
 

Themes- Manila and Antique 
 
01. Structure and Facilities (1&2, 6DW,2KBA,1,2 &3,DCP) 
Physical Environment (1 &3, 1DCW, 1KBF. 1DCP, 2DCP, 5DCP, 7KBP, 8KBP, 
9KBP) 

• Outside Environment 
• Sanitation, Cleanliness 
• Organization of room/physical space, ownership of space 
• Materials  
• Ventilation 
• CR, facilities 
• Classroom quality 

 
02. Mobilizing Human Agency- 

• Community Support/scholarships for children (8KBA) 
•  Livelihood Training/Resource Generation/ IGPs (3, 4, 5, 10, 11. 2DW,1KBA) 
• Community/ Resource Development (7, 6 DCW, 7DCW, 9DCW, 14 DCW, 

4KBF,9KBF, 10aDCP, 1KBP, 2KBP) 
• Support programs for day care workers 
• Training/ Requirements of day care workers 

 
03. Legislative Measures & Advocacy (8&9) 

• Awareness of Child 21, ECCD Act, Rights of the Child 
• Participating in advocating for children of community 
• Creating legislation for children’s well-being  
• Enforcement of laws and legislation for children (national and local) 
• Networking, forming alliances 
• Access to ECCD programs 
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04. Children’s Health and Nutrition (7, 5DW, 7DW,4KBA, 4&5DCP,) (6 & 

5DCW, 8KBF, 7KBF, 7DCP, 10KBP) 
• De-worming 
• Nutritious Food 
• Parental support of healthy food 
• Physical Exercise 
• Health Services and Hygiene 
• Feeding programs 
• Health Curriculum 

 
05. Rationale for Investing in ECCD Early Education- Good Investment (6, 1DW) 

(11 DCW) Impact on Community of quality ECCD (15 DCW, 7KBF) 
• Economic Impact- Mother’s freed to work? 
• Health Impact 
• Benefits for community 
• Benefits for schools, teachers etc 
• Benefits to child, family 

 
06. Contributions of children’s happiness (12) 

• Child’s perspective, is the child happy? Do they enjoy going to day care? 
• Child-directed activities- activities chosen by the child. 

 
07. Curriculum (3 DW, 4 DW, 5KBA,7KBA,6DCP) 
Curriculum (2 &5, 2DCW, 3 DCW,4 DCW,2b.KBF, 5 KBF. 3 DCP, 4DCP, 8DCP, 
9DCP, 5 KBP, 6KBP) 

• Integrating within community “funds of knowledge” 
• Values, Respect ‘po’, ‘opo’ 
• Storytelling 
• Cognitive and Social development- Writing, reading, Alphabet- Basic 

numeracy and literacy 
• Merienda Time (though as an activity, if interaction under int and if health 

then under health and nut) 
• Use of time, transitions, free play etc.. 
• Pedagogy (13 DCW, 2a KBF) 
• Methods of teaching 
• How teacher teaches 
• Beliefs around how children learn 

 
08. Interactions (8DW, 9DW,10DW, 6KBA,7&8DCP) 
Interactions/Relationships (2 &8, 8DCW, 10DCW, 3KBF,11DCP, 10bDC, 3 KBP, 4 
KBP) 

• Parent-teacher relationship 
• Ways of treating parents, involving them 
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• Parent responsibility within child’s education/rationale for partnership between 
parents and day care worker 

• Child-teacher relationship- Day care managing children 
• Ways teacher treats child 
• DCW- DCW relationships 
• Day Care Worker/KBA Facilitator Qualities 
• Assistant Teacher- Responsibilities 

 

11. Monitoring, Evaluation, Accountability, and Research 
• Transparency 
• Monitoring Progress 
• Quality Research 
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Appendix M 
 

Barangay Officials Case Study for Egana and Igpanolong 
 
What do barangay officials view as quality day care program- Egaña and Igpanolong 
 
