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Abstract 

Young	 children	 are	 often	 projected	 as	 the	 future	 beneficiaries	 and	 guarantors	 of	

national	development	agendas.	From	early	2000	to	the	present,	the	Government	of	

Indonesia	has	deployed	policy	initiatives	that	made	tremendous	advances	in	the	rapid	

increase	of	access	 to	early	childhood	education	services.	From	only	17.71%	 in	 the	

early	2000s,	enrolments	in	ECE	skyrocketed	to	67.51%	in	2017.	The	drive	for	such	

achievement	 has	 been	 inseparable	 from	 global	 education	 movements,	 especially	

since	the	Education	for	All	(EFA)	Dakar	Framework	for	Action	articulated	a	specific	

goal	 for	ECE	 in	2000.	This	 thesis	documents	an	 inquiry	 into	 the	 implications	 from	

these	national	and	global	policies,	how	the	obsession	with	quantity	both	transforms	

and	is	being	utilised	by	the	people	most	affected.	

Using	Foucault’s	governmentality	framework,	this	thesis	provides	insight	into	

how	ECE	interplays	with	subjectivity	from	the	angle	of	centres’	owners	and	teachers.	

Stories	 are	 generated	based	 on	 an	 ethnographic	 case	 study	 carried	 out	 in	 a	 semi-

urban	 neighbourhood	 in	 Atambua	 of	 Indonesia's	 West	 Timor	 region.	 In	 terms	 of	

historical	moments,	this	thesis	captures	many	beginnings	in	the	life	of	ECE	located	in	

a	 community	 known	 for	 its	 precarious	 living.	 From	ECE	 expansion	 as	 a	 travelling	

global	policy,	the	history	of	women	in	ECE,	the	establishment	of	the	centre,	the	“birth”	

of	teachers,	and	interactions	with	children,	competing	discourses	are	identified	and	

analysed.	 In	 interactions	 with	 development	 projects	 and	 government	 policy,	 ECE	

opens	 possibilities	 that	 are	 not	 necessarily	 linear	 or	 coherent.	 The	 effect	 of	 ECE	

discourse	is	fruitfully	observed	through	the	postcolonial	hybridity	–	its	combinations,	

complementarity,	tensions,	and	interpolation		

Using	 a	 combination	 of	 postcolonial	 and	 feminist	 poststructuralist	

interpretations	 subjects	 and	 subjectivity,	 this	 thesis	 argues	 that	 the	 impact	 of	 the	

spread	of	ECE	goes	beyond	the	official	technical	development	practices	underpinned	

by	economic	assumptions.	Instead,	the	formal	initiatives	also	interact	with,	stimulate,	

and	 utilise	 sentiments	 and	 people's	 historicity	 that	 shapes	 their	 involvement	 in	

neoliberal	 education	 development.	 The	 claim	 to	 improve	 equity	 through	 the	

provision	 of	 ECE	 and	 education	 services	 for	 children	 from	poor	 families	 has	 been	

unsettled	through	exploration	of	these	complex	landscapes.	On	one	side,	the	ambition	

for	scale	is	critiqued	mainly	for	how	it	has	been	done	at	the	expense	of	poor	providers	



iv	

and	through	the	perpetuation	of	women	as	cheap	labour.	However,	utilising	concepts	

of	 subjects	 and	 subjectivity,	 the	 same	 process	 has	 also	 enabled	 deployment	 of	

possibilities	 through	 which	 the	 manager	 and	 school	 teachers	 could	 enact	 and	

negotiate	their	subjectivities	while	actively	living	with	the	consequences.		
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For	Nick	on	his	birthday		

For	Mama	and	Mema,		

Every	little	thing	is	gonna	be	‘ka	pai’		
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of	Religious	Affairs		

Marae/Bunaq	 An	ethnic	group	from	the	mountainous	region	of	central	Timor	that	
spread	between	Indonesia,	particularly	in	Lamaknen	sub-district	
and	East	Timor			

MDG	 Millennium	Development	Goals.	The	MDGs	comprised	eight	
international	development	goals	for	the	year	2015	established	
under	the	Millennium	Summit	of	the	United	Nations	in	2000		

MoEC	 Ministry	of	Education	and	Culture		

MoNE	 Ministry	of	National	Education	
		

MoRA	 Ministry	of	Religious	Affairs.	A	government	ministry	in	charge	of	
religions	including	religious	education		

MSS	 Minimum	service	standards		
NAEYC	 The	National	Association	for	the	Education	of	Young	Children	

NGO	 Non-governmental	organisation		
NIP	 Nomor	Induk	Pegawai	or	employee	registration	number		
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NTT	 Nusa	Tenggara	Timur		
OECD	 Organisation	for	Economic	Co-operation	and	Development		

OECD-DAC	 Organisation	for	Economic	Co-operation	and	Development	–	
Development	Assistance	Committee		

Opheffing	 Dutch	colonial	word,	literally	it	means	uplifting.	The	term	refers	to	
colonialist	civilising	mission	for	the	indigenous	people	and	the	
surrounding	environment		

Orang	pusat	 Literally	means	people	from	the	centre.	Used	for	government	
people	from	the	capital	in	contrast	to	the	people	from	the	margin		

P2KP	PNPM	
Mandiri	
Perkotaan		

A	strand	of	CDD	project	for	urban	poverty	reduction			

Panca	dharma	
wanita	

Women's	five	roles.	A	maternalist	ideological	text	based	on	kodrat	
recited	by	PKK	voluntary	cadres	to	affirm	their	positions	and	roles	
in	the	family	and	in	the	society		

Pancasila	 Indonesia’s	constitutional	ideology	
	

PAUD	 Pendidikan	anak	usia	dini	or	early	childhood	education	in	
Indonesian		

PAUD-isasi	 The	campaign	to	expand	ECE	service	provision	by	mobilising	
policy	and	using	any	available	means	at	the	community	level	

PIS	 Participant	information	sheet		
PKH	 Program	Keluarga	Harapan	or	Ideal	Family	Programme	

PKK	 Pemberdayaan	Kesejahteraan	Keluarga	
PLS	 Pendidikan	Luar	Sekolah	or	Out-of-School	Education		

PNPM	 Program	Nasional	Pemberdayaan	Masyarakat		
Pos-PAUD	 A	form	of	ECE	services	built	based	on	the	extension	of	Posyandu	

and	its	cadres		
Posyandu	 Community-based	health	post		

PPAUD	 Proyek	Pendidikan	Anak	Usia	Dini,	Indonesian	for	ECED	(see	
ECED)		

Priyayi	 People	of	middle-and	upper-class	status	in	Javanese	society,	who	
were	usually	descendants	of	noble	families	such	as	governors	or	
bupati	during	the	colonial	period		

Rewang	 Means	to	help.	A	Javanese	word	to	signify	the	collectivist	spirit	of	
getting	a	job	done.	For	women,	rewang	is	associated	with	the	
informal	inter-domestic	network	performed	during	an	event	such	
as	selametan			
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RT	 Rukun	Tetangga		

RW	 Rukun	Warga		

Satu	Desa	Satu	
PAUD		

Policy	that	obligates	every	individual	village	to	have	an	ECE	centre		

Satuan	
Pendidikan		

An	educational	or	schooling	unit		

SBM		 School-based	management.		
SD		 Sekolah	Dasar	or	Primary	School		
SD	Inpres		 Sekolah	Dasar	Instruksi	Presiden		

SPS	 Satuan	PAUD	Sejenis	or	Similar	ECE	Unit	

State-ibu-ism	 A	social	construction	of	womanhood	during	the	New	Order	regime	
that	curtails	women	as	the	appendage	of	their	husbands	and	in	
charge	of	the	household	activities		

STC	 Save	the	Children	

Tanganga		 A	Timorese	expression	for	dumb-founded,	stupid		
Tetun-Belu		 Similar	to	Tetun-Terik		
Tetun-Porto	 Tetun	language	spoken	in	East	Timor,	known	for	the	influence	of	

Portuguese	words		
Tetun-Terik	 A	variety	of	Tetun	spoken	in	the	South	and	Southwestern	coastal	

region	including	by	people	from	Belu		
Toko	 Shop	in	Indonesian.	In	Atambua,	toko	refers	to	bigger	shop	located	

in	the	inner	city		
TP	 Taman	Posyandu		

Uab	Meto	 Also	known	as	Dawan,	is	an	Austronesian	language	spoken	by	the	
Atoni	people	of	West	Timor		

UK		 United	Kingdom		
UNESCO	 The	United	Nations	Educational,	Scientific	and	Cultural	

Organization		

UNFPA	 The	United	Nations	Population	Fund	

UNICEF	 The	United	Nations	Children's	Fund		

UPE	 Universal	primary	education		
UPP	 Urban	Poverty	Project	

		
US	 United	States		
WCEFA	 World	Conference	on	Education	for	All	
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WDR	 World	Development	Report	

WHO	 The	World	Health	Organization			
WSC	 World	Summit	for	Children		

WVI	 World	Vision	International		
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Prelude: PAUD-isasi 

In	preparing	our	“golden	generation”	from	2010	[to]	2040,	there	must	

be	a	secret.	The	secret	after	we	learnt	and,	of	course,	examined	is,	Ibu	

Negara.1	We	 have	 to	 report	 that,	 the	 secret	 is,	 at	 least,	 at	 least	 God	

commands	us	 [by	 saying]:	 “O	people	of	 Indonesia,	 Insha	Allah,	 by	 the	

year	of	2045	[you	will	commemorate]	the	100th	year	of	an	independent	

Indonesia.	What	have	you	prepared	for	that	golden	year?”	God	has	given	

us	an	extraordinary	opportunity:	 “I	 give	you,”	 that’s	maybe	what	God	

said,	“[a	population	with]	productive	age	in	great	number,	only	between	

the	year	of	2010–2040,”	so	the	keyword	is…	from	inside	[of	this]	golden	

opportunity,	 there	is	a	golden	age,	which	is	early	childhood	education	

(ECE).	That	is	the	golden	age	coming	from	the	golden	opportunity…		

Alhamdulillah,	 in	 all	 regions,	 the	 ECE	 pandemic	 has	 become	 a	

remarkable	 event.	 We	 would	 like	 to	 thank	 all	 the	 ECE	 formal	 and	

informal	activators.	The	wives	of	regents,	the	wives	of	mayors,	the	wives	

of	governors,	the	wives	of	deputy	regents,	the	wives	of	deputy	mayors,	

the	wives	of	deputy	governors,	all	have	signed	up	to	be	Ibunda	or	Bunda2	

at	their	respective	district	and	municipality	and	province.	Because	of	we	

all	aware	of	ECE	as	our	hope	for	facing	the	year	of	2045…	43	%	of	our	

children	have	not	yet	accessed	ECE;	therefore,	we	need	to	work	together,	

with	diverse	elements	from	our	society,	to	make	use	of	the	village	hall,	

the	RT	and	RW	hall,3	to	make	use	shopping	centres	and	places	or	houses	

of	religious	worship.		

Ladies	 and	 Gentlemen,	 the	 Ibu	 Negara	 that	 I	 respect,	 before	

concluding	on	this	occasion,	we	would	like	to	make	a	heartfelt	request	

to	the	Ibu	Negara	to	be	pleased	to	become	the	ECE	Mother	of	the	national	

	
1	Ibu	Negara	or	State’s	Lady	is	the	official	address	of	the	wife	of	the	president,	equal	to	the	American	
term	First	Lady.	
2	Ibunda	or	Bunda	means	mother	in	Indonesian	language	
3	RT	is	short	for	Rukun	Tetangga;	translated	literarily	it	means	inter-neighbour	harmony;	it	is	the	lowest	
unit	of	community	administration	and	basis	for	community	organisation	in	Indonesia.	An	“RT”	consists	
of	anything	from	30	to	more	than	100	households,	depending	on	the	population	density;	RW	is	Rukun	
Warga	or	residential	harmony	which	consists	of	several	RT	units	
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level…	At	 the	 same	 time,	 also	 to	 be	 the	Mother	 of	 ECE	Mothers	 from	

districts,	towns,	and	provinces.	For	your	wish	and	willingness,	we	would	

like	to	express	appreciation	and	gratitude.	Hopefully	what	we	do	on	this	

occasion	 as	 well	 as	 what	 to	 become	 a	 good	 deed	 for	 us	 all.	 Kindly	

apologise	if	there	is	a	mistake	that	I	made.	Thank	you	very	much	(Nuh,	

2011)
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Chapter 1: A Place to Begin 

Introducing the Research 

This	 thesis	 discusses	 the	 messy,	 fragmented	 process	 behind	 Indonesia’s	 early	

childhood	 education	 (ECE)	 expansion	 policy,	 specifically	 in	 a	 poor	 community	 –	

reflecting	the	policy’s	main	target.	The	argument	in	this	thesis	is	two-fold:	first,	that	

the	 implementation	 of	 this	 expansion	 goes	 beyond	 technical	 measurements	 and	

economic	 calculation.	 Instead,	 it	 interacts	 and	 instrumentalises	 socio-cultural	

conditions	and	sentiments	built	by	a	long	history	of	governmentality.	The	stated	drive	

to	reduce	inequity	through	provision	of	ECE	services	for	children	from	poor	families,	

as	this	research	shows,	is	carried	out	at	the	expense	of	the	poor	providers	and	through	

perpetuation	of	women	as	cheap	 labour.	The	second	part	of	 the	argument	provides	

another	perspective	of	 governmentality,	where	 self-becoming	and	 self-actualisation	

are	enabled,	allowing	providers	and	teachers	to	enact	and	negotiate	their	subjectivities	

and	the	consequences.		

	

	
Figure	1:		Gross	enrolment	rate,	Early	childhood	education	Indonesia	in	percentage	
term		

	

	
4	Data	for	the	table	is	obtained	from		multiple	sources:	(1)	Data	for	2000	and	2002	from	UNESCO	EFA	
Report	(2007a);	(2)	Data	for	2007	–	2009	from		Strategic	Planning	of	MoEC	(2010);	(3)		Data	from	2011-
17,	retrieved	from	the	official	website	of		MoEC	(2018a);	Reliable	data	for	2001,	2004-6	unavailable.	
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Indonesia	 is	 one	 of	 the	 countries	 that	 has	 experienced	 a	 rapid	 increase	 in	

provision	of	ECE	services.	In	less	than	2	decades,	as	shown	in	Figure	1,	ECE	enrolment	

jumped	from	17.7	%5	in	early	2000	(National	Education	For	All	[EFA]	Forum,	2003)	to	

67.51	%	in	2017	(Ministry	of	Education	and	Culture[MoEC],	2018a).	From	only	59,179	

ECE	units	(mainly	kindergartens),	now	there	are	more	than	190,000	centres	across	the	

country.	 ECE	 services	 are	 also	 delivered	 through	 a	 greater	 variety	 of	 providers,	

including	 kindergartens,	 playgroups,	 nurseries,	 and	 the	 “other	 similar	 services,”	

known	as	SPS.	This	tremendous	increase	is	inseparable	from	global	trends,	especially	

determined	by	the	goals	of	the	EFA	Dakar	Framework	for	Action,	signed	in	2000.		

The	 first	 goal	 of	 EFA	 specifically	 articulates	 the	 need	 for:	 “expanding	 and	

improving	comprehensive	early	childhood	care	and	education,	especially	for	the	most	

vulnerable	and	disadvantaged	children”	(p.	8).	Although	the	goal	does	not	come	with	a	

universal	indicator	of	achievement,	the	movement	drove	the	Indonesian	government	

to	set	targets	to	increase:	(1)	the	participation	rate	of	0–6-year-old-children	to	85	%	

by	2015;	(2)	the	participation	rate	of	4–6-year-old-children	to	75	%	also	by	2015;	(3)	

the	quality	and	number	of	institutions	providing	comprehensive	care	and	educational	

services;	and	(4)	the	participation	of	the	community	in	a	variety	of	early	education	and	

care	programmes	(National	EFA	Forum,	2003).	Both	the	EFA	and	these	targets	justify	

and	explain	the	growth	of	transnational	development	networks	on	ECE	in	Indonesia	

(Adriany	&	Saefullah,	2015;	Newberry,	2012b).		

EFA	was	signed	in	the	same	year	as	the	launch	of	the	Millennium	Development	

Goals	 (MDGs)	with	 its	overarching	mission	of	ending	poverty.	Although	ECE	 is	only	

considered	indirectly	related	to	MDGs,	the	emphasis	on	poverty	reduction	strategically	

positioned	 ECE	 as	 the	 most	 promising	 educational	 investment	 that	 could	 address	

problems	of	 future	 inequity.	 Such	positioning	was	mostly	 campaigned	 for	based	on	

propositions	generated	by	human	capital	theory.		

	
5	This	figure	only	includes	kindergarten	as	formal	ECE	that	covered	children	from	4	to	5	years	old.	The	
figure	excludes	data	from	Raudhatul	Athfal	(RA),	as	the	Islamic	formal	version	under	the	governance	of	
Ministry	of	Religious	Affairs,	as	well	as	data	from	other	types	of	ECE	provisions	with	a	wider	range	of	
age	coverage	(known	as	“non-formal”	ECE).	ECE	as	education	for	children	from	0–6	provided	through	
diverse	facilities	was	only	recognised	after	the	issuance	of	the	updated	law,	Law	Number	20	Year	2003	
on	Indonesia’s	National	Education	System.		
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Emerging	in	the	late	1950s	and	pioneered	by	economists	such	as	Ted	Schultz,	

Jacob	Mincer,	Milton	Friedman,	Sherwin	Rosen	and	Gary	Becker,	human	capital	theory	

links	 the	 human	 knowledge,	 skills,	 health	 and	 values	 embodied	 in	 a	 person	 with	

changes	 to	 economic	 productivity	 and	 growth	 (Becker,	 1994).	 The	 theory	 gives	

particular	importance	to	education	and	learning	as	the	most	strategic	investment	for	

human	development.	Discussants	of	the	theory’s	ideas	on	ECE	frequently	cite	the	work	

of	James	Heckman	(2000)	on	three	ECE	programmes	in	the	United	States	(US)	carried	

out	 between	 the	 1960s	 and	 1980s.	 Using	 broad	 economic	 procedures,	 Heckman	

(2000)	 claims	ECE	 is	 the	 education	 level	 from	which	 the	 greatest	 economic	 rate	 of	

return	can	be	gained.	Through	economic	regression	models,	he	further	argues	that	the	

economic	return	tends	to	be	progressively	higher	as	the	ECE	is	directed	at	the	poorest	

community.	In	his	calculation,	the	term	return	is	conceptualised	mostly	as	reduction	of	

government	 public	 spending	 from	 paying	 social	 costs	 such	 as	 funding	 correction	

facilities,	special	education,	and	health	treatments.		

Globally,	 Heckman’s	 (2000)	 argument	 is	 widely	 used	 by	 international	

development	 donors,	mainly	 the	World	 Bank,	 in	 launching	 its	 interventions	within	

developing	countries	(Mahon,	2010;	Penn,	2011).	The	morality	of	addressing	poverty	

through	the	lives	of	“innocent”	children	escalates	the	global	obsession	with	ECE	that	it	

should	be	“prioritised	at	any	cost”	(Penn,	2005,	p.	156).	Indonesia	is	not	an	exception	

to	this.	The	human	capital	approach	appears	in	the	discourse	of	ECE	circulated	among	

international	 development	 donors	 and	 government	 officials.	 The	 scale	 of	 donor	

assistance	to	ECE	in	Indonesia,	which	is	the	largest	recipient	of	overseas	development	

assistance	in	ECE	so	far	(OECD.Stat,	2018),	mirrors	the	strength	of	the	theory	in	policy	

knowledge	and	practices.	The	theory	intensifies	efforts	on	ECE,	targeting	poor	regions	

and	communities	through	the	policy	of	PAUD-isasi	or	“ECE-isation.”	

In	Indonesia,	the	state-led	movement	to	prioritise	and	expand	ECE	coverage	is	

known	as	PAUD-isasi	(Nuh,	2014).	Used	more	as	an	informal	term,	PAUD-isasi	refers	

to	a	set	of	peremptory	measures,	such	as	the	moral	imperative	that	every	village	must	

have	at	least	one	ECE	centre	through	the	policy	of	One-Village-One-ECE-Centre	(Satu	

Desa	Satu	PAUD),	the	inauguration	of	village	and	regional	leaders’	wives	with	the	roles	

of	Bunda	PAUD	(ECE	Mothers),	and	financial	packages	directed	at	the	community	to	

facilitate	 rapid	 establishment	 of	 ECE	 centres	 in	 disadvantaged	 communities	 (Nuh,	

2014).		



Chapter	1:	A	Place	to	Begin	
	

	6	

The	 policy	 is	 also	 known	 to	 utilise	 nationalist	 and	 rationalist	 sentiments	 in	

responding	to	some	future	predictions	in	Indonesia.	In	the	grand	design	of	ECE	policy,	

the	nationalist	sentiment	has	risen	by	positioning	ECE	targets	for	achieving	universal	

access	 as	 a	 special	 gift	 for	 Indonesia’s	 celebration	 of	 the	 100th	 anniversary	 of	

independence	in	2045.	Meanwhile,	using	the	“demographic	dividend”6	–	a	condition	

where	 productive-aged	 citizens	 significantly	 outnumber	 the	 non-productive	

population	–	the	rationalist	calculation	of	the	impact	of	population	growth	was	used.	

Demographic	projections	for	Indonesia	predict	that,	 in	2030,	Indonesia	will	become	

the	seventh	biggest	economy	in	the	world	with	90	million	middle-class	people	(Hayes	

&	Setyonaluri,	2015).	This	demographic	prediction	is	often	presented	in	the	form	of	a	

certain	and	unchangeable	fate,	a	very	near	futuristic	reality	that	requires	urgent	and	

significant	attention	from	everyone.	The	coherence	of	the	scenario	is	based	on	binary	

thinking	 centred	 on	 economic	 productivity:	 early	 education	 intervention	 is	

immediately	 needed	 so	 that	 Indonesia	 can	 optimally	 reap	 this	 small	 window	 of	

opportunity.	In	failing	to	provide	this	intervention,	the	productive	population	will	only	

become	“burdens”	for	later	generations.		

At	 the	 heart	 of	 this	 PAUD-isasi	 campaign	 is	 the	 reliance	 on	 community	

participation.	Nikolas	Rose	(1999)	defines	the	institution	of	community	thus:	“a	sector	

is	 brought	 into	 existence	 whose	 vectors	 and	 forces	 can	 be	 mobilised,	 enrolled,	

deployed	in	novel	programmes	and	techniques	which	encourage	and	harness	active	

practices	 of	 self-management	 and	 identity	 construction,	 of	 personal	 ethics	 and	

collective	allegiances”	(p.	176).	Rose’s	definition	suggests	the	process	of	 turning	the	

socio-cultural	 meanings	 of	 community	 into	 “graspable”	 institutions	 through	 which	

economic	 development	 interventions	 and	 measurements	 can	 be	 quantified.	

Historically,	 a	 large	 percentage	 of	 Indonesia’s	 ECE	 centres	 have	 been	 operated	 by	

private	 entities,	 whether	 they	 were	 large	 corporate	 models	 (Adriany,	 2018a;	

Newberry,	 2012b)	 or	 smaller	 scale	 kindergartens	 run	 by	 non-profit	 private	

foundations	(yayasan)	and	elite	private	individuals.	Relying	on	this	model,	ECE	centres	

–	mostly	in	kindergarten	format	–	tend	to	be	concentrated	in	big	cities	catering	to	the	

	
6	 The	 term	demographic	 bonus	 has	 appeared	 since	 the	 government’s	 2005–2009	 planning	 cycle,	 as	
reflected	in	the	Government	of	Indonesia’s	(GoI,	2004)	mid-term	planning	document	and	various	other	
documents.	 The	 criticality	 of	 education	 to	 Indonesia’s	 demographic	 future	 also	 became	 the	 title	 of	
memoir	written	by	Mohamad	Nuh	(2014),	former	education	minister:	Menyiapkan	Generasi	Emas	2045	
(Preparing	the	2045	Golden	Generation)	at	the	end	of	his	ministerial	position	in	2014.	
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needs	of	middle-income	families	(Chang	et	al.,	2006).	For	example,	until	the	mid-1980s,	

Indonesia’s	ECE	enrolment	rate	was	still	around	3.67	%	with	most	access	concentrated	

on	 the	 central	 island	 of	 Java,	 which	 contributed	 73	%	 of	 the	 total	 participation7	

(Thomas,	 1992).	 The	 policy	 of	 PAUD-isasi	 aims	 to	 distribute	 access	 by	 involving	

general	community	members	as	the	providers	for	their	own	community.	Designed	by	

the	government,	 the	PAUD-isasi	 is	meant	to	mobilise	all	 layers	of	the	community	to	

accelerate	the	increase	of	access	(Nuh,	2011,	2014).	Connecting	Indonesia’s	move	in	

ECE	with	 Rose’s	 (1999)	 argument	mentioned	 earlier	 indicates	 a	 transformation	 of	

community	not	only	 as	 the	 recipients	of	ECE,	but	 also	 as	 implementers	with	moral	

motivations	

Issues	 of	 ECE	 provision	 become	 particularly	 complex	 in	 poor	 communities.	

Helen	Penn	(2005),	for	instance,	questions	the	adoption	of	human	capital	analysis	for	

ECE,	which	was	mainly	generated	in	the	US	to	combat	poverty	in	developing	countries.	

Heckman’s	(2000)	theorem	on	the	importance	of	investing	in	the	poorest	to	yield	the	

highest	return	spurs	the	belief	that	ECE	services,	of	any	kind,	could	“cure”	poverty	in	

the	future,	following	patterns	generated	in	the	US	contexts	(Penn	&	Kjørholt,	2019).	

The	logic	of	this	policy	is	fairly	linear:	the	more	services	provided,	the	more	children	

can	be	covered,	and	the	higher	the	number	of	productive	citizens	in	the	future.	With	

this	 logic	 in	 mind,	 resources	 are	 mobilised	 to	 spread	 the	 number	 of	 centres	 by	

suppressing	the	cost.	In	this	context,	the	term	cost	denotes	the	calculable	unit	cost	of	a	

centre	used	as	a	reference	for	the	government’s	public	expenditure.	In	Indonesia,	this	

phenomenon	 is	 observable	 in	 policy	 discourses	 at	 the	 beginning	 of	 the	 expansion.	

Policy	reviews	and	pilot	projects	were	pursued	to	offer	the	government	a	selection	of	

affordable	low-cost	models	that	would	not	destabilise	the	fiscal	capacity	(see	Chang	et	

al.,	2006;	UNESCO,	2005;	van	Ravens,	2010).	However,	as	Penn	(2005)	further	argues,	

by	assuming	a	centre	to	be	“low-cost,”	the	government	shifts	the	financial	burden	to	

the	family	and	teachers	who	were	also	part	of	the	poor.	In	addition	to	this,	the	strong	

focus	on	expanding	access	ignores	issues	that	can	potentially	disrupt	the	speed	of	the	

expansion.	These	issues	range	from	providers’	capacities	to	function,	recurrent	costs,	

and	educators’	training,	to	legal	recognition.		

	
7	 Enrolment	 rate	 attained	 based	 on	 manual	 calculation	 from	 the	 provincial	 data	 provided	 in	 the	
literature.	
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The	 reduction	 of	 government	 funds	 and	 the	 increasing	 responsibility	 of	 the	

community	 epitomises	 the	 domination	 of	 neoliberal	 principles	 in	 the	 logic	 of	

development	 (Li,	 2007).	 Some	 authors	 argue	 that	 the	 influence	 of	 human	 capital	

proves	the	centrepiece	of	neoliberalism	in	ECE	(see	Lightfoot-Rueda	&	Peach,	2016;	

Mahon,	2010)	while	others	remark	on	the	subtle	differences	(see	Penn,	2005;	Smith,	

Tesar,	&	Myers,	2016).	In	this	research,	human	capital	is	used	to	refer	to	the	principle	

of	cost-and-benefit	analysis,	while	neoliberalism	is	most	frequently	used	to	refer	to	the	

market	principle	that	underpins	the	delivery	of	ECE.		

Specific	 to	 the	 structure	 of	 ECE	 intervention	 in	 developing	 countries,	 the	

introduction	of	market	principles	in	programmes	for	young	children	is	largely	shaped	

by	the	influence	of	international	donors,	particularly	the	World	Bank	and	UNICEF	(P.	

W.	Jones	&	Coleman,	2005;	Mahon,	2010).	In	deploying	ECE	policy,	government	only	

provide	community	with	subsidies	or	block	grants	that	are	not	intended	to	cover	all	

expenses.	The	underpinning	assumption	is	that:		

Such	 efforts	 enable	 providers	 to	 benefit	 from	 public	 subsidies	 while	 also	

participating	in	a	competitive,	choice-based	system...	In	addition,	they	benefit	

parents	by	increasing	the	number	and	type	of	care	options	to	choose	from	(e.g.,	

based	on	convenience,	proximity,	flexibility	of	hours).	By	helping	to	create	new	

providers	 locally,	government	helps	consolidate	the	players,	power,	position,	

and	perception	of	early	child	development,	primarily	at	the	local	 level.	(M.	E.	

Young,	1995,	pp.	386–387)		

In	 reality,	 many	 providers	 are	 not	 capable	 of	 benefitting	 from	 the	 market	

system.	Instead,	the	surmounting	pressure	to	achieve	expansion	justifies	the	revival	of	

women	 as	 the	 main	 non-governmental	 governance	 mode	 for	 family	 interventions	

(Newberry,	 2010,	 2012b);	 the	 recruitment	 of	 educators	 with	 low	 competencies	

(Yulindrasari,	 2017),	 uncertain	 legal	 status	 and	 recognition	 (Formen,	 2018);	 and	

increased	“othering”	practices	(Adriany,	2013).	

Early Childhood Education Expansion: Measured by Numbers 

Expansion	is	a	not	a	strange	concept	in	education.	Boli,	Ramirez	and	Meyer	(1985),	for	

example,	 argue	 for	 the	 pervasiveness	 of	 egalitarian	 perceptions	 and	 social	 vertical	

mobility	as	dominant	 factors	 that	encourage	national	governments	 to	prioritise	 the	

expansion	 of	 modern	 education	 in	 their	 territories.	 The	 expansion	 offers	 the	
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institutionalisation	of	universalised	 learning	with	 the	principle	of	 inclusiveness	and	

individual	action	that	can	dismantle	the	feudalistic	character	of	traditional	societies.	

Providing	and	distributing	access	to	education	is	considered	as	a	moral	imperative	for	

the	same	reason,	while	opposition	to	expansion	–	for	many	ideological	reasons	–	has	

also	disappeared	(Meyer,	Ramirez,	&	Soysal,	1992).		

At	a	glance,	the	term	expansion	in	Indonesian	ECE	may	sound	self-explanatory,	

especially	when	the	targets	are	simplified	into	numbers:	the	change	of	coverage	from	

x	to	y	percent	by	z	year.	However,	as	Rose	(1999)	argues,	numbers	hold	political	power	

within	technologies	of	government:	

Numbers,	like	other	“inscription	devices,”	actually	constitute	the	domains	they	

appear	to	represent;	they	render	them	representable	in	a	docile	form	–	a	form	

amenable	to	the	application	of	calculation	and	deliberation.	Hence	it	is	not	just	

that	the	domain	of	numbers	is	politically	composed,	but	also	that	the	domain	of	

politics	is	made	up	numerically.	(p.	198)	

Therefore,	 targeting	by	number	 is	not	 limited	 to	 the	quantity	of	ECE	centres	

built	during	a	certain	period;	instead,	numbers	are	always	a	product	of	“simplification,	

reification	 and	 abstraction,	 which	 have	 far-reaching	 implications	 for	 redefining	

priorities”	 (Fukuda-Parr,	 2014,	p.	 105)	or	 a	 “rhetorical	 technique	of	 ‘black-boxing’”	

(Rose,	1999,	p.	198).	Meeting	targeted	indicators	for	ECE	expansion	requires	a	process	

of	extraction	that	may	obscure	the	messy	realities	from	which	the	number	is	generated.	

The	drive	towards	numbers	also	conceals	the	human	stories	behind	the	establishment	

of	an	ECE	centre.	Questions	arise	around	who	provides	ECE	services	–	especially	 in	

poor	communities	–	through	what	means	and	procedures,	and	how	their	experiences	

affect	 the	 delivery.	 These	 need	 a	 response	 in	 order	 to	 understand	 the	 journey	 of	

increasing	the	indicators	from	x	to	y	percent,	and	whether	or	not	the	increase	reflects	

the	campaign	objectives	of	addressing	poverty.	

As	part	of	government	technology,	numbers	also	govern	our	subjectivities	as	

thriving	 human	 beings.	 Drawing	 from	 Rose’s	 argument,	 Stephen	 Ball	 (2015)	

illuminates	this	power	of	numbers	in	the	light	of	subjectification	by	saying	that	we	are	

“subjects	 to	 a	 number	 and	 numbered	 subjects”	 (p.	 299).	 Numbers	 are	 a	 powerful	

instrument	 for	 our	 reflection,	 capturing	 who	 we	 are	 and	 how	 we	 want	 to	 be	

represented,	 hence	 encouraging	 our	 continuous	 process	 of	 becoming	 under	 the	

neoliberalist	triad	of	truth-power-and-self.	Ball	(2015)	further	writes:	“As	neoliberal	
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subjects	 we	 are	 constantly	 incited	 to	 invest	 in	 ourselves,	 work	 on	 ourselves	 and	

improve	ourselves	–	drive	up	our	numbers,	our	performance,	our	outputs	–	both	in	our	

personal	lives	and	our	work	lives”	(p.	299).	Referring	to	Ball’s	argument,	numbers	are	

not	only	 about	 the	quantity	of	ECE,	 but	how	 the	quantity	 is	made	and	 represented	

against	 certain	performances	and	desired	outputs,	 and	aligned	 to	 the	underpinning	

rationale.		

Research Aims, Terminology and Scope 

Drawing	from	the	aforementioned	argument	on	numbers	as	the	result	of	extraction	

and	the	making	of	subjects,	this	research	aims	to	investigate	the	impacts	of	numbers	

from	experiences	 in	establishing	an	ECE	centre	 in	a	poor	 community,	based	on	 the	

perspectives	of	managers	and	teachers	whose	narratives	have	been	marginalised	by	

the	discourse	of	expansion	policy.	The	main	research	question	is:	

“How	is	an	ECE	service	made	possible	in	a	poor	community?”	

In	this	research,	ECE	expansion	is	framed	as	part	of	transnational	development	

efforts	to	narrow	the	gap	between	rich	and	poor	by	introducing	the	human	capital	logic	

of	 increased	 productivity	 (Shields,	 2013)	 with	 the	 neoliberal	 mode	 of	 delivery	

(Adriany,	 2018b;	 Adriany	 &	 Saefullah,	 2015).	 The	 intention,	 as	 reflected	 in	 the	

question,	is	to	understand	how	the	service	has	been	carried	out	and	by	whom,	and	how	

it	 affects	 the	 subjectivity	 of	 the	 implementers.	 Focusing	 on	 owners/managers	 and	

teachers,	 the	 framing	 used	 in	 this	 study	 positions	 them	 as	 providers	 whose	 new	

identities	 in	 ECE	 are	 enabled	 by	 the	 expansion.	 Consequently,	 this	 research’s	main	

emphasis	is	on	the	day-to-day	experiences,	while	the	policy	is	positioned	as	a	vehicle	

and	one	of	the	explanatory	sources	for	discourses	appearing	in	the	daily	lives	of	the	

providers.		