Theme: Physical Environment (Structure and Facilities) 
Sub-theme: A. Physical Surroundings/Structures 
  a) Space for parents 

i. “a “feeding station” in the day care center where parents could 
prepare nutritious food like laswa (a local vegetable soup dish) to 
children during supplemental feeding.” (p.1) “feeding station sa 
center, laswa sa mga kabataan, nutritious, educate ang mga nanay 
vegetable garden ang maamot kang mga ginikanan.” (Kinaray-a)  

b) Additional classroom 
i. “We need additional classroom” (p.11) ”Dugangan ang 

eskwelahan” (Kinaray-a) 
c) own comfortable day care building 

i. “In 2012, the day care worker must have her own comfortable 
day care building” ( p.5) Sa maabot nga 2012 kinahanglan ang 
Day Care Worker may sarili nga building kag comportable mga 
shelter. (Kinaray-a)  

ii. “There should be a day care building and a supplemental 
feeding program for children” (p.5) “Kinahanglan masiguro ang 
Day Care Building kag supplemental feeding para sa kabataan.” 
(Kinaray-a) 

iii. “School building, feeding program (referring to what aspects in 
the ECCD program must be given budget)” (p.6) “School building, 
feeding” 

 
Sub-theme: B. Classroom Quality 

a) television set in the day care  
i. “I hope that there’s a television set in the day care to enable those 

who don’t have TV at home to watch a film.” (p.1) “T.V. ka yang 
iban nga bata wala TV sa anda balay” (Kinaray-a) 

ii. “The barangay could donate a television set probably even 
tomorrow  
(answer from the barangay captain)” (p.1) “May donate T.V. kag 
basi rum-an dyan dayon” (Kinaray-a) 

  b) High tech facilities 
i. “In 2012, all the needs of the day care are provided for. There are 

high  
tech facilities like a shower, drinking fountain, and a wide play 

ground.  
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(p.7) “In 2012, Didyan tanan nga kilanlanon kang day care “high 
tech” Shower drinking fountain, playground,pagtuki kang ka dya 
nga edukasyon” (Kinaray-a)  

ii. “We will prioritize acquiring a computer and television set.” (p. 
9) Unahon ang computer kag T.V. (Kinaray-a) 

c) better and comfortable day care classroom 
i. “A better and comfortable day care classroom.(note: the KBA in 

Igpanolong uses the Barangay Nutrition Center for it’s 
classroom)” (p. 4) “May mayad kag komportable nga kwarto” 
(Kinaray-a) 

 
Theme: Mobilizing Human Agency 
Sub-theme: A. Financial Support to Projects for Parents and Children 

a) livelihood training for parents 
i. The barangay could provide livelihood training e.g., handicrafts 

making to parents so they would not just gossip while waiting for 
the day care session to end. Also, this could augment their 
income. (p.1) “Sa may day care indi mag-tsismis ang mga nanay, 
may gina-obra samtang gahulat sa mga bata.may livelihood ang 
barangay, training para sa mga nanay, handicrafts for additional 
income” (Kinaray-a) 

b) budget for cultural programs of children 
i. “The barangay officials allocate budget for such activity; we 

extend financial support to parents whose children compete in the 
program.” (p.1) “Every year ga-held cultural. Ga-join ang 
kabataan kag nagatugro pondo ang batangay,  gabulig sa mga 
ginikanan” (Kinaray-a) 

c)  scholarship for children 
i. “Since there are many children who do not have access to 

education because they are poor, we could provide scholarship.” 
(p.9)  “Duro ang kabataan kag iba indi maka-paeskwela sa anda 
kabataan Matugro, scholarship para ang iba nga wara gaeskwela 
maka-eskwela man” (Kinaray-a) 

d) funding support for feeding program (Igpanolong) 
i. “A budget allocation for the feeding program must be 

transparent; detailing accounting.” (p. 13) “ Feeding nga budget 
daad sa 2012, insakto nga budget may papeles dapat, program of 
work (Kinaray-a) 

ii. “There should be a day care building and a supplemental 
feeding program for children” (p.5) “Kinahanglan masiguro 
ang Day Care Building kag supplemental feeding para sa 
kabataan.” (Kinaray-a) 

iii. “Medicine and feeding program and other needs of children 
(referring to what aspects in the ECCD program must be given 
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budget)” (p.6) “Medicine and feeding kag iba pa nga 
kinahanglanon kang mga kabataan “ (Kinaray-a)  

iv. “School building, feeding program (referring to what aspects 
in the ECCD program must be given budget)” (p.6) “School 
building, feeding” 

e) medicine (Igpanolong) 
i. “Medicine and feeding program and other needs of children 

(referring to what aspects in the ECCD program must be given 
budget)” (p.6) “Medicine and feeding kag iba pa nga 
kinahanglanon kang mga kabataan “ (Kinaray-a)  

 
Sub-theme: Support to programs for day care workers 

a) honorarium 
i.  “We will increase the honorarium depending on the IRA 

(Internal Revenue Allocation) of the barangay. (p.9) “Minimum 
salary, depende sa IRA” (Kinaray-a) 

ii. “In 2012, the day care teacher is provided honorarium and is 
given travel expenses when attending training.” (p.5) “Maabot 
ang 2012 ang day care workers matugruan kang honoraria. 
Makatugro financial para sa training.” (Kinaray-a) 

iii. Honorarium” ( support for day care worker) (p.5) “honorarium” 
b) fund for health 

 “There is an available fund for the health needs of the children 
and day care worker. There is a need to allocate budget for 
medicines” (p. 12) “Ang pondo para sa aton nga maestro kag mga 
bata para kung magmasakit tanda may ara dun Budget para sa 
medicines” (Kinaray-a) 

c) travel expenses when attending training 
i.“In 2012, the day care teacher is provided honorarium and is given 

travel expenses when attending training.” (p.5) “Maabot ang 
2012 ang day care workers matugruan kang honoraria. Makatugro 
financial para sa training.” (Kinaray-a) 

 d) Staffing- or hiring additional day care teachers 
i. “We can have an additional day care teacher since there are many 

students.” (p.10) “Dugangan ang day care workers, kay duro 
estudyante kada tuig.” (Kinaray-a)  

ii. “We need an additional day care teacher for the number of 
students have increased. Now, there are three sessions in the day 
care.” (p.11) “Dugangan day care workers kay duro estudyante 
ga dugang. Tatlo ang sessions sa day care” (Kinaray-a)   

 
e) Training or education opportunities to day care workers  
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i. Hopefully, we could send our day care teacher to a distance 
learning program so she could update herself about the latest 
innovation or technology.” ( p.9) “distance learning para 
madugangan kag latest nga impormasyon para sa mga bata kag 
tana nga teacher ma-update man tana” (Kinaray-a) 

 
ii. “We can provide opportunities for training to our day care worker 

so she could further improve her skills. She can update herself 
with the latest technology for her to be an effective day care 
worker.” (p.11)“Conduct training seminarBag-o nga technology, 
trainingon pa gid tana para ma-improve ang ana effective skills, 
budget sa training” (Kinaray-a 

 
iii. “Training for day care workers on quality teaching; how to 

improve the process of teaching children. “ (p.4) “Paano 
mapamayad ang dekalidad nga pagtudlo sa kabataan. 
Mapamayad ang proseso sa pagtudlo. “ (Kinaray-a).  

 
iv. “Training for KBA facilitators on enhancing skills in teaching 

young children.” (p.4) “KBA training sa pagpamayad nga 
pagtudlo sa mga bata” (Kinaray-a) 

 
v. “Improve knowledge on relating with children; wider knowledge 

on how to be patient in teaching young children.” (p.5) 
“Madagdagan pa ang mga kaalaman nya sa pakikitungo sa bawat 
kabataan, may malawak na pang-unawa sa pagbibigay aral sa 
kabataan” 

 
f) Computer literacy  

 
i. “The day care teacher must be computer literate; she can take 

computer classes at STI.”  (p.9) “STI- group matuon computer 
ang day care worker” (Kinaray-a) 

 
Sub-theme: networks to generate resources 
 
 a) solicit support of the private sector for feeding program 

i. “Also, we intend to solicit the support of the private sector. We would 
tap the support of some businessmen in Sibalom, Antique for the 
feeding program in the day care. Some of them could be willing to 
donate for the feeding program.”(secondruondgroup2p.1) “Then, next 
step is to solicit from the private sector for the nutrition feeding of 
children. Iban nga mga businessman sa Sibalom nga pwede guro 
makatugro kang donation para sa feeding.” (Kinaray-a) 
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b) financial assistance from the congressional, provincial and municipal levels 
i. “.”At the barangay, we would file a resolution addressed to the 

municipal, provincial and even the congressman asking financial 
assistance to improve the day care program and service. 
“(secondroundgroup2p.1) Then, diri sa barangay we would make a 
resolution asking financial assistance para sa pag-improve kang day 
care center programs and projects. Ang resolusyon namon ra pwede 
nga i-address sa munisipyo, sa probinsya o sa congressman man sa 
pagpangayo ka pondo. (Kinaray-a) 