In	 the	 context	 of	 Indonesia,	 the	 term	 vulnerable	 and	 disadvantaged,	 as	

prescribed	 by	 the	 EFA’s	 goal,	 has	 been	 mostly	 associated	 with	 people	 living	 with	

economic	 inequity,	 due	 to	 the	 World	 Bank’s	 influential	 mega-projects	 and	 the	

widespread	cost–benefit	analysis	approach	that	designated	the	ECE	project	to	serve	

the	poorest	communities	from	the	lowest	quintile	(Adriany	&	Saefullah,	2015;	Chang	

et	 al.,	 2006;	 Hasan,	 Hyson,	 &	 Chang,	 2013).	 However,	 different	 to	 essentialist	

definitions	of	poverty	provided	by	many	development	organisations,	the	terms	poverty	
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and	 poor	 in	 this	 research	 are	 treated	 no	 more	 than	 as	 an	 invention	 of	 modern	

development	 under	 the	 biased	 conception	 of	 Western	 institutions.	 This	 position	

follows	 arguments	 provided	 by	 Majid	 Rahnema	 (1991)	 who	 argues	 about	 the	

impossibility	of	capturing	poverty	in	its	totality.	On	poverty,	Rahnema	writes:	

Poverty…depends	on	the	following	factors:	a	number	of	“materialities”	or	facts;	

the	 subject’s	 own	 perception	 of	 one’s	 condition;	 the	 others’	 gaze	 on	 that	

condition;	 and,	 finally,	 the	 various	 “spimes”	 [space	 and	 times]	 affecting	 and	

defining	the	last	three	sets	of	elements.	(p.	9)		

Rahnema’s	position	on	poverty	also	justifies	the	use	of	terms	of	poverty	based	

on	stereotypes	as	intersubjective	social	feelings	that	are	unstable	and	fluid,	instead	of	

on	 objective	 technical	 selection.	 This	 research	 is	 generated	 from	 a	 series	 of	

ethnographic	fieldworks	with	an	ECE	centre	in	a	small	community	in	Atambua,	a	small	

border	 town	 in	Nusa	Tenggara	Timur	 (NTT)	Province	 that	belongs	 to	 the	 region	of	

Eastern	Indonesia.	Among	Indonesians,	the	term	Eastern	Indonesia	does	not	only	point	

at	an	“objective”	geographical	framing	of	a	region	in	the	eastern	part	of	the	country.	

Instead,	 where	 the	 “east”	 really	 starts	 can	 be	 debated	 as	 it	 conflates	 geographical	

awareness	with	 the	 stereotypical	 pattern	 of	 under-development	 (see	Kartasasmita,	

1993)8.	This	research	offers	analysis	on	how	labels	of	being	under-developed	and	poor	

can	produce	specific	subjectivities	towards	education	and	ECE.		

The	intention	of	this	research	is	not	to	promote	or	to	argue	against	the	global	

agenda	on	education	as	a	development	method;	 it	 is	not	 in	my	 interests	 to	dispute	

whether	EFA	or	MDGs	 are	 successful	 global	 regimes	 in	meeting	 the	 targets.	 In	 this	

research,	my	focus	is	to	understand	how	ECE	workers”	subjectivities	are	enabled	by	

the	expansion,	how	they	emerged	from	a	particular	site	of	historicity	through	the	hand	

of	“development,”	and	how	these	subjectivities	affect	their	lives.		

Philosophically,	 this	 thesis	 follows	 the	 phenomenological	 research	 tradition	

that	attempts	to	understand	the	phenomenon	that	 lies	enclosed	in	our	preacademic	

knowledge	 (Henriksson,	 2012).	 Studying	 “lived	 experience,”	 the	 main	 intention	 of	

phenomenology	is	to	produce	“plausible	insights	not	theories”	(Van	Manen,	1990,	p.	

	
8	In	his	paper,	Kartasasmita	(1993),	a	long	serving	Minister	of	Planning	under	the	New	Order	regime,	
defined	Eastern	Indonesia	as	a	region	on	the	eastern	side	of	 the	Makassar	Strait	and	Lombok	Strait.	
However,	 concerning	 the	 economic	 characteristics	 of	 the	 region,	 the	 region	 is	 extended	 to	 include	
Kalimantan	Island.	The	term	has	been	systematically	used	as	a	development	category	since	the	New	
Order	period,	particularly	from	the	REPELITA	VI	onwards.		
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9).	 The	 ECE	 workers,	 in	 this	 understanding,	 are	 positioned	 as	 “living,	 breathing,	

subject[s]”	 (Henriksson,	 2012,	 p.	 134)	 that	 need	 to	 be	 understood	 “against	

compartmentalizing”	(Henriksson,	2012,	p.	135)	theories	and	categories.	A	theoretical	

framework	is	used	for	analysis	and	not	to	reshape	the	data	to	fit	propositions.		

Unlike	research	that	stresses	a	firm	logic	of	linearity,	this	one	neither	starts	nor	

evolves	from	a	purely	technical	process.	Instead,	it	grows	from	multiple	intersections	

of	 identities	 and	 views	 and	 evolves	 through	 the	 boundary-seeking	 method	 of	

answering	 the	 question	 “what	 is	 this	 a	 case	 of?”	 (Stake,	 2005,	 p.	 444;	 described	 in	

Chapter	 2).	 This	 decision,	 combined	 with	 the	 limited	 timeframe	 for	 fieldwork,	

significantly	affects	the	scope	of	this	research.	For	example,	despite	its	fairly	significant	

influence	on	ECE,	 this	research	does	not	capture	 the	maternalist	 implementation	of	

Bunda	PAUD	mainly	because	of	the	focus	on	the	family	of	the	owner/manager	and	their	

centre	within	a	specific	setting.		

In	 terms	 of	 knowledge,	 the	 objective	 of	 pursuing	 this	 research	 from	 these	

particular	angles	with	these	particular	methods	is	to	generate	an	alternative	of	“truth”	

on	 ECE	 expansion,	 in	 a	 parrhesiastic	 mode	 of	 “speaking	 truth	 to	 power.”	 The	

knowledge	of	ECE	in	Indonesia	has	been	significantly	shaped	by	foreign	organisations.	

A	 quick	 search	 using	 Google	 with	 key	 words	 “Pendidikan	 Anak	 Usia	 Dini”	 and	

“Indonesia”	 returns	 results	 with	 reports	 and	 policy	 briefs	 written	 by	 large	

organisations	such	as	the	World	Bank,	UNICEF,	or	OECD.	Third-world	countries	like	

Indonesia	have	become	not	only	a	target	for	international	development	work,	but	also	

an	 important	 node	 for	 knowledge	 reproduction	 and	 expansion.	 As	 development	

interventions	 become	 more	 systematised,	 these	 reports	 have	 made	 Indonesia	 a	

“legible”	case	(Vetterlein,	2012),	used	as	reference	for	other	interventions	or	for	the	

purpose	of	comparisons	undermining	the	situated	details	behind	such	interventions.	

Research	 in	 the	 past	 10	 years	 (Adriany,	 2018a,	 2018b;	 Adriany	 &	 Warin,	 2014;	

Newberry,	2010,	2012a,	2012b,	2017,	2018;	Yulindrasari,	2017)	has	begun	this	critical	

tradition	of	using	empirical	data	from	the	centres	to	contest	mainstream	knowledge.	

However,	their	research	is	retrieved	from	Java	as	“the	centre”	of	the	Indonesian	nation-

state.	Based	in	Atambua,	West	Timor,	this	research	offers	a	different	view,	from	a	place	

of	 the	minority	 in	 terms	of	religion,	ethnicity,	history)	at	 the	border	of	 the	country,	

looking	to	the	centre.		
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Theoretical Overview 

This	 research	 is	 informed	 by	 poststructuralist	 Judith	 Baxter	 (2003),	 who	 provides	

three	 loosely	 and	 self-reflexively	 identifiable	 features	 that	 characterise	

poststructuralist	works:	 (1)	 scepticism	 towards	 the	 universal	 causes	 or	 the	 “grand	

narrative,”	 (2)	 the	 contestation	 of	 meaning,	 and	 (3)	 the	 discursive	 construction	 of	

subjectivity.	 Meanwhile,	 looking	 at	 the	 intersectionality	 between	 feminism	 and	

poststructuralist	theories,	Jana	Sawicki	(1994)	believes	that	poststructuralist	theories	

allow	analytical	engagement	with	micropolitics	of	“private”	life,	where	the	dynamics	

of	patriarchal	power	take	place	at	the	most	intimate	levels	of	experience	that	includes	

women	as	active	agents	of	social	reproduction	through	concepts	such	as	“biopower,”	

“subjectification”	and	discourse.		

Chris	Weedon	(1987)	emphasises	the	feminist	poststructuralist	agenda,	that	is	

to	 understand	 why	 women	 choose	 to	 endure	 social	 relations	 which	 make	 their	

interests	 secondary	 to	 men’s	 and	 the	 operation	 whereby	 women	 and	 men	 situate	

themselves	in	particular	discursive	positions	as	representative	of	their	 interests.	To	

Weedon,	the	mission	of	the	theory	is	to	generate	power	relations	which	can	question	

the	patriarchal	view,	activate	changes	and	increase	the	demands	for	equality.	Indeed,	

poststructuralism	 cannot	 provide	 answers	 to	 all	 feminist	 questions,	 but	 it	 gives	 a	

method	to	explicate	how	power	is	exercised	with	a	conceptualisation	of	interactions	

between	 language,	 social	 institutions	 and	 individual	 consciousness	 (p.	 19).	 I	

specifically	 discuss	 poststructuralist	 theorisations	 on	 discourse,	 subjects	 and	

subjectivities	in	Chapter	2.	

Postcolonial	 theories	operate	based	on	the	assumption	of	 the	postcoloniality	

condition,	which	could	be	defined	as	an	undetachable	struggle	between	adherence	to	

and	 rejection	 of	 imperialistic	 influences	 and	 practices	 (Ashcroft,	 Griffiths,	 &	 Tiffin,	

2002).	 I	 pick	 up	 postcolonial	 theories	 to	 locate	 my	 contexts	 in	 the	 postcolonial	

continuum	of	intra-structural	inequality,	of	Atambua	as	the	margin	of	the	margin,	to	

Indonesia	as	“controller”	seen	by	the	Timorese,	to	Indonesia	as	a	Third-World	country	

in	the	unequal	global	division	of	labour	(Spivak,	2012).	Postcolonial	hybridity	is	useful	

to	 highlight	 the	 complexity	 of	 struggles	 and	 the	 indivisible	 tensions	 coming	 from	

multiple	discourses.	The	postcolonial	hybridity	also	constitutes	both	“self”	and	“other”	

within	 the	 same	 body,	 especially	 to	 highlight	 the	 relationship	 between	 dominant	
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discourses	versus	the	marginal,	between	those	that	are	perceived	to	be	modern	and	

external	 against	 what	 are	 understood	 to	 be	 more	 endogenous,	 native,	 and	

stereotypical	Atambuan	and	NTT	people	

Indonesia: A Brief Overview 

	
Figure	2:	Map	of	Indonesia.	Source:	Website	of	Indonesia	Geospatial	Information	
Board		
	

Geographically,	the	term	‘Indonesia’	represents	a	vast	archipelagic	country	with	more	

than	13,000	declared	islands	situated	in	between	two	continents:	Asia	and	Australia;	

and	two	oceans:	the	Pacific	and	Indian.	Geologically,	Indonesia’s	islands	are	unstable.	

Built	from	layers	of	colliding	and	thrusting	tectonic	plates,	the	Indo-Australian	and	the	

Pacific,	 the	 country	 lies	 on	 the	 ‘Ring	 of	 Fire’,	with	 400	 volcanoes	 -	 130	with	 active	

magmatic	 chambers,	 and	 prone	 to	 tectonic	 earthquakes	 (Reid,	 2015).	 	 Geological	

factors	 significantly	 affect	 bio-diversity	 patterns	 and	 human	 migration,	 including	

linguistic	 distribution	 and	 varieties	 of	 customs,	ways	 of	 life,	 and	 values	 among	 the	

people.	Indonesia	currently	is	said	to	have	more	than	700	living	languages	spoken	by	

300	 ethnic	 groups.	 The	 language	 diversity	 is	 bridged	 by	 Indonesian	 or	 Bahasa	

Indonesia,	 spoken	 by	 most	 of	 the	 population	 and	 used	 as	 the	 official	 language	 of	

education,	government	and	business	 (Oetomo,	1989)	Demographically,	present	day	

Indonesia	comprises	237,600,000	people	(BPS,	2010)	making	the	country	the	fourth	

biggest	in	terms	of	population	after	China,	India,	and	the	US	(World	Population	Review,	
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2019).	From	the	total	population,	more	than	fifty	per	cent	lives	on	Java,	a	stark	contrast	

to	the	less	than	two	per	cent	population	that	lives	on	the	island	of	Papua	(BPS,	2010).		

	“Indonesia”	is	a	term	that	was	only	recently	‘invented’.	The	word	did	not	exist	

before	J.R.	Logan,	a	British	anthropologist,	coined	the	term	in	1850	to	refer	to	a	vast	

archipelago	 on	 the	 east	 side	 of	 India	 (Jones,	 1973,	 p.	 103).	 The	 term	 gained	more	

political	significance	in	the	hands	of	early	nationalist	activists.	It	was	chosen	mainly	

because	 it	 disassociates	 the	 archipelagic	 society	 from	 the	 status	 of	 a	 Dutch	 colony	

under	the	name	of	Nederlandsch-Indië	and	also	for	 its	neutrality	against	the	ancient	

vision	of	‘nusantara’	that	refers	to	the	expansive	militaristic	rule	under	the	rule	of	the	

Javanese	as	the	most	dominant	and	largest	ethnic	group	in	the	country	(R.	Jones,	1973).	

In	 1928,	 the	 Indische	 student	 association	 in	 the	 Netherlands	 changed	 the	

organisation’s	name	from	‘Indische	Vereeniging’	(Association	for	People	of	the	Indies)	

to	 ‘Indonesische	 Vereniging.’	 (Association	 for	 Indonesian	 People,	 p.110).	 	 In	 1945,	

‘Indonesia’	was	proclaimed	by	‘Indonesian’	leaders,	Soekarno	and	Mohammad	Hatta,	

as	an	independent	nation-state.	International	recognition	was	only	obtained	in	1949	

through	a	 formal	 legal	decolonisation	procedure.	The	 first	official	name	of	 the	new	

nation-state	was	the	Republic	of	United	States	of	Indonesia	(RUSI).	In	1950,	most	of	

the	federal	states	were	dissolved	into	a	single	unitary	republic.	The	new	country	was	

registered	as	the	60th	member	of	the	United	Nations	in	1950	under	the	official	name	of	

‘Republic	of	Indonesia(Farram,	2003)’.	

Indonesia’s	contemporary	political	history	started	with	European	colonialism	

interwoven	with	the	rise	of	nationalism	awakening	in	the	early	1900s.	Despite	the	the	

rhetoric	of	350	years	under	European	imperialism	and	colonialism9,	with	three	years	

of	Japanese	occupation,	the	foreign	rulers	were	unequally	and	differently	experienced	

across	 places	 (Farram,	 2003).	 Imperialist	 practices	 began	 in	 the	 1500s	 when	 the	

Portuguese	conquered	Melaka	Strait	(a	port	city	in	present	day	Malaysia)	and	thrusted	

beyond	to	find	the	Spice	Islands	(the	present	day	Maluku	archipelago)	for	cloves	and	

nutmeg.	Java	and	Sumatera,		for	example,	had	to	endure	more	direct,	intricate,	and	even	

brutal	interactions	than	the	rest	of	the	country,	mostly	with	the	Dutch	and	briefly	with	

the	 Japanese.	Meanwhile,	 the	 Portuguese	 had	 a	 longer-standing	 presence	 in	 Timor	

	
9	Imperialist	practices	began	in	the	1500s	when	the	Portuguese	conquered	Melaka	Strait	(a	port	city	in	
present	 day	 Malaysia)	 and	 thrusted	 beyond	 to	 find	 the	 Spice	 Islands	 (the	 present	 day	 Maluku	
archipelago)	for	cloves	and	nutmeg.		
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than	anywhere	else	in	the	country,	arriving	in	1515	(Andaya,	2010)	Timor	is	an	island,	

which	is	part	of	the	larger	archipelago.	With	a	size	of	33,000	square	kilometres,	Timor	

is	located	in	the	southeastern	most	part	of	the	archipelago.	The	name	‘Timor’	is	a	Malay	

version	for	‘east’	–	representing	the	location	of	the	island	as	the	east	of	the	southern	

outer	archipelagic	range	of	the	‘Lesser	Sunda	Islands.’10	Located	in	the	south,	Timor	is	

only	500	kilometres	away	from	Australia	continent	in	the	south.	The	island	is	the	home	

to	23	languages.	When	‘Indonesia’	was	proclaimed	in	1945,	Timor	Island,	together	with	

other	 islands	 from	 the	caucus	of	 ‘Lesser	Sunda	 Islands’	 (Sunda	Kecil),	 Sulawesi	and	

Maluku,	was	part	of	the	‘Negara	Indonesia	Timur’	(the	State	of	Eastern	Indonesia)	or	

NIT	(1946	–	1950)	-	a	puppet	state	established	by	the	Dutch	colonial	government	to	

contest	 the	 political	 influence	 of	 the	 federal	 state	 of	 ‘Republic	 of	 Indonesia’	 (only	

comprised	of	Java	and	most	of	Sumatera)	under	the	‘Republik	Indonesia	Serikat’	((	RIS,	

1949	–	1950,	Farram,	2003).	

Indonesian	 cultures	 are	 shaped	 by	 diverse	 external	 influences	 as	 well	 as	

internal	 ones.	The	merchants	 from	South	Asia	 exposed	 the	 region	 to	 Indic	 cultures	

including	 Hinduism,	 Buddhism,	 and	 Islam.	 Similarly,	 before	 the	 15th	 century	many	

Chinese	 travellers	 decided	 to	 stay	 in	 the	 archipelago	 (including	 Timor),	mainly	 for	

trade,	shaping	the	language	and	aesthetic	expressions.	Internally,	the	social	and	ethnic	

diversity	is	not	automatically	translated	into	cultural	equality.		Ethnic	groups	whose	

origins	are	in	Java	(i.e.	Javanese,	Sundanese,	and	Maduranese)	constituted	more	than	

62	%	of	 the	 population	 (BPS,	 2011).	 Their	 dominance	 in	 number	 had	 always	 been	

worrying	 for	 other	 ethnicities.	 The	 ancient	 manuscript	 known	 as	 the	

‘Nagarakrtagama’	revealed	the	expansive	territory	of	‘Majapahit’,	a	Javanese	Kingdom	

(c.a.	1200	–	1500).	Centred	on	the	Eastern	part	of	Java,	this	Hindu	kingdom	occupied	a	

vast	territorial	influence;	from	the	present	day	of	Manila	in	the	Philippines	in	the	north,	

to	Southern	Thailand	 in	 the	east,	 to	Papua	 in	 the	West	(C.	Geertz,	1983)	 In	modern	

politics,	 the	 Javanese	cultural	hegemony	that	subjugates	other	cultures	 is	known	as	

‘Javanisation’	(Elmhirst,	1999).		

Indonesia	today	is	no	exception	to	many	global	trends.	Jakarta,	the	capital	city,	

became	 the	 centre	 for	 cultural	 consumption	 trends	 together	 with	 Bandung,	

	
10	Lesser	Sunda	Islands	is	an	archipelago	comprises	of	Bali,	Lombok,	Sumbawa,	Flores,	Sumba,	Timor,	
Alor	and	more	scattered	smaller	islands	of	Tanimbar	and	Maluku	Barat	Daya	bordering	the	Arafura	Sea	
and	the	Papua	Island.	
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Yogyakarta,	and	Bali	to	a	lesser	extent.	Hollywood	movies,	European	soccer	leagues,	

K-Pop	or	J-Pop	music	are	(unequally)	consumed	(Jung	&	Shim,	2014;	Otmazgin,	2008)		

amidst	 the	rising	conservatism	and	Islamic	 fundamentalism	(Parker,	2014;	Rinaldo,	

2013).	Indonesia	now	has	more	than	85	million	people	connected	to	the	Internet	and	

almost	300	million	active	mobile	phone	accounts.	 It	has	43	million	Facebook	users,		

29.4	million	Twitter	users,	and	5	million	bloggers	in	2011(Lim,	2013).		Declaring	one	

of	six	 ‘recognised’	religions11	 is	compulsory	and	part	of	official	 identity	registration.	

With	 this	 system,	 more	 than	 87	 per	 cent	 adheres	 to	 Islam	 (BPS,	 2010),	 making	

Indonesia	 the	 country	 with	 the	 largest	 Muslim	 population.	 Region-wise,	 North	

Sumatera	 	and	a	 large	part	of	Eastern	Indonesia	(including	Timor)	have	the	highest	

percentage	Christian	populations.		

Historically,	 religion	 has	 been	 playing	 a	 key	 role	 in	 introducing	 systemic	

education	 in	 Indonesia.	Many	educational	 foundational	 learning	were	 influenced	by	

the	Islamic	teaching	model	of	pesantren	that	has	been	started	in	the	16th	–	17th	century	

(Buchori	 &	 Malik,	 2004).	 Through	 pesantren,	 networks	 of	 scholars	 were	 built	 to	

connect		local	Muslim	leaders	with	universities	in	the	Middle-East	(Buchori	&	Malik,	

2004;	Pringle,	2010).	However,	the	Islamic	learning	tended	to	be	non-formal	and	less-

structured	(Buchori	&	Malik,	2004).	The	modern	form	of	education	was	established	

and	systemised	by	the	Dutch	colonial	government,	which	similar	to	the	current	form	

of	primary,	secondary,	and	tertiary	level	system	(Poerbakawatja,	1970;	Poesponegoro	

&	 Notosusanto,	 1984).	 However,	 these	 formal	 learning	 services	 adopted	 racial	

segregation	 and	 only	 available	 for	 limited	 native	 individuals	 from	 the	 upper-class	

families.	The	removal	race-based	education	and	Dutch	as	the	language	of	instruction	

replaced	with	Indonesian	was	launched	with	the	brief	period	of	Japanese	occupation	

(Dewantara,	1959).	The	exodus	of	European	teachers	out	of	the	country	triggered	the	

need	for	having	more	native	teachers	in	schools	(Thomas,	1992).	Like	in	many	other	

Asian	countries,	Indonesians	hold	high	the	value	towards	education	(Suryadharma	&	

Jones,	 2013).	 Education	 has	 been	 an	 important	 part	 in	 trajectory	 of	 national	

development	that	has	experienced	tremendous	increase	within	the	span	of	40	years,	

In	1990,	76.7	million	Indonesians	aged	19	years	or	over,	34	%	had	no	primary	school	

certificate,	while	only	31	%	completed	junior	secondary	school	or	higher.	The	length	

	
11	Islam,	Protestanism,	Catholicism,	Hinduism,	Buddhism,	and	Confucianism.		
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of	schooling	also	improved	from	6.2	years	in	1993	to	7.9	years	in	2010	(Suharti,	2013).		

However,	this	achievement	is	not	equally	shared	across	regions.	Provinces	in	Eastern	

Indonesia	 were	 known	 to	 have	 lower	 education	 participation	 than	 the	 national	

average.	 Nusa	 Tenggara	 Timur	 (NTT)	 is	 one	 of	 the	 provinces	 that	 exemplify	 this	

disparity.	 The	 enrolment	 rates	 for	 primary	 (NTT:	 95.96	 %,	 BPS	 2014),	 junior	

secondary	(55.90	%,	BPS	2014)		and	senior	secondary	(38.37%,	BPS	2014)	are	one	of	

the	lowest	in	the	country,	while	the	3	%	drop	out	rate	remains	the	highest	in	Indonesia.	

For	development	agents,	 the	early	childhood	stage	 is	 thought	 to	be	 the	most	

critical	developmental	period	in	an	individual’s	 lifespan	that	could	fix	the	education	

problems	(Chang	et	al.,	2006;	Save	the	Children,	2019;	UNICEF,	2015).		Interventions	

in	ECE	are	considered	to	be	influential	in	shaping	healthy	early	childhood	development	

that	 addresses	 the	 physical,	 social-emotional,	 language-cognitive	 and	 cultural	

development	 of	 the	 individual	 and	 is	 fundamental	 to	 success	 and	 happiness	

throughout	life	(Chang	et	al.,	2006).	Children	who	participate	in	well-conceived	ECE	

are	more	socially	and	emotionally	competent,	develop	higher	language	and	cognitive	

abilities,	and	tend	to	have	greater	academic	success.	The	situation	in	Eastern	Indonesia	

is	perceived	to	be	more	challenging	mainly	due	to	children’s	multiple	disadvantages	

from	isolation,	poverty	and	lack	of	access	to	services.	ECE	services	in	these	areas	are	

more	limited.	NTT	is	the	lowest	achieving	province	in	Indonesia	in	terms	of	access	with	

only	 27	 %	 compared	 to	 53%	 at	 national	 level	 .	 The	 highest	 contributor	 for	 the	

participation	 was	 kindergarten	 providing	 49	%	 of	 the	 services,	 demonstrating	 the	

concentration	of	ECE	in	urban	areas		

	

My Bias 

The	shape	of	this	research	is	inseparable	from	my	side.	It	begins	from	my	situatedness	

and	 continuously	 affects	 how	 I	 produce	 and	 position	 narratives.	 As	 a	 former	

development	worker	working	with	UNICEF	for	8	years,	I	do	not	come	with	clean	hands.	

This	research	does	not	come	from	an	 innocent	mapping	of	 theories	and	arguments.	

Reflexively,	 it	 grows	 and	 takes	 shape	 through	 the	 back-and-forth,	 push-and-pull	

process	that	intertwine	research	and	personal.	I	trust	what	Richardson	(2001)	says,	

that	“people	who	write	are	always	writing	about	their	lives”	(p.	34)	–	data	does	not	

speak	 for	 itself	 for	 it	 is	 the	writers	who	construct	 reality	 (C.	Geertz,	1988;	Maanen,	
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1988);	and	in	this	case,	this	includes	me.	Karen	Mundy	(2016)	uses	Sheryl	Sandberg’s	

(2013)	concept	of	“leaning	in”	to	intertwine	her	institutional	histories	with	her	own	

career	journey.	Mundy	(2016)	translates	Sandberg’s	idea	as	“the	need	to	embrace	the	

risk	and	be	assertive”	(p.	2)	in	achieving	our	endeavour.	I	take	her	words	as	the	courage	

to	acknowledge	the	past	and	the	present,	the	personal	and	the	professional,	in	working	

with	this	thesis.	In	2014,	I	resigned	from	my	work	to	begin	this	study.	

My	tie	with	Timor	began	in	2009.	I	decided	to	move	to	Kupang,	the	biggest	city	

on	 Timor	 Island	 that	 serves	 as	 the	 capital	 for	 the	 highly	 archipelagic	 province.	My	

family,	relatives	and	close	friends	mostly	lived	in	Jakarta,	a	place	where	I	was	born	and	

raised.	 In	 both	 places,	 I	 worked	 professionally	 as	 an	 education	 project	 officer	 for	

UNICEF	–	a	United	Nations	organisation	that	aims	at	advancing	children’s	well-being.	

After	5	years	of	working	in	Jakarta’s	country	office,	I	was	excited	with	the	move.	It	did	

not	take	long	for	me	to	realise	that	life	on	Timor	Island	was	different:	fuel	and	basic	

commodities	cost	more	than	the	national	average	while	tragic	events	like	emergencies	

and	disasters	often	went	without	being	reported.	No	one	seemed	to	bother	about	the	

lack	 of	 recognition	 and	 action.	 In	 the	 meantime,	 I	 started	 to	 recognise	 how	 social	

relationships	played	a	crucial	role	in	shaping	my	social	interactions,	which	flourished	

through	 affectionate	 connections	 of	 family	 and	 friendships.	 People	 could	 be	 very	

attentive	when	it	came	to	personal	relationship	matters.	In	this,	my	impression	may	

reflect	Sylvia	Tidey’s	(2016)	research	on	the	role	of	family-like	values	in	shaping	and	

transcending	 the	 formal	 bureaucratic	 culture	 among	 government	 employees	 in	

Kupang.	

Among	development	practitioners,	whether	they	were	locals	or	outsiders	like	

me,	NTT	Province	was	also	known	as	Provinsi	dengan	Seribu	NGOs	or	“a	province	with	

a	thousand	NGOs.”	The	expression	was	meant	to	illustrate	the	crowds	of	development	

organisations	 along	with	 their	 project	 interventions	 and	 flow	 of	 resources;	 yet	 the	

vexing	economic	and	welfare	conditions	persisted	(SMERU	Research	Institute,	2006).	

A	 critical	 question	 emerged	 from	 this	 situation:	 “Do	 the	 interventions	 ever	work?”	

Unfortunately,	 the	 same	 question	 was	 quickly	 pushed	 aside	 when	 the	 central	

government	and	international	donors	introduced	new	policy	schemes	and	“fresh”	aid	

packages.	 Endless	 trails	 of	 projects	were	 physically	 and	mentally	 everywhere.	NTT	

Province	was	one	of	Indonesia’s	most	fertile	Aidlands	where	development	jargon	and	

statuses	were	part	of	daily	conversations.		
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The	enduring	presence	of	development	projects	in	the	NTT	Province	permeated	

people’s	day-to-day	lives	although	the	experience	affected	each	person	differently.	For	

example,	Aspinall	(2013),	with	his	realist	lens,	sees	the	project	approach	more	as	a	tool	

for	 political	 control	 with	 sources	 of	 illicit	 income	 fragmenting	 and	 changing	 the	

dynamic	of	traditional	patronage	patterns.	This	analysis	produces	its	truth.	Corruption	

cases	loom	large	at	provincial	and	district	levels,	showing	that	people	are	aware	of	how	

projects	actually	work	and	what	they	can	realistically	and	politically	attain	from	them.	

However,	 such	 analysis	 potentially	 glosses	 over	 the	 strength	 of	 development	 as	 a	

benevolent	moral	discourse,	(Li,	2007)	enveloped	in	 linguistic-aesthetic	 forms,	non-

confrontable	in	a	face-to-face	manner12	(Heryanto,	1995a;	Heryanto	&	Lutz,	1988).		

As	 a	 development	 worker,	 working	 on	 projects	 provided	 an	 opportunity	

through	which	I	could	realise	my	values	while	also	professionally	contributing	to	the	

process.	Nevertheless,	it	is	essential	to	note	that	in	development,	the	merging	of	values	

between	 the	 professional	 and	 the	 personal	 was	 not	 tightly	 connected	 but	 also	

reproduced	through	each	other,	as	Fechter	(2012)	puts	it:	“development	is	essentially	

a	selfless	enterprise”	(p.	1390).	The	rationale	of	the	project	approach	not	only	shaped	

our	professional	and	technical	perspective,	but	also	affected	our	mental	architecture	

in	 perceiving,	 analysing,	 approaching,	 and	 improving	 situations	 –	 the	 so-called	

problematisation	(Fassin,	2012;	Li,	2007).	Such	rationale	was	not	born	simply	out	of	a	

knowledge	vacuum.	In	Indonesia,	the	method	of	problematisation	has	been	intensively	

promoted	since	the	New	Order’s	period	under	the	technocratisation	of	development	

(MacDougall,	1976).		

Concerning	 the	 mix	 of	 personal	 and	 professional	 values,	 the	 selfless	

professionals	did	not	become	faithful	servants	for	the	community	either.	A	significant	

part	of	my	work	was	also	to	promote	our	education	projects	not	only	as	solutions	but	

also	as	critical	educational	requirements	for	improving	the	quality	of	the	community’s	

future.	This	position	“granted”	me	with	a	certain	degree	of	authority	to	mediate	the	

global	forces	together	with	its	images	of	modernity	with	various	communities	before	

which	 the	development	 schemes	were	 laid	out.	 I	was	very	aware	 that	 the	 role	was	

	
12	Heryanto	 (1988)	provides	 an	 elaborate	 analysis	 of	 Indonesia’s	Pembangunan	 (development)	 as	 a	
discourse	 in	 which	 he	 lays	 out	 possibilities	 of	 meanings	 across	 time.	 Development,	 in	 his	 article,	
historically	refers	to	a	range	of	meanings	in	the	Indonesian	language	that	includes	nation-building,	a	
natural	 process	 of	 growing,	 or	 as	 “life-giving	 force”	 and	 “work-giving	 force”	 –	 an	 instrument	 for	
cultivating	obedience.	
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never	value	free.	Encased	within	the	altruistic	sentiment	of	doing	development	was	the	

domination	that	made	me	perpetuate	“world-ordering”	knowledge	(Hobart,	1993,	p.	

1).	 The	 inseparability	 of	 the	 professional	 and	 the	 personal	 makes	 development	

workers	 a	 complicated	 case.	 By	working	with	 an	 insider’s	 position,	 I	 could	 see	 the	

interior	 of	 development	 projects.	 The	 repetition	 of	 procedures,	 statements,	 and	

activities	also	provided	me	with	useful	insights	into	the	projects’	patterns,	the	banality	

of	the	process,	and	power	relationships	that	parcelled	through	its	presence.	I	was	also	

exposed	 to	 the	 programmatic	 pressures,	 difficult	 choices,	 self-sacrifice	 and	

frustrations	among	the	workers.	Many	officers	whom	I	knew	were	very	talented	and	

wholeheartedly	believed	they	were	on	a	journey	to	make	the	world	a	better	place	than	

it	is.	

The	conflation	between	the	personal	and	professional	raise	a	question	of	a	more	

ethical	 approach	 towards	 development.	 Apthorpe’s	 (2011)	 answer	 for	 “why	 the	

bubbles	do	not	burst”	(p.	214)	illuminates	the	limited	freedom	a	development	project	

could	 get	 from	 the	 current	 trends	 of	 conditionalities.	 The	 mechanism	 provides	

insignificant	 space	 for	 the	 workers	 to	 be	 engaged	 in	 a	 real	 process	 of	 knowledge	

making.	The	 cosmopolitan	 images	of	 aid	workers	 also	make	disruptions	difficult	 to	

take	place.	Reflecting	on	my	own	experience,	Apthorpe	may	be	right	about	the	limit	of	

knowledge,	status,	and	the	near	impossibility	for	meaningful	changes,	but	sometimes	

it	does	not	take	a	“burst”	to	disrupt	the	practices.	Aidland	and	its	project	approach	are	

not	the	only	vehicles	for	development	(Harrison,	2013).	In	my	story,	my	nationality	as	

an	Indonesian	enables	me	to	frame	development	beyond	a	matter	of	working	in	exotic	

places	within	the	big	development	organisations.		

My	 decision	 to	 leave	 came	 gradually	 and	 naturally	with	 time.	 Big	 and	 small	

events	 sparked	 my	 intellectual	 interest	 and	 my	 consciousness.	 However,	 some	

occurrences	 left	more	 profound	 imprints	 than	 others.	 A	 book	 edited	 by	Hadiz	 and	

Dhakidae	(2005)	Social	Sciences	and	Power	in	Indonesia	provoked	me	to	think	about	

my	 knowledge	 and	 how	 it	 was	 shaped.	 Amidst	 the	 hegemonic	 knowledge	 about	

development	and	its	technicality,	authors	in	Hadiz	and	Dhakidae’s	book	used	history,	

university	syllabi,	and	language	–	matters	with	which	I	am	very	familiar,	to	contest	the	

neutrality	of	social	science	and	the	interests	that	shaped	it.	I	began	to	believe	that	there	

was	something	more	worth	knowing	“out	there.”		
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Another	memorable	moment	that	jolted	my	consciousness	took	place	when	I	

met	a	colleague	from	the	Provincial	Planning	Office	(known	locally	as	BAPPEDA).	My	

intention	on	that	day	was	simply	to	consult	him	regarding	a	donor	funding	proposal.	

As	I	progressed	in	presenting	him	my	slides	and	summarising	the	background,	a	chart	

on	poverty	appeared	in	a	striking	colour.	He	sighed	and	wondered	if	we	could	ever	stop	

selling	our	poverty	to	get	project	funds.	In	the	same	breath,	he	genuinely	believed	that	

the	region	was	more	vibrant	 than	represented	by	the	chart	which	reduced	 it	 to	 the	

status	of	a	poor	province	I	did	not	say	anything,	but	we	looked	at	each	other	wishing	

for	 an	 earnest	 answer.	 His	 question	 was	 too	 haunting	 to	 be	 forgotten.	 His	 “blurt”	

lingered.	 His	 sentence	was	 short	 but	 strong	 enough	 to	 disrupt	my	 perception	 and	

endured	as	a	question	about	development.	The	impossibility	of	precisely	pinpointing	

whether	 he	 was	 merely	 spontaneous	 or	 being	 politically	 resistant	 triggered	 a	

disquieting	curiosity	in	me:	"What	has	been	the	‘cost’	of	‘selling’	our	poverty?"	