c) assistance for the construction of school building from Save the Children 
i. “As members of the barangay council we would pass a resolution asking 

assistance from Save the Children. Example for the construction of the 
school building, toys of the children and other facilities needed by 
children. We would closely coordinate with concerned agencies and the 
chief executive” (secondroundgroup1Igpanolongp.1)”Bilang mga 
miyembro kang barangay council maghimo kang resolution para 
mabuligan ang mga kabataan sa Save the Children. Halimbawa, school 
building, siripalan kang mga kabataan kag iba pa nga mga kinahanglanon 
kang mga kabataan.Pakig-angot sa natungdan nga ahensiya ukon chief 
executive.” (Kinaray-a) 

d) budget allocation for the day care center building and the supplemental 
feeding program 

“Ask for budget allocation for the construction of the day care center for 
children; also, to sustain the supplemental feeding program. The day care 
classroom is conducive for learning and the food served during feeding is 
nutritious.” (secondroundgroup2Igpanolongp.2) “Pangayo kang budget 
para sa pag-construct kang Day Care kang kabataan. Budget sa padayon 
supplemental feeding kang kabataan. Para sa permanente kag matawhay 
nga pag-tuon kang kabataan kag masustansiya nga pagkaon kang 
kabataan” (Kinaray-a) 

 
e) resource persons for training to parents on nutrition and food preparation 

i. “We would ask the assistance of the Department of Agriculture to train 
[to give seminar-workshops] parents on nutrition and affordable food. 
“ (secondroundgroup2p.1-2) “Mangayo assistance from the 
Department of Agriculure para sa training sa mga parents dugang 
kaaram sa nutrition kag mga barato nga pagkaon” (Kinaray-a) 

ii. “Our resource persons are personnel of the Department of 
Agriculture (DA), Department of Trade and Industry (DTI) or 
Department of Science and Technology (DOST). The person from DA 
talks about nutritious food; from DTI and DOST, they teach mothers 
some techno transfer on food preparation.” (secondroundgroup2p.3) 
“Ang resource person sa nutrition forum taga-DA para sa nutritious 
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food, sa DTI or DOST para may techno transfer sa mga nanay nga 
kung paano mag-prepare sang food. (Kinaray-a) 

f) nutrition forum for parents 
i. “We would hold a nutrition forum for the parents. In the forum, we want to 

impart the knowledge of food best for children.” (secondroundgroup2p.2) 
children and nutrition forum for the parents. Para mabal-an nila what kind 
of food ang ipakaon sa bata nila (Kinaray-a) 

 
g) children advocate for support to children’s programs in a cultural show    

i.  “we would stage a cultural show and invite municipal, provincial officials 
and even the congressman. We would showcase the talents of the children 
and send the message that we need their support for children’s programs.”  
(Part man sang message ang we plan nga sa diri we would be having a 
cultural show wherein ang mga ma-participate ang mga bata. Ang bida sa 
cultural show nga ra ang mga bata. Sa show nga ra makita kang mga 
municipal officials ukon we can invite even provincial officials to witness 
the show, tapos dyan ka ra nga pamaagi pwede makapangayo bulig 
kananda” (Kinaray-a) 

 
d) invite municipal officials during regular session of the barangay 

i. “We would invite municipal officials during the regular session of 
the barangay to discuss problems in the community. We would ask 
budget for the construction of the school building and the 
supplemental feeding for children.” 
(secondroundgroup1Igpanolongp.1)”Imbetaron ang mga municipal 
official sa pag-session para mahambalan ang problema kang 
komunidad. Ngayo budget sa pag-construct kang building, 
supplemental feeding sa kabataan.” (Kinaray-a)  