The	reasons	I	choose	to	do	research	specifically	on	ECE	are	subjective.	They	are	

based	on	several	ideas	and	curiosities	related	to	my	previous	work	which	became	a	

marker	for	the	historical	contexts:	First,	the	move	towards	the	ECE	was	new	and	on	

the	rise	when	I	started	my	doctoral	education.	The	firm	shift	was	not	only	marked	by	

the	rapid	increase	in	enrolment	rates,	but	also	by	more	programmatic	funding	from	

major	development	organisations	

Secondly,	unlike	primary	or	secondary	education,	ECE	is	primarily	dominated	

by	 private	 ownership	 rather	 than	 public.	 This	 difference	 produces	 complex	

entanglements	for	ECE.	While	primary	and	secondary	education	have	been	much	more	

institutionalised	 and	 systemic,	 ECE	 branches	 out	 into	 many	 directions,	 generating	

complex	relationships	that	tie	in	different	institutions	at	multiple	levels	with	myriads	

of	issues.	In	ECE,	actors	and	forces,	from	the	global	movements	to	community	members	

such	as	mothers	or	children,	are	somehow	linked	and	part	of	multiple	issues.	These	

intricate	connections	are	part	of	the	continuous	that	also	give	meaning	to	each	other,	

what	Newberry	(2012a)	calls	“assemblage.”	This	assemblage	provides	a	unique	space	

of	 interconnections.	 The	 presence	 of	 inter-governmental	 influence	 could	 be	

immediately	felt	in	the	centres,	and	the	manuals,	producing	an	assumption	of	“truth”	

that	marginalises	“the	other.”	My	interest	from	this	field	is	related	to	the	“reality”	of	

practices,	where	subjectivities	are	negotiated	instead	of	being	forcefully	pushed:	“what	

is	being	negotiated,	how	do	the	negotiations	take	place	and	shape	the	practice?”		
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Thirdly,	related	to	my	second	reason,	the	crowd	of	actors	working	on	ECE	also	

reflect	 the	 scale	 and	myriad	 of	 interests	 and	 theorisations	 as	 discourse	 that	 shape,	

sustain,	circulate,	and	disrupt	ECE.	Every	time	I	visited	an	ECE	centre,	I	was	fascinated	

by	the	contrasting	facts:	the	simplicity	and	humility	of	the	place,	the	facility,	and	the	

staff	alongside	the	extensive	interests	directed	at	early	childhood	children	and	carried	

by	 the	centre	 from	global	development,	government	policies,	and	cultures,	whether	

they	were	based	on	ethnicity	or	class,	 to	parents’	prayers.	Amidst	 the	projections,	 I	

cannot	 help	 but	 wonder:	 “what	 would	 be	 in	 the	 prayers,	 plans,	 projections	 of	 the	

teachers	and	the	managers,	whose	lives	depend	on	it?”	

Chapter Overview 

This	 thesis	 is	 divided	 into	 eight	 chapters.	 The	 first	 chapter,	 the	 introduction,	 has	

outlined	my	research,	research	rationale,	aim,	theoretical	overview	and	my	potential	

bias.	Besides	presenting	chapters,	this	chapter	concludes	with	an	interruption	based	

on	my	fieldnote	writing	to	contextualise	the	writing	and	bring	the	“field”	alive	in	this	

writing.	 Interruption:	Awakened	 captures	my	shift	 to	 subjectivity.	The	experience	 is	

written	into	my	fieldnote	with	my	story	of	interacting	with	children,	how	the	children	

“awakened”	my	participants’	subjectivities.		

Chapter	2:	outlines	the	theoretical	and	philosophical	underpinnings	as	well	as	

the	 methodology	 used	 in	 this	 thesis.	 It	 begins	 by	 highlighting	 poststructuralist	

principles,	 followed	by	governmentality	 framework	and	postcolonial	 interpretation.	

The	second	part	of	the	chapter	discusses	feminist	methodology	and	ethnographic	case	

study,	fieldwork	design,	policy	discussion	and	the	languages	used	in	fieldwork.		

Chapter	3:	provides	background	and	trajectories	by	linking	global	and	national	

ECE	policy.	 The	 chapter	 is	 divided	 into	 three	main	parts:	 the	 global	 policy	 on	ECE,	

followed	by	adoption	of	ECE	expansion	into	Indonesia’s	changing	domestic	landscape.	

The	third	part	specifically	discusses	the	policy	of	expansion.	

Chapter	4:	presents	the	genealogy	of	female	teacher	volunteers	that	dominated	

ECE	workers	in	Indonesia.	This	chapter	uses	historical	account	as	a	method	to	explain	

the	present	condition	of	female	ECE	volunteers.	The	chapter	comprises	four	parts:	the	

first	illustrates	the	scale	of	volunteerism	in	Indonesia’s	ECE;	the	second	presents	the	

discourse	 of	kodrat	 in	women’s	 participation	 in	 development;	 the	 third	 provides	 a	

short	 historical	 account	 of	 Gerwani	 mothers	 as	 the	 antithesis	 of	 women	 in	
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development;	the	last	part	discusses	the	possibility	of	seeing	ECE	as	colonial–colonised	

relationships.	

Chapter	5:	is	the	first	chapter	based	on	ethnography	data.	The	objective	of	this	

chapter	 is	 to	 describe	 and	 analyse	 how	 an	 ECE	 centre	 was	 established	 in	 a	 poor	

community	of	Atambua	in	West	Timor.	This	chapter	is	divided	into	two	main	parts:	the	

first	discusses	the	mutual	dependency	between	development	projects	and	community;	

the	second	reflects	the	consequences	of	such	dependency.		

Chapter	6:	uses	observation	and	interviews	with	a	teacher	from	the	centre	to	

embark	on	a	 teacher’s	 journey	of	becoming.	 It	highlights	 the	 transformation	 from	a	

Posyandu	 cadre	 into	 a	 non-formal	 ECE	 teacher	 facilitated	 by	 training	 organised	 by	

international	development	organisations	and	government.	It	analyses	how	a	teacher’s	

identity	is	sown	through	multiple	mechanisms	of	disciplines.	

Chapter	7:	comments	on	the	shift	and	tension	in	the	classroom	as	a	consequence	

of	ECE	expansion.	The	chapter	follows	the	tensions	from	two	competing	discourses:	

child-centred	 pedagogy	 and	 the	 local	 practice	 of	 “rough”	 discipline,	 which	 also	

manifested	 in	 two	 teachers.	This	 chapter	offers	a	 strategy	of	hybridity	 that	enables	

complementarity	instead	of	subjugation	based	on	the	othering	process.		

Chapter	 8:	 Conclusion	pulls	 together	 the	 findings	 and	 analyses	 presented	 in	

Chapters	5,	6,	and	7	and	draws	lessons	from	this	study	by	highlighting	the	problems	

and	the	 transformation	of	subjectivities	brought	about	by	neoliberal	 influence.	This	

chapter	 concludes	 by	 inviting	 the	 Indonesian	 early	 childhood	 sector	 to	 embrace	 a	

critical	 view	 towards	 development,	 embracing	 postcolonialism,	 and	 to	 strengthen	

pressures	for	equal	teacher	recognition	
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Interruption: “Awakened” 

Judith	Okely	(2010),	in	her	article	“Thinking	through	Fieldwork,”	writes:		

The	anthropologist-writer	draws	also	on	the	totality	of	the	experience,	parts	of	

which	may	not,	cannot,	be	cerebrally	written	down	at	the	time.	It	is	recorded	in	

memory,	body	and	all	the	senses.	Ideas	and	themes	have	worked	through	the	

whole	 being	 throughout	 the	 experience	 of	 fieldwork.	 They	 have	 gestated	 in	

dreams	and	the	subconscious	in	both	sleep	and	in	waking	hours,	away	from	the	

field,	at	the	anthropologist’s	desk,	in	libraries	and	in	dialogue	with	the	people	

on	return	visits.	(p.	21)	

Writing	and	analysis	 comprise	a	movement	between	 the	 tangible	and	

intangible,	between	the	cerebral	and	sensual,	between	the	visible	and	invisible.	

Interpretation	moves	from	evidence	to	ideas	and	theory,	then	back	again.	There	

can	be	no	set	formulae,	only	broad	guidelines,	sensitive	to	specific	cases.	The	

researcher	 is	 freed	 from	 a	 division	 of	 labour	 which	 splits	 fieldwork	 from	

analysis.	 The	 author	 is	 not	 alienated	 from	 the	 experience	 of	 participant	

observation,	 but	 draws	 upon	 it	 both	 precisely	 and	 amorphously	 for	 the	

resolution	of	the	completed	text.	(p.32)	

I	began	my	fieldwork	with	a	more	or	less	clear	idea	about	government	institutions	(not	

a	Foucauldian	concept	concept	of	government)	and	policy	work.	I	spent	the	first	few	

days	interviewing	teachers,	asking	them	what	turned	them	into	a	teacher.	As	I	listened	

to	words	 like:	“I	 love	children”	or	“I	 feel	 like	a	mother,”	 I	 thought	 I	was	 listening	to	

women	who	were	“victimised”	by	patriarchal	norms	and	looking	at	the	remnants	of	

Suryakusuma’s	(1987)	“state-Ibu-ism”	–	the	incorporation	of	the	state’s	interests	into	

the	 role	 of	 mothers	 –	 until	 my	 experience,	 captured	 in	 my	 fieldnote	 below,	 with	

children	made	me	realise	about	the	subjectivity	of	our	experiences	as	researchers.	This	

fieldnote	 reflects	 my	 turning	 moment;	 a	 moment	 that	 destabilised	 my	 research	

assumptions.	 It	 changed	 the	 direction	 and,	 substantially,	 the	 theories	 and	

methodology,	as	well	as	 the	representations	performed	throughout	 this	research.	 It	

illuminates,	explains,	but	also	a	state	of	being	haunted	(paraphrasing	Okely’s	“gestated	

in	dreams”).		
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Fieldnote:	The	land	of	Timor	was	always	scorching	hot	in	the	middle	of	
November.	I	ran	to	the	top	of	a	hill.	Without	any	tree	or	shelter,	the	high	place	
was	the	closest	point	to	today’s	angry	sun.	“No	soul	would	be	there,”	I	thought.	
And	I	was	right.	On	top	of	that	hill,	there	was	only	me	and	my	emotional	outburst.		

Three	little	girls	had	just	asked	me	for	a	kiss!	I	let	out	a	big	joyful	laugh	and	
smiled	from	ear	to	ear.	Had	there	been	people	around,	they	would	have	thought	I	
had	gone	crazy.	Emotionally	I	was	over	the	moon	although	academically	that	
meant	my	research	could	be	in	a	trouble.	“Is	my	happiness	maternal	joy?”	For	a	
second,	I	did	not	let	myself	worry	about	the	answer.	I	was	too	happy.		

My	body	felt	light	and	my	brain	heavy.	Memories	were	flashing	from	one	to	
another,	like	a	noisy	old	projector	showing	photographic	slides.	The	projected	
images	were	an	array	of	academic	literature,	the	teachers’	wholehearted	
expressions	and	nervousness,	and	the	children	who	behaved	like	politicians.		

My	happiness	quickly	dissipated,	replaced	by	a	feeling	of	guilt.	The	first	person	
I	remembered	was	Meliana,	a	teacher	whom	I	interviewed.	I	could	not	forget	how	
she	was	nervously	dragging	out	the	word	“see…jaaa….raaah”	(history	–	in	
Indonesian)	after	I	asked	how	she	became	involved	with	early	childhood	
education	(ECE).	After	a	very	long	pause,	she	replied	with	a	sentence	that	
completely	changed	the	direction	of	the	interview:	“I	had	no	history.	[my]	
motivation	is	always	the	children.	It	remains	the	same	before	and	after.	I	am	
happy	with	the	children.	They	make	me	[feel	like]	a	mother.”	Meliana’s	statement	
was	not	peculiar.	Other	teachers	expressed	it	too,	in	such	a	similar	way	that	they	
sounded	uncritical	of	their	own	decision.	To	be	an	ECE	teacher	asserts	their	
status	as	a	motherly	woman.	As	if	all	women	had	always	wanted	to	be	mothers	
and	ECE	was	an	answer.		

And	I?	I	had	been	so	busy	looking	at	the	“big	picture”	that	I	only	thought	of	
women	in	their	totality	of	victimhood.	As	caring	labour,	women	are	valued	
cheaply.	Didn’t	they	realise	that?	Women	whose	caring	desires	were	so	ingrained	
that	it	made	them	an	easy	target	for	development	mobilisations,	be	it	under	
feudalists,	statist	or	neoliberalist	regimes.	As	a	researcher,	I	thought	I	was	
granted	a	space	where	I	could	hide	my	own	feelings.	No	matter	what	I	felt,	I	
thought	I	should	have	only	written	about	others,	but	nothing	about	my	own.	I	was	
terribly	wrong.	The	story	chose	to	work	only	through	my	subjectivity.	

The	turning	point	that	hit	me	very	hard	was	when	I	took	Rindie,	Naomi	and	
Clarissa	home.	They	were	three	students	from	Raihun	Nakmutis	ECE	Centre.	That	
day,	the	adults	in	their	village	were	so	busy	with	the	funeral	of	a	dear	neighbour	
that	no	one	seemed	to	remember	to	pick	up	the	children	from	the	centre.	
Knowing	their	houses	were	on	my	way	home,	I	offered	help	to	walk	them	home.	

The	girls	were	walking	in	front	of	me	busy	chatting	while	I	was,	like	a	duck	
shepherd,	watching	them	from	behind	until	we	arrived	in	a	corner	where	their	
families	lived.	I	said:	“We’re	here!	Don’t	forget	to	let	the	grown-ups	know	that	you	
are	at	home.	See	you	tomorrow,	okay?”	They	turned	around	to	say	goodbye.	They	
nodded	and	waved	at	me.	I	walked	away	slowly	to	make	sure	that	they	had	
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someone	at	home	to	let	them	in.	I	had	not	travelled	far	when	I	realised	that	Rindie	
was	running	after	me:	

“Ibu	Guru!	Ibu	Guru!13	Wait!	Wait!	Can	we	get	a	kiss?”	she	asked	half-panting.	
Her	dark	round	eyes	were	looking	at	me.	Smiling,	her	face	looked	so	sweet.		

“Of	course!”	I	laughed	and	lowered	my	face	to	reach	her	cheeks.	Naomi	was	
now	lining	right	behind	her	asking	for	the	same	thing	while	I	could	hear	Clarissa	
grunt:	“Really??”	–	she	was	not	as	excited	as	her	two	friends	but	eventually	joined	
the	line.	So	cute!	Three	little	girls	with	their	curly	pony	tails	were	lining	up	to	get	
a	kiss	from	the	Ibu	guru!	–	yes,	that	was	me!		

At	that	point,	I	had	only	been	with	them	for	2	weeks.	I	was	not	their	teacher.	I	
was	just	a	person	who	collected	data	in	their	classroom,	observing	their	activities	
and	taking	some	notes.	I	was	flattered	to	be	addressed	as	Ibu	Guru	despite	my	
bare	involvement	in	their	activities.	The	form	of	address,	I	thought,	was	merely	to	
simplify,	to	help	them	know	how	to	express	respect.	A	stranger/researcher,	like	
me,	was	not	normally	present	in	their	day-to-day	lives.	In	this	light,	the	title	of	Ibu	
guru	was	also	a	perfect	camouflage	to	ignore	the	complexity	of	my	temporal	
existence.		

Oh,	but	THE	KISS!	–	what	bliss!		
“Now,	home!”	I	told	them.	They	giggled	and	ran	away	disappearing	behind	

fences.	
The	children	gave	me	the	flush	of	a	strange	sensation	that	swept	through	me	

and	rolled	me	in	a	big	wave	of	a	“gripping	subtlety.”	This	must	have	been	what	
the	women	felt	when	they	interacted	with	children.	We	infantilised	them	and,	in	
parallel,	they	bewitched	us.	An	emotion	that	nurtures	intricate	relationships,	
abstracted	into	an	ideology	of	“maternalism.”	To	me,	it	does	not	matter	who	does	
what,	or	which	one	comes	first,	but	what	I	felt	could	be	part	of	this	centuries-old	
relationship	that	makes	women	almost	always	gleefully	love	children.	And	to	be	
over	the	moon	when	they	love	us	back.		

I	looked	down	from	the	hill.	At	the	bottom	was	the	vast	and	dry	Telau	River.	I	
had	to	go	home.	Walking	down,	I	was	trembling,	fearing	to	be	on	the	“wrong	
side.”	“What	kind	of	argument	am	I	going	to	put?”	I	imagined	myself	swimming	
against	the	current.		

I	could	hear	Elizabeth	Badinter	hissing:	“It’s	a	myth!	There	is	no	such	thing	as	
maternal	instincts!	14	And	we	are	not	animals!”15	(Badinter,	1981;	Erlanger	&	de	

	
13	Ibu	Guru	or	“Teacher	Mother”	or	“Mrs	Teacher”	is	how	female	teachers	are	addressed	in	Indonesia’s	
schooling	culture.	
14	Elizabeth	Badinter	is	a	French	feminist	historian	who	built	her	work	around	the	history	of	mothers’	
instincts,	 following	 in	 the	 footsteps	 of	 Philippe	Ariés.	 She	 argues	 that	 our	 concept	 of	maternity	 has	
evolved,	as	well	as	being	historically	and	culturally	constructed.	She	also	points	to	the	fact	that	as	we	
still	live	under	men’s	domination,	it	makes	it	more	difficult	to	acknowledge	such	constructs.		
15	Badinter	opines	against	the	role	of	ethology	(a	branch	of	science	that	studies	animal	behaviour)	that	
motivates	 many	 back-to-nature	 campaigns.	 Abandoning	 new	 technology	 such	 as	 diapers	 or	
contraception,	in	her	view,	represents	an	essentialist	view	of	motherhood	that	denies	women’s	roles	
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la	Baume,	2010).	I	admired	her	critical	thinking,	but	now	I	could	not	stop	
wondering	how	she	did	her	studies	historically	and	experientially	but	not	
emotionally.	Where	did	she	hide	her	struggles	over	her	roles	within	the	massive	
scale	of	social	reproduction	of	women’s	culture?	Was	she	so	committed	to	tearing	
down	this	patriarchal	world	that	she	chose	to	put	her	fragmented	subjectivity	
aside	to	only	reproduce	the	researcher’s	impartial	and	solid	positioning	–	
pointing	at	the	structure	and	forgetting	the	struggles	of	women	themselves?		

“The	master’s	tools	will	never	dismantle	the	master’s	house.”	(p.	1)	I	was	
reminded	of	Audre	Lorde’s	(1984)	sharp	words	when	she	accused	Western	
feminists	of	blindness	to	differences,	including	to	Third-World	women.	Her	
message	left	a	sense	of	sadness	in	me.	As	one	of	these	Third-World	women,	I	had	
not	stood	where	the	teachers	had	been	standing.	I	was	too	busy	looking	at	the	
socio-political	construct,	trying	to	sound	academic,	I	defied	what	they	said	about	
their	emotions.	Too	often,	too,	I	thought	about	these	women	as	victims	of	a	
patriarchal	system	whose	sense	of	agency	was	so	suppressed	that	they	could	
never	be	understood	as	the	master	of	their	own	fate	(Spivak,	1988).	A	simple	
experience	with	little	girls	from	Aifunan	had	taken	me	into	what	was	in	my	mind,	
instilled	slowly	and	deeply.	A	strong	current	of	academic	“truth”	had	drowned	my	
real	empathy	for	what	the	women	teachers	and	manager	were	trying	to	tell	me	
and	to	work	on.	They	had	been	there	for	so	long	providing	me	and	accompanying	
my	research	with	their	stories,	the	“data.”	

“Prospero,	you	are	the	master	of	illusion”16	(p.	3)	was	what	Lorde	put	at	the	
end	of	her	writing.	I	was	crossing	the	river…weeping.	(24	October	2015)	

	

	
beyond	 their	 reproductive	 functions.	 Instead	 of	 making	 progress,	 these	 naturalist	 trends	 may	
potentially	retraditionalise	women.		
16	At	the	end	of	her	essay,	Audre	Lorde	cited	Aimé	Césaire‘s	poem	from	A	Tempest	(1969),	a	postcolonial	
adaptation	of	Shakespeare‘s	play,	The	Tempest.	The	poem	is	a	speech	from	a	slave	(Caliban)	who	rejects	
the	power	of	the	coloniser	(Prospero).	In	this	poem,	Caliban	accused	Prospero	of	being	a	liar	who	has	
created	his	image	as	a	stupid	and	inferior	slave.	
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Chapter 2: Theoretical Framework and Methodology 

Introduction  

The	 interruption	note	 I	put	between	Chapter	1	and	 this	chapter	 is	 to	sign	how	this	

research	grew	 from	fieldwork	and	the	relationships	that	were	built	and	 lasted	even	

after	 the	work	 in	 the	 field	was	marked	 complete.	 As	 I	mentioned	 in	 Chapter	 1,	 as	

qualitative	research,	this	thesis	phenomenologically	aims	to	understand	how	people	

are	involved	in	a	particular	situation	or	phenomenon	with	no	regard	to	preconceived	

ideas	 about	 norms	 or	 traditions	 as	 an	 absolute	 reference.	 Instead,	 this	 research	

explores	aspects	of	 space,	bodies,	 time	and	human	 relations	which	are	parts	of	 the	

experiences.	

This	 chapter	 aims	 to	 present	 two	 interrelated	 elements:	 (1)	 the	 theoretical	

framework	and	(2)	the	methodology.	The	first	part	of	this	thesis	provides	an	overview	

of	the	main	theoretical	concepts,	to	frame	the	study,	which	are	critical	to	developing	

an	 understanding	 of	 the	 process	 of	 making	 ECE	 “work”	 through	 governmentality,	

subjectivity,	and	postcolonial	interpretations.	Theories	in	this	thesis	are	positioned	as	

an	 ideological	 consequence	 of	 my	 interpretations	 of	 this	 research.	 My	 theoretical	

choice	is	based	on	my	approximation	of	the	intersection	between	what	the	data	needs	

(how	the	stories	can	be	best	revealed)	and	what	is	possible	to	be	revealed	from	the	

data	(Koro-Ljungberg,	2016).		

The	second	part	presents	my	methodology.	This	part	represents	my	attempt	to	

demonstrate	the	complex	process	of	making	this	research	–	 from	design,	 fieldwork,	

and	 thinking	 through	 to	 the	 narrative	 production.	 Methodologically,	 this	 research	

tends	to	be	eclectic,	multiple,	and	unstable.	As	a	researcher,	I	see	my	role	as	a	bricoleur	

(Denzin,	 1994;	 Weinstein	 &	 Weinstein,	 1991)	 whose	 task	 is	 to	 represent	 my	

understanding,	to	put	a	piece	of	data	next	to	another,	to	creatively	and	reflexively	think	

with	theories	–	anything	“to	get	the	job	done”	(Weinstein	&	Weinstein,	1991,	p.	161).	

This	 chapter	 provides	 an	 overview	 of	 the	 complex	 process	 and	 dimensions	 of	

designing,	generating,	and	representing	the	data.		



Chapter	2:	Theoretical	Framework	and	Methodology	
	

	

	30	

Poststructuralist Governmentality 

In	this	thesis,	governmentality	provides	a	general	conceptual	and	analytical	 tool	 for	

transformations.	Governmentality	involves	multiple	becomings	of	the	self	with	the	self	

–	 with	 private	 interpersonal	 relations,	 within	 social	 institutions	 and	 with	 political	

sovereign	entities	(Gordon,	1991).	These	transformations	produce	quality	that	is	both	

continuously	subjectivising	–	involved	in	the	process	of	making	individual	subjectivity	

–	and	objectivising	–	 the	making	of	objects	 through	docile	bodies.	The	 two	 features	

connect	individuals	with	normalising	structure	and	regulatory	controls.		

Governmentality	 refers	 to	 the	 manner	 of	 thinking	 and	 acting	 involved	 in	

managing,	 controlling	 and	 improving	 a	 population’s	 wealth,	 health,	 and	 happiness	

(Rose	 &	 Miller,	 2010).	 Nevertheless,	 what	 is	 considered	 as	 “improved”	 is	 always	

political	 and	 goes	 beyond	 neutral	 meaning.	 In	 his	 lecture,	 Foucault	 (2008)	 offers	

governmentality	as	a	“the	way	in	which	one	conducts	the	conduct	of	men”	(p.	186)	–	

the	governmentality	–	as	a	performance	of	controlling	and	navigating	ourselves	and	

others,	 as	 well	 as	 how	 we	 are	 managed	 by	 others	 (Ailwood,	 2003).	 An	 important	

feature	for	Foucault	is	that	the	act	of	governing	in	governmentality	should	be	separated	

from	sovereignty	as	it	is	not	concerned	with	legal	subjects	(Lemke,	2015)	but	“more	to	

do	with	steering	them	in	the	desired	direction	without	coercion”	(Ransom,	1997,	pp.	

28–29).		

The	absence	of	coercion	is	a	key	character	of	power	 in	governmentality.	The	

framework	prescribes	the	identification	of	power	in	the	contexts	of	relationality	which	

goes	beyond	the	binary	options	of	harmony	or	consensus	and	violence,	as	these	too	are	

part	of	government	instruments	and	not	the	source	of	power	in	itself.	Power	–	for	this	

theory	–	is	what	creates,	multiplies,	 limits,	transforms	or	distorts	discourses.	One	of	

the	fundamental	differences	for	Foucault	(1980)	in	terms	of	power	is	that	he	rejects	

the	binary	of	the	ruler	and	the	ruled	that	makes	power	coercive	and	final;	instead,	he	

offers	and	requires	that	in	order	for	the	power	to	work,	individual	subjects	have	to	be	

free:		

If	power	were	never	anything	but	repressive,	if	it	never	did	anything	but	say	no,	

do	you	really	think	one	would	be	brought	to	obey	it?	What	makes	power	hold	

good,	what	makes	it	accepted,	is	simply	the	fact	that	it	doesn’t	only	weigh	on	us	

as	 a	 force	 that	 says	no,	 but	 that	 it	 traverses	 and	produces	 things,	 it	 induces	
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pleasure,	forms	knowledge,	produces	discourse.	It	needs	to	be	considered	as	a	

productive	network	which	runs	through	the	whole	social	body	much	more	than	

as	a	negative	instance	whose	function	is	repression.	(pp.	118–119)	

Foucault	 explains	 further	 that	 power	 is	 something	 that	 travels	 and	operates	

with	individuals	who	voluntarily	“come	into	play”	in	the	form	of	a	chain	or	“net-like”	

structure	 that	 makes	 individuals	 the	 “vehicle	 of	 power”	 instead	 of	 “points	 of	

application,”	not	only	as	 targets	but	also	as	 “elements	of	 its	 articulation”	 (Foucault,	

1980,	 p.	 98).	 Instead	 of	 working	 in	 a	 structure	 of	 hierarchy,	 power	 interacts	 with	

discourses,	 inscribed	 with	 meanings	 from	 below,	 at	 the	 interactional	 levels,	 and	

produces	subjects	and	their	subjectivity.		

In	 Foucault’s	 (1993)	 framework,	 the	 condition	 of	 being	 governed	 does	 not	

always	translate	into	being	oppressed	or	a	violent	experience;	it	is	rather	a	“versatile	

equilibrium,	with	 complementarity	 and	 conflicts	 between	 techniques	which	 assure	

coercion	and	processes	through	which	the	self	is	constructed	or	modified	by	himself”	

(p.	 204).	 From	 this	 articulation,	 governmentality	 reflects	 multiplicity	 in	 which	 the	

conduct	of	individuals	and	population	is	shaped	to	meet	the	objective	of	individual	and	

collective	 welfare.	 This	 condition,	 nevertheless,	 does	 not	 controvert	 the	 reality	 of	

uneven	 governing	 practices	 as	 a	 form	 of	 domination.	 Instead,	 within	 a	 relational	

articulation	of	power,	domination	is	the	result	of	a	particular	governmentality	and	not	

the	cause	of	the	unequal	power.		

In	 this	 thesis,	 from	 the	 angle	 of	 relational	 power,	 governmentality	 also	

conceptually	connects	power	relations	at	the	level	of	international	organisations	and	

national	government,	as	well	as	at	social	and	individual	levels	to	“cut	the	Gordian	knot	

of	 the	 relation	 between	 micro-and	 macro-levels	 of	 power”	 (Dean,	 2010,	 p.	 179)	

through	subjectivities	as	the	effects	of	the	relationship	(Larner	&	Walters,	2004).	The	

ECE	expansion	provides	an	excellent	example	for	these	multiple	inter-governmental	

connections.	 The	 expansion	 of	 ECE	 as	 a	 product	 of	 global	 interactions	 can	 be	

understood	as	“global	governmentality”	which	emerged	with	a	set	of	standards,	self-

disciplined	norms	and	monitoring	systems	to	“conduct	the	conduct”	of	international	

actors,	which	in	turn	enable	and	shape	the	behaviour	of	the	new	ECE	implementers	at	

the	community	level.		
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Techniques of governmentality. 

Governmental	 techniques	 govern	 performance.	 Techniques,	 in	 this	 sense,	 are	 not	

exclusively	restricted	to	official	methods	such	as	policy	or	a	set	of	curricula;	as	Rose	

and	Miller	(2010)	point	out,	governance	techniques	entail:	“the	complex	of	mundane	

programmes,	 calculations,	 techniques,	 apparatuses,	 documents	 and	 procedures	

through	which	authorities	seek	to	embody	and	give	effect	to	governmental	ambitions”	

(p.	 273).	 The	 “shape”	 of	 governmentality	 can	 be	 traced	 from	 the	 utilisation	 of	

established	 political	 relationships,	 legal	 structures,	 funding	 schemes,	 norms,	 and	

knowledge,	 to	 individual	 traits	 that	 can	be	made	 “operable”	 to	address	a	particular	

“problematisation”	(Li,	2019;	Rose	&	Miller,	2010;	Thomas	Lemke,	2007)		

As	I	mentioned	previously	in	Chapter	1,	one	of	the	most	important	governing	

techniques	 in	 this	 thesis	 are	 numbers	 (Ball,	 2015;	 Rose,	 1999).	 As	 an	 inscription	

method,	numbers	provide	a	method	of	governing	from	distance	in	the	pursuit	of	socio-

political	 and	 economic	 objectives	 without	 compromising	 the	 feeling	 of	 individual	

freedom	and	autonomy	 (Rose	&	Miller,	2010).	Numbers	are	powerful	because	 they	

mediates	 Indonesia’s	 positioning	 at	 the	 global	 development	 level	 (through	 EFA	

achievements)	 and	 also	 make	 community	 intelligible	 within	 economic	 estimation	

(Foucault,	2007).	 In	this	thesis,	 I	use	numbers	as	a	simplified	abstraction	that	hides	

subjects	 and	 their	 involvement,	 making	 ECE	 a	 possibility	 (Sutton,	 2010).	 Framing	

population	 as	 “data”	 is	 the	 objective	 of	 governmentality,	 supported	 by	 economic	

regressions,	research	results,	and	the	hegemony	of	certain	academic	interpretations	–	

numbers	are	a	site	that	normalises	governance.		

The	 importance	of	 numbers	produces	 and	 reflects	 the	need	 for	 “disciplining	

techniques.”	 Foucault	 positions	 this	 method	 of	 power	 as	 “biopower.”	 Through	

discipline,	 the	 body	 is	 trained	 to	 increase	 its	 value	 in	 terms	 of	 economic	 efficiency	

while	it	also	debilitates	other	possibilities	for	the	sake	of	political	subjection	(Lemke,	

2011)	 As	 Rose	 (1999)	 argues,	 as	 a	 governing	 technique,	 discipline	 also	 reshapes	

people’s	subjectivity	in	navigating	their	lives	in	a	setting	where	freedom	is	regulated.	

Hence,	discipline	hierarchises	achievements	and	conditions	from	abnormal	to	normal,	

from	good	to	excellent,	and	cultivates	the	individual’s	desire	for	better	living	through	

a	measured	and	predicted	manner	–	the	will	to	improve	(Li,	2007).	This	will	to	improve	

also	justifies	development	as	a	positive	obligation	“to	do	something”	and	opposes	the	

attitude	 of	 giving	 up	 (Li,	 2007,	 p.	 2).	 The	 proliferation	 of	 community-based	ECE	 in	
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Indonesia	 is	 a	 case	 where	 community	 members,	 mostly	 women,	 take	 up	 a	 role	 in	

managing	 and	 teaching	 in	 thousands	 of	 new	 centres	 across	 the	 country.	 The	

communities’	interests	to	harness	their	will	to	improve	has	been	described	with	the	

metaphor	of	a	virus	spreading	in	the	community	(Nuh,	2011).	Discipline	can	also	result	

in	“self-care”	–	an	ability	to	deploy	certain	knowledge	and	behaviour	to	react	or	adjust	

to	 specific	 circumstances.	 The	 exercise	 of	 self-care	 indicates	 the	 consciousness	 of	

individuals	 as	 subjects	 of	 their	 own	 actions	 with	 stronger	 autonomous	 capacity	

(Lemke,	2011).		

Rationalities. 

The	anti-essentialist	value	of	Foucault’s	theory	recognises	rationality	as	a	practice	of	

reasoning	and	power.	Lemke	 (2001)	places	 rationality	as	a	method	of	processing	a	

particular	 reality	 –	 an	 articulation	 of	 actions	 and	 means	 of	 governance.	 Power	 as	

rationality	can	be	analysed	by	examining	how	it	has	been	assembled	in	the	intention	

of	the	authorities	 in	relation	to	the	rendered	problem	and	what	objective	 it	aims	to	

pursue,	 through	 the	 approaches	 and	 techniques	 that	 sustain	 its	 valorised	 position	

(Rose,	1999).	From	the	 logic	of	discourse,	rationality	 is	where	discourse	and	power	

intersect	 in	 circulations	 that	make	 some	 forms	of	knowledge	more	dominant	while	

others	are	marginalised	(Weedon,	1987).		

To	 describe	 the	 specific	 practices	 and	 techniques	 in	 producing	 specific	

subjectivities	and	domains	of	knowledge,	the	most	important	is	to	analyse:	“how	forms	

of	rationality	inscribe	themselves	in	practices	or	system	practices,	and	what	role	they	

play	within	them,	because	it’s	true	that	‘practices’	don’t	exist	without	a	certain	regime	

of	rationality”	(Foucault,	1991,	p.	79).	In	this	sense,	through	power,	discourse	performs	

its	 function	 in	enabling	and	delimiting,	 the	making	of	 statements,	what	we	can	and	

cannot	 know	 with	 particular	 specificity	 (Henriques,	 Hollway,	 Urwin,	 Venn,	 &	

Walkerdine,	2005;	Weedon,	1987).	In	development,	Li	(2007,	2016,	2019)	provides	an	

example	 by	 highlighting	 the	 pervasiveness	 of	 “project	 rationalities,”	what	 she	 dubs	

“rendering	technical”	–	a	process	of	excavating	social	problems	into	a	set	of	relations	

that	can	be	formulated	into	a	diagram	producing	calculable	interventions:	“in	which	

problem	(a),	plus	intervention	(b),	will	produce	(c),	a	beneficial	result”	(Li,	2019,	p.	38).	

This	rationality	depoliticises	socioeconomic	problems	from	their	historical	and	socio-

cultural	roots.	The	rendering	serves	in	defining	the	technical	boundaries	by	“closing	
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down	 contestation,	 struggle	 and	 democratic	 debate	 in	 favour	 of	 expert	 calculation,	

even	though	such	closure	tends	to	be	provisional	and	incomplete”	(Li,	2016,	p.	80).		