 
Theme: Rationale for Investing in ECCD Early Education-  
Sub-theme:  
 

a) why the need to invest in early childhood education 
i. “Judging from the state of our day care center, they would see that it has 

improved and even the children are considered as ‘bright child’. This is 
based on their performance and skills learned in school. They would see 
for themselves that because they committed to such program, the welfare 
of children greatly improved.” (secondroundgroup2p.2) 
“Based  sa present nga situation sa day care center nga kung diin makita 
nila ang day care center nga nag-improve kag ang mga bata ma-consider 
na nga bright child because of their performance due to their skills. Makita 
nanda nga kung sila mag-commit sa mga amo na nga programs sang mga 
barangay they will think nga ang ila gintugro indi man magkadto sa wala 
kay para sa kaaraydan sang mga kabataan “  
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 b) Foundation for formal education 
i. “Other barangay have an early education program because the 

day care is a foundation for formal education. I think that experts 
recommend that children should have access to early learning for 
it is a “stepping stone”, a first step to nurture a child’s mind.” (p. 
3) “Bataon pa ang bata tudluan. Pirmiro nga lintang/ stepping 
stone/ una nga pagtubo kang pinsar kang bata. Kung una ra 
matun-an” (Kinaray-a) 

c) KBA Program as Foundation for Primary Education 
i. When children are enrolled in the KBA or day care, teacher in the 

primary grade do not find it difficult to teach them skills in 
reading and writing. This is because they learned to read and 
write in the KBA. (p.3) “Pag-abot sa primary indi mabudlayan. 
Nahanas ron sa sulat, basa” (Kinaray-a) 

ii. “Parents should be encouraged to really send their children to 
school. This is to help primary school teachers have better 
prepared students.” (p.3) “Mapiritan ang ginikanan padara sa 
eskwelahan indi mabudlayan ang ginikanan kag ang maestro. 
Ang ugali kang bata iba ron. (Kinaray-a) 

d) Develop literacy  
i. There’s early education so that when a child enters grade one s/he 

knows how to write her/his name or knows how to add 1 + 1. It’s 
not so difficult for the primary school to teach because the child 
has such skills. Also, the earlier the child learns the better for 
her/his brain to develop. (p. 3) 

“Dali madevelop ang brain Kung mag-eskwela sa elementary. indi 
ron mabudlayan ang elem. teacher kay kamaan ron magsulat 
ngaran kag 1 + 1Kung temprano pa, mas nami” (Kinaray-a) 

 e). Develop social skills 
i. “Socialization with other children develops the child’s character. 

When the child is just confined at home her/his behavior would 
be different. S/he would not know how to “mingle” or “handle” 
other children; s/he will just cry.” (p.3) “Mahibi ang iba nga bata 
kung indi kamaaan   Mag-impon sa iba nga bata, madevelop ang 
character kang bata 
Kung sa balay nanda lain ang anda batasan. Mag-mingle kag 
handle sa iba nga bata” (Kinaray-a) 

ii. “Through the early learning program children gain knowledge 
early on. Also, their talents are honed, they learn good values and 
more importantly they learn how to relate with other children” 
(p.2) “Maimprobar ang mga talento, matuto ang bata 
makisalamuha at mabuting asal. Aga pa lang marami nang 
matutunan ang mga bata”  

 f) Child learns independence 
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i. “The child learns to be independent and for two hours the mother 
can do the household chores.” (p. 4) “Makabulig sa ginikanan. 
Maanad tana independent. Ang nanay makaobra pa sa anda balay 
bisan 2 ka-oras” (Kinaray-a) 

g) access to good education  
i. “The KBA program gives children access to good education; 

and develops early on children’s interest in school or education.” 
(p.2) “Develop ang kabataan temprano, taw-an interes sa pag-
eskwela” (Kinaray-a) 

h) develops early on child’s interest in school 
i. “The KBA program gives children access to good education; and 

develops early on children’s interest in school or education.” 
(p.2) “Develop ang kabataan temprano, taw-an interes sa pag-
eskwela” (Kinaray-a) 

i) children gain knowledge early on 
i. “Through the early learning program children gain 

knowledge early on. Also, their talents are honed, they learn 
good values and more importantly they learn how to relate with 
other children” (p.2) “Maimprobar ang mga talento, matuto ang 
bata makisalamuha at mabuting asal. Aga pa lang marami nang 
matutunan ang mga bata”  

j) talents are honed 
i. “Through the early learning program children gain knowledge 

early on. Also, their talents are honed, they learn good values 
and more importantly they learn how to relate with other 
children” (p.2) “Maimprobar ang mga talento, matuto ang bata 
makisalamuha at mabuting asal. Aga pa lang marami nang 
matutunan ang mga bata”  

k) learn good values 
i. “Through the early learning program children gain knowledge 

early on. Also, their talents are honed, they learn good values 
and more importantly they learn how to relate with other 
children” (p.2) “Maimprobar ang mga talento, matuto ang bata 
makisalamuha at mabuting asal. Aga pa lang marami nang 
matutunan ang mga bata”  

l) in the future, they could help the barangay and also their families when they 
are already employed 

i. “If these children could access early education and they continue 
and finish a degree, in the future, they could help the barangay 
and also their families when they are already employed.” (p.4) 
“Maka-eskwela kag makatapos tana, makabulig sa kaaraydan 
sang, barangay. Kung may obra ron makabulig sa pamilya sa 
barangay.” (Kinaray-a)     
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Theme: Children’s Health and Nutrition 
Sub-theme:  

a) Preparing nutritious food  
 

i. “Also, a “feeding station” in the day care center where parents 
could prepare nutritious food like laswa (a local vegetable soup 
dish) to children during supplemental feeding. The practice 
would deter children from buying junk food in the nearby 
stores. (p.1) feeding station sa center, laswa sa mga kabataan, 
nutritious, educate ang mga nanayvegetable garden ang 
maamot kang mga ginikanan (Kinaray-a) 

 
Theme: Legislative and Advocacy Measures for Children’ 
Sub-theme:  

a) access to nutritious food 
ii. “Prohibit sari sari store to sell junk foods; and encourage them 

to sell bananas, sweet potatoes, cassava and other healthy food” 
(p.5) “Nanay kag bata : Prohibiting sari-sari store to sell junk 
foods, piso-piso wara pulos nga pagkaon kay ga-create balatian 
sa mga bata, damu saging kag kamote” (Kinaray-a) 

iii. “We ask them to patronize native products (in support of the 
idea to pass a resolution to ban the sale of junk food)” (p.6) 
“Patronizing native products”  

b) Healthy merienda 
i. “If the children are satisfied with healthy merienda or snacks, 

they would not crave for junk food. (as rejoinder to the idea of 
an ordinance prohibiting junk food in sari sari store)” (p.6) 
“Busog man sa merienda kag pamahaw, malipat ron sanda sa 
junk foods (Kinaray-a) 

c) cleanliness of surroundings to ensure children’s health 
i. “We need to implement [enforce] the ordinance particularly on 

maintaining cleanliness of our surroundings. This is to ensure that 
our children do not get sick. Children need protection from 
dengue fever example.” (p.4) “Mauswagon-a ang implementer 
mayad nga ordinansa sa kalimpyuhan sa palibot esp. may dengue 
kag para indi magmasakit ang mga bata. Lunsar ang ordinansa 
mayad” (Kinaray-a) 

ii. “No stray dogs in the barangay; ether they are in caged or 
chained so children would not be bitten by rabid dogs. Also, dogs 
would not just defecate anywhere and the surroundings cleaner. 
Maintaining sanitation is also good for children’s health” (p.6) 
“Ang mga ayam indi ron makalagaw sa barangay para indi 
makagat ang mga kabataan; nahigot ara ron sa kurong; ka gang 
higko nanda indi maka-apekto sa health” (Kinaray-a)  
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d) safety when crossing the street 
i. “We have an ordinance that keeps school children safe from 

accidents because a local police is assigned there. They keep 
children safe when crossing the street.” (p.4) “Tanod gabulig 
bantay sa eskwelahan para safe ang mga bata magtabok sa dalan 
(Kinaray-a) 

 
e) children ages two and a half years old must be enrolled in the KBA 

program.  
i. “Together with other officials, we will draft an ordinance 

stipulating that children ages two and a half years old must be 
enrolled in the KBA program.” (p.3)  “ (Ordinansa 2-1/2 padara 
sa eskwelahan ( para gamay pa dyan ron sa KBA) (Kinaray-a)  

f)  protection and safety of children in and out of the school setting 
i. “An ordinance that ensures the protection and safety of children 

in and out of the school setting. Specifically, the children are safe 
and protected from accidents or harm.” (p.3) “Protektahan sa 
loob at labas: sa school at sa bahay ligtas sa ano mang 
kapahamakan “   

g) strict enforcement of ordinance 
i. “Our legislation is similar to that of Barangay Captain Arellano. 