Referring	 to	 Larner	 and	Walters	 (2004),	 development	 can	 be	 defined	 as	 an	

export	 of	 managerial	 strategies	 and	 techniques	 built	 based	 on	 an	 American	 and	

European	perception	of	“disorder.”	The	deployment	of	development	interventions	is	

the	 effect	 of	 this	 rationality,	 based	on	 categorisation	of	 regions	 as	 “developed”	 and	

“under-developed.”	 Following	 this	 proposition,	 international	 development	

organisations	 and	 donors	 are	 nonetheless	 institutional	 manifestations	 of	 this	

particular	developmentalist	moral	rationality.		

This	research	considers	neoliberalism	as	a	specific	form	of	governmental	and	

political	rationality	that	comprehends	a	social	domain	based	on	its	economic	values	

and	 individuals	 based	 on	 their	 competencies	 and	 responsibilities	 in	 relation	 to	

productivity.	 According	 to	 Lemke	 (2001):	 “neoliberalism	 admittedly	 ties	 the	

rationality	of	the	government	to	the	rational	action	of	individuals;	however,	its	point	

of	reference	is	no	longer	some	pregiven	human	nature,	but	an	artificially	created	form	

of	 behaviour”	 (p.	 200).	 Jayasuriya	 (2005)	 frames	 this	 neoliberal	 product	 as	 a	

configuration	 of	 “market	 citizens.”	 This	 idea	 is	 especially	 pronounced	 when	 seen	

through	the	human	capital	lens	where	productivity	at	the	level	of	individuals	reflects	

productivity	at	the	level	of	a	nation	(Smith	et	al.,	2016),	and	the	best	care	of	life	can	

only	 be	 attended	 to	 by	 means	 of	 economic	 growth	 (Oksala,	 2013).	 Consequently,	

individuals	are	fully	in	charge,	with	self-responsibility	and	self-control,	regardless	of	

the	 unequal	 economic	 and	 social	 positions	 in	 their	 community.	 In	 education,	 Ball	

(2003)	 offers	 a	 non-exhaustive	 overview	 on	 discursive	 interventions,	 reflected	 in	

Table	1,	 that	education	reform	brings	 into	play	–	by	 inserting	economic	values	and	

terms	into	the	language	of	roles	and	relationship	–	“a	form	of	ventriloquism”	(p.	218).	

The	capacity	of	 education	 institutions	 is	 “peopled”	by	human	resources;	 learning	 is	

primarily	measured	in	“cost-effective”	calculations;	achievements	became	the	target	of	

productivity.	To	be	considered	successful,	 teachers	are	 required	 to	seek	knowledge	

and	market	themselves.	
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Table	1:	

Discursive	Intervention	in	the	Public	Sector,	from	Ball	(2003,	p.	218)	

	

	

	

Subjectification and Subjectivities 

Interpellation	 or	 subjectification	 is	 a	 renowned	 concern	 for	 poststructuralist	

interpretation	of	 identities	(Davies,	2000).	Subject,	 in	the	Foucauldian	tradition,	has	

two	interrelated	meanings,	first	as	“a	form	of	power	which	subjugates,	makes	subject	

to”	(Ball	&	Olmedo,	2013,	p.	87).	Subject	is	created	through	a	process	of	objectification,	

an	effect	of	power	relations	and	discourse	in	the	form	of	control	or	dependence.	Yet,	

subject	 also	 means	 self-configuration,	 the	 making	 of	 identity	 and	 social	 agent	 “of	

conscious	 and	 unconscious	 thoughts	 and	 emotions,	 which	 can	 account	 for	 the	

relationship	between	the	individual	and	the	social”	(Weedon,	1987,	p.	3).	

The	idea	of	subject	is	not	always	identical,	not	as	a	substance	but	as	a	historical	

form	constituted	by	different	types	of	relationships.	Foucault	(1997)	states:		

You	do	not	have	the	same	type	of	relationship	to	yourself	when	you	constitute	

yourself	as	a	political	subject	who	goes	to	vote	or	speaks	at	a	meeting	and	when	

you	are	seeking	to	fulfil	your	desires	in	a	sexual	relationship.	Undoubtedly	there	

are	 relationships	 and	 interferences	 between	 these	 different	 forms	 of	 the	

subject;	but	we	are	not	dealing	with	the	same	type	of	subject.	In	each	case,	one	

plays,	 one	 establishes	 a	 different	 type	 of	 relationship	 to	 oneself.	 And	 it	 is	

precisely	 the	 historical	 constitution	 of	 these	 various	 forms	 of	 the	 subject	 in	

relation	to	the	games	of	truth	which	interests	me.	(pp.	290–291)	

The	main	point	in	this	conception	is	that	individuals	and	their	sense	of	“self”	are	

ontologically	 preceded	by	power.	 Foucault’s	 argument	 above	points	 at	 subject	 as	 a	

continuous	 process	 that	 is	 affected	 but	 never	 fully	 constrained	 by	 the	 contingent	
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historical	specificities,	with	meanings	that	are	“locked”	into	the	complexity	of	a	time	

and	space	of	“tangled	plurality”	(Foucault,	1989,	p.	53).		

In	 this	 process	 of	 subjectification,	 MacNaughton	 (2001)	 describes	 subject	

positions	as	intersectional	and	multiple,	she	states:	

In	 redefining	 identity	 as	multiple,	 contradictory	 and	dynamic,	 feminist	 post-

structuralists	 have	 politicised	 identity	 formation.	 They	 have	 argued	 that	

identity	is	constituted	in	and	by	social	relations	of	gender,	sexuality,	class,	and	

race,	and	that	each	of	us	lives	our	gendered,	sexualized,	“classed,”	and	“raced”	

identities	 in	 and	 through	 the	power	 relations	 that	 constitute	 our	daily	 lives.	

Their	 beginning	 point	 is	 that	 individuals	 are	 inseparable	 from	 social	

institutions;	they	do	not	simply	interact	but	are	interdependent	and	mutually	

constituting.	Individuals	are	born	into	already-existing	social	worlds	consisting	

of	social	structures,	social	processes	and	social	meanings.	The	individual	does	

not	and	cannot	exist	outside	of	the	social,	nor	can	the	social	exist	over	and	above	

the	individual.	(p.	122)	

As	discursive	practices,	 subjectivities	 refer	 to	 a	process	 that	 is	 always	being	

shifted,	unstable,	negotiated	and	reproduced	across	space	and	time	–	a	construct	and	

not	 essentialism.	 As	 “thinking-feeling-speaking”	 subjects,	 discourses	 constitute	 our	

utterances,	 interactions	and	our	contextualisation	of	our	surroundings	according	 to	

the	 rules	 of	 true	 and	 false	 statements	 to	 be	 produced	 or	 constituted	 as	 subject	

(Florence,	1994,	p.	462	cited	in	Gibson,	2013,	p.	129)	Hence,	subjects	cannot	maintain	

a	 stable	 and	 consistent	 “formed”	 state.	 The	 effect	 of	 Foucault’s	 power	 as	 internally	

imposed	 regulatory	 function	 is	 that	 subjectivity	 cannot	 exist	 in	 a	 predetermined	

fashion,	but	nonetheless	 is	“always	already”	compromised	(Powell	&	Gilbert,	2007).	

Instead,	it	is	“a	constant	beginning	and	a	constant	end”	(Ball	&	Olmedo,	2013,	p.	87).	

The	 “practicality”	 of	 discourses	 could	 take	 the	 form	 of	 subjective	meaning-making	

(Moss,	Dahlberg,	&	Pence,	2013)	that	also	affect	other	subjectivities.	At	the	level	of	the	

collective,	 discourse	 also	 affects	 spoken	 and	 written	 meanings	 across	 time	 with	

identifiable	effects	on	what	could	be	socially,	legally,	morally	accepted	and	practised,	

while,	 at	 the	 level	 of	 the	 individual,	 discourses	 rationalise	 and	 systematise	 our	

behaviour	(Baxter,	2003;	Carabine,	2001;	Gee,	2011;	Osgood,	2012).		

Foucault’s	(1978)	famous	saying:	“where	there	is	power,	there	is	resistance”	(p.	

97–98)	reflects	 the	point	where	subjects	and	 their	subjectivity	 interact	 through	the	
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intermediation	of	discourse	and	power.	Consequently,	subjectivities	are	made	into	our	

existence	 in	conscious	as	well	as	unconscious	ways	(Foucault,	1982).	Chris	Weedon	

(1987),	a	poststructuralist	feminist,	argues	that	in	the	hand	of	Foucault,	a	woman:	

Nonetheless	 exists	 as	 a	 thinking,	 feeling	 subject	 and	 social	 agent,	 capable	 of	

resistance	and	 innovations	produced	out	of	 the	 clash	between	contradictory	

subject	positions	and	practices.	She	 is	also	a	 subject	able	 to	 reflect	upon	 the	

discursive	relations	which	constitute	her	and	the	society	in	which	she	lives,	and	

able	to	choose	from	the	options	available.	(p.	125)		

From	Weedon’s	argument	above,	instead	of	looking	at	subjects	as	unitary	and	rational	

beings	 that	 are	 categorised	 as	 victors	 or	 victims,	 Foucault’s	 discourse	 and	 power	

allows	 the	 theoretical	 ground	 for	 subjects	 to	 be	 capable	 of	 operationalising	 power,	

which	constructs	their	subjectivities	as	in	their	own	sense	of	self	(Weedon,	1987).	As	

active	 agents,	 subjectivities	 take	 the	 form	 of	 continuous	 dynamic	 processes	 of	

becoming	that	are	always	in	relational	“positioned”	to	certain	discourses	in	fragmented	

and	incomplete	forms,	a	continuous	project	of	“work	in	progress”	(Dreyfus,	1982).	This	

ability	to	resist	is	what	Bronwyn	Davies	and	Rom	Harre	(1990)	see	as	the	process	of	

interpellation	 through	 positioning,	 to	 unsettle,	modify	 and	 to	 give	 new	meaning	 to	

discourse.	As	Butler	(1997)	writes:	“Power	not	only	acts	on	a	subject	but	in	a	transitive	

sense	enacts	the	subject	into	being”	(p.	13).		

Highlighting	her	concept	of	performativity,	Butler	warns	us	not	to	be	fixated	by	

the	name	of	the	act	brought	into	being	by	our	subjectivity,	but	to	see	it	as	a	process	of	

the	reiteration	to	produce	the	phenomena	that	 it	regulates	and	constraints	because	

“the	price	for	existence,”	says	Butler,	is	“subordination.”	(p.	20).	For	Butler,	the	process	

of	 becoming	 subject	 in	 this	 way	 is	 the	 beginning	 of	 agency.	 Human	 existence	

necessitates	social	recognition,	and	subject	positions	are	a	socially	recognised	process	

of	being	from	which	we	can	act.	There	is	nothing	prearranged	in	becoming	subjects;	

subjectification	 occurs	 in	 a	 landscape	 of	 multiple,	 and,	 in	 some	 cases,	 competing	

discourses,	producing	multiple	subject	positions.	In	its	multiplicity	and	historicity,	the	

discursive	materialisation	determines	the	strictures	 in	which	one’s	presence	can	be	

established	as	a	social	being.	

The	tension	between	power	and	resistance	is	never	fully	resolved.	In	order	to	

comprehend	 possibilities	 and	 practices,	 situated	 historical,	 political	 and	 economic	

circumstances	are	important	to	comprehend	what	possibilities	are	made	possible	and	
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practised,	through	which	the	subject	actively	fashions	him-	or	herself,	including	in	the	

practices	of	resistance:	“these	practices	are	nevertheless	not	something	invented	by	

the	individual	himself.	They	are	models	that	he	finds	in	his	culture	and	are	proposed,	

suggested,	 imposed	 upon	 him	 by	 his	 culture,	 his	 society,	 and	 his	 social	 group”	

(Foucault	&	Rabinow,	1997,	p.	291).		

Under	neoliberalist	influence,	subjectivity	becomes	the	most	important	site	for	

individual	struggles	as	the	economic	influence	transforms	but	also	enables	resistance	

(Ball,	 2016).	 In	 neoliberalist	 interpretation,	 the	 responsibility	 for	 socially	

disadvantageous	circumstances	like	poverty	or	a	lack	of	employment	opportunities	is	

shifted	 from	the	social	collectivism	and	state	 interventions	 to	 individual	 “fate”	with	

rendered	 responsibility	 for	 self-care.	 Ong	 (2006)	 argues	 that	 the	 neoliberalist	

reconfiguration	at	 the	 level	of	 subjects	 requires	 flexible	adaptability.	This	 flexibility	

corresponds	to	Tanya	Jakimow’s	(2017)	“topography	of	self”	as	a	possibility	of	identity	

expansion	where	individuals,	drawing	from	their	discursive	and	affective	resources,	

recognise	 and	 start	 to	 enact	 their	 subjectivities,	 to	 cultivate	 fashion,	 and	 deploy,	

transform,	 and	 strategise	 their	 conditions	 of	 multiplicity	 of	 “selves”	 as	meaningful	

decisions.		

Postcolonialism  

Inspired	by	 the	context	of	Atambua,	 I	use	postcolonial	 thinking	 in	 this	 thesis	not	 to	

point	 at	 a	 chronological	 period	 of	 “after	 colonisation”	 but	 to	 locate	 the	 Atambuan	

people	within	a	particular	historical	condition	where	they	respond,	appropriate,	resist	

or	are	entrapped	in	various	forms	of	colonial	“inscriptions”	on	their	bodies	and	spaces	

(Childs	 &	 Williams,	 1997).	 “Post-colonial	 discourse,”	 Ashcroft	 (1996)	 argues,	 “is	

discourse	of	the	colonised	which	begins	at	the	second	of	invasion	and	doesn’t	stop	when	

the	 colonisers	 go	 home”	 (p.	 24,	 emphasis	 added).	 In	 the	 context	 of	 Indonesia,	

colonialism	 is	 a	 “trans-historical”	 feature	 (Ahmad,	 1995).	 For	 centuries,	 the	

archipelago	 was	 governed	 under	 violent	 foreign	 colonial	 rules	 that	 gave	 rise	 to	

nationalist	elites	and	militaristic	 regimes,	which,	 in	 turn,	 “borrowed”	 their	master’s	

practices.	The	genocide	in	the	form	of	“communist	cleansing”	in	1965	and	the	1975	

invasion	 of	 East	 Timor	while	 under	 Portuguese	 control	 provide	 clear	 analogues	 to	

colonial	paranoia.	This	repeating	pattern	also	renders	colonialism	as	something	that	is	

always	 present	 yet,	 in	 the	 same	way,	 always	 in	 the	 process	 of	 dissolution,	 so	 that	
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everyone	could	get	their	turn,	sooner	or	later,	at	one	time	or	another,	at	being	coloniser	

or	colonised	or,	sometimes,	both	at	once.		

Highlighting	the	postcolonial	political	importance,	R.	Young	(1998)	writes	that:	

“postcolonialism	offers	a	politics	rather	than	a	coherent	theoretical	methodology”	(p.	

5).	 R.	 Young’s	 statement	 indicates	 a	 flexible	 space	 of	 theorisation	 as	 long	 as	 such	

mechanism	 provides	 a	 systematic	 method	 in	 illuminating	 the	 oppressions.	 By	

including	 the	 postcolonial	 ideology,	 I	 resituate	 the	 poststructuralist	 theorisations,	

wrestling	against	 their	Eurocentric	biases	(Ashcroft,	2001;	Connell,	2007;	Go,	2013;	

Heryanto,	1995b,	2012;	R.	Young,	1995)	alleged	to	neutralise	the	weights	of	history,	

politics	and	inequality	inscribed	on	the	bodies	of	women	(mentioned	in	Chapter	4).	To	

proceed	with	this	strategy,	there	are	some	points	of	convergence	and	divergence	that	

demand	comprehension.		

Convergence and divergence 

One	of	the	most	important	similarities	between	poststructuralism	and	postcolonialism	

is	 that	 the	 two	 paradigms	 insist	 on	 rejecting	 essentialist	 practices	 of	 fixed	

categorisations	and,	instead,	offer	a	view	that	privileges	reflexive	practices,	unsettling	

instability	 and	 “not	 quiteness”	 (Childs	 &	 Williams,	 1997;	 Go,	 2013).	 Postcolonial	

theories	are	also	connected	and	indebted	to	the	poststructuralist	approach	especially	

in	 understanding	 power/knowledge	 and	 discourse	 as	 the	 main	 instrument	 of	

colonialist	“inscription”	(Ashcroft,	1996).	Despite	his	critique	on	Foucault’s	minimalist	

writing	 about	 French	 imperialist	 practices,	 Young	 (1995)	 argues	 that	 postcolonial	

work	 would	 not	 gain	 its	 strength	 today	 without	 Foucault’s	 critical	 theorisation	 of	

discourse	as	an	“Othering”	function.	It	was	mainly	through	discourse	that	Said’s	thesis	

of	Orientalism	could	point	at	the	language	of	colonial	culture	and	imperialist	ideology.	

Ashcroft	also	adds	that	the	postcolonial	main	task	is	not	to	establish	an	inventory	of	

colonial	 experiences,	 which,	 in	 his	 opinion,	 would	 be	 highly	 homogenising,	 but	 to	

understand	how	such	experience	is	spoken	through.	Hence,	 in	both	camps,	 language	

becomes	 a	 critical	 materiality	 of	 investigation.	 From	 poststructuralism,	 the	

postcolonial	borrows	a	lens	to	see	the	colonial	structure	behind	the	enunciation	and	

regulation	of	statement	 to	confirm	whether	or	not	knowledge	could	be	regarded	as	

“true.”	
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Despite	 the	 similarities,	 there	 are	 also	 differences	 that	 may	 unsettle	 the	

copositioning	of	the	two	theories.	Tiffin	(2013)	passionately	debates	the	use	of	“Euro-

American”	 poststructuralist	 interpretations	 on	 “non-European	 texts.”	 Tiffin’s	

argument	is	based	on	a	concern	with	the	Euro-American	as	a	major	reference	that	has	

been	 producing	 influential,	 if	 not	 hegemonic,	 effects	 on	writers	 from	 outside	 of	 its	

context.	 Such	 effect,	 without	 “the	 rigorous	 interrogation	 from	 post-colonial	

perspectives”	 (Tiffin,	 1988,	 p.	 171),	 could	 potentially	 “dismiss”	 the	 postcolonial	

complexity	of	men–women,	settler–natives,	white–non-white	in	the	Second	World	or	

Third	World.		

Heryanto	(1995b),	an	Indonesian	cultural	scholar,	shares	Tiffin’s	strong	gesture	

when	 he	 says:	 “No	 Indonesian	 needs	 any	 erudite	 philosophy	 or	 cultural	 criticism,	

French	or	otherwise,	to	tell	them	that	power	is	everywhere”	(p.	40).	Heryanto’s	aim	is	

to	 question	 the	 understanding	 of	 Foucault’s	 “non-coercive”	 power	 by	 comparing	 it	

with	the	situation	in	Indonesia.	Language,	as	Heryanto	faithfully	sees	it,	is	the	greatest	

site	of	“social	engineering”	throughout	Indonesia’s	development	trajectory	(Heryanto,	

2005).	 Through	 language,	 power	 is	 excessively	 exhibited	 in	 schools,	 offices,	 and	

factories.	 It	 also	 supresses	 other	 possibilities	 and	 constricts	 a	 sense	 of	 belonging	

(Heryanto,	1989;	Heryanto	&	Lutz,	1988).	Unlike	Foucault’s	interpretation	of	discipline	

of	 the	 unconscious	 docile	 bodies,	 the	 Indonesian	 citizens	were	 required	 to	 be	 fully	

aware	of	such	disciplining	force,	and	the	immediate	consequence	for	any	disobedient	

act.	 Heryanto’s	 argument	 is	 critical	 to	 understanding	 the	 “thick-ness”	 of	

knowledge/power	and	how	it	contributes	to	the	language	arrangement	in	present	day	

Indonesia.	Although,	currently,	 the	state’s	dominance	has	been	significantly	eroded,	

the	 trauma	 still	 persists	 and	 grants	 the	 poststate	 forces	 with	 a	 certain	 form	 of	

“obedient”	mentality	and	institutional	structures	upon	which	they	can	effectively	and	

efficiently	operate	(see	Li,	2007).	In	the	case	of	ECE,	this	pattern	has	been	excellently	

demonstrated	by	Newberry’s	(2010,	2012a)	works.	

Another	 area	 where	 postcolonialism	 may	 differ	 from	 a	 poststructuralist	

approach	 is	 the	 enactment	 of	 “subjects.”	 The	 two	 theories	 come	 with	 different	

interpretations	of	Althusser’s	(1971)	concept	of	interpellation.	In	his	essay	“Ideology	

and	Ideological	State	Apparatuses,”	Althusser	(1971)	uses	interpellation	to	describe	

how	a	person	is	socially	and	ideologically	positioned	by	the	authorities	through	the	

concept	of	“hailing”	or	calling	out,	for	an	example	when	a	police	officer	hails	“Hey,	You!”	
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to	a	stranger,	“the”	person	who	responds	to	the	hail	has	the	subject	position	imposed	

on	him/her.	Butler	(1993),	using	the	concept,	argues	that	interpellation	is	not	a	simple	

performative	 act	 because	 it	 does	 not	 always	 entirely	 sanction	 the	 subject	with	 the	

meaning	attached	in	the	call,	hence	she	or	he	could	respond	to	the	calling	in	ways	that	

could	 challenge	 it	 (Butler,	 1993;	 Salih,	 2002).	 Butler	 views	 subjects	 as	 always	

connected	to	power,	so	they	could	gain	access	to	power	through	the	discourse,	but	also	

at	 the	 same	 time	 be	 subordinated	 by	 the	 discourse	where	 the	 power	 is.	 A	 similar	

opinion	also	appeared	in	Ashcroft’s	(1995)	postcolonial	argument.		

Driven	by	the	postcolonialist’s	political	objectives,	interpellation	does	not	only	

shape	subjects	and	provide	them	with	ideological	assumptions	and	beliefs	or	provide	

them	with	an	opportunity	to	undermine	the	authorities’	subjectification	as	openly	as	

Butler	may	imply.	Spivak’s	(1988)	subaltern	argument	provides	a	strong	ground	for	

postcolonial	stance	on	Third-World	women	as	a	postcolonial	agency.	In	her	opinion,	

women	from	the	lowest	stratum	of	a	Third-World	society	could	never	be	understood	

to	be	their	subaltern	position.	Despite	the	“dead-end”	impression,	my	interpretation	to	

Spivak’s	concept	lies	in	the	language	as	a	taught	process	through	which	women	could	

“learn	to	speak”	with	the	grammar	of	the	master.	Once	the	mastery	is	achieved,	women	

could	turn	themselves	into	“appropriators”	who	could	mimic	and	make	parody	of	the	

dominant	 discourse,	 mocking	 and	 menacing	 authority	 (Bhabha,	 1994).	 Ashcroft	

(1995)	offers	a	concept	of	“interpolation”	where	resistance	is	not	equal	to	rejection.	In	

Ashcroft’s	 term,	 resistance	 is	 demonstrated	 through	 an	 entering	 of	 the	 master-

discourse	 narrative	 to	 smuggle	 out	 the	 postcolonial	 values.	 By	 interpolation,	 the	

postcolonial	 could	 produce	 their	 own	 “counterdiscourse”	 strategy	 without	 risking	

their	 presence.	 The	 appropriation	 strategy	 of	 “ibu-ism”	 performed	 by	 “Suara	 Ibu	

Peduli”	 (SIP,	 or	 the	 Voice	 of	 Caring	 Mothers)	 in	 1998–1999	 is	 an	 example	 of	 this	

postcolonial	tactic.	To	raise	sentiments	against	Soeharto	and	to	support	thousands	of	

student	activists	who	occupied	 the	parliament	building,	 some	 feminist	 figures	 led	a	

movement	by	exploiting	the	maternalist	domesticity	of	“mothers”	who	“cared”	about	

the	fate	of	the	nation.	This	strategy	was	launched	with	a	great	knowledge	about	ibu	as	

a	political	terrain,	used	by	Soeharto	for	control	over	women’s	bodies.	By	appropriating	

the	 language,	 the	 feminists	 succeeded	 in	 getting	 access	 to	 media	 and	 nationwide	

support	 (Blackburn,	 2004;	 Budiman,	 2011),	 despite	 the	 harsh	 critiques	 by	 some	

Western	feminists	(Campbell,	2007;	Sen,	1998).	Later,	Arivia,	one	of	the	leading	figures	
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in	the	movement,	expressed	the	difficulty	in	their	struggles	in	choosing	between	using	

Soeharto’s	strategy	of	framing	women	only	as	mothers	to	get	public	support	or	openly	

confronting	the	construct	(Arivia,	2007;	Campbell,	2007).		

In	 this	 thesis,	 the	 postcolonial	 perspective	 helps	 to	 articulate	 new	 identity	

amidst	 the	 anxious	 positions	 in	 the	 “in-between”-ness	 of	 subjectivity.	 Considering	

Indonesia’s	historical	past,	postcolonialism	emerges	as	a	theme	in	Chapter	4	on	women	

in	 ECE	 as	 part	 of	 colonising	 practices.	 In	 Chapter	 5,	 postcolonialism	 is	 used	 to	

understand	 the	 strategy	 of	 embracing	 surveillance	 and,	 in	 Chapter	 6,	 a	 solution	 is	

offered	for	the	emerging	tension	between	the	imperative	for	child-centred	pedagogy	

and	child	discipline		

Feminist Methodology  

Subjective “truth.” 

As	 I	mentioned	 in	 the	 section	 above,	 this	 research	 is	 anchored	 in	 poststructuralist	

belief	that	language	is	power	(Davies	&	Harre,	1990;	Foucault,	1980;	Weedon,	1987).	

Similar	to	the	position	of	rationality,	in	this	thesis,	truth	is	not	stable	and	neutral.	In	

contrast,	 truth	 is	 subjective.	 truth	 inhabits	 specific	 contexts,	 always	 temporal	 and	

spatial	with	consequences	of	power.	Each	society	has	its	regime	of	truth,	its	general	

conventions	of	what	is	acceptable	and	what	is	not:		

that	is,	the	types	of	discourse	which	it	accepts	and	makes	function	as	true;	the	

mechanisms	 and	 instances	 which	 enable	 one	 to	 distinguish	 true	 and	 false	

statements,	 the	 means	 by	 which	 each	 is	 sanctioned;	 the	 techniques	 and	

procedures	accorded	value	in	the	acquisition	of	truth;	the	status	of	those	who	

are	charged	with	saying	what	counts	as	true.	(Foucault,	1980,	p.	131)	

In	 this	 methodological	 conception,	 truth	 traverses	 through	 interconnectedness	 of	

subjectivities.	 From	 a	 poststructuralist’s	 perspective,	 truth	 is	 how	we	 perceive	 our	

surroundings,	 influenced	by	the	society	in	which	we	live,	enabled	or	constrained	by	

power	relations	within	the	society.	

The	 choice	 over	 the	 poststructuralist	 theoretical	 stance	 affects	 the	

characteristics	of	 interpretations	 in	 this	 thesis.	Despite	claiming	objective,	accurate,	

and	neutral	interpretations,	my	judgements	are	always	partial,	limited,	and	subjective	

(Baxter,	 2003).	 Consequently,	 there	 is	 no	 action	 or	 stated	 knowledge	 that	 can	 be	
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genuinely	“value	free”	(Denzin	&	Lincoln,	2005).	The	limitation	and	the	situatedness	of	

the	knowledge	in	turn	also	produces	methods	of	knowing	that	are	partial,	local,	and	

historical	 (Richardson	 &	 St.	 Pierre,	 2005).	 Hence,	 instead	 of	 offering	 “false”	

generalisability,	this	research	is	set	on	a	mission	to	capture	the	subjective	positionality	

of	the	ECE	workers,	what	informed	their	positionings,	and	the	results	of	their	meaning-

making.		

Another	 characteristic	 of	 poststructuralism	 is	 the	 function	 of	 language	 in	

constructing	 meanings.	 In	 this	 sense,	 language	 shapes	 our	 world,	 precedes	 our	

thoughts	and	is	not	a	tool	for	our	self-expression.	Language	is	critical	in	facilitating	our	

subjectivity	 and	 our	 involvements	 in	 social	 organisations,	 and	 transmitting	 power	

(Richardson	&	St.	Pierre,	2005;	Weedon,	1987).	Again,	the	consequence	of	this	logic	is	

very	 significant.	 It	 means	 the	 language	 of	 discourse	 provides	 us	 with	 estimates	 of	

definitions	instead	of	descriptions	that	are	accurate.	An	example	of	this	is	how	research	

and	Atambua	are	interwoven	into	the	same	fabric	of	reality.	The	“reality”	of	Atambua	

presented	here	is	Atambua	indexed	under	particular	research	and	time	spent	by	me	as	

the	researcher.	Stories	produced,	for	example,	are	not	to	be	decontextualised	from	the	

research	activities.	The	awareness	about	the	research,	what	we	said	and	how	we	said	

it,	in	itself	produced	a	situated	reality.	

Poststructuralist	discourse	as	an	approach	shares	some	commonalities	with	the	

feminist	agenda.	The	two	approaches	are	interested	in	subjects	and	subjectivity	and	

believe	 in	 different	 meanings	 of	 truth.	 (see	 Sawicki,	 1994).	 The	 “feminist”	 in	 this	

research	 comes	 from	 my	 emphasis	 on	 “the	 importance	 of	 individual	 experience,	

situated	within	an	uneven	system	of	power”	(Craven	&	Davis,	2013,	p.	6).	This	research	

is	 built	 on	 an	 ethnography	 of	 ECE	 as	 a	 project	 of	 expansion	 done	 by	 a	 female	

researcher.	As	a	result,	women	occupy	the	space	of	analysis,	loaded	with	the	task	of	

contesting	the	“masculinist	bias”	(Hekman,	2011).	

A feminist in training. 

The	 feminist	 feature	 of	 this	 research	 is	 the	 problematisation	 of	 the	 day-to-day	

relationship	between	the	researcher	and	the	researched	(Brabeck,	2000).	Diane	Wolf	

(2018)	suggests	that	the	relationships	between	the	researcher	and	the	researched	are	

potentially	 shaped	by	 the	 researcher’s	domination,	 among	other	 things,	 in	 terms	of	

race,	 class,	 gender,	 and	nationality;	 therefore	 I	 am	 in	 a	more	privileged	position	 in	
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defining	and	exploiting	the	relationship	and	in	writing	and	producing	representations.	

Illuminating	 these	 potential	 dominations	 requires	 a	 self-reflexive	 attitude.	 This	

performance	 of	 self-reflexivity	 is	 known	 to	 be	 the	 most	 recognisable	 character	 of	

feminist	 methodology	 that	 distinguishes	 feminist	 research	 from	 other	 types	 of	

research	(Naples,	2011).		

As	 a	 researcher,	 my	 position	 and	 identities	 were	 not	 invisible	 to	 my	

participants’	lives;	instead,	my	identities	interacted	with	their	values	and	determined	

how	I	should	be	treated,	with	whom	and	what	I	could	do	in	specific	settings	and	what	

I	could	not	do.	Okely	(2007)	confides:	“The	biological	sex	and	perceived	‘race’	of	the	

fieldworker	were	often	 the	 first	bodily	markers	of	 identity	 for	 the	people	 in	whose	

group	 or	 society	 the	 anthropologists	 came	 to	 live”	 (p.	 66).	 The	 presence	 of	 female	

researchers	in	the	field	is	problematic	(Arendell,	1997;	Easterday,	Papademas,	Schorr,	

&	Valentine,	1977;	Irwin,	2006);	as	female	researchers,	we	are	immediately	confronted	

and	treated	based	on	our	status	in	the	hierarchy	of	gender.	As	a	woman,	my	world	was	

quickly	shifted	to	the	realm	of	the	women	as	ECE	teachers	and	owners.		

The	experience	changed	my	research	positioning	about	women	 in	ECE,	 from	

seeing	 them	 as	 objects	 or	 recipients	 of	 ECE	 interventions	 to	 active	 and	 conscious	

subjects.	Tsing	(1996)	warns	about	the	complexity	in	“woman-to-woman	connections”	

in	research.	In	her	argument,	a	female	researcher	works	with	an	assumption	that,	she:	

can	talk	to	other	women	because	she	is	one.	From	this	position,	she	is	forced	to	

assume	an	essential	woman-to-woman	connection,	and	it	becomes	difficult	to	

discuss	 cultural	 differences	 and	 what	 it	 means	 to	 be	 a	 woman	 at	 all.	 For	

ethnographic	analysis,	she	must	leap	back	into	the	bounded	cultural	worlds	of	

the	scholars,	despite	the	fact	that	this	frame	may	not	account	for	some	of	her	

most	interesting	material.	(p.	311)	

The	woman-to-woman	connection	is	indeed	universalising,	but	it	also	provided	

me	 with	 a	 rare	 view	 of	 what	 lies	 beneath	 the	 formal	 rhetoric	 of	 ECE.	 The	 female	

participants	showed	me	their	lives	as	messy,	chaotic,	and	murky;	their	lives	expressed	

how	one	 thing	 could	 lead,	 integrate	 and	 collide	with,	 or	 corrupt	 others:	 a	 struggle.	

Through	these	interactions,	my	research	grew.	I	realised	that	their	life	as	ECE	teachers	

was	just	one	aspect	of	their	lives.	It	was	also	through	these	dynamics	that	I	could	sense	

the	presence	of	the	fabric	that	held	their	intricate	lives;	how	a	change	in	time	and	space	
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affected	 their	voices,	or	how	their	 inconsistent	utterances,	puns,	 reveries	or	silence	

gave	the	impression	that	I	actually	“heard”	something.		

From	 this	 process,	 I	 learnt	 to	 be	 a	 feminist.	 However,	my	 research	 position	

differs	from	that	of	feminist	scholar	Julia	Suryakusuma	(1987)	who	did	an	ethnography	

research	before	she	produced	her	seminal	work	on	the	state-Ibu-ism.	She	believes	a	

personal	 equation	 is	 a	 moral	 veil	 that	 needs	 to	 be	 dismantled	 to	 write	 a	 report.	

Suryakusuma’s	 approach	 is	 contextual	 because	 her	 objective	 was	 to	 scrutinise	 the	

systemic	 exploitation	 under	 the	 capitalist	 state.	 In	 Atambua,	 my	 experience	 was	

different	and	so	was	the	specificity	of	time	and	contexts.	Observing,	interviewing	and	

living	with	the	 female	teachers	and	school	managers	 in	their	community	makes	the	

state	of	“exploitation”	far	from	a	straightforward	process.	These	objectives	become	a	

point	where	feminism	can	be	aligned	with	poststructuralism.		

Relationality approach. 

Undertaking	feminist	research	does	not	mean	that	women	are	the	only	focus,	isolated	

from	men	and	continuously	victimised	under	the	direct	oppression	of	men.	Instead,	

oppression	 did	 not	 appear	 as	 a	 straightforward	 exploitative	 relationship,	 but	 a	

complex	of	many	contradictions	that	came	from	among	women	themselves	(Gorelick,	

1991;	Weedon,	1987).	This	research	also	benefits	 from	Chandra	Talpede	Mohanty’s	

(1988)	 rejection	 of	 the	 universalising	 of	 women	 as	 a	 homogenous	 and	 powerless	

group.	 Women,	 like	 any	 other	 subjects,	 are	 particular,	 social	 and	 historical.	 The	

adoption	of	Mohanty’s	stance	allows	me	to	investigate	the	relationships	between	men	

and	women,	and	also	among	women	through	the	multi-lens	amidst	 the	precarity	of	

lives	and	in	the	contexts	of	education.		

Because	feminism	is	mostly	defined	and	initiated	as	political	activism	against	

structured	oppression,	no	method	can	claim	to	be	inherently	feminist	(Hekman,	2011;	

Naples,	2011).	 In	 this	research,	 feminism	grows	 from	the	 tension	between	showing	

sympathy	and	detachment	–	a	principle	of	participant	observation	(Tedlock,	1991)	–	

towards	women	who	worked	at	the	ECE	centre.	Formally,	the	data	collection	was	done	

through	a	series	of	participant	observations	and	interviews.	However,	at	the	heart	of	

the	 data	 collection	 was	 the	 fabric	 of	 day-to-day	 experiences	 of	 women’s	 lives	 as	

captured	by	our	interactions	in	all	of	its	limitations.		
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Circling the “site”: Ethnographic case study. 

In	this	research,	unlike	other	studies	that	may	be	led	by	firm	methodological	guidance	

from	the	beginning	to	the	end,	my	methodology	evolved	as	the	study	progressed.	 It	

grew	 from	 my	 need	 to	 read	 and	 work	 out	 my	 “entanglement”	 with	 data	 (Koro-

Ljungberg,	 2016)	 as	 collections	 of	 words,	 names,	 faces,	 sentiments,	 memories,	

subjectivities,	 and	 positionalities.	 In	 general,	 this	 research	 was	 based	 on	 an	

ethnographic	 case	 study,	 a	 combination	 of	 case	 studies	 (Stake,	 1995,	 2005)	 and	

ethnography	(Britzman,	1995;	Lather,	2001).	Despite	some	theoretical	differences	and	

consequences	that	have	been	articulated	by	some	authors	(see	Minnis,	2006;	White,	

Drew,	 &	 Hay,	 2009),	 I	 rather	 see	 these	 two	 approaches	 as	 complementary	 at	 the	

practical	level.	In	combination,	the	two	approaches	helped	me	in	provisionally	drawing	

boundaries,	 the	 transitions	or	 transgressions,	 and	naming	 the	 interactions	with	 the	

participants.	Both	case	study	and	ethnography	aim	at	understanding	people	and	their	

practices	 of	 lives	 within	 their	 situatedness	 while	 not	 being	 too	 obsessed	 with	 the	

scientific	pressure	to	produce	generalisable	patterns.		

Case study as boundary-seeking approach. 

In	2014,	I	arrived	in	Atambua	for	my	first	visit	full	of	the	naivety	of	a	novel	researcher.	

Feeling	liberated	from	my	previous	work	as	an	UNICEF	education	officer,	I	was	excited	

to	be	embracing	the	organisation	of	the	ECE	and	how	it	interacted	with	people’s	day-

to-day	lives	in	its	“natural	setting”	(Guba	&	Lincoln,	1982)	rather	than	seeing	it	based	

on	some	predefined	assumptions	or	standards	as	I	had	done	with	my	previous	work.	I	

use	 Robert	 Stake’s	 (2005)	 position	 about	 the	 case	 study,	 to	 treat	 it	 not	 as	 a	

methodological	choice,	but	more	as	a	commitment	to	what	it	is	to	study.	Case	study,	

Stake	 writes,	 is	 “both	 a	 process	 of	 inquiry	 about	 the	 case	 and	 the	 product	 of	 that	

inquiry”	(p.	444).	In	this	light,	case	study	points	to	my	strategies,	attempts,	and	struggle	

to	 pull	 an	 array	 of	 events,	 contingencies,	 and	 recognition	 of	 subjectivity	 (Peshkin,	

1988;	Stake,	1981)	 into	an	answer	for	the	question	of	“what	 is	 it	a	case	of?”	(Stake,	

2005,	p.	 444)	 and	 to	present	 it	 as	 a	unique	bounded	 system	and	 specificity	 (Stake,	

1978).	

A	case	study	approach	is	particularly	useful	to	understand	a	construct	beyond	

literal	 meanings	 and	 prosaic	 and	 context-independent	 interpretations.	 For	 some	

authors,	 case	 study	may	 represent	 an	 approach	 that	 is	 limited	 to	 the	postpositivist	

continuum	(e.g.,	 Lincoln	&	Guba,	2005;	White	et	 al.,	 2009);	however,	 I	 still	 find	 the	
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approach	useful	to	help	define	a	case	as	something	emergent.	Kushner	(2015)	argues	

that	instead	of	working	on	established	conceptions,	case	study-based	research	is	more	

interested	in	investigating	the	boundary	of	a	case.	Instead	of	falling	into	binary	divides,	

the	 use	 of	 case	 study	 directs	 the	 research	 to	 embrace	 the	 complexity	 of	 a	 setting	

(Kushner,	2000),	 –	 i.e.,	 how	 the	 relationship	between	simple	elements	gives	 rise	 to	

complex	arrangements.	Case	study	is	performed	by	analysing	contingent	relationships	

and	reciprocity	(interactive	feedback	types	instead	of	linear	patterns)	as	the	basis	for	

the	 discovery	 of	 situational	 and	 naturally	 emergent	 boundaries	 (Kushner,	 2015).	

Rather	 than	 seeking	 an	 explanation	 within	 a	 frame	 of	 linearity,	 it	 identifies	 the	

emergent	dynamics.	The	concept	of	a	contingent-based	boundary	offered	by	the	case	

study	is	very	valuable	in	following	the	fluidity	of	ECE	beyond	programmatic	rigidity	or	

purely	as	learning	activities.		

An	 essential	 feature	 of	 Stake’s	 case	 study	 is	 his	 belief	 on	 the	 importance	 of	

progressive	focusing	(see	Stake,	2010)	–	a	term	initially	coined	by	Parlett	and	Hamilton	

(1972),	 as	 a	 critical	 gesture	 to	 complexify	 “the	 growing	knowledge	of	 our	 research	

question,	our	methods,	our	sources	of	data,	and	whatever	helps	us	with	interpretation.	

Gradualness,	 care,	 scepticism,	 revision”	 (Stake,	 2010,	 p.	 129).	 This	 notion	 is	

fundamental	 to	 this	 thesis.	 The	 boundedness	 of	 case	 study	 may	 necessitate	 the	

production	of	 boundaries;	 but,	 by	 allowing	 gradualness,	 the	boundary	 in	my	 thesis	

becomes	 fluid,	 subjective,	 impermanent,	 and	 lacking	 a	 finite	 closure,	 rather	 than	

merely	a	technical	matter	of	“advance	organizers”	(Stake,	2010,	p.	130).		

Narrative ethnography.  

At	the	beginning	of	this	research,	ethnography	was	used	as	a	concept	that	justified	my	

immersion	in	the	lives	of	ECE	workers	(Delamont	&	Woods,	1987;	Minnis,	2006).	The	

term	was	also	generally	used	as	the	umbrella	term	for	the	fieldwork	data	collection	

techniques	 that	 I	 used:	 immersed	 participant	 observations	 and	 interviews	

(Hammersley	&	Atkinson,	1983),	as	well	as	the	process	of	excavating,	translating,	and	

narrativising	 (Clifford	 &	 Marcus,	 1986;	 C.	 Geertz,	 1988).	 Although	 I	 began	 with	 a	

provisional	topic	on	ECE	and	poverty,	my	ethnographic	data	collection	allowed	me	to	

gather	 data	 beyond	 the	 proposed	 topic,	 to	 delve	 deeply	 into	 contextuality	 and	 to	

explore	 the	 breadth	 of	 the	 issue.	 Information	 on	 interviews	 and	 observations	 are	

presented	later	in	this	chapter.		
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The	ethnography	approach	in	this	thesis	is	what	Barbara	Tedlock	(1991)	terms	

narrative	ethnography:	a	combination	of	author’s	experience,	the	ethnographic	data,	

the	epistemological	reflections	and	analysis	that	is	reflected	through	narratives.	As	I	

experienced	the	fieldwork,	I	was	made	aware	of	my	subjective	biases	and	the	limited	

access	 to	 my	 participants’	 lives.	 This	 limitation	 triggered	 the	 possibility	 of	

misrepresentations.	Patti	Lather	(2001)	calls	this	ethnographic	fallacy	“the	ruin”	–	a	

metaphor	 to	 foreground	 the	 researcher’s	 limited	 capacity	 for	 being	 “the	 one	 who	

knows”	and	knowledge	that	is	both	too	much	and	also	too	little	(p.	485).	This	research	

follows	 the	 “reflexive	 turn”	 in	 ethnography,	 a	 paradigmatic	 concept	 where	

representations	 are	 always	 in	 crisis	 (Clifford	&	Marcus,	1986),	 because	of	 its	being	

subjective	and	diluted	by	my	role	as	an	ethnographic	writer.	In	the	following	section,	I	

describe	my	ethnographic	writing	based	on	the	production	of	fieldnotes.		

The	feminist	angle	is	also	more	apparent	in	ethnography	than	case	study.	Based	

on	my	fieldwork	experience,	research	is	a	gendered	enterprise.	The	presence	of	female	

researchers	in	the	field	is	problematic	(Arendell,	1997;	Easterday	et	al.,	1977;	Irwin,	

2006;	Pini,	2005).	As	a	female	researcher,	I	was	treated	according	to	my	status	in	the	

hierarchy	of	gender	(Arendell,	1997).	I	easily	became	subject	to	paternalistic	treatment	

under	 the	 assumption	 of	 powerlessness	 and	 lack	 of	 intelligence	 and	 capacity	

(Easterday,	 Papademas,	 Schorr,	 &	 Valentine,	 1977).	 Suryakusuma	 (1987),	 an	

Indonesian	 feminist,	 also	 reflects	 how	 she	 had	 to	 accept	 the	 gender	 hierarchy	 to	

proceed	and	to	be	politically	acceptable	to	her	participants.	

Another	feminist	feature	in	ethnography	appears	from	interacting	with	Judith	

Stacey’s	(1988)	argument	on	the	feminist	researcher’s	dilemma.	Stacey	believes	that	

feminist	 ethnography,	 based	 on	 the	 feminist	 strength	 of	 empathy	 and	 compassion,	

could	 potentially	 situate	 the	 researcher	 between	 the	 drive	 towards	 “passionate	

scholarship”	 and	 “exploitation	 of	 women	 as	 research	 objects”	 (p.	 22).	 A	 female	

researcher,	Stacey	further	argues,	deals	with	a	delusion	about	the	woman-to-woman	

alliance,	between	her	and	her	participants,	rather	than	acknowledging	the	differences	

that	separate	them.	My	identity	as	a	female	researcher	is	assumed	to	be	sufficient	in	

understanding	 the	 sensitivity,	 the	 ability,	 the	 mastery	 of	 language	 of	 women	 –	 a	

homogenisation	 of	 women,	 regardless	 of	 the	 diversity	 of	 socioeconomic,	 cultural,	

sexual	identity	and	historicity	of	Indonesian	societies	at	large.	This	fixation	became	a	

double-edged	sword	for	my	research;	in	a	way,	identity	became	a	warrant	that	allowed	
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me	to	navigate	and	to	negotiate	boundary	crossing	beyond	the	insider–outsider	status	

and	formalities;	however,	the	danger	in	adhering	to	this	homogenising	assumption	is	I	

could	homogenise	women’s	opinions.	My	approach	in	this	research	is	to	acknowledge	

the	unequal	power	relationship	between	the	researcher	and	the	researched	and	use	

ethnography	 as	 an	 opportunity	 to	 unpack	 the	 details	 of	 the	 inequality	 by	 being	

reflexive	in	producing	the	writing.		

In	 this	 research,	 the	 relationship	 between	 case	 study	 and	 ethnography	 is	

mutually	constitutive.	The	case	study	is	shaped	by	my	ethnographic	experience	from	

the	 first	 time	 I	arrived	at	 the	 field	 in	2014	until	 the	present;	however,	 for	practical	

reasons	and	academic	focus,	I	cannot	use	all	of	my	ethnographic	data	in	this	thesis.	The	

selection	of	which	data	can	be	used	and	which	has	to	be	kept	aside	is	led	by	the	classic	

case	study	question:	“What	is	this	a	case	of?”	(Stake,	2005,	p.	444).	The	same	question	

applied	when	my	ethnography	became	a	wandering	ethnography	that	kept	on	shifting.	

The	decision	to	use	the	EFA	expansion	as	the	point	of	departure	for	this	research	does	

not	mean	that	this	research	was	initially	based	on	that	mission	from	beginning	to	end;	

instead,	it	was	what	I	thought	I	could	do	at	that	moment.	Nicolini	(2009)	calls	this	type	

of	decision	an	act	of	“zooming	out,”	a	momentary	technique	to	see	the	texture	of	the	

practices,	 or,	 in	 this	 context:	 the	messy	 connectedness	 between	 the	 “field”	 and	 the	

wider	area	of	“flows	and	motility”	(p.	129).	Beyond	the	topic,	lives	continue	to	evolve	

and	respond	to	other	events.	I	am	quite	sure	that	the	same	data	could	be	read	multiple	

times	 to	 feed	different	directions.	The	 topic	was	 chosen	as	 a	provisional	boundary,	

after	 a	 series	 of	 contemplations,	 putting	 policy	 next	 to	 fieldnotes,	 thinking	 about	

theories	while	checking	with	my	feeling	and	ideas	–	what	case	can	be	built	 from	all	

these	 messy	 and	 crisscrossing	 experiences?	 What	 are	 all	 these	 events,	 policies,	

sentiments	trying	to	tell	me?	

	

Fieldnotes as ethnographic writing. 

Throughout	my	 fieldwork,	 and	briefly	 after,	 I	 produced	 fieldnotes.	 Fieldnotes	 are	 a	

method	 of	 representation,	 that	 shrinks	 and	 reconstitutes	 complex	 events	 and	

observations	 into	written	descriptions	done	by	ethnographers	–	an	“inscription”	(C.	

Geertz,	1973,	p.	19)	and	a	 “textual	artifact”	 (Marcus,	2007,	p.	1129).	 In	general,	 the	

fieldnotes	 capture	my	 fieldwork	 presence	 from	 technical,	 chronological,	 social,	 and	
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affect	or	emotional	points	of	view.	Using	fieldnotes	as	data’s	matter	in	this	research	

means	that	I	can	retrospectively	and	frequently	revisit	them,	while	knowing	that	they	

can	never	really	complete	a	story	(Emerson,	Fretz,	&	Shaw,	2011)	

Working	 in	the	 field,	 I	produced	two	types	of	 fieldnotes.	The	first	 type	 is	 the	

rough	notes	that	were	written	while	I	was	simultaneously	doing	the	observations	or	

interviews.	These	fieldnotes	serve	the	practical	function	of	a	data	record,	as	my	quick	

medium	for	outlining	observations,	summarising	conversations,	turning	an	experience	

of	the	day	into	texts.	Most	of	the	time,	I	just	used	a	pencil	and	a	fieldnote	book,	or,	in	

the	case	of	important	events	happening	in	more	casual	or	challenging	settings,	I	typed	

the	 notes	 with	 my	 phone	 or	 recorded	 my	 voice.	 The	 notes	 can	 be	 full	 scribbled	

sentences	or	just	cues	of	keywords,	names,	and	numbers.	In	the	evening,	or	as	soon	as	

I	 had	 the	 time,	 I	 turned	 them	 into	 a	 more	 readable	 form	 by	 typing	 them	 on	 my	

computer.	Taking	the	personal	 form	(Walford,	2009),	 I	did	not	divide	my	fieldnotes	

based	on	 their	 technical	 character,	whether	 they	were	observational,	 theoretical	or	

methodological	notes,	as	suggested	by	Schatzman	and	Strauss	(1973).		

The	second	type	of	fieldnote	is	the	written	narratives,	based	on	the	scribbles.	

To	produce	the	narratives,	I	dissected	a	moment,	accentuated	some	gestures,	words,	

and	 their	 effects	 to	build	dramatic	 stories.	 I	 rewrote	 and	 reconstructed	 stories	 and	

turned	them	into	more	polished	ethnographic	texts.	Some	of	the	processes	could	take	

more	 time	 than	 others.	 Different	 fieldnotes	 hold	 different	 impressions;	 some	were	

more	memorable,	more	educational	than	others;	in	terms	of	being	written,	some	were	

also	 more	 crafted	 and	 poetic	 than	 others,	 mostly	 because	 they	 spark	 “light-bulb”	

moments.	 My	 daily	 journal	 entries	 tended	 to	 be	 shorter	 because	 they	 captured	

occurrences	without	emphasising	their	connections	with	other	events.	These	entries	

are	useful	for	seeing	an	incident	as	part	of	chronological	time.	Meanwhile,	my	specific	

or	 theme-based	notes	 are	more	 open	 and	 interconnected	 and	 interact	with	 events,	

theories,	 and	 histories	 that	 sit	 outside	 the	 chronological	 rule.	 Technically,	 the	

fieldnotes	 are	 a	 combination	 of	 Van	 Maanen’s	 (1988)	 “confessional	 tales”	 and	

“impressionist	tales.”	The	“confessional”	character	is	mostly	shown	from	my	position	

as	the	narrator	or	storyteller	who	permeated	the	writing	with	ideas	and	confusions	as	

part	of	my	ethnographic	writing,	although	I	tried	not	to	“steal”	the	spotlight.		
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Fieldnotes	entail	the	process	of	narrativising	that	inflates	space	and	meanings,	

engaging	deeper	processes	of	contemplation	and	emotional	feelings.	Fieldnotes	are	my	

space	of	vivid	memory	captured	by	my	researcher’s	body.	As	Okely	(2007)	states:	

Field	 notes	 are	 records	 for	 evidence,	 direct	 quotations	 and	 even	

quantitative	data,	but	they	may	also	act	as	mnemonic	triggers	of	a	total	

experience.	Making	sense	of	fieldwork	is	also	a	bodily	process.	The	writer	

recognizes	themes	and	sorts	out	what	seemed	incomprehensible	puzzles	

because	she	can	feel	it	in	her	bones	and	flesh,	although	s/he	will	be	seated	

and	relatively	still,	while	working	through	the	material	and	submerged	

memories.	(p.	77)	

Fieldnote	 writing	 is	 not	 only	 verbal	 or	 cerebral	 activities	 and	 far	 from	 sedentary	

academic	writing.	Some	fieldnotes	were	written	with	laughs	while	some	were	stained	

with	tears	–	some	kept	asking	me	to	return,	to	fix,	to	remember	it	better.	The	feeling	

of	 “producing”	was	greatly	 felt	 from	writing	up	 these	notes.	Once	 the	 stories	were	

written,	I	felt	an	effect	of	“giving	birth”	to	texts	–	it	removes	the	uncertainty	and	turns	

it	into	a	kind	acceptance	of	“that	is	the	way	that	turned	out”	(Richardson,	1992,	p.	134)	

and	now	they	(the	texts)	are	out	there.		

Fieldwork Design. 

Participant recruitment.  

Recruitment	was	divided	 into	two	stages:	 the	 first	stage	was	carried	out	 in	2014	to	

select	the	district,	while	the	second	stage	was	in	2015	to	recruit	ECE	centres	with	the	

managers	and	teachers.	The	second	recruitment	began	after	the	ethics	application	was	

approved	by	 the	University	of	Auckland	Human	Participants	Ethics	Committee	 (see	

Appendix	A)	in	August	2015.	The	district	selection	was	mainly	to	select	the	location	of	

fieldwork	in	NTT	Province.	There	were	no	criteria	for	the	district	other	than	being	in	

NTT	Province.	The	process	was	informally	assisted	by	the	Association	of	ECE	Centres	

(HIMPAUDI)	 in	 the	 province.	 However,	 due	 to	 HIMPAUDI’s	 limited	 and	 inactive	

capacity	in	the	region,	I	also	contacted	some	NGOs	working	in	some	districts	of	NTT.	

These	 NGOs	were	 CIS	 Timor	 for	 Kupang	 and	 Belu	 District	 in	 Timor	 Island,	 Sumba	

Foundation	for	West	and	Central	Sumba	for	Sumba	Island,	and	YASPEM	for	Ende	and	

Sikka	district	 in	Flores	 Island.	My	 correspondence	with	 these	organisations	was	by	

email.	In	the	first	email,	I	explained	broadly	about	my	research,	research	topic,	general	
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objectives,	 data	 collection	 techniques	 and	 the	 duration	 of	 the	 research.	 I	 asked	 the	

organisation	to	provide	me	with	a	recommendation	about	district	location.	The	district	

selected	 was	 the	 first	 district	 recommended	 by	 these	 organisations	 with	 research	

logistics	 (time	 of	 travel,	 distance	 to	 the	 closest	 basic	 facilities	 such	 as	 airport,	 bus	

station,	hospital)	as	the	only	consideration.	CIS	Timor	and	their	recommendation	of	

Belu	 District	 came	 first.	 Belu	 was	 offered	 because	 the	 district	 is	 located	 on	 Timor	

Island,	8	hours	from	Kupang	City,	the	biggest	city	in	the	province,	and	has	necessary	

facilities	with	a	well-connected	transportation	system.	

In	2014,	I	went	to	Belu	District	for	a	3-week	exploratory	visit.	The	objectives	of	

the	visit	were	to	develop	plans	for	ECE	centres,	to	assess	the	situation,	distance,	and	to	

check	facilities	for	logistic	feasibility	and	my	comfort	(e.g.,	accommodation,	vehicles,	

internet,	mobile	reception,	food,	and	market).	Methodologically,	the	visit	also	allowed	

me	to	explore	potential	methods	and	arrangement	of	data	collection.	For	this	purpose,	

I	 visited	 four	 centres	 located	 in	 four	 sub-districts.	 Two	 centres	 were	 operated	 by	

private	 foundations	with	political	affiliations,	2	hours	 from	Atambua	City,	while	 the	

other	 two	were	 individually	owned;	one	was	 located	 in	 the	 city,	 and	 the	other	was	

about	10	minutes	from	the	city.	Considering	I	would	be	the	only	researcher	with	no	

family	or	close-friend	support	nearby,	CIS	Timor	advised	me	not	to	work	too	far	from	

the	city	in	case	of	emergency	(e.g.,	sickness,	accident,	crime,	rejection	by	participants).	

The	recruitment	of	the	ECE	centres	began	in	2015.	I	did	not	set	any	criteria	for	

the	centres,	except	mentioning	their	willingness	to	accommodate	the	research	process.	

Potential	 participants	 were	 aware	 that	 participation	 was	 voluntary,	 and	 that	 no	

significant	incentive	would	be	given.	Flyers	of	recruitment	were	distributed	in	limited	

areas	 such	 as	 a	 church,	 puskesmas	 (community-based	 health	 post),	 and	 some	 ECE	

centres	around	Atambua	City.	Initially,	I	was	looking	for	two	ECE	centres	to	be	the	sites	

of	this	research.	In	September,	Alex,	the	owner	and	manager	of	Raihun	Nakmutis17,	an	

ECE	centre,	contacted	me	directly	expressing	his	interest	in	the	research.	His	centre	

was	also	one	of	the	centres	I	visited	on	my	exploratory	visit	in	2014.	I	had	met	Alex	in	

my	previous	work	but	we	never	really	worked	together.	From	Alex,	I	was	also	in	touch	

with	 Aifunan	 ECE	 Centre,	 located	 in	 a	 different	 area	 but	 not	 too	 far	 from	 Raihun	

Nakmutis.	However,	with	Aifunan,	due	to	logistic	issues	with	accommodation,	I	could	

	
17	All	names	of	participants	and	ECE	centres	are	pseudonyms.	
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not	stay	in	the	community.	This	limitation	significantly	affected	the	depth	of	the	data	

that	was	collected,	compared	to	data	from	Raihun	Nakmutis.	The	situation	led	me	to	a	

decision	to	use	Raihun	Nakmutis	as	the	main	focus	of	this	study,	while	the	data	from	

Aifunan	is	used	as	a	comparator	and	reference.		

The	recruitment	of	Raihun	Nakmutis	ECE	Centre	to	this	research	automatically	

included	the	recruitment	of	its	manager	and	teachers.	At	the	beginning	of	the	research,	

there	 were	 four	 teachers	 listed:	 Rita,	 Désideria,	 Meliana,	 and	 Francisca.	 However,	

before	 the	 study	 started,	 Francisca	 passed	 away.	 Julietta	 immediately	 replaced	 her	

teaching	position.	Alex	was	the	only	male	participant,	and	held	the	position	of	manager.	

The	 youngest	 participant	 was	Meliana	 who	was	 38,	 and	 the	 oldest	 were	 Alex	 and	

Julietta,	who	were	at	their	early	40s	when	the	research	took	place.	All	of	them	had	the	

same	 educational	 background.	 Désideria	 and	 Meliana	 were	 pursuing	 their	

undergraduate	degree	when	I	interviewed	them.	Unable	to	pay	the	tuition	fee,	Meliana	

later	dropped	out	of	her	teacher	education	programme.	The	participants	came	from	

diverse	ethnic	backgrounds,	which	is	quite	common	in	semi-urban	to	urban	areas	of	

NTT	Province.	Except	 for	Francisca,	who	migrated	 to	Atambua	 from	Ende	of	Flores	

Island	 in	 her	 early	 20s,	 all	 participants	were	born	on	Timor	 and	 called	 themselves	

Orang	 Timor	 (Timorese).	 The	 term	Timorese	 refers	 to	 the	 general	 population	who	

occupy	 Timor	 Island	 (including	 the	 East	 Timorese).	 Within	 the	 category,	 the	

participants	identified	themselves	mostly	with	their	parents’	ethnicities.	Kemak	and	

Belunese	are	considered	the	local	ethnic	groups	from	the	Belu	District.		

Table	2		
Participants,	Centre	Observations	

Name	 Gender	 Age	 Position	 Education	 Ethnicities	
Alex	 Male	 44	 Manager/owner	 High	school	 Kemak,	Rotenese	
Julietta	 Female	 44	 Treasurer/owner

/teacher	
High	school	 Belunese,	Javanese	

Rita	 Female	 40	 Teacher	 High	school	 Belunese,	Javanese	
Désideria	 Female	 40	 Teacher	 High	school	 Rotenese	
Meliana	 Female	 38	 Teacher	 High	school	 Belunese,	Adonara		

Once	the	participation	of	Raihun	Nakmutis	in	this	research	was	confirmed,	the	

second	layer	of	recruitment	was	conducted	to	select	teachers	for	observation	at	home	

and	 outside	 their	 activities	 in	 the	 centres.	 As	 the	 school	manager	 and	 owners,	 the	
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family	of	Alex	and	Julietta	was	automatically	selected	for	this	observation.	Based	on	

Alex	and	 Julietta’s	recommendation,	Rita,	a	 teacher	who	 is	also	 Julietta’s	sister,	was	

chosen	for	home	observation.	In	the	beginning,	I	thought	the	recommendation	would	

constrain	the	scope	of	this	research.	However,	after	some	consideration,	I	realised	that	

the	 idea	 could	 be	 beneficial	 in	 showing	 the	 strength	 of	 family	 relations,	 one	 of	 the	

strong	characters	of	Timorese	society	(Damaledo,	2018;	Tidey,	2010),	in	establishing	

a	centre.	With	help	from	Alex	and	Julietta,	I	approached	Rita	and	her	family	to	explain	

the	process	and	the	consequences.	Rita	and	her	family	agreed.	

Table	3		

Participants,	Household	Observations	

Name	 Gender	 Age	 Family	Position	
Manager’s	Family	(Alex	&	Julietta)	
Alex	 Male	 44	 Father/Husband	
Julietta	 Female	 44	 Mother/Wife	
Fidelis	 Male	 12	 1st	son	
Robert	 Male	 10	 2nd	son	
Antonio	 Male	 7	 3rd	son	
Teacher’s	Family	(Rita)	
Rita	 Female	 40	 Mother/Wife	
Anton	 Male	 38	 Father/Husband	
Lisa	 Female	 15	 Daughter	
Mikail	 Male	 9	 Son	
Tété	Alo	 Male	 62	 Grandfather	
Néné	Alo	 Female	 58	 Grandmother	

Participant	 information	sheets	(PIS;	see	Appendix	B)	and	consent	 forms	(see	

Appendix	C).	were	provided	separately.	The	consent	form	for	the	centre	was	signed	by	

Alex	as	the	manager.	The	teachers	signed	consent	forms,	and,	because	the	observation	

may	have	included	children	as	students,	their	parents	were	briefed,	and	a	separate	PIS	

for	students’	parents	was	distributed	together	with	a	consent	form.	No	parent	declined	

to	sign	the	consent	form.	For	household	observation,	Alex	and	Anton	(Rita’s	husband)	

signed	 the	 consent	 form.	 The	 same	 form	was	 used	 as	 approval	 for	 including	 their	

under-age	family	members	(their	children)	as	part	of	my	observation.	
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Observations and interviews and flow of information. 

Most	of	the	field	observations	and	interviews	were	conducted	between	October	2015	

and	February	2016.	The	data	collection	for	this	research	is	divided	into	two	different	

but	 interrelated	methods:	observations	and	 interviews.	Below	are	 the	details	of	 the	

methods.	For	accommodation	and	household	observation	purposes,	I	stayed	with	Rita,	

a	 teacher,	 and	 her	 family,	 about	 100	 metres	 away	 from	 the	 centre	 and	 Alex	 and	

Julietta’s	place.	From	time-to-time,	I	had	to	leave	their	house	and	their	neighbourhood,	

to	connect	with	faster	broadband	internet,	to	shop	for	essential	supplies,	to	write	the	

fieldnotes	 and	 the	 journal	 entries,	 and	 to	 readjust	 the	 timeline	 and	 reframe	 some	

emergent	discourses	from	the	observation	and	the	interviews.	

The	 participant	 observation	 belongs	 to	 the	 primary	 ethnography	 method	

because	 it	 involves	my	 role	 as	 a	 researcher	 to	participate	 from	a	 close	distance	on	

social	 and	material	 events	within	 a	 specified	 period	 (Nicolini,	 2009).	 I	 divided	 the	

observations	 into	 two	 types:	 the	 centre-based	 observations	 and	 the	 household	

observations,	which	covered	all	activities	outside	the	centre.	My	observations	of	the	

centre	followed	the	schedule	of	the	centres’	activities,	which	were	four	times	a	week,	

from	Monday	to	Thursday.	An	observation	usually	lasted	from	8	am,	before	the	activity	

started,	to	11	am	or	after	the	teacher	left.	My	presence	as	a	researcher	was	also	most	

noticeable	for	this	type	of	observation.	I	usually	sat	at	the	back	of	the	classroom	with	a	

notebook,	a	pencil,	and	my	cell-phone.	Like	the	students,	my	position	was	to	face	the	

teachers	while	listening,	watching	and	taking	notes	based	on	what	happened	in	front	

of	me.	For	the	first	2	weeks,	the	children	were	inquisitive	about	my	activity.	As	they	

got	accustomed	by	my	presence,	and,	also,	I	to	theirs,	they	started	to	ignore	me	and	

focused	on	 the	 teachers.	The	small	centre	did	not	allow	many	 interactions	with	 the	

teachers.	 There	 was	 no	 office	 or	 space	 where	 I	 could	 capture	 teacher-to-teacher	

interactions	in	discussing	their	teaching	activities.	Most	of	the	time,	the	teachers	had	

to	communicate	their	plans	briefly.	I	 felt	the	centre	observations	tended	to	be	more	

tense	and	dense.	After	the	first	3	weeks,	I	decided	to	have	a	2-week	observation	and	2-

week	break	from	the	centre,	to	transcribe	the	observations	into	fieldnotes	and	to	fight	

the	saturation	of	describing	a	repetitive	process.	In	total,	I	produced	68	journal	entries	

for	 the	 centre-based	 observation	 in	 Raihun	 Nakmutis	 and	 22	 for	 Aifunan.	 From	

December	to	January,	the	centres	were	closed	for	a	holiday.	
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The	 household	 observations	 started	 in	 the	morning	 and	 lasted	 until	 late	 at	

night,	interrupted	by	the	centre-based	observation.	Most	of	the	time,	I	spent	my	whole	

day	with	Alex	and	Julietta’s	family.	As	the	segregation	of	domestic	work	appeared,	I	

became	more	 attached	 to	 Julietta,	 trying	 to	 help	 her	with	 domestic	 chores	 such	 as	

cooking,	or	going	to	the	market	with	her,	or	just	chatting	casually	during	the	day.	In	the	

morning,	I	used	my	time	to	have	conversations	with	Alex,	before	he	disappeared	and	

returned	home	before	dinner	in	the	evening.	Sometimes,	I	also	went	home	to	help	Rita	

with	her	business:	delivering	kerosene	to	the	neighbours,	preparing	and	bottling	soy	

milk,	or	helping	her	children	with	their	homework.	On	weekends	or	public	holidays,	I	

spent	more	time	with	Rita’s	family.	Although	my	observations	included	other	family	

members,	such	as	the	children	and	the	grandparents,	the	focus	was	on	Alex	and	Julietta,	

and	Rita.	Similar	to	the	centre	observations,	after	a	month	of	observing	the	families,	I	

decided	to	have	a	2-week	break,	and	to	return	for	another	1.5	months,	before	having	

another	2-week	break.	In	total,	I	produced	87	journal	entries	and	15	fieldnotes.	

The	 second	 method	 used	 in	 data	 collection	 is	 the	 in-depth	 interview.	 The	

interviews	in	this	research	served	the	following	purposes:	the	first	was	to	gather	basic	

a	 profile	 and	 history	 of	 the	 participants;	 the	 second	was	 to	 verify,	 to	 get	 “insider”	

comments	on	the	observed	behaviours	or	events,	and,	at	a	much	later	stage,	to	invite	

reflexive	feedback	from	them.	I	interviewed	the	participants	at	least	three	times.	The	

first	 interviews	were	 to	gain	 some	basic	knowledge;	 the	 second	was	 to	verify	 their	

actions;	the	third	was	for	reflections,	with	various	lengths	of	time.	Beyond	the	teachers	

and	 the	 school	manager,	 I	 also	 held	 interviews	with	 non-participants:	 a	 local	 NGO	

practitioner,	a	provincial	government	official,	and	a	district	government	official,	and	

two	 parents.	 I	 transcribed	 the	 interviews	 and	 turned	 some	 of	 the	 transcripts	 into	

fieldnotes.	In	total,	there	are	19	interview	transcripts	and	three	fieldnotes.	

Besides	this	period,	I	managed	to	casually	revisit	the	families	and	the	centre	in	

2018.	Despite	my	attempt	to	limit	the	data	collection	period,	the	connections	and	the	

flow	of	information	was	not	easily	confined	strictly	to	fieldwork	or	disconnected	once	

fieldwork	ended.	Communications	like	text	messages	or	social	media	messaging	also	

allowed	our	relationships	to	grow	and	continuously	shape	the	connections	even	after	

the	fieldwork	was	completed.		
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Producing interpretations. 

After	I	left	the	field,	I	continued	to	reengage	with	the	field	by	reading	journal	entries,	

recrafting	my	fieldnotes,	and	maintaining	communication	with	Raihun	Nakmutis.	The	

process	of	ethnographic	writing,	as	Clifford	Geertz	(1988)	suggests,	marks	the	period	

where	an	ethnographer	initiates	a	process	of	categorisation,	disentangling	the	“magic”	

from	the	“technology”	(p.	1).	At	 the	beginning	of	 this	research,	 I	 tried	to	establish	a	

coding	database,	where	I	could	mark,	sort,	and	combine	some	statements	with	coding	

techniques	to	generate	patterns	of	meanings	and	to	justify	themes	emerging	from	the	

conversation	(see	Charmaz,	2006).	The	techniques	hide	the	thick	Atambuan	dust	that	

sticks	 on	my	 skin	 and	puts	 it	 behind	 a	 technical	mechanism	 that	 turns	 statements,	

events,	laughter,	anxiety,	vivid	images,	boredom	–	layers	of	the	fieldwork	–	into	codes.	

I	suppose	coding	is	very	useful	but	not	for	this	research.	In	this	thesis,	I	chose	to	keep	

the	“magic.”		

I	 was	 more	 interested	 in	 reengaging	 the	 field,	 reviving	 the	 magic	 and	 the	

emotional	 layer.	 I	 cried,	 laughed,	 and	 was	 annoyed	 again	 as	 I	 relistened	 to	 the	

interviews	 and	 reread	 the	 transcripts	 and	 tried	 to	 produce	 narratives	 by	 writing	

fieldnotes.	 Some	 moments	 were	 much	 “pricklier”	 than	 others,	 some	 punched	 me	

harder	 than	others,	 and	 some	were	more	memorable	 than	others.	Maggie	MacLure	

(2013)	 captures	 this	 sensation	 as	 the	 “the	 wonder	 of	 data”	 –	 the	 gut	 feeling,	 the	

quickening	heartbeat,	and	the	cerebral	disappointment	(p.	229).	The	wonder	of	data,	

MacLure	 (2013)	 writes,	 is	 far	 from	 comforting,	 on	 the	 contrary:	 “It	 shades	 into	

curiosity,	horror,	fascination,	disgust,	and	monstrosity.	And	the	particular	hue	or	tenor	

that	it	will	assume	is	never	entirely	within	our	control”	(p.	229).		