However, we want to emphasize the point that this should be 
implemented [enforced].” (p. 3) “Implementar ang ordinansa” 
(Kinaray-a) 

 
Sub-theme: Advocacy Messages and Target Groups for Advocacy 
 a) improve the day care center 

i. “We want to put across the message to improve the day care and health 
centers.” (secondroundgroup1p.1) “Ang sa amon dya nga sabat sa 
number one question ang message nga gusto ipa-abot more 
improvements on day care and health centers” (Kinaray-a) 

b) awareness for rights of the child 
i.  “and public awareness for the rights and privileges of every child” 

(secondroundgroup1p.1) “and public awareness for the rights and 
privileges of every child” 

c) strict enforcement of laws and ordinances for children’s development and 
against child abuse 

ii. “What is important is to strengthen the implementation 
[enforcement] of ordinances and Republic Acts for children’s 
development and against child abuse.” (secondroundgroup1p.1) “Ang 
importante ang strengthening kang implementation sang ordinance 
kang child development and abuses. Full implementation of Republic 
Acts” (Kinaray-a) 

d) target groups of advocacy messages for children  
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i. “The parents must be aware about abuses committed to children and 
this must be stopped at the barangay level.” (secondroundgroup1p.1) 
“Para ma-aware ang mga ginikanan sang mga child abuse nga 
kalabanan nagakatabo. Kinahanglanan sa barangay level nga untaton 
(Kinaray-a) 

ii. “For decision-makers, children’s development must be a priority 
program. This must in close coordination with parents, municipal and 
barangay officials.” (secondroundgroup1p.1) “Sa decision-makers I-
prioritize guid ang child development program sa municipal kag 
barangay in coordination with parents(Kinaray-a)   

iii. “Initially, we would speak [lobby] with DWSD; at the municipal 
council  
level, we speak to the Chair of the Committee on Women and Children. 
Then, we would speak to the municipal mayor.” (secondroundgroup2p.1) 
“So bale ang first step, ma-istorya sa ila, we need to talk to them sa 
DSWD, especially sa Committee Chair on Women and Children sa 
Municipal, then next we would speak to the Municipal mayor.” 
(Kinaray-a) 
iv.”At the barangay, we would file a resolution addressed to the 
municipal, provincial and even the congressman asking financial 
assistance to improve the day care program and service. 
“(secondroundgroup2p.1) Then, diri sa barangay we would make a 
resolution asking financial assistance para sa pag-improve kang day care 
center programs and projects. Ang resolusyon namon ra pwede nga i-
address sa munisipyo, sa probinsya o sa congressman man sa 
pagpangayo ka pondo. (Kinaray-a) 

 
Theme: Index of children’s happiness- What contributes to children’s happiness as 
perceived by Barangay officials of Igpanolong 

 
a) healthy and sufficient nutrition 

i. “Children are happy when they are healthy and have sufficient 
nutrition.” (p.1) “Makita ang mayad nga lawas,kang 
kabataan,may pagkaon” (Kinaray-a) 

ii. “What make the children of Barangay Igpanolong happy is the 
story telling by teachers; toys in the classroom and the feeding 
program which is a collective effort of parents” (p.1) 
“feedings” 

iii. “The children’s health and nutrition is ensured through the 
supplemental feeding program.” (p.2) “Supplemental feeding 
para sa mayad nga lawas. (Kinaray-a) 

b) access to good education 
i. “They have access to good education.” (p.1) “may mayad nga 

edukasyon (Kinaray-a)    
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c) storytelling as a KBA activity 
i. “What make the children of Barangay Igpanolong happy is the 

story telling by teachers (p.1)” “Storytelling”    
ii. “What make the children of Barangay Igpanolong happy 

are toys from Save the Children and story telling.” (p.2) 
“storytelling” 

d) having toys in the classroom 
i. “toys in the classroom” (p.1) “laruan” 
ii. “What make the children of Barangay Igpanolong happy 

are toys from Save the Children” (p.2) “Laruan halin sa Save”  
e)  learn from and enjoy KBA program 

i. “Also, children are happy in the KBA program because they 
learn so much and they enjoy.” (p.1)”KBA na marami ang 
matututunan nga mga bata”  

 
f) Collective Action for the success of the day care program 

 
i. “It is because of the mutual support and cooperation of everyone 

in the barangay.” (p.3) “Tulungan at kooperasyon ng lahat ng 
miyembro ng barangay  

ii. “It is because of the cooperation of barangay officials and 
the members of the community.” (p.3)  “Kooperar ang opisyales, 
pumuluyo sang barangay” (Kinaray-a)  
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