It	 is	 worth	 repeating	 that	 my	 classed,	 raced,	 gendered,	 and	 professional	

subjectivity	unavoidably	formed	my	interpretations	of	the	data.	The	copious	quotes,	

fieldnotes,	and	the	structure	of	the	chapters	are	designed	to	expose	and	document	the	

reasoning,	thereby	affording	the	readers	with	an	invitation	to	evaluate	and	dis/agree.		

In	the	meantime,	my	relationships	with	the	 families	and	the	centre	also	bled	

beyond	 the	boundary	of	 fieldwork,	which	was	quite	predicted	 in	 the	Timorese	and	

Indonesian	contexts.	This	research	 interconnects	our	 lives,	we	are	unable	to	escape	

from	 each	 other	 –	 anonymity	 is	 not	 possible	 beyond	 the	 technical	 term.	 Our	

communication	 allowed	 me	 to	 see	 the	 data	 gathered	 in	 the	 fieldwork	 as	 part	 of	

something	else,	that	their	lives	did	not	stop,	and	they	were	always	going	somewhere	
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to	be	part	of	something	else.	These	enable	me	to	read,	interact,	and	connect	with	other	

matters	such	as	theories,	policy,	statistics,	opinions,	or	general	sentiments;	to	be	more	

sensitive	with	consequences,	to	check	the	resonances	with	theories	and	other	policy,	

and	 to	 determine	 the	 ethics	 of	 representation	 vis-à-vis	 these	 macro	 things.	 These	

interactions	give	a	sense	of	“relevance”	which	helped	me	circle	the	theme:	“that	there	

are	lives	behind	the	number.”	

Historical Policy Discussion 

Kushner’s	(2015)	argument	that	“what	defines	the	case	as	a	case	may	only	emerge	late	

in	 the	 study”	 (p.	 63)	 applies	 to	 this	 research.	Despite	 some	 ideas	 around	what	 the	

research	could	be	about,	in	the	beginning,	I	did	not	“see”	the	research	as	a	consequence	

of	the	EFA	and	the	expansion	policy.	Consequently,	the	framing	of	the	case	is	something	

that	follows	after	the	meanings	and	the	overarching	theme	are	understood,	through	a	

back-and-forth	 process,	 which	 was	 far	 from	 linear.	 This	 policy	 analysis	 is	 done	 in	

Chapter	3	and	Chapter	4	 to	provide	 the	history	and	map	the	contexts	 in	which	 this	

research	is	positioned.		

Policy	in	the	Foucauldian	tradition	of	ECE	analysis	is	considered	as	a	branch	of	

government,	a	regulatory	framework	(Dahlberg,	Moss,	&	Pence,	2007;	Peers,	2013),	

the	source	of	“authoritative	voice”	(Osgood,	2012).	Instead	of	only	analysing	policy	text	

in	a	documentary	style,	I	offer	a	lens	to	understand	policy	as	genealogy	by	tracing	its	

emergence	based	on	its	historical	process.	In	this	manner,	policy	is	shaped	contingent	

on	 its	 unique	 forms	 and	 emerges	 as	 part	 of	 social	 arrangements,	 and	 categorical	

thinking,	and	is	established	on	the	restatement	of	political	development	forms,	in	and	

out	of	the	documents	(Green,	2011).		

Positioned	as	dynamic	sources	that	shape	the	practice	and	trigger	reactions	in	

the	field,	policy	is	used	beyond	the	government’s	official	policy	documents.	Instead,	the	

definition	 also	 covers	 speeches,	 statements	 in	 newspapers,	 ministerial	 decrees,	

legislative	 outputs,	 and	discourses	 used	 in	 social	 conversations	 that	 connect	 policy	

with	 politics	 (Ball,	 1993;	 Yang,	 2014),	 or,	 using	 Foucault’s	 (1977)	 expression:	

“materiality	as	an	instrument	and	vector	of	power”	(p.	30).	In	conducting	the	analysis,	

the	 term	 history	 is	 used	 to	 render	 the	 framing	 method	 as	 a	 “chaining	 of	 genres”	

(Fairclough,	2010,	p.	182).	Through	history,	a	policy	is	embedded	in	rootedness	and	

reproduction,	it	is	born	out	of	the	discourse	from	the	previous	policy	and	interacts	with	
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the	traversing	discourse	to	plough	the	landscape,	affecting	the	next	ones	–	a	version	of	

the	genealogy	of	our	current	present	condition.	

A Note on Languages 

The	languages	spoken	by	my	participants	and	me	in	this	research	were	Indonesian	and	

Malay	 Creole.	 However,	 the	 thesis	 is	 written	 in	 English.	 Aware	 of	 the	 linguistic	

sensitivity	and	gaps	of	shifted	meanings	produced	through	the	process	of	translation,	

I	emphasise	subjective	interpreted	meanings	instead	of	focusing	on	the	literal.	As	an	

Indonesian	native	 speaker,	 I	did	not	have	 to	 rely	on	an	 interpreter	 to	work	on	 this	

research.	 I	 find	 speaking	 and	 having	 knowledge	 about	 local	 languages	 essential	 to	

produce	 interpretations	 that	 are	 embedded	 in	 the	 social	 and	 emotional	 landscape.	

Without	this	knowledge,	the	interpretations	may	easily	be	disguised	by	recognisable	

Indonesian	words	and	grammar,	and	hence	at	risk	of	losing	the	intimacy	and	specific	

sociological	 meaning	 attached	 to	 the	 verbal	 expression.18	 Moreover,	 Indonesian	

speakers	 unaware	 of	 the	 Creole	 structure	 are	 easily	 identified	 as	 people	 from	 the	

centre	(orang	pusat),	with	outsider	status	(Jacob	&	Grimes,	2006;	Keane,	1997).	On	the	

other	hand,	the	Timorese	tend	to	appreciate	people	who	can	speak	and	understand	the	

context	of	their	spoken	language.	Mastering	the	language	is	an	indication	of	being	an	

insider	(Jacob	&	Grimes,	2006).		

Indonesian	was	used	in	the	ECE	centres	or	in	dealing	with	government	or	policy	

forums.	Meanwhile,	 Creole	was	 generally	 casually	 spoken	 as	 the	 primary	 language	

between	myself	 and	my	 research	 participants	 and	 also	 among	 participants.	 Due	 to	

mixed	marriages,	Creole	was	also	used	in	the	household	of	Alex	and	Julietta,	as	well	as	

Rita	and	her	family.	Besides	Indonesian	and	Creole,	 indigenous	languages	were	also	

spoken.	 Tetun-Belu	 (also	 known	 as	 Tetun-Terik),	 Tetun-Porto,	 Javanese,	 Rotenese,	

Uab	 Meto,	 and	 Marae/Bunaq	 were	 heard	 on	 certain	 limited	 occasions	 such	 as	

tribe/clan	gatherings.	Alex	spoke	Kemak	only	when	he	performed	adat	rituals,	or	when	

	
18	 For	 example,	 the	 words	makan	 sudah	 could	 be	 easily	 misunderstood	 by	 general	 Indonesians	 as	
“(I/you)	have	eaten”	while	the	real	intention	is	to	invite	a	person	for	meals	politely.	For	many	Western	
Indonesians,	words	like	main	gila	(play	around)	or	persetan	(I	do	not	care)	only	exist	in	fictions	or	soap	
operas.	 For	 Javanese	 contexts,	 the	 Indonesian	 words	 used	 by	 the	 Timorese	 (and	 also	 by	 the	
neighbouring	islands)	could	be	considered	as	harsh,	exaggerating,	and	unnecessary.	Javanese	tend	to	
prioritise	words	that	are	calm,	polite,	and	eloquent	to	represent	their	control	over	emotion	(see	Javanese	
emotional	control	in	Hughes-Freeland,	1997).	Another	powerful	feature	of	the	Creole	is	the	shortened	
words.	For	example,	the	Indonesian	word	sudah	(have	done)	is	shortened	as	su,	and	pergi	(go	or	gone)	
is	shortened	into	pigi	or	pi	(for	more	complete	structural	differences	see	Jacob	&	Grimes,	2006)	
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he	spoke	with	his	extended	paternal	family	or	with	other	Kemak	people.	Tété	Alo,	the	

father	of	Julietta	and	Rita,	was	the	only	person	in	the	family	who	could	fluently	speak	

Tetun,	which	he	only	used	when	he	was	with	his	relatives.	

The	 purpose	 of	 this	 note	 is	 as	 a	 reminder	 of	 the	 complex	 transliteration,	

tensions,	and	hierarchy	between	different	 languages.	 Ideally,	 this	process	should	be	

part	of	the	analysis	as	it	entails	“structuring	words,	meaning,	cohering	perceptions	and	

values”	(Heryanto,	1995a,	p.	4)	and	subtle	shifted	meanings.	However,	due	to	limited	

space,	this	idea	cannot	be	realised	in	this	thesis.		

Chapter Summary 

In	 this	 chapter,	 I	 have	 explained	 how	 this	 thesis	 approached	 ECE	 expansion	 in	

Indonesia	using	the	governmentality	framework,	subjectivity	and	with	the	possibility	

of	 postcolonial	 meanings.	 These	 concepts	 are	 chosen	 to	 help	 in	 the	 process	 of	

theorising	and	presenting	the	experience	in	an	acceptable	narrative	form,	instead	of	

the	other	way	around.		

I	also	provided	the	methodological	conception	from	which	this	thesis	emerged	

using	 an	 ethnographic	 case	 study	 with	 methods	 of	 participant	 observation	 and	

interviews.	In	line	with	the	critical	perspective	from	which	the	thesis	draws,	the	case	

is	viewed	as	a	boundary	investigation	done	through	ethnographic	interpretation	and	

my	 subjective	 positionings,	 instead	 of	 a	 purely	 technical	 process.	 The	 process	

determines	what	 the	data	 is	 a	 case	 of	 –	which	 is	 provisionally	 determined	 as	 “ECE	

expansion.”		

Chapters	5,	6,	and	7	reflect	the	ethnographic	findings.	Meanwhile,	the	decision	

over	the	topic	choice	also	determines	the	context	of	historicising	policy	which	comes	

in	Chapter	3	(global	and	national	policy)	and	Chapter	4	(female	volunteer	teachers).		
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Chapter 3: Translating Expansion into Policy 

The	 word	 "Development"	 belongs	 to	 a	 cross-nation-state	 language…		

"Development"	can	be	considered	one	of	the	greatest	works	of	mankind	

in	this	era.	Like	the	earth's	rotation	which	is	important	for	life	on	earth,	

this	word	offers	a	life-giving	force	[daya	hidup]	and	a	work-giving	force	

[daya	 kerja]	 to	millions	 of	 human	beings	 in	 this	 century.	 And	 like	 the	

rotation	of	the	earth	which	we	cannot	observe	clearly	as	long	as	we	are	

on	 the	 earth,	 the	word	 "Development"	has	 an	 extraordinary	power	 to	

deceive	 [daya	 tipu]	 and	 is	 rarely	 grasped	 by	 the	 consciousness	 of	 the	

millions	 of	 human	beings	 in	 this	 century	who	 live	with	 it.	Due	 to	 this	

miraculous	word	which	was	coined	by	their	fellow	man,	human	beings	in	

various	 corners	 of	 the	 earth	 feel	 that	 they	 are	 seeing	 something	 real:	

Development.	They	believe	what	they	"see,"	and	with	various	methods,	

styles,	 attitudes,	 and	 purposes,	 they	 immerse	 themselves	 in	

Development		(Heryanto	&	Lutz,	1988,	pp.	1–2)		

	

Introduction 

In	this	chapter,	my	objective	is	to	provide	a	policy	overview	regarding	ECE	expansion	

in	Indonesia	as	a	contextual	background	for	the	ethnographic	analysis	in	Chapters	5,	

6,	and	7.	In	this	research,	I	position	expansion	as	a	policy	ambition	derived	mainly	from	

the	global	education	movements,	especially	from	the	first	goal	of	the	Dakar	Framework	

for	 Action	 Education	 for	 All	 (EFA)	 of	 2000.	 EFA	 signifies	 the	 global	 education	

commitment	to	the	importance	of	ECE.	Together	with	the	vision	of	the	MDGs	to	combat	

poverty,	ECE	is	promoted	as	a	human	capital	strategy	to	address	future	poverty	and	

economic	development	issues.		

In	 this	 chapter,	 I	 argue	 that	 the	 community-based	model	 of	 ECE	 expansion,	

despite	just	being	introduced	in	the	late	1990s,	relies	heavily	on	the	continuation	of	

old	 institutional	practices.	From	the	global	stage,	 I	 trace	the	further	adoption	of	 the	

ECE	 goal	 by	 the	 Indonesian	 government,	 attaching	 it	 to	 the	 changing	 domestic	

structure	and	practices	brought	on	by	decentralisation	of	government.	At	the	national	



Chapter	3:	Translating	Expansion	into	Policy	
	
	

	

	62	

level,	the	implementation	of	ECE	was	carried	out	under	the	auspices	of	international	

donors	–	the	World	Bank,	UNICEF,	and	UNESCO	–	the	same	organisations	that	sponsor	

the	EFA	(P.	W.	Jones	&	Coleman,	2005).	Reflecting	on	their	roles,	I	also	argue	that	these	

organisations	did	not	only	provide	the	government	with	pilot	projects	that	were	built	

purely	 on	 technical	modelling	 and	 from	 scratch;	 instead,	 the	projects	were	used	 to	

sustain	 the	 ideology	 and	 practices	 of	 previous	 interventions.	 As	 donor	 influence	

loosened	and	project	funds	thinned	out	in	the	2010s,	the	policy	was	more	directed	at	

standardisation	of	practices	(see	Formen,	2018)	and	perpetuation	of	what	Newberry	

(2010)	calls	“the	non-governmental	governance”	(p.	405)	in	the	community.	These	two	

streams,	as	the	situation	progresses,	reflect	a	significant	fragmentation	in	Indonesia’s	

overall	policy.		

This	chapter	is	divided	into	three	main	sections.	The	first	section	highlights	the	

global	 dimension	 of	 ECE	 as	 part	 of	 global	 education	 policies.	 The	 second	 section	

illuminates	the	setting	of	institutional	decentralisation,	on	which	the	ECE	is	adapted	

through	the	support	of	international	donors.	The	third	section	focuses	on	expansion,	

as	a	policy,	and	its	dynamics.	This	chapter	concludes	by	highlighting	the	neoliberalist	

theme	reflected	throughout	the	layers	of	the	sections.		

Global Policy on Early Childhood Care and Education 

Articulating early childhood education through Education for All. 

King	 (2007)	 suggests	 that	 instead	 of	 perceiving	 the	 establishment	 of	 the	 global	

education	agenda	to	be	the	result	of	globally	shared	concerns	in	its	cosmopolitan	sense,	

more	in-depth	examinations	should	be	directed	at	the	influential	actors	who	shaped	

the	issues.	The	same	principle	applies	to	the	insertion	of	ECE	into	the	agenda	of	EFA;	

these	movements	 can	 be	 read	 from	 the	 interactions	 among,	 and	 the	 policy	 of,	 the	

“specialised”	multilateral	organisations:	UNESCO,	UNICEF,	and	the	World	Bank	(P.	W.	

Jones	&	Coleman,	2005),	and	the	OECD	countries	as	the	leading	donors	(King,	2007).	

These	four	institutions	are	known	for	their	influential	role	in	shaping	the	EFA	agenda	

(P.	W.	Jones	&	Coleman,	2005;	King,	2007;	Mahon,	2010;	Mundy,	1998)	

The	EFA	provides	a	significant	milestone	for	the	expansion	of	ECE	in	developing	

countries.	In	April	2000,	the	framework	was	signed	in	Senegal	with	168	signatories,	

one	of	which	was	Indonesia.	It	produced	six	global	education	goals,	with	ECE	being	the	
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first	one.	Not	only	articulating	ECE	as	its	goal,	EFA	also	requires	targeting,	mechanism	

setting,	and	monitoring	to	ensure	the	achievement	of	the	goals	at	the	national	level.19	

Concerning	poor	communities,	EFA	specifically	states	that	the	expansion	of	ECE	to	the	

most	vulnerable	should	not	be	done	at	the	expense	of	quality.	The	Dakar	Framework	

(2000)	states:	“that	improvements	in	quality	should	not	benefit	the	economically	well-

off	at	the	expense	of	the	poor,	as	has	happened,	for	example,	in	the	expansion	of	early	

childhood	care	and	education”	(p.	13).	It	 is	underpinned	by	the	belief	that	all	young	

children	must	be	provided	with	a	safe,	caring	and	nurturing	environment,	to	prepare	

them	to	learn	further.	To	achieve	the	targets,	the	state	was	encouraged	to	use	political	

and	popular	support,	deploying	a	flexible,	adaptable,	and	appropriate	approach	“and	

not	 mere	 downward	 extensions	 of	 formal	 school	 systems”	 (for	 the	 expanded	

commentary,	see	Education	Forum,	2000,	p.	13).		

Flashback: Early childhood education before Education for All. 

The	 discourse	 of	 ECE	 expansion	 did	 not	 appear	 solely	 and	 suddenly	 from	 the	 EFA	

forum.	 Instead,	 it	 was	 part	 of	 the	 historical	 ramifications	 and	 possibilities	 from	

previous	related	events	and	settings	that	led	up	to	the	Dakar	Framework	(King,	2007;	

Mundy,	1998).	Pre-primary	education	first	appeared	in	UNESCO’s	programme	in	1972	

with	the	main	activities	of	surveying	types	of	pre-primary	services	mainly	performed	

by	 developed	 countries	 (Kamerman,	 2006).	 Interestingly,	 the	 programme	 did	 not	

receive	a	positive	response	from	the	World	Bank.	Smilansky	(1979),	a	World	Bank’s	

consultant,	claimed	Kindergarten	learning	did	not	benefit	children	from	disadvantaged	

families.		

In	 2	 decades,	 the	 evidence	 and	 mechanisms	 for	 preparing	 ECE	 changed	

although	the	recognition	only	grew	slowly.	In	the	early	1980s,	there	were	no	strong	

organisations	 producing	 significant	 arguments	 in	 favour	 of	 preschool	 education.	

UNESCO,	suffering	from	budgetary	shocks,	was	practically	unable	to	promote	its	own	

education	programme	(Mundy,	1998).	Meanwhile,	until	the	late	1980s,	there	was	only	

a	handful	of	“believers”	at	the	World	Bank	who	believed	in	education	before	primary	

school	(Myers,	1997).	The	perspective	changed	as	UNICEF	became	more	active	in	non-

emergency	intervention	settings.	In	1985,	at	the	18th	World	Conference	of	the	Society	

	
19	The	national	target	has	also	been	mentioned	in	Chapter	1	of	this	thesis.	
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for	 International	 Development,	 Richard	 Jolly	 from	 UNICEF	 presented	 “Adjustment	

with	a	Human	Face”	to	target	representatives	from	the	World	Bank	with	the	impacts	

of	 structural	 adjustment	 on	 children.	 The	 influence	 of	 UNICEF	 in	 negotiating	 the	

insertion	of	young	children’s	welfare	into	the	global	education	agenda	was	particularly	

strong	under	the	leadership	of	James	Grant,	the	organisation’s	executive	director	from	

1980	 to	 1995.	 In	 1988,	 the	 global	 vision	 on	 completing	 primary	 education	 was	

discussed	 by	multilateral	 organisations	 at	 a	meeting	 at	 UNICEF	 headquarters.	 The	

education	results	of	the	meeting	were	further	projected	by	the	Jomtien	Conference	in	

1990.	 Taking	 the	 role	 of	 convenor,	 UNICEF	 contributed	 to	 shaping	 the	whole-child	

approach	 in	 education,	 including	 in	 sanitation,	 health,	 and	 nutrition	 (P.	W.	 Jones	&	

Coleman,	2005).	

In	 contrast	 to	 the	 previous	 decade,	 attention	 to	 ECE	 began	 to	 rise	 from	 the	

beginning	of	the	1990s.	Myers	(1997)	identifies	three	global	events	that	changed	the	

donors’	opinions	 towards	ECE.	The	 first	event	was	 the	signing	of	Convention	of	 the	

Rights	of	the	Child	(CRC)	in	1989.	Two	articles	particularly	reflect	the	importance	of	

ECE:	Article	6,	which	emphasises	“States	Parties	shall	ensure	to	the	maximum	extent	

possible	the	survival	and	development	of	the	child”	(CRC,	1989,	Art.	6).	The	second	is	

Article	18.2:	the	state	must	help	parents	and	guardians	“in	the	performance	of	their	

child-rearing	 responsibilities	 and	 shall	 ensure	 the	 development	 of	 institutions,	

facilities	and	services	for	the	care	of	children”	(CRC,	1989	art.	18.2).	The	two	articles	

in	CRC	are	important	considering	the	status	of	the	convention	as	the	most	rapidly	and	

widely	ratified	in	the	history	with	binding	national	legal	consequences.	The	CRC	also	

helped	 establish	 ECE	 from	 the	 angle	 of	 universalised	 human	 rights	 (Nieuwenhuys,	

1998;	Pence	&	Hix-Small,	2009).		

The	 second	 milestone	 event	 of	 the	 1990s	 was	 the	 World	 Conference	 on	

Education	for	All	(WCEFA)	which	was	held	from	5	to	9	March	1990	in	the	Thai	city	of	

Jomtien.	 The	 WCEFA	 recognises	 ECE	 as	 part	 of	 a	 broadened	 definition	 of	 basic	

education.	Although	the	declaration	only	acknowledges	primary	schooling	as	the	main	

delivery	 system	 outside	 the	 family	 (EFA	 Consultative	 Forum,	 1994).	 The	 WCEFA	

provided	 the	 basis	 for	 ECE	 articulation	 in	 EFA.	 It	 advocates:	 “expansion	 of	 early	

childhood	 care	 and	 developmental	 activities	 including	 family	 and	 community	

interventions,	 especially	 for	 poor,	 disadvantaged	 and	 disabled	 children”	 (EFA	
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Consultative	 Forum,	 1994,	 p.	 3).	 After	 the	WCEFA,	 the	World	 Summit	 for	 Children	

(WSC)	was	 organised	 by	 UNICEF	 in	 the	 same	 year	 to	 assert	 the	 CRC	 and	 reiterate	

WCEFA’s	commitment	 to	ECE	 linked	 to	 the	component	of	basic	education	 (UNICEF,	

1991).		

The	 insertion	of	ECE	 into	 the	global	education	movement	was	done	 through	

negotiation	and	repurposing	early	 learning	to	match	donors’	 interests.	This	process	

transformed	 the	 concept	 of	 early	 learning	 from	 its	 original	 shape	 in	 the	 hands	 of	

UNESCO	 into	 a	 programme	 that	 transcends	 traditional	 education	 boundaries.	 The	

emergence	of	ECE	as	a	global	project,	as	P.	W.	Jones	and	Coleman	(2005)	demonstrate,	

was	 inseparable	 from	 the	 influence	of	UNICEF’s	whole-child	 approach	especially	 in	

shifting	 early	 childhood	 away	 from	 the	 domination	 of	 education	 to	 the	 realm	 of	

“comprehensive”	care.	By	shifting	ECE	from	education,	UNICEF	not	only	campaigned	

for	children’s	multidimensional	needs	to	be	included	in	educational	programmes,	but	

also	 justified	 its	 importance	 in	 EFA,	 increasing	 UNICEF’s	 positioning	 in	 connection	

with	its	multi-sectoral	expertise	despite	 its	 limited	funding	capacity.	Meanwhile,	 for	

the	World	Bank,	adopting	ECE	meant	ridding	the	programme	of	the	association	with	

“expensive	 kindergarten”	 and	 prioritising	 a	 “cheaper”	 solution	 that	 could	 remove	

government	intervention	and	enable	the	market	to	work.	Myers	(1992)	lists	five	World	

Bank	 strategies	 for	 cost-effective	 ECE:	 “caring	 for	 the	 child,	 educating	 caregivers,	

promoting	child-based	community	development,	and	strengthening	social	institutions	

involved	in	early	childhood	programs.”	(p.	12)	–	while	none	of	the	five	interventions	

aim	 to	 build	 new	 kindergartens,	 all	 of	 them	 rely	 on	 the	 existing	 structures	 of	 the	

community.	

Early childhood education under the Millennium Development Goals. 

Only	5	months	after	EFA	was	declared,	in	September	2000,	another	set	of	global	goals	

on	development	was	declared	by	the	United	Nations.	Eight	global	development	goals	

known	 as	 the	 Millennium	 Development	 Goals	 (MDGs)	 were	 also	 endorsed	 as	 a	

commitment	to	halve	the	global	poverty	rate.	In	the	MDGs,	education	is	represented	by	

the	second	goal	on	primary	schooling	and	equality	in	education	access,	which	states:	

“children	everywhere,	boys	and	girls	alike,	will	be	able	 to	complete	a	 full	 course	of	

primary	 schooling	 and	 that	 girls	 and	 boys	 will	 have	 equal	 access	 to	 all	 levels	 of	

education.”	Also,	the	third	goal,	which	is	to:	“eliminate	gender	disparity	in	primary	and	
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secondary	education,	preferably	by	2005,	and	in	all	levels	of	education	no	later	than	

2015”	(United	Nations,	n.d.)	

The	 MDGs	 provided	 ECE	 with	 greater	 relevance,	 despite	 not	 being	 literally	

stated	 in	 the	 goals.	 With	 the	 MDGs,	 the	 education	 agenda	 was	 reduced	 to	 the	

completion	of	universal	primary	education	(UPE)	and	elimination	of	gender	disparity	

in	 primary	 and	 secondary	 education.	 The	 reductionist	 view	 on	 education	 was	

considered	 inevitable	 concerning	 the	 scope	of	 the	MDGs.	The	presence	of	UPE	was	

more	to	utilise	the	primary	school	as	the	“hub”	for	broader	education	objectives	in	the	

contexts	 of	 the	 expanded	 concept	 (P.	 W.	 Jones	 &	 Coleman,	 2005).	 In	 general,	 the	

architecture	of	globally	driven	initiatives	like	MDGs	has	led	to	an	excessive	emphasis	

on	global	aid.	Instead	of	being	effectively	used	to	resolve	development	problems,	the	

goal-driven	 initiatives	 provide	 donors	 with	 an	 opportunity	 to	 streamline	 their	

assistance	 rather	 than	 working	 on	 the	 real	 problems	 of	 the	 recipient	 countries	

(Unterhalter,	2012;	Vandemoortele,	2009).	At	a	pragmatic	level,	the	organisations	had	

to	justify	their	education	projects	in	relation	to	MDGs,	rather	than	EFA,	in	determining	

their	priorities.	This	becomes	the	reason	for	the	rise	of	ECE	projects	under	the	MDG	

regime;	 the	 donors	 were	 able	 to	 not	 only	 make	 the	 connection	 between	 ECE	 and	

primary	education,	but	also	with	the	bigger	MDG	theme	of	poverty	alleviation	

Discourse	on	ECE	was	rapidly	repurposed	and	shifted	to	fit	the	MDG	framework	

of	poverty	alleviation.	The	prioritisation	of	poverty	provided	an	opportunity	for	the	

World	Bank	to	step	in	and	use	ECE	as	a	device	to	deploy	the	rationale	of	human	capital	

theory,	 emphasising	 education’s	 importance	 as	 an	 investment	 in	 productivity,	

employment	and	economic	growth	(Kamerman,	2006;	Mundy,	1998).	The	discussion	

of	 ECE	 from	 the	 perspective	 of	 investment	 insinuates	 the	 growing	 influence	 of	

economic	analysis	on	 the	body	of	ECE	 (Kamerman,	2006).	Propelled	by	 the	human	

capital	theory,	ECE	became	more	aligned	to	the	MDGs	and	directly	to	poverty,	than	to	

its	 origin	 in	 the	 EFA	 declaration.	 In	 EFA,	 the	 importance	 of	 ECE	 to	 poverty	 is	

contextualised	implicitly	by	positioning	its	capacity	to	produce	a	“positive	impact	on	

the	 survival,	 growth,	 development	 and	 learning	 potential	 of	 children”	 (Education	

Forum,	2000	p.	15).	Meanwhile,	the	EFA	Global	Monitoring	Report	(2007b),	reframed	

ECE	into	“an	integral	component	of	their	education	and	poverty	alleviation	strategies”	

(p.	i).	Moreover,	in	the	Dakar	Framework,	the	terminology	of	human	capital	or	cost–
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benefit	is	never	mentioned	(Education	Forum,	2000)	but	the	terminologies	are	found	

eight	 times	 in	 the	EFA	Global	Monitoring	Report	document	published	7	 years	 later	

(UNESCO,	2007).	These	 symptoms	 reflect	 the	 repurposing	of	ECE	 to	 reflect	 a	more	

direct	 connection	 to	 poverty,	 not	 as	 the	 goal,	 but	 as	 a	 strategy.	 This	 positioning	 is	

important	in	justifying	the	programme’s	importance	as	a	development	priority.		

Particularly	with	 the	World	Bank’s	 funding	capacity,	ECE	was	on	 the	 rise.	 In	

terms	of	funding,	and	despite	fluctuations	across	the	years,	the	smallest	aggregate	of	

global	aid	for	the	ECE	projects	was	USD	7	million	in	1999,	and	the	highest	was	more	

than	 USD	 160	 million,	 recorded	 in	 2006	 (OECD.Stat,	 2019).	 The	 most	 significant	

contributors	 to	 this	 figure	 are	 an	 accumulation	 of	 30	 country	members	with	 55	%	

contribution	to	 the	 total	aid.	However,	 the	single	 largest	donor	 to	ECE	 is	 the	World	

Bank	with	a	contribution	of	39	%	(OECD.Stat,	2019).	On	its	website,	the	World	Bank	

(2015)	 claims	 USD	 3.3	 billion	 of	 total	 investment	 in	 the	 programme.	 Indonesia,	

Vietnam,	 and	 Nepal	 are	 three	 countries	 receiving	 the	 most	 significant	 OECD-DAC	

funds,	mostly	through	the	World	Bank	loan	mechanism.	The	Indonesian	projects	were	

focused	on	targeting	low-income	families	through	the	provision	of	ECE;	Vietnam	was	

tied	with	school	readiness;	while	the	one	in	Nepal	was	part	of	a	package	of	education	

interventions	extendable	to	pre-primary	and	secondary	(OECD.Stat,	2019)	

Sustainable Development Goals: A (nother) new flavour?  

In	 the	 year	 the	 timeframe	 of	 both	 the	 MDGs	 and	 the	 EFA	 ended,	 UNESCO	 (2015)	

published	Education	for	All	2000	–	2015:	Achievements	and	Challenges	which	claims	a	

two-thirds	 increase	 in	 students	 enrolled	 in	 ECE.	 The	 highest	 achievers	 in	 terms	 of	

percentage	of	enrolment	increase	are	the	low-income	countries	(107	%)	and	the	low-

middle-income	 countries	 (131	 %;	 UNESCO,	 2015).	 The	 report	 also	 produces	 new	

“care”	indicators	that	were	not	mentioned	in	the	original	declaration:	the	under-five	

mortality	rate	and	the	prevalence	of	stunting.	The	inclusion	of	nutrition	and	health	in	

ECE	became	a	bargaining	point	for	the	visibility	of	ECE	in	the	Sustainable	Development	

Goals	(or	SDGs,	as	reflected	in	Goal	4).	Continuing	to	fight	against	poverty;	the	SDGs	

take	up	the	“triple-bottom-line”	approach:	economic	development,	sustainability	and	

social	inclusion	(Sachs,	2012;	United	Nations,	2018).	The	achievement	of	ECE	or,	in	the	

wording	of	the	SDGs,	pre-primary	education	–	reflects	the	principle	of	“enrolment	plus	

quality.”	The	achievements	of	the	ECE	policy	are	determined	through	two	indicators.	
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The	first	is	coverage	of	a	child’s	organised	learning	at	least	for	1	year	before	starting	

primary	 school	 level	 (Indicator	 4.2.2.	 –	 under	 the	 responsibility	 of	 UNESCO).	 The	

second	 indicator	 is	 the	 proportion	 of	 children	 aged	 35–59	 months	 who	 are	

“developmentally	on	track”	in	at	 least	three	of	the	following	four	domains:	 literacy–

numeracy,	 physical,	 socio-emotional	 and	 learning	 (Indicator	 4.2.1.	 –	 under	 the	

responsibility	of	UNICEF).	The	presence	of	the	two	survival	and	nutrition	indicators	as	

part	of	the	“First	1,000	Days”20	campaign	(also	mentioned	in	the	report)	echoes	the	

growing	global	 trend	among	 international	donors	 towards	 intersectoral	projects	 as	

part	of	the	scientification	of	ECE	(Vandenbroeck,	2017).		

Lowering	the	mortality	rate	and	prevalence	of	acute	malnutrition	is	no	doubt	

critical	to	overall	child	well-being	and	the	ECE	dimension;	however,	the	insertion	of	

these	issues	should	also	take	into	account	the	capacity	and	limitation	of	the	education	

sector	as	the	primary	ECE	actor,	and	the	challenges	coming	from	multi-sectoral	works.	

My	speculation	about	this	move	towards	nutrition	and	mortality	are	that	it	would	“re-

repurpose”	(not	a	typo)	ECE	from	a	centre-based	intervention	to	individual	parenting	

–	reflecting	a	deeper	neoliberal	intrusion	into	the	lives	of	families	and	individuals.		

Before	 proceeding	 to	 the	 next	 section,	 it	 is	 worth	 remembering	 that	 as	 a	

discourse,	 ECE	 is	 embedded	 into	 certain	 procedures,	 knowledge,	 and	 enabling	 or	

disabling	power	relations	specific	 to	particular	historicity.	 In	commenting	on	global	

education	 policy,	 Stephen	 Ball	 (1998)	 highlights	 the	 impacts	 in	 terms	 of	 market	

creation,	 job	 realignment,	 and	 institutional	 rearrangement	 but	 also	 the	 process	 of	

translation	and	recontextualisation.	Above,	I	have	highlighted	the	shifting	of	ECE	in	the	

hands	of	the	donors,	and	rendered	their	desires	and	knowledge.	In	a	 later	section,	I	

bring	 ECE	 from	 the	 global	 to	 the	 national.	 The	 shift	 of	 realm	 does	 not	 make	

international	 actors	 irrelevant;	 on	 the	 contrary,	 they	 continue	 to	 exercise	 their	

influence.	 However,	 different	 to	 the	 global	 stage,	 in	 the	 domestic	 realm	 ECE	 is	

negotiated	further.	In	Indonesia,	the	spread	of	ECE	was	carried	out	through	the	hands	

of	 a	 policy	 network	 that	 connects	 policymakers	 and	 international	 donors.	 The	

delegates	sent	to	the	education	conferences	–	either	to	Jomtien,	Dakar,	or	New	York	–	

	
20	The	First	1,000	Days	of	Life	is	another	multi-sectoral	campaign	intensively	promoted	by	international	
donors,	most	notably	UNICEF,	to	reduce	stunting	among	poor	populations.	The	campaign	is	based	on	
the	belief	that	between	conception	and	a	child’s	second	birthday	is	a	period	of	irreversible	opportunity,	
during	which	the	child’s	foundations	of	health,	growth,	and	neurodevelopment	are	established.	
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were	high-ranking	officials	who	had	close	interactions	with	the	donors.	This	reflects	

Hadiz’s	(2004)	argument	about	market	embeddedness	evident	throughout	Indonesia’s	

development	 policy	 arenas.	 In	 the	 next	 section,	 my	 focus	 is	 to	 describe	 how	 ECE	

expansion	is	further	translated	in	and	interacted	with	Indonesian	policy.	

Bringing the Expansion Home 

A changing landscape. 

At	 the	 turn	 of	 the	 millennium,	 while	 the	 global	 stage	 resounded	 with	 cheers	 for	

optimistic	 celebrations	 of	 creating	 educational	 opportunities	 and	 halving	 global	

poverty,	domestic	conditions	in	Indonesia	were	far	from	stable.	The	country	was	still	

trying	to	survive	multidimensional	crises:	from	monetary	to	conflict	and	security.	The	

period	also	marks	the	historical	beginning	of	Indonesia’s	democratic	institutions.	After	

32	years	living	under	the	authoritarian	regime	of	the	Soeharto	government,	Indonesia	

had	to	go	through	an	overnight	institutional	transformation	process.	

Decentralisation	 in	 Indonesia	 is	 inseparable	 from,	 and	 was	 shaped	 by,	 the	

neoliberalist	pressures	of	the	International	Monetary	Fund	(IMF)	and	the	World	Bank	

(Kristiansen	&	Pratikno,	2006).	Although	market	principles	had	been	 introduced	 in	

Indonesia	by	the	IMF	since	the	early	1980s,	with	the	removal	of	fuel	subsidies	(Ganie-

Rochman	 &	 Achwan,	 2005),	most	 scholars	 believe	 that	 they	 only	 began	 to	 rapidly	

proliferate	 in	 the	aftermath	of	 the	1997-98	Asian	Financial	crisis	and	the	decline	of	

Soeharto’s	statist	approach	(Carroll,	2009;	Hadiz,	2004;	Heryanto	&	Hadiz,	2005;	Li,	

2011;	Newberry,	2010;	Rosser,	2015).	 In	Indonesia,	decentralisation	was	ultimately	

chosen	 for	 its	 position	 as	 the	 antithesis	 to	 Soeharto’s	 statist	 policy.	 The	 political	

sentiment	 against	 the	 dominant	 role	 of	 the	 state	 enabled	 the	 proliferation	 of	

neoliberalist	projects	targeting	community	participation.	The	World	Bank	(2004),	for	

example,	defines	decentralisation	as	an	opportunity	for	the	community	to	have	more	

options,	remove	lengthy	administrative	bureaucracy,	allow	more	innovation	and	bring	

diversity	 of	 representation.	 The	 most	 fundamental	 institutional	 change	 took	 place	

upon	the	enactment	of	the	Law	on	Regional	Autonomy	(No.	25/1999)	in	2001.	The	law	

abolished	 the	 hierarchical	 relationship	 between	 the	 central	 government	 and	 the	

provincial	 and	 the	 district	 governments.	 Formally,	 the	 local	 governments	 are	 not	

inferior	in	position	compared	to	the	central	government.	As	autonomous	government	
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units,	the	provinces	and	the	districts	also	have	to	elect	their	governors/mayors,	unlike	

in	 the	past	where	 the	heads	of	 the	 regions	were	 appointed.	 In	 the	decentralisation	

design,	the	district	governments	are	responsible	for	delivering	basic	services,	such	as	

education	and	health.	As	a	consequence,	the	funds	from	the	national	government	have	

to	follow	the	de-concentration	principle:	transferred	to	the	regional	governments	to	

deliver	the	services,	while	creating	pressure	on	the	district	governments	to	be	more	

active	in	producing	revenue,	creative	in	programme	delivery	and	confident	in	creating	

demand.	

At	 the	heart	of	neoliberalism	is	 the	 inculcation	of	a	 feeling	of	empowerment,	

with	people	made	to	think	that	they	have	the	power	to	choose.	Further,	Hadiz	(2004)	

also	posits	that	Indonesia’s	path	to	democratisation	is	in	itself	a	neoliberalist	project	

loaded	 with	 depoliticised	 “technocratic	 rationality”	 that	 sidelines	 inefficient	 and	

incompatible	 political	 and	 cultural	 activities.	 The	 institutional	 shift,	 however,	

reconfigures	the	interactions	between	the	state	and	business	groups,	classes	and	local	

leaders	(Mappiasse,	2014).	In	light	of	these	changes,	Hadiz	and	Robison	(2005)	argue	

that	 the	 emphasis	 on	 the	 neoliberal	 principle	 of	 institutional	 effectiveness	 might	

change	the	procedures,	but	it	fails	to	stop	the	reconsolidated	illiberal	practices	and	the	

predatory	economic	relationships	from	hijacking	and	deviating	from	the	process.		

The	 spread	 of	 neoliberalism	 has	 had	 its	 effects	 felt	 beyond	 the	 boundary	 of	

economics.	 Aspinall	 (2013)	 claims	 that	 in	 Indonesia	 “neoliberalism	 is	 as	 much	 a	

cultural	phenomenon	as	 it	 is	a	political	or	economic	one”	(p.	28).	He	notes	 that	 the	

market	 principle	 emerges	 with	 “a	 similar	 effect	 of	 elevating	 the	 role	 of	 material	

calculus	in	social	and	political	networks”	(p.	31).	In	short,	neoliberalism	has	shaped	the	

overall	development	landscape	and	turned	it	towards	market	competition	principles	

where	 everyone	 is	 “on	 their	 own.”	 Decentralisation	 situated	 the	 government	 in	 an	

awkward	position.	As	both	subject	and	object	of	the	reform,	the	government	had	to	

quickly	cope	with	the	new	rules	of	the	game,	while	at	the	same	time	consolidating	and	

facilitating	the	process.	Education	was	one	of	the	first	sectors	that	had	to	go	through	

the	decentralisation	process,	mainly	based	on	the	idea	of	financial	and	service	delivery	

effectiveness	(Behrman,	Deolalikar,	&	Soon,	2002;	Kristiansen	&	Santoso,	2006).	Jalal	

(2007),	who	was	actively	involved	in	the	process,	uses	the	word	radical	to	describe	the	

extent	of	decentralisation	through	which	education	had	to	go.	From	under	the	tight	
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authoritarian	control	of	the	central	government	during	Soeharto’s	years,	autonomy	in	

education	was	suddenly	“plopped”	at	the	level	of	schools	driven	by	the	idea	of	school-

based	management	(SBM).	This	extreme	transfer	of	authority	turned	out	to	be	very	

challenging,	mainly	due	 to	 the	stunted	capacity	of	 these	 local	units	after	decades	of	

paralysis	under	the	authoritarian	regime	(Bjork,	2006).	

During	 the	 process	 of	 decentralisation,	 the	 capacity	 of	 the	 Department	 of	

National	Education	(DoNE)	was	stretched	to	wrestle	with	the	impacts	of	the	crises	that	

crushed	 children’s	 school	 participation	 and	 weakened	 teachers’	 everyday	 survival	

(Boediono,	 1998).	 With	 the	 growing	 insecurity	 and	 crises,	 the	 first	 post-Soeharto	

national	 governments’	 planning	 was	 more	 oriented	 towards	 legal,	 political,	 and	

structural	 reform;	 economic	 stabilisation;	 human	 rights;	 and	 conflict	 resolution.	

Interestingly,	 despite	 all	 other	 the	 priorities	 that	 pushed	 ECE	 aside,	 the	 term	 early	

childhood	(anak	usia	dini)	managed	to	be	“inserted”	into	a	line	that	states:	“to	make	

education	institutions	a	centre	for	students’	culturing	values,	attitudes,	and	academic	

skills/professionalism,	including	early	childhood	children”	(GoI,	2000,	p.	161,	emphasis	

added).	The	term	not	only	seemed	to	be	lack	coherence	with	the	sentence,	but	it	was	

not	elaborated	on	in	further	detail.		

Community-driven development.  

As	the	institutional	landscape	changed,	donors	quickly	took	the	opportunity	to	deepen	

the	 change	 at	 the	 community	 level	 with	 empowerment	 projects.	 The	 projects	 on	

community	 empowerment	 were	 started	 in	 the	 mid-1990s,	 organised	 at	 enormous	

scale,	 mainly	 by	 the	World	 Bank,	 to	 support	 the	 roll-out	 of	 decentralisation	 plans	

(Rosser,	2015).	The	most	important	ones	were	projects	that	adhered	to	the	principle	

of	 community-driven	development	 (CDD),	 such	 as	 the	Urban	Poverty	Project	 (UPP,	

from	1999–2001)	and	the	Kecamatan	Development	Project	(KDP,	from	1998–2009).	

Both	 UPP	 and	 KDP	 were	 then	 scaled	 up	 into	 the	 nationwide	 Program	 Nasional	

Pemberdayaan	 Masyarakat	 (PNPM)	 or	 National	 Community	 Empowerment	

Programme,	with	its	variants,	before	it	was	finally	incorporated	into	the	Village	Law	of	

2014.	From	1998	to	2014,	the	World	Bank	has	provided	at	least	USD	3.5	billion	to	fund	

UPP,	KDP,	and	the	various	strands	of	PNPM	(World	Bank,	2019).	The	projects’	value	

still	 excludes	 other	 multi-million-dollar	 World	 Bank	 projects	 attached	 to	 the	 CDD	

mechanism,	two	of	which	were	on	ECE.		
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For	 the	ECE	programme,	CDD	provides	 the	community	with	a	mechanism	to	

gain	 access	 to	 construction	 funding.	The	 linkage	between	CDD	and	ECE	has	 always	

been	apparent	especially	with	the	two	World	Bank	projects	on	ECE:	the	Early	Child	

Development	 Project	 (ECD,	 1998–2004)	 and	 the	 Early	 Childhood	 Education	 and	

Development	Project	(ECED,	from	2006–2013).	The	two	projects	were	attached	to	the	

World	Bank’s	CDD	projects	(Chang	et	al.,	2006;	World	Bank,	2006b).	In	2016,	the	ECED	

was	scaled	up	as	part	of	the	Village	Fund	scheme	in	25	districts	with	15,000	teachers	

trained	on	ECE	(World	Bank,	2016).	CDD	as	an	approach	also	provides	a	good	reading	

to	understand	the	trends	of	 the	project	approach	 in	 Indonesia’s	ECE.	Although	CDD	

projects	 are	 important	 providers	 of	 support	 to	 the	 centres,	 these	 are	 not	 the	 only	

source	 of	 funding.	 The	 government,	 through	 the	 MoEC,	 also	 provides	 block-grant	

transfers	that	adopt	a	concise	version	of	the	CDD	project.	Both	CDD	and	the	block-grant	

transfer	reflect	what	Li	(2016)	argues	about	development:	that	it	tends	to	render	what	

can	be	captured	by	the	technicalities	and	to	be	driven	by	mathematical	casuistic	linear	

logic.		

Drawn	from	Robert	Putnam’s	social	capital,	CDD	is	believed	to	be	an	efficient	

mechanism	 aimed	 at	 improving	 the	 community’s	 control	 over	 the	 development	

process	 (Beard	 &	 Dasgupta,	 2006;	 Guggenheim,	 2006).	 In	 Indonesia,	 CDD	 was	

designed	and	deployed	 to	 rescue	 the	grassroots	 institutions	 from	 the	paralytic	 and	

dysfunctional	state	after	Soeharto	resigned	in	1997.	Led	by	an	assumption	of	village	

life	as	a	responsive,	resilient	and	autonomous	unit,21	CDD	promises	better	alternatives	

than	 other	 development	 organisations	 have	 offered	 at	 the	 higher	 levels	 (see	

Bebbington,	 Dharmawan,	 Fahmi,	 &	 Guggenheim,	 2004;	 Li,	 2007).	 In	 CDD	 projects,	

communities	are	assumed	to	be	the	best	agents	for	their	development.	The	mechanism	

uses	a	bottom-up	approach,	where	the	villagers	–	positioned	as	democratic	citizens	–	

are	trained	to	identify	their	problems	and	needs,	to	plan	their	project	and	to	report	the	

use	of	the	block	grants	transferred	from	the	government	directly	to	their	hands	(Li,	

2011).	 Guggenheim	 (2006),	 the	 KDP	 project	 founder,	 admits	 that,	 in	 reality,	 the	

implementation	is	far	from	organic.	All	of	the	CDD	projects	operate	strictly	based	on	

thick	operational	manuals	that	homogenise	Indonesian	villages.	Although	the	claim	is	

	
21	Li	(2011)	also	points	at	the	Javanese	kinship-based	village	community	as	an	important	influence	to	
Scott	Guggenheim’s	idea	on	the	project.	Guggenheim	is	known	as	the	founder	of	the	KDP	project	
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to	 empower	 the	 community	by	 exercising	 autonomy,	 in	 reality,	 the	 community	 can	

only	choose	from	a	selection	of	preset	programmes	or	a	sort	of	menu.	In	UPP,	KDP	and	

even	PNPM,	the	contribution	to	ECE	was	integrated	with	the	Posyandu	programme,	

limited	to	the	provision	of	facility	construction	that	may	or	may	not	have	answered	the	

community’s	needs.	Meanwhile,	the	type	of	community	organisation	and	the	reporting	

also	 became	 disciplining	 functions	 that	 embedded	 the	 government	 and	 donor’s	

disbursement	system	into	their	rationale	for	activities.	However,	Guggenheim	(2006)	

also	 argues	 that	 the	 projects	 provided	 the	 community	 with	 strategic	 tools	 and	

information	“to	resist	the	flattening	and	to	negotiate	better	outcomes	for	themselves”	

(p.	137).	

In	 2006,	 the	 government,	 desperate	 with	 the	 heightened	 MDG	 agenda	 of	

“halving	 poverty,”	 adopted	 and	 scaled	 up	 the	 World	 Bank’s	 CDD	 approach	 and	

extended	 the	 coverage	 under	 the	 banner	 of	 PNPM	Mandiri	 as	 a	 poverty	 reduction	

programme	(Li,	2011;	PNPM	Mandiri,	2019).	According	to	Li	(2011),	the	merging	of	

CDD	 as	 “community	 empowerment”	 with	 the	 government’s	 mission	 on	 poverty	

reduction	 reflected	 a	 critical	 juncture	 for	 Indonesia’s	 neoliberalist	 trajectory.	 The	

amalgamation	 of	 the	 two	 objectives	 potentially	 synonymised	 empowerment	 with	

liberation	 from	 poverty	 and	 vice	 versa,	 while	 it	 also	 normalised	 the	 relationship	

between	the	two.	This	equating	of	poverty	reduction	with	empowerment	could	lead	to	

a	circular	projection	that	empowerment	solves	poverty	problems	while	better	income	

is	 the	 outcome	 of	 empowerment.	 This	 narrow	 explanation	 can	 be	 tricky	 for	 social	

justice	issues	that	still	need	institutional	reform	such	as	gender,	minorities,	and	even	

poverty	itself.	

The	power	of	CDD	in	reshaping	neoliberal	development	norms	in	Indonesia	is	

very	 significant.	 It	 produces	 a	 mechanism	 that	 seeks	 the	 empowerment	 of	

communities	so	that	even	the	poor	still	have	an	opportunity	(Li,	2011).	It	creates	the	

illusion	of	having	an	option	(Hadiz,	2004).	Carroll	(2009)	uses	the	metaphor	Trojan	

horse	 for	CDD’s	ability	to	quietly	intrude	and	deeply	embed	market	norms	from	the	

President’s	 office	 to	 the	 community’s	 life.	 Development	 is	 no	 longer	 a	 matter	 of	

providing	 or	 improving	 services	 for	 the	 sake	 of	 people’s	 well-being	 but	 more	 of	

reconfiguring	 the	 citizens,	 to	make	 them	 compatible	with	 the	 principles	 of	 liberal-

market	 and	 economic	 productivity	 (Carroll,	 2009;	 Li,	 2011).	 Li	 (2007)	 argues	 that	

development	has	become	a	project	that	“operates	by	educating	desires	and	configuring	
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habits,	aspirations	and	beliefs.	It	sets	conditions,	artificially	so	arranging	things	so	that	

people,	following	only	their	self-interest,	will	do	as	they	ought.”	(p.	5).	

Modelling the expansion: Reutilising previous interventions. 

Although	preschool	 learning	has	been	present	since	the	Dutch	colonial	time	(Stoler,	

1996;	Thomas,	1992),	until	1985	the	enrolment	rate	only	reached	2.78	%	(Thomas,	

1992,	 p.	 123)	 with	 access	 heavily	 concentrated	 in	 Java.	 Meanwhile,	 many	 other	

provinces,	 especially	 those	 that	 were	 in	 the	 eastern	 region	 and	 some	 in	 Sumatera	

Island,	only	had	less	than	1	%	of	preschool	coverage	(Thomas,	1992).	For	a	long	time,	

ECE	was	 only	 available	 for	wealthier	 families	 in	 big	 cities.	 The	 growing	 interest	 in	

increasing	and	to	distributing	the	service	in	areas	with	rural	and	lower	socioeconomic	

characteristics	only	began	to	proliferate	in	the	late	1990s	to	early	2000s	(Adriany	&	

Saefullah,	 2015;	 Formen,	 2018).	 The	 work	 was	 pioneered	 by	 several	 donor	 pilot	

project	interventions	as	well	as	the	government’s	participation	in	the	global	education	

movement,	 from	Jomtien	Conference,	WSC,	to	Dakar	Framework	for	Action,	and	the	

MDGs,	to	the	present	SDGs.		

The	work	of	international	development	donors	in	Indonesia	has	been	carried	

out	 for	 a	 long	 time,	 even	 before	 independence	 in	 1945	 (see	 Gouda,	 2009;	 UNICEF,	

2005).22	 In	 1962,	 UNICEF	 launched	 an	 education	 project	 with	 an	 “out-of-school”	

education	component,	known	as	“Family	Life	Education.”	The	project	is	claimed	to	be	

the	embryo	for	the	“Pemberdayaan23	Kesejahteraan	Keluarga”	(PKK)	–	the	women’s	

volunteer	 organisation	 (UNICEF,	 2005).	 Later	 on,	 the	 PKK	became	one	 of	 the	most	

instrumental	players	in	family	development	projects	by	bridging	the	state	and	families	

	
22	Frances	Gouda’s	(2009)	article	covers	 the	work	of	 the	Rockefeller	Foundation	 in	the	Dutch	Indies	
between	 1925–1940	 on	 hygiene	 and	 sanitation	 training.	 Known	 previously	 as	 an	 emergency	
organisation,	UNICEF	(2005)	provided	its	first	assistance	to	Indonesia	for	extreme	drought	in	Lombok	
in	1946,	before	international	recognition	of	Indonesia’s	independence.		
23	 PKK	was	 initiated	 from	 a	 seminar	 on	 home	 economics	 in	 1957	 and	 expanded	 in	 the	 1960s.	 The	
voluntary	organization	has	ten	core	programs:	(1)	improving	the	understanding	and	implementation	of	
Pancasila;	(2)	Gotong	Royong	(collective	work);	Food;	Clothing;	Housing	and	Household;	Education	and	
skills;	Health;	co-operative	development;	environmental	preservation;	healthy	budgeting	and	planning.	
The	name	has	been	changed	several	times	although	the	abbreviation	remains	the	same.	In	1972,	the	
Minister	of	Home	Affairs	requested	Pendidikan	Kesejahteraan	Keluarga	(family	welfare	education)	to	
be	changed	into	Pembinaan	Kesejahteraan	Keluarga	(family	welfare	supervision).	In	1999,	due	to	the	
political	 reform,	 PKK	 is	 changed	 into	 Pemberdayaan	 Kesejahteraan	 Keluarga	 (family	 welfare	
empowerment)	to	be	in	line	with	the	decentralisation	spirit.	The	three	names	are	interchangeably	aused	
in	day-to-day	daily	conversation.		



Chapter	3:	Translating	Expansion	into	Policy	
	
	

	 	 	
	

75	

(Suryakusuma,	 1987),	 from	 family	 planning,	 community	 health	 practices,	 to	 the	

present	day	ECE	programme.	The	programmatic	foundation	which	was	used	for	ECE	

could	also	be	traced	back	to	the	World	Bank’s	Population	Project.	Started	in	1972,	the	

Population	Project	was	designed	on	the	recommendations	of	WHO	and	was	in	a	co-

funding	scheme	with	the	UNFPA	for	some	time	(World	Bank,	1972).	The	project	was	

not	 only	 one	 of	 the	 first	 World	 Bank	 human	 resource	 development	 projects	 in	

Indonesia,	but	was	also	the	longest.	Extended	five	times,	it	lasted	from	1972	to	1997.	

The	 funds	 were	 notably	 directed	 to	 establish	 infrastructure,	 and	 an	 institutional	

framework,	and	also	to	improve	the	capacity	of	Indonesia’s	Badan	Koordinasi	Keluarga	

Berencana	 Nasional	 (BKKBN),	 an	 organisation	 at	 the	 ministry	 level	 in	 charge	 of	

coordinating	family	planning	programmes.	The	whole	programme	was	claimed	to	be	

the	most	successful	family	planning	programme	in	the	world	in	reducing	fertility	(Hull	

&	Mosley,	2009).	With	total	funds	of	USD	222	million,	the	activities	also	produced	an	

army	 of	women	 volunteers	 and	 non-expert	 fieldworkers	whose	 tasks	were	 to	 gain	

(mostly)	 women’s	 acceptance	 of	 contraception,	 distributing	 pills	 and	 condoms	 to	

fertile	married	couples	(Hull	&	Mosley,	2009).	These	volunteers,	the	family	planning	

and	 the	 PKK/Posyandu	 cadres,	 became	 the	 primary	 target	 for	 the	 ECE	 expansion	

project.	

The	involvement	of	UNICEF	in	PKK	and	the	World	Bank	with	family	planning	

volunteers	before	ECE	was	 influential	 in	 the	expansion.	Supporting	the	government	

with	pilot	projects,	 these	 two	donors	 easily	 established	ECE	models	based	on	 their	

previous	projects,	which	in	the	ECE	case	contributes	to	the	reusing	and	reactivating	of	

the	 practices	 of	 female	 volunteers.	 The	 use	 of	 female	 volunteers	 has	 been	 deeply	

critiqued	by	feminist	scholars	(see	Newberry,	2006;	N.	Sullivan,	1983;	Suryakusuma,	

1987;	Wieringa,	1999).	The	majority	of	studies	look	at	the	practices	in	relation	to	the	

interests	 of	 authoritarian	 governments	 (N.	 Sullivan,	 1983;	 Suryakusuma,	 1987;	

Wieringa,	1999)	or	as	a	neoliberalist	capture	of	a	cultural	practice	(Newberry,	2006,	

2010,	 2014).	 Newberry	 (2010),	 for	 instance,	 argues	 that	 the	 extra-local	 technical	

control	of	female	volunteers	produces	“non-governmental	governance”	–	performing	

the	effect	of	government	–	in	community	and	to	family.	In	terms	of	ECE,	the	role	of	the	

international	donors	 tends	 to	be	presented	as	 “nuances”	of	 the	neoliberal	principle	

instead	of	as	direct	actors.	From	my	findings,	donors	are	also	involved	in	establishing,	

enabling	and	reusing	female	volunteers,	reflected	in	the	paragraphs	below.		
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In	 1998,	 UNICEF	 sponsored	 a	 seminar	 on	 “Comprehensive	 Early	 Childhood	

Development.”	The	seminar	discussed	the	benefits	of	a	comprehensive	approach	as	an	

answer	 to	 Indonesia’s	 economic	 burden	 (Sihombing	 et	 al.,	 1998	 cited	 in	 Formen,	

2018).	 In	the	same	year,	 the	World	Bank	deployed	a	“small”	budget	commitment	of	

USD	21	million	to	supply	an	emergency	nutrition	package	to	mitigate	the	impacts	of	

the	financial	crisis	on	young	children	from	low-income	families.	Attached	to	the	project	

was	 the	whole	 “Early	Child	Development”	 (ECD;	World	Bank)	project,	 consisting	of	

integrating	 the	 Posyandu	 with	 the	 family	 planning	 component	 of	 parenting	 and	

training	 kindergarten	 teachers	 on	 health	 and	 nutrition	 knowledge.	 In	 2001,	 upon	

signing	of	EFA	by	Indonesia,	the	sub-project	on	the	nutrition	emergency	package	was	

dropped	 \	 “to	 reflect	 the	 rapidly	 changing	 economic	 situation	 and	 GoI	 funding	

priorities	and	decisions”	 (IEG	World	Bank	Group,	2007,	p.	2).	The	World	Bank	ECD	

Project,	 known	 locally	as	 “Proyek	Pendidikan	Anak	Usia	Dini”	 (PPAUD),	 funded	 the	

establishment	of	an	institutional	design	and	policy	framework	from	ministerial	level	

down	to	the	districts.	The	project	also	provided	training	for	the	Posyandu	and	family	

planning	cadres	and	equipped	them	with	an	integrative	module	in	a	pilot	project.	The	

project	also	worked	on	the	social	development	aspects	of	ECD24	in	West	Java,	Bali,	and	

Sulawesi	using	the	location	of	the	“Kecamatan	Development	Project,”	another	World	

Bank	mega	project	on	community-based	empowerment	which	had	been	implemented	

earlier.	The	ECD	project	ran	from	1998–2006	and	was	immediately	followed	by	the	

Early	Childhood	Education	and	Development	(ECED)	project	with	a	behemoth	budget	

of	USD	107	million	or	ten	times	the	World	Bank	ECD	Project’s	total	disbursement.		

The	 World	 Bank	 ECD	 and	 the	 ECED	 projects	 as	 well	 as	 UNICEF’s	 Taman	

Posyandu	provided	the	government	with	non-formal	models	for	expansion.	The	two	

organisations	 were	 particularly	 influential,	 mainly	 because	 their	 modality	 of	

implementation	was	to	work	and	to	transfer	the	funds	through	the	governments	and	

not	only	with	the	government.	In	the	late	1990s,	there	were	also	other	ECE	initiatives	

carried	out	by	organisations	like	Plan	International	and	later	by	Save	the	Children	and	

Child	 Fund;	 however,	 as	 INGOs,	 their	 projects	 were	 directed	 at	 working	 with	 the	

	
24The	results	of	 the	World	Bank-ECD	Project	 included	the	construction	of	340	new	buildings	 for	 the	
integrative	 services;	 rehabilitation	of	50	existing	 facilities;	provision	of	 educational	 toys,	books,	 and	
furniture	for	the	centres;	contracting	of	460	kindergarten	teachers	to	help	with	the	new	centres;	and	the	
training	of	1,255	volunteers	to	the	level	of	a	2-year	diploma	programme	(IEG	World	Bank	Group,	2007).	
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community	rather	than	with	the	central	government.	Both	World	Bank	and	UNICEF	

based	their	projects	on	the	inclusion	of	health,	nutrition,	and	parenting	services	and	

also	on	cost-efficiency	 in	 terms	of	delivery	and	sustainability.	The	World	Bank	ECD	

Project	and	the	Taman	Posyandu	Project	were	quite	similar	in	terms	of	activities,	the	

only	difference	was	that	while	the	Taman	Posyandu	focused	on	expanding	ECE	access	

by	using	the	Posyandu	facilities,	the	World	Bank	ECD,	with	a	much	bigger	fund,	was	

focused	more	on	complementing	health,	nutrition	and	parenting	in	kindergartens	and	

training	the	Posyandu	and	family	planning	cadres	on	comprehensive	services.	In	2006,	

the	World	Bank	replaced	the	ECD	with	the	ECED	project.	The	ECED	project	covered	50	

districts	in	22	provinces,	3,000	villages,	and	6,000	centres	(World	Bank,	2012)	

Policy of Expansion 

Establishing the system. 

The	Directorate	of	Early	Childhood	Education	was	established	in	2001	(Hasan	et	al.,	

2013).	Its	establishment	of	the	directorate,	separate	from	the	Directorate	of	Primary	

School	 and	 Kindergarten,	 asserted	 the	 dichotomy	 between	 this	 new	 non-formal	

approach	and	the	kindergarten	–	which	then	assumed	the	status	of	“formal”	ECE.	In	

some	regions,	at	the	level	of	implementation,	the	organisation	of	non-formal	ECE	could	

be	very	similar	to	the	organisation	of	kindergartens;	yet	the	status	as	formal	or	non-

formal	 ECE	 is	maintained	mainly	 to	 point	 at	 the	 history	 of	 being	 under	 a	 different	

management	line,	beyond	anything	else.	Operating	under	the	Directorate	General	of	

Out-of-School	 Education	 (Pendidikan	 Luar	 Sekolah	 or	 PLS),	 the	 task	 of	 the	 new	

directorate	was	to	 facilitate	the	setup	of	 the	new	non-formal	models	as	a	preschool	

alternative	to	the	kindergarten.	The	models	offered	were	mainly	based	on	the	projects	

of	its	two	main	partners,	the	World	Bank	with	the	integrated	ECD	Project	and	UNICEF‘s	

Taman	Posyandu	(Hasan	et	al.,	2013).		

The	legal	basis	for	the	different	types	of	ECE	services	was	established	with	the	

Law	on	the	National	Education	System	(23/2003).	The	law	recognises	of	ECE	as	part	

of	Indonesia’s	national	education	system.	In	the	policy,	ECE	is	defined	as:	

efforts	aimed	at	children	from	birth	to	the	age	of	6	years	which	are	carried	out	

through	the	provision	of	educational	stimuli	to	help	growth	and	physical	and	
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spiritual	 development	 so	 that	 children	 have	 readiness	 in	 entering	 further	

education.	(GoI,	2003,	Article	1.14)	

The	 law	also	establishes	ECE	based	on	three	streams	of	 implementation:	 the	

first	 stream	 is	 formal	 ECE,	 which	 refers	 to	 kindergartens,	 its	 Islamic	 version	 the	

Raudhatul	Atfal,	and	its	equivalents.	This	formal	type	serves	children	from	4	to	6	years	

of	age.	The	second	stream	is	non-formal	ECE,	comprised	of	playgroups,	nurseries,	and	

other	 similar	 services.	 The	 third	 stream,	 informal	 ECE,	 takes	 the	 form	 of	 family	

environment-based	education	(GoI,	2003,	art.	28).	The	structure	of	the	ECE	services	is	

summarised	in	figure	1	and	presented	in	further	details	as	a	matrix	in	Appendix	D.	

	

	

On	paper,	these	different	types	of	ECE	provide	services	for	different	age	groups.	

The	formal	services	are	meant	to	cover	4-	to	6-year-old	children.	Non-formal	services	

have	 a	 greater	 age	 range.	 Nurseries	 and	 similar	 services	 cover	 0-	 to	 6-year-old	

children,	while	playgroups	are	intended	for	2-	to	4-year-olds.	However,	in	reality,	due	

to	 the	pressure	 to	 increase	coverage	and	 the	 limited	 facilities,	a	playgroup	can	also	

have	children	enrolled	beyond	the	official	age	range.	The	third	sub-type	of	the	non-

formal	stream,	the	“satuan	PAUD	Sejenis”	(SPS),	or	other	similar	ECE	service,	is	offered	

as	an	option	for	a	more	flexible	ECE	practice	with	a	very	different	learning	structure.	

This	type	ranges	from	the	organisation	that	relies	on	the	Posyandu/family	planning-

based	 organisation	 (MoEC,	 2015b)	 to	 the	 Quranic	 classes	 for	 young	 children	 and	

Article 28 (3) 

Formal ECE 

Kindergarten	and	BA	&	RA		

Article 28 (5) 

Informal ECE  

Family	environment		

Article 28 (4) 

Non-formal ECE 

Nurseries,	Playgroups,	SPS		

Figure	3:	ECE	based	on	Law	on	National	Education	System	(No.	20/	2003)	
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Sunday	School	in	church.	In	practice,	many	centres	of	this	type	also	perform	a	more	

formal	kindergarten-like	service	in	in	areas	where	kindergartens	are	unreachable	or	

unaffordable	 (MoEC,	 2012b).	 Meanwhile,	 informal	 ECE	 started	 later	 with	 the	

publication	of	a	technical	guideline	in	2012	to	complement	the	assistance	provided	by	

either	 formal	or	non-formal	ECE	centres	 (MoEC,	2012a).	 In	2015,	 a	new	Direktorat	

Pembinaan	dan	Pendidikan	Keluarga	(Directorate	for	Family	Guidance	and	Education)	

was	 established	 to	 govern	 parents’	 behaviour	 towards	 their	 children’s	 education	

(MoEC,	2015a).	The	scope	of	the	new	directorate	is	not	exclusively	ECE,	it	also	includes	

other	 social	 issues	 such	 as	 drug	 abuse,	 device	 addiction,	 pornography	 use,	 LGBT	

prevention,	and	extremism	that	cover	a	more	extensive	age	range	(Sukiman,	2016).	

The	complexity	of	ECE	implementation	is	also	reflected	in	its	inter-ministerial	

governance.	As	an	education	unit	(Satuan	Pendidikan),	the	governance	of	ECE	follows	

the	 dichotomy	of	 secular	 centres	 and	 religious	 forms	 of	 education.	 The	Ministry	 of	

Education	and	Culture	is	in	charge	of	the	overall	ECE	policy,	and	the	management	of	

public	and	private	ECE	centres,	except	the	religious	types,	such	as	the	Sunday	School	

and	 the	 madrasah	 –	 Raudhatul	 Atfal	 (RA)	 and	 Busthanul	 Atfal	 (BA)	 –	 at	 the	

kindergarten	level.	In	charge	of	education	policy,	the	Ministry	of	Education	and	Culture	

follows	the	decentralisation	and	deconcentration	principle	with	the	implementation	

and	budgetary	responsibility	mostly	in	the	hands	of	education	office(s)	at	the	level	of	

district/municipality	 and,	 until	 2018,	 the	 provincial	 level.25	 Meanwhile,	 the	

management	of	RA,	BA,	and	Sunday	Schools	is	centralised	under	Ministry	of	Religious	

Affairs	(MoRA).		

In	 2013,	 as	 the	 result	 of	 UNICEF’s	 intensive	 lobbying	 to	 the	 coordinating	

minister	 for	 social	welfare	 affairs,	 the	Presidential	Regulation	Number	60/2013	on	

Holistic	 and	 Integrative	Early	Childhood	Development	was	 issued	 (GoI,	 2013).	This	

policy	suggests	the	establishment	of	an	intersectoral	task	force	(gugus	tugas)	on	ECE	

at	the	national	level	to	the	district	level.	The	membership	of	this	task	force	included	11	

ministries/offices	 in	 charge	of	 social	welfare,	planning,	 regional	 governance	 (under	

Home	Affairs),	education	and	culture,	health,	social	affairs,	religious	affairs,	women’s	

empowerment	 and	 child	 protection,	 the	 presidential/governor/bupati	 office,	

	
25	In	the	latest	Minimum	Service	Standard	regulation	issued	in	2018,	provincial	governments	are	only	
responsible	 for	secondary	and	tertiary	education	services,	while	ECE	and	primary	education	are	 the	
responsibility	of	the	regency	level	(GoI,	2018)	
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population	and	family	planning,	and	statistics	(GoI,	2013,	Art.	11).	The	task	force	was	

responsible	for	coordinating	policy	and	advocacy,	as	well	as	synchronising	planning,	

budgeting,	resources	mobilisation,	and	monitoring	(GoI,	2013,	Art.	10).	On	paper,	the	

idea	 of	 coordination	 and	 synchronisation	 sounds	 ideal,	 especially	 given	 the	

government’s	intricate	webs	of	projects	or	assistance	with	their	various	procedures	at	

the	implementation	level.	However,	instead	of	prioritising	the	immediate	provision	of	

comprehensive	services	for	children	at	the	level	of	practices,	the	establishment	of	the	

task	force	potentially	only	adds	more	bureaucratic	layers	to	ECE	implementation.	The	

11	ministries/offices	 are	not	uniformly	 and	equally	decentralised.	 Family	Planning,	

Statistics,	 and	 Religious	 Affairs	 are	 centralised,	with	 regional	 offices	 serving	 at	 the	

provincial	and	regency	level;	meanwhile,	Planning,	Education	and	Culture,	Health,	and	

Social	Affairs	are	decentralised	sectors	under	regional	autonomy.	Some	sectors,	such	

as	Women’s	Empowerment	and	Child	Protection,	are	integrated	in	various	forms	and	

sizes	 under	 the	 governor/district	 office	 at	 the	 provincial	 and	 regency	 level.	 These	

differences	make	the	task	of	coordination	challenging.	Their	autonomy	over	planning	

and	 budget	 commitments	 is	 very	 different	 from	 the	 centralised	 and	 decentralised	

status.	In	addition	to	this,	the	legal	status	of	peraturan	presiden,	which	is	the	lowest	in	

the	hierarchy	of	Indonesia’s	 laws	at	the	national	 level,	 is	also	quite	limited.	Without	

parliamentary	 approval,	 such	 regulations	 cannot	 charge	 ministries	 or	 offices	 with	

responsibility	for	institutional	or	budgetary	changes.	

Establishing definition. 

Well-distributed	 and	 excellent	 access	 to	 education	 have	 become	 Indonesia’s	

postcolonial	ambitions	(Dewantara,	1967).	Putting	people	in	schools	is	considered	to	

be	a	symbolic	and	constitutional	gesture	that	conveys	a	mixture	of	economic,	political	

concerns,	as	well	as	nationalistic	sentiments.26	The	expansion	of	education	access	has	

happened	at	a	great	scale	in	the	past	7	decades.	The	most	famous	example	of	expansion	

in	Indonesia	is	the	case	of	primary	school	expansion,	under	Soeharto’s	administration,	

known	as	the	SD	Inpres	policy.	“Inpres”	is	short	for	Instruksi	Presiden	or	presidential	

	
26	“Mencerdaskan	kehidupan	bangsa”	or	“to	make	the	nation’s	life	‘smart’”	is	one	of	Indonesia’s	three	
constitutional	aims	as	a	nation,	together	with	“to	advance	public	welfare,”	and	“to	participate	in	world	
peace	based	on	the	principles	of	freedom,	eternal	peace,	and	social	justice”	(GoI,	1945).	
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instruction.27	Funded	by	the	surplus	revenue	from	the	oil	boom	in	the	early	1970s,	the	

government	 built	 more	 than	 61,000	 primary	 schools	 in	 Indonesia’s	 remote	 areas	

within	 5	 years,	 from	1974–1978	 (Duflo,	 2000).	 During	 the	 period,	 the	 government	

mobilised	and	recruited	more	than	a	million	primary	school	teachers.	The	SD	Inpres	

policy	increased	primary	school	participation	at	a	remarkably	accelerated	pace.	The	

gross	enrolment	rate	skyrocketed	from	62	%	in	1974	to	universal	primary	coverage	of	

101	%	 in	1983	 (World	Bank,	 1998a),	making	 Indonesia	 the	 country	with	 the	most	

extensive	 school	 construction	 in	 global	 history	 (Satriawan	 et	 al.,	 2013).	 The	 rapid	

increase	in	access	cast	a	shadow	over	the	question	of	quality.	Even	today,	the	term	SD	

Inpres	 tends	 to	be	associated	more	with	remote	areas	and	poor	quality	(Tempo.Co,	

2017).	 However,	 in	 general,	 it	 also	 still	 considered	 as	 an	 (authoritarian)	 education	

success	and	a	possibility	of	expanding	access	rapidly.		

Thirty	 years	 after	 the	 SD	 Inpres,	 a	 discourse	 expansion	 reemerged	 and	was	

attached	 to	ECE	as	a	new	education	agenda.	DoNE’s	 (2007)	 “2005	–	2009	Strategic	

Plan,”	defines	the	expansion	as:		

a	policy	to	encourage	the	implementation	of	educational	services	for	children	

aged	0–6	years	both	on	formal	and	non-formal	education	streams.	Government	

activities	are	more	to	provide	support	or	to	empower	the	 implementation	of	

quality	ECE	services	done	by	 the	community	evenly	 throughout	 the	country.	

Block	grants	or	self-help	payments	will	be	provided	for	the	development	of	ECE	

centres,	ECE	models,	and	various	forms	of	ECE	integration	into	various	other	

early	childhood	services.	(p.	22)	

As	 previously	 mentioned,	 the	 policy	 of	 expansion	 is	 a	 result	 of	 interwoven	

connections	between	 international	donor	organisations	and	 Indonesia	at	 the	global	

and	national	 levels.	Driven	by	 the	 idea	of	 enrolment	 targets,	 and	despite	questions	

regarding	 the	 reliability	 of	 existing	 data	 and	 data	 systems,	 the	 government	 set	 an	

ambitious	goal	of	increasing	participation	from	39	%	in	2004	to	53	%	in	2009	(p.	85).	

However,	in	contrast	to	the	case	of	SD	Inpres,	where	Soeharto	could	control	and	direct	

	
27	Inpres	or	Instruksi	Presiden	was	a	policy	document	recognised	within	Indonesia‘s	 legal	hierarchy.	
The	document	contained	“instruction”	and	could	only	be	issued	by	the	president	to	his	or	her	particular	
ministries	to	act	and	execute	specific	one-off	activities	 in	a	rapid,	temporal	and	final	manner.	 It	only	
covered	the	executive	function	and	thus	did	not	need	approval	from	the	parliament	(Indarti,	2005).	The	
scale	of	“sD	Inpres”	was	also	a	showcase	of	Soeharto’s	power	to	bypass	judiciary	and	legislative	organs,	
which	resulted	in	ineffectiveness.		
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through	 authoritarian	 and	 militaristic	 procedures	 that	 bypassed	 institutional	

structures,	the	situation	in	the	2000s	was	very	different.	The	authority	was	much	more	

plural,	unstable,	and	restricted	by	more	localised	competitive	procedures.	The	extreme	

education	 decentralisation	 and	 the	 implementation	 of	 SBM	 also	made	mobilisation	

through	 the	 education	 system	 more	 intricate,	 indirect	 and	 uncertain.	 Meanwhile,	

financially,	 the	 expansion	 took	 place	with	 an	 acute	 awareness	 of	 the	 government’s	

capacity;	thus,	it	needed	support	from	other	parties	(Nuh,	2014).		

Block-grants mechanism. 

DoNE’s	definition	of	ECE	access	expansion	also	shows	that	the	government’s	strategy	

was	more	to	invite	and	to	empower	communities	with	knowledge	and	to	provide	them	

with	block	grants	for	implementing	ECE.	The	term	community,	especially	in	the	context	

of	ECE,	has	been	generously	and	continuously	used	throughout	different	levels,	from	

the	EFA	Dakar	Framework	to	DoNE’s	planning	documents.	I	find	the	term	intriguing	

mainly	because	the	meaning	is	more	sociological	than	programmatical.		

Community,	 among	 Indonesians,	 tends	 to	 be	 classically	 and	 romantically	

perceived	as	an	“organic”	association	of	people	 in	their	day-to-day	interactions	that	

produce	 and	 reproduce	 a	 sense	 of	 belonging	 and	 shared	 cultural	 identities	 (see	

Koentjaraningrat,	1974).	The	term	is	used	in	many	documents	not	only	to	serve	as	a	

simplification	 but	 also	 to	 maintain	 sociological	 sentiments	 towards	 ECE	 as	 shared	

ownership,	 a	 responsibility	 from	 which	 the	 community	 members	 could	 reap	 the	

benefit.	This	idea	of	seeing	community	as	organic,	endogenous,	authentic,	and	resilient	

has	 also	 greatly	 inspired	 the	 designers	 of	 Indonesia’s	 CDD	 projects	 (Li,	 2011).	 An	

empowered	community	is	considered	to	be	ideal	for	making	development	work	better.	

Although	CDD	projects	are	very	influential	in	supporting	growing	interests	in	

ECE,	especially	in	providing	funds	and	technical	assistance	for	building	construction,	

the	block-grants	system	channelled	by	the	MoEC	to	 individual	centres	also	plays	an	

important	 role	 in	 shaping	 practices.	 Both	 methods	 require	 an	 alignment	 with	 the	

individualisation	of	practices.	Although	CDD	is	aimed	at	improving	the	community,	at	

the	heart	of	the	principle	is	 individual	reconfiguration	(Carroll,	2009).	Whether	it	 is	

through	 one	 of	 the	 CDD	 projects	 or	 the	 MoEC’s	 scheme,	 the	 mechanism	 of	 ECE	

expansion	involves	the	flow	of	money	and	programmes	from	the	national	government,	
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which	is	accounted	for	and	tied	to	individual	or	institutional	names	and	positions.	In	

return,	 these	 individuals	 and	 institutions	 are	 held	 accountable	 to	 the	 sustainable	

presence	of	the	ECE.	In	Chapter	5,	I	describe	how	CDD	projects	at	the	community	level	

provide	opportunities	for	individuals	and	explain	how	they	could	transform	abstract	

ideas	around	community	development.		

In	general,	central	government’s	budget	allocations	have	been	inconsistent	as	

reflected	in	Figure	1.	From	2005	–	2009,	the	amount	of	money	allocated	for	ECE	ranged	

from	IDR	253,000,000	(or	NZD	253,000)	in	2005	to	IDR	610,800,000	(or	NZD	610,000)	

in	2010,	and	then	peaked	in	2011	with	IDR	1,727,500,000	(or	NZD	1.7	million)	before	

drastically	reduced	in	2012	–	2014.	From	2017	to	2019,	there	has	been	a	significant	

national	government	budget	increase:	from	IDR	3.5	billion	(or	NZD	3.5	million)	for	ECE	

in	2017,	to	IDR	4.4	billion	(NZD	4.4	million)	in	2018.	The	budget		increase	reflected	the	

significant	increase	of	block	grants	in	the	form	of	Biaya	Operasional	PAUD	(BOP,	ECE	

operational	 funds)	from	IDR	240,000	(NZD	24)	per	student	 in	2013	to	IDR	600,000	

(NZD		60)	per	student	in	2015,	as	reflected	in	Table	4.	The	increase	of	block	grants’	

volume	also	significantly	increased	the	funds	received	by	average	ECE	centres.	In	Table	

4,	I	also	provide	simulation	of	total	money	received	by	a	centre	due	to	this	substantial	

increase.	
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Figure	4:		Central	government	budget	allocation	for	ECE	2011-19	



Chapter	3:	Translating	Expansion	into	Policy	
	
	

	

	84	

The	use	of	a	block-grant	mechanism	shapes	the	government’s	relationship	with	

ECE	 centres.	 The	 low	 quality	 of	 implementation	 is	 often	 associated	 with	 the	 low	

capacity	of	the	centres	to	make	use	of	the	funds,	 instead	of	the	 insensitivity	of	such	

policy	to	the	centres’	needs.	As	the	funds	get	significantly	bigger,	so	is	the	suspicion	

about	the	genuine	intentions	of	communities.	The	budget	increase	and	the	notion	of	

quality	are	couched	in	more	of	a	policing	tone	than	a	supportive	one.	For	example,	in	

2018,	 the	 director	 of	 ECE	 demanded	 the	 district	 governments	 be	 “tougher”	 with	

issuing	 licenses	 for	new	ECE	centres,	 avoiding	 those	 that	 “could	only	 rely	on	 social	

support	 to	 survive”	 (Anggun	 PAUD,	 2018,	 para.	 3).	 Situated	 in	 the	 community	 and	

outside	the	conventional	education	schooling	system,	funds	for	the	non-formal	ECE	are	

politically	strategic.	Based	on	my	observation,	it	was	not	a	secret	how	the	elite	capture	

has	hijacked	the	block	grants	or	even	corrupted	them.	Corruption	cases	with	ECE	funds	

have	 been	 found	 all	 across	 Indonesia	 among	 education	 officials,	 managers,	 and	

teachers	alike	(see	Detik,	2013,	2014,	2018).	However,	as	 I	argue	 in	Chapter	5,	 this	

suspicion	 has	 developed	 social	 surveillance	 against	 ECE	 providers.	 The	 director’s	

statement	is	also	insensitive	to	the	reality	that	in	the	design	of	community-based	ECE,	

many	 ECE	 centres	 in	 poor	 regions	 heavily	 depend	 on	 government	 money	 mainly	

because	that	is	their	main	resource.	Instead	of	using	a	tone	of	control,	the	government	

should	be	more	supportive	of	communities’	needs.		

Year	
	
Fund	allocation	per	child	
	

Simulation:	
Fund	received	by	
a	medium-sized	
centre	with	36	
children	

2011	 Rp.	300,000(NZ	$	30)	per	student		
Applied	only	for	ECE	centre	with		min.	15	students	and	max.	50	
	

Rp.	10,800,000	
(NZ	$	1,080)	

2012	 Rp.	240,000(NZ	$	24)	per	student		
Applied	only	for	ECE	centre	with		min.	15	students.	The	regulation	
does	not	mention	max.	number	of	students	
	

Rp.	8,640,000		
(NZ	$	8,640)	

2013	 No	unit	cost;	the	fund	is	provided	based	on	centre’s	size:	
For	a	centre	with	fewer	than	15	students:	Rp.	3,600,000	(NZ	$360)	
For	a	centre	with	16	–	25	students:	Rp.	6000,000	(NZ		$600)	
For	a	centre	with	26	students	or	greater:	Rp.	7,200,000	(	NZ	$720)	
	

Rp.		7,200,000		
(NZ	$	7,200)	

2014	 No		unit	cost;	the	fund	is	provided	based	on	centre’s	size:	 Rp.	7,200,000		

Table	4:	
Government's	allocation	for	Biaya	Operasional	PAUD	(BOP)	or	ECE	
operational	fund	per	child	or	per	centre,	2011	-	2019	
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For	a	centre	with	fewer	than	15	students:	Rp.	4,000,000	(NZ	$400)	
For	a	centre	with	16	–	25	students:	Rp.	6000,000	(NZ		$600)	
For	a	centre	with	26	students	or	greater:	Rp.	7,200,000	(	NZ	$720)	
	

(NZ	$	7,200)	

2015	 No		unit	cost;	the	fund	is	provided	based	on	centre’s	size:	
For	a	centre	with	fewer	than	15	students:	Rp.	5,000,000	(NZ	$500)	
For	a	centre	with	16	–	25	students:	Rp.	6000,000	(NZ		$600)	
For	a	centre	with	26	students	or	greater:	Rp.	7,200,000	(	NZ	$720)	
	

Rp.		7,200,000		
(NZ	$	7,200)	

2016	 Rp.	600,000		(NZ	$	60)	per	student;		
a	centre	can	only	accept	maximum	Rp.	36,000,000	(NZ	$	3600)	or	60	
students	
	

Rp.		21,600,000		
(NZ	$	2,160)	

2017	
	

Rp.	600,000		(NZ	$	60)	per	student;		
no	maximum	number	of	students	mentioned	
	

Rp.		21,600,000		
(NZ	$	2,160)	

2018	 Rp.	600,000		(NZ	$	60)	per	student;		
no	maximum	number	of	students	mentioned	
	

Rp.	21,600,000	(NZ	
$	2,160)	

Sources:	Technical	guideline	on	ECE	operational	fund	(MoEC,	2012c,	2013c,	2014c,	
2015b,	2016b,	2017a;	MoNE,	2011a)	

Postproject approach: “One village, one centre” and Bunda PAUD. 

A	few	years	before	the	World	Bank’s	ECED	Project	finished,	the	government	started	to	

be	more	 aggressive	 in	 charging	 the	 community	with	 the	 responsibility	 to	 increase	

coverage	of	ECE.	Two	notable	policies	reflect	this	effort.	The	first	policy	is	the	Satu	Desa	

Satu	PAUD	(one	village,	one	centre).	Through	this	policy,	the	government	locates	the	

“village”	as	the	main	community	unit	in	charge	of	ECE.	Tables	were	drawn	to	explicate	

the	 distribution	 of	 ECE	 centres	 based	 on	 villages,	 not	 discriminating	 between	 the	

variety	of	topographic	and	demographic	characteristics.	The	decision	to	target	villages	

is	 not	 only	 based	 on	 their	 status	 as	 the	 lowest	 rural	 governance	where	 poverty	 is	

usually	found,	but	villages	are	also	the	nucleus	of	CDD	models	and	the	fund	transfers	

that	come	along	with	it.	As	previously	mentioned,	the	adoption	of	the	PNPM	approach	

in	 Indonesia’s	 2016	 Village	 Law	 turns	 the	 village	 into	 the	 convergent	 site	 for	 the	

government’s	largest	“floating”	funds.	The	recent	average	amount	of	village	funds	is	

estimated	to	be	more	than	200	IDR	million	(approximately	NZD	20,000)	per	village,	

per	year.	If	the	“one	centre,	one	village”	could	connect	their	ECE	programme	to	this	

funding	 mechanism,	 it	 could	 potentially	 “solve”	 the	 haunting	 problems	 with	 ECE	

implementation.	In	the	latest	guideline,	the	village	funds	are	accessible	for	supporting	

ECE	from	building	or	renovating	a	centre,	buying	equipment	such	as	books,	toys	and	

playground,	 and	 financial	 incentives	 for	 education	 (Ministry	 of	 Villages,	

Underdeveloped	Regions	and	Transmigration	[MoVURT],	2018).	A	recent	statement	
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from	the	Ministry	of	Villages	mentioned	that	at	least	50,000	new	centres	had	been	built	

over	the	past	4	years	using	the	village	funds.	

An	additional	MoEC	policy	is	the	crowning	of	wives	of	village	chiefs,	bupatis,	and	

governors	 with	 the	 title	 of	 Bunda	 PAUD	 or	 ECE	 Mothers.	 For	 many	 feminists,	 the	

maternalist	 policy	 brings	 back	 the	 New	 Order’s	 Dharma	 Wanita	 hierarchy,	 where	

women’s	pride	was	determined	solely	based	on	their	husbands’	position	within	the	

government’s	 bureaucratic	 structure,	 assuming	 the	 husbands	 are	 the	 leaders	

(Suryakusuma,	1987).	However,	 in	contrast	to	the	New	Order	period	where	women	

had	 to	 be	 the	 servants	 of	 the	 state’s	 bureaucratic	 interests,	 in	 the	 current	 trend	 of	

Bunda	PAUD,	the	roles	of	the	women	as	wives	and	mothers	are	becoming	more	project-

oriented.	While	maintaining	women’s	maternalist	responsibility	in	child-caring	issues,	

women	are	positioned	to	fill	the	gaps	arising	from	the	state’s	much-reduced	capacity	

at	the	community	level.	The	MoEC’s	latest	guideline	on	Bunda	PAUD	outlines	at	least	

nine	 main	 roles	 of	 the	 Bunda	 PAUD	 from	 filtering	 the	 proliferation	 of	 issues	 like	

radicalism,	 pornography,	 and	 drug	 abuse;	 campaigning	 for	 better	 food	 habits;	

motivating	 teachers;	 to	 consolidating	 and	 lobbying	 for	 potential	 ECE	 financial	

resources	and	developing	policy	recommendations	(MoEC,	2016a).	As	an	“incentive”	

for	their	hard	work,	the	Awards	for	Bunda	PAUD	Berprestasi	or	the	High-Achieving	ECE	

Mother	are	annually	awarded	to	Bunda	PAUD	based	on	a	selection	of	indicators,	such	

as	 enrolment	 rates,	 budget	 allocation	 for	ECE,	 and	 their	 leadership	profiles	 (MoEC,	

2013b),	that	reflect	the	MoEC’s	desire	for	expansion	more	than	the	needs	of	the	centres	

in	their	region.		

The question of quality. 

The	ECE	expansion	is	inseparable	from	the	increasing	pace	of	ECE	standardisation	that	

shaped	the	main	discourse	of	quality	in	Indonesia	(see	Formen,	2018).	Both	expansion	

and	quality	standardisations	derive	from	an	effort	to	make	ECE	present	for	the	sake	of	

human	capital	improvement.	Carnoy	(2016),	for	example,	believes	that	the	expansion	

of	neoliberalist	education	occurs	with	privatisation	and	the	increasing	focus	on	quality	

–	what	 is	 largely	perceived	to	be	synonymous	with	standardisation	(Formen,	2018)	

and	the	intensive	use	of	technology.		
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Expansion	cannot	take	place	without	performing	the	content	that	can	help	to	

reproduce	the	neoliberalist	principle	on	its	own	or,	 in	short,	expansion	is	about	the	

numbers,	 but	 is	not	only	 limited	 to	 the	numbers	 themselves.	 It	 also	 about	how	 the	

numbers	can	be	represented.	Studies	done	by	Adriany	(2013,	2018a)	suggest	that	the	

expansion	 of	 ECE	 in	 Indonesia	 is	 embedded	 with	 the	 child-centred	 pedagogy	 that	

produces	 particular	 construct	 of	 childhood	 and	 shapes	 particular	 teachers’	

subjectivity.	 The	 child-centred	 pedagogy	 idealises	 a	 child	 who	 can	 perform	 free,	

autonomous,	rational	and	coherent	individual	that	suit	the	neoliberal’s	preference	to	

individualism	 (Adriany	 &	 Saefullah,	 2015;	 Langford,	 2010;	 Newberry,	 2012b).	 The	

practices	 of	 child-centred	 approach	 also	 mould	 teachers’	 subjectivity.	 Placing	

children’s	 interests	 at	 the	 centre	 of	 their	 pedagogy	 means	 teachers	 have	 to	 be	

facilitative,	more	passive	and	less	authoritative	in	constructing	children’s	knowledge	

(Adriany,	 2013;	 Langford,	 2010).	 This	 preferred	 subjectivity	 has	 reinforced	 the	

construct	of	feminine	caring	practices	in	ECE	mirroring	the	broader	unequal	gendered	

relations	in	the	society	(Langford,	2010)	

The	importance	of	the	child	also	implicates	and	perpetuates	the	roles	of	women	

as	teachers	and	caregivers.	The	ambition	for	having	as	many	new	centres	in	the	fastest	

manner	as	possible	led	the	government	to	adopt	double	standards	on	the	status	of	ECE	

teachers	 and	 their	 qualifications.	 For	 the	 sake	 of	 expansion,	 the	 government	

encouraged	the	community	to	set	up	centres	and	to	recruit	women	as	volunteers	or	

unpaid	labours	and	without	considering	their	academic	backgrounds	and	experiences	

against	 the	 existing	 regulation	 on	 ECE	 teachers’	 professional	 status.	 The	 Law	 on	

Teachers	 and	 Lecturers	 (No.	 14/2005)	 only	 recognises	 guru	 (teachers)	 as	

professionals	who	 teach	 in	 the	 kindergartens	 and	meet	 a	 set	 of	 competencies	 and	

academic	 qualification.	 The	 response	 to	 this	 stipulation	 was	 the	 government’s	

ambivalence.	Mohamad	Nuh,	 the	Minister	of	Education	at	 that	 time,	was	known	 for	

openly	saying	the	definition	of	teachers	and	teachers’	qualifications	set	by	the	law	is	

“unrealistic”	(Zubaidah,	2014,	para.	5).		

The	national	campaign	 for	expansion	and	 the	 leniency	of	 teaching	standards	

have	 positioned	 ECE	 teachers	 from	 the	 non-formal	 stream	 in	 a	 grey	 area.	 Their	

participation	is	encouraged,	and	they	have	to	teach	children	every	day,	yet	there	is	no	

certainty	about	their	professional	employment	status.	At	the	implementation	level,	the	

mandatory	requirement	for	obtaining	an	operational	license	(Izin	Operasi),	issued	by	
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the	 District	 Education	 Office,	 does	 not	 concern	 itself	 with,	 or	 imply	 any	 further	

assessment	of,	a	centre’s	capacity.	Instead,	it	only	focuses	on	the	distribution	of	access	

against	the	population	of	early	childhood	children28	(see	MoEC,	2014a).	Without	the	

recognition	and	clear	career	pathway,	though	of	help	empowering	the	new	construct	

of	childhood	non-formal	ECE	educators	were	framed	as	extending	their	child-caring	

responsibilities	and	were,	thus,	cheap	labour	(Newberry,	2012b).		

This	opinion	 swung	 to	 a	 completely	different	 side	when	 the	ministry	had	 to	

respond	 to	 the	 constitutional	 review	 of	 the	 legal	 recognition	 of	 the	 non-formal	

educators’	status.	The	ministry	believed	the	law	was	not	discriminative;	instead,	the	

recognition	of	the	ECE	educators	as	“teachers”	would	potentially	establish	a	precedent	

that	challenged	the	whole	formal–non-formal	institutional	division,	not	only	at	the	ECE	

level	 but	 also	 at	 other	 educational	 levels.	 Recognising	 ECE	 educators	 as	 “teachers”	

would	 eventually	 affect	 the	 government’s	 budgetary	 capacity	 (Constitutional	 Court,	

2019).	In	addition	to	this,	the	government	argues	that	the	status	of	formal	kindergarten	

teachers	 does	 not	 guarantee	 that	 the	 teachers	 would	 receive	 more	 consistent	

interventions	either.	Yulindrasari	and	Ujianti	(2018)	suggest	that	the	heavy	emphasis	

on	 administrative	 completion	 and	 theories	 tends	 to	 undervalue	 the	 kindergarten	

teachers’	 unique	 caring	 pedagogy.	 It	 also	 “trapped”	 them	 in	 a	 lengthy	 repetitious	

procedure	that	cost	the	teachers	money	(Yulindrasari	&	Ujianti,	2018).		

The	fast	pace	of	ECE	expansion	has	been	criticised	for	undermining	quality;	yet,	

in	turn,	the	discourse	of	quality	is	used	as	a	mechanism	for	the	central	government	to	

take	control	over	the	community-based	ECE	proliferation.	This	shift	to	slow	down	the	

expansion	is	mainly	expressed	around	efforts	to	incorporate	ECE	into	the	category	of	

minimum	 service	 standards	 (MSS)	 in	 2018.	 The	 MSS	 aims	 to	 regulate	 and	 ensure	

services	are	provided	to	the	community	by	focusing	on	what	has	been	defined	as	basic	

services	(layanan	dasar).	In	ECE,	following	the	SDG	indicator	on	pre-primary	education,	

only	early	learning	services	for	5–6-year-old	children	are	categorised	as	basic	services	

(GoI,	2018,	Art	5.5.c).	Yulaelawati,	the	director	of	the	ECE	directorate	at	the	MoEC	at	

the	time	–	also	a	big	proponent	of	the	MSS	–	argues	that	MSS	is	needed	to	address	the	

	
28The	operational	 license	 is	 issued	based	on	 four	 categories	 of	 assessments:	 (1)	distribution	of	ECE	
facilities	against	total	population	and	the	target	of	coverage	of	the	new	centre;	(2)	distance	between	ECE	
facilities;	(3)	capacity	and	coverage	of	the	new	ECE	centre;	(4)	other	rules	set	by	provincial	or	district	
level	governments	(MoEC,	2014a,	Art.	7b).	
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gap	between	the	upper-class	and	the	poor	centres,	to	create	“universal	quality	ECE”	

(MoEC,	 2018b).	 From	 the	MSS	 approach,	 it	 becomes	 apparent	 that	 the	 use	 of	MSS	

would	affect	poor	centres	more	than	the	rich	ones.	The	basic	services	in	MSS	are	also	

used	as	priorities	on	which	the	government	must	mobilise	and	focus	its	resources.		

Chapter Summary 

In	 this	 chapter,	 I	 have	 illustrated	 the	 long	 and	 complex	 process	 of	 visioning,	

negotiating,	 strategising,	 reshaping,	 adapting,	 and	 establishing	 ECE	 as	 a	 global	 and	

national	system	through	which	the	practices	are	enabled.	At	the	global	level,	the	idea	

of	ECE	expansion	is	the	result	of	negotiation	and	a	cross-pollination	process	between	

children’s	well-being	and	the	market	ideology.	The	process	is	continuously	adjusted	

from	the	global	to	the	national	implementation.	In	this	chapter,	I	have	also	illustrated	

the	 influence	 of	 donor	 interventions	 in	 establishing	 the	 neoliberal	 ECE	 expansion	

system	at	the	national	level,	anchoring	to	the	participatory	principle	and	connecting	

with	 the	 bigger	 development	 projects	 that	 target	 individual	 reconfiguration.	 The	

desire	for	having	rapid	proliferation	of	ECE	centres	has	led	the	government	to	practise	

a	 policy	 that	 trapped	 new	 managers	 and	 teachers	 in	 grey	 areas	 of	 insufficient	

resources,	unclear	status	and	low	wage	payments.		
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Chapter 4: Female Volunteers in Early Childhood Education 

Expansion 

This	 is	what	 I	mean	by	 “the	nation’s	mothers”	 (Ibu	Bangsa).	The	ones	

who	educate	our	children	 to	be	 the	successors	 for	 the	nation’s	 future;	

who	improve	the	mentality	of	the	nation;	who	maintain	the	morale	of	the	

family	 and	 society;	 who	 safeguard	 our	 nature	 for	 the	 sake	 of	 our	

grandchildren;	who	move	the	family	and	community	economy…	Be	the	

Nation’s	 Mothers,	 O	 Indonesian	 women.	 I	 repeat,	 be	 the	 Nation’s	

Mothers,	 O	 Indonesian	 women.	 It	 is	 a	 big	 responsibility	 for	 the	

Indonesian	women	to	be	the	Nation’s	Mothers.		

—(Joko	Widodo,	Address	to	the	International	Council	of	Women,	14	

September	2018)	

 

But	working	in	ECD	in	Indonesia	is	a	matter	of	voluntarism.	Kaders	usually	

receive	an	incentive	to	cover	their	own	expenses	such	as	transportation	

costs,	and	sometimes	(perhaps	often)	this	incentive	is	not	even	sufficient	

for	 this	 end.	There	 are	 other	developing	 countries,	 usually	 poorer	 than	

Indonesia,	where	volunteering	is	also	the	norm	in	ECD.…	And	once	again,	

disadvantage	never	 comes	alone:	 introducing	a	 small	 salary	 in	order	 to	

recruit	and	retain	more	kaders	in	poor	areas	is	not	the	solution,	because	

in	the	absence	of	any	recurrent	government	contribution	this	would	only	

raise	the	fee	further	and	exacerbate	problems	of	accessibility.	(van	Ravens,	

2010,	p.	49)	

Introduction 

Globally,	women	dominate	the	preschool	teaching	profession.	Unfortunately,	this	high	

participation	 of	 women	 ECE	 is	 considered	 a	 symptom	 of	 the	 pervasive	 perception	

among	decision	makers	and	society	of	the	importance	of	motherly	care	to	children’s	

early	learning	–	a	maternalist	ideology	(Ailwood,	2007).	Women’s	domination	of	the	

profession	does	not	indicate	that	women	are	positively	prioritised	either;	instead,	it	

correlates	more	with	their	low-wage	conditions.	Lisa	Goldstein	(1998),	for	example,	
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argues	that	to	only	see	women	as	providers	of	maternal	care	belittles	the	complexity	

of	 their	 work	 and	 hurts	 their	 professional	 image.	Meanwhile,	 Yarrow	 Andrew	 and	

Brian	 Newman	 (2012)	 propose	 a	 more	 controversial	 concept	 of	 “exploitation”	 to	

connect	the	demands	raised	by	the	quality	of	care	and	the	poor	pay	conditions.	From	

this	angle,	 Indonesia	 is	not	a	unique	case.	 In	recent	 times,	 the	massive	campaign	to	

expand	 access	 to	 ECE	has	 resulted	 in	 the	 large-scale	mobilisation	 of	women.	Many	

women	 have	 been	 recruited	 as	 unpaid	 workers	 to	 fill	 the	 gaps	 of	 “teachers”	 and	

“managers”	emerging	from	the	creation	of	new	centres.	

In	 this	 chapter,	 I	 provide	 a	 contextual	 framework	 for	 women’s	 voluntary	

participation	 in	 ECE,	 as	 an	 extension	 of	 Chapter	 3.	 In	 relation	 to	 policy,	 female	

volunteers,	 I	 argue,	 play	 a	 critical	 role	 in	 filling	 emergent	 positions	 in	 ECE	 as	 the	

expansion	is	launched.	Their	role	is	also	highly	normalised,	 involving	familiar	views	

about	 preexisting	 voluntary	 practices,	 and	 the	 role	 of	 kodrat	 as	 a	 socio-historical	

discourse	of	biological	essentialism	under	the	strong	state’s	interventions.	The	method	

used	is	deconstruction	based	on	economic,	socio-historical	and	political	accounts	as	a	

tool	to	interrogate	the	present	condition,	as	an	examination	of	values,	discourses	and	

understanding	 (Garland,	 2014;	 Hook,	 2001),	 and	 a	 strategy	 to	 produce	 alternative	

readings	(Osgood,	2006)	

This	 chapter	 begins	 by	 presenting	 the	 scale	 of	 women	 volunteerism	 in	

Indonesia’s	 ECE	 as	 a	 background	 to	 understand	 the	 systematisation	 of	 female	

voluntary	teachers	in	supporting	ECE	expansion.	In	the	same	section,	I	also	describe	

PKK	as	a	voluntary	organisation	from	which	the	volunteerism	model	is	generated	and	

marketed	 in	 a	 neoliberal	 development	 setting.	 I	 also	 present	 the	 economy	 of	

voluntarism,	which	I	suspect	to	be	the	contributor	to	the	“low-cost”	ECE	model.	The	

second	 part	 of	 this	 chapter	 looks	 at	 kodrat	 as	 socio-cultural	 discourse	 practised	

through	the	PKK	and	promoted	intensively	by	the	New	Order	government	to	control	

women.	 I	 also	 provide	 the	 story	 of	 Gerwani	 mothers	 whose	 drive	 onto	 political	

activism	 was	 depicted	 as	 a	 malevolent	 caring,	 an	 antithesis	 to	 the	 government’s	

version	of	Ibu.	In	the	last	part,	I	focus	on	Indonesia’s	colonial	history	that	produces	ECE	

as	a	practice	of	“Othering”	children’s	parents.		
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The Scale of the Volunteerism 

Globally,	women	 dominate	 the	 preschool	 teaching	 profession.	 The	 latest	 data	 from	

UNESCO	estimates	that	93	%	of	pre-primary	school	teachers	are	female	(UIS	UNESCO,	

2018).29	Indonesia	is	not	an	exception	to	this	phenomenon.	With	a	consistent	average	

of	 95	%	 over	 the	 last	 10	 years	 (UIS	 UNESCO,	 2018),	 women	 have	 been	 the	 main	

workforce	 for	 Indonesia’s	growing	ECE	expansion.	The	national	education	statistics	

reveal	 that	 in	 2017,	 at	 least	 98	 %	 of	 registered	 ECE	 practitioners	 (managers	 and	

educators,	formal	and	non-formal)	were	female	(MoEC,	2017b)	

In	 Indonesia,	 voluntary	 work	 as	 ECE	 teachers	 is	 extensively	 practised	 by	

women.	They	are	mobilised	to	take	up	new	educator	positions	which	emerge	as	the	

number	of	centres	expands.	The	jump	in	ECE	enrolments,	from	17.7	%30	in	early	2000	

(National	EFA	Forum,	2003)	to	67.51	%	in	2017	(MoEC,	2018a),	is	symptomatic	of	the	

scale	of	the	mobilisation.	As	the	trend	of	opening	ECE	centres	is	on	the	rise,	so	is	the	

number	of	women	working	 in	ECE.	During	 this	period,	 I	 estimate,	more	 than	half	a	

million	women	have	been	mobilised	and	employed	as	managers	and/or	teachers.	This	

figure	is	four	times	higher	than	in	2000	(MoEC,	2017b;	UNESCO,	2003).31	The	increase	

of	 female	 ECE	workers	 is	 particularly	 apparent	 in	 poor	 regions.	 In	 the	 10	 poorest	

provinces,	between	2009–2017,	 the	 increase	 in	enrolment	 rates	vary,	 ranging	 from	

34	%	in	Papua	to	70	%	in	Central	Sulawesi	(MoEC,	2018a).	Today,	in	those	provinces,	

there	are	more	than	90,000	women	who	work	in	various	types	of	ECE	services.	They	

teach,	manage,	and	sometimes	own	their	own	ECE	centres	(MoEC,	2014d,	2017b).		

	
29	Based	on	the	2011	International	Standard	Classification	of	Education	(ISCED),	UNESCO	(2011)	defines	
pre-primary	education	as	educational	early	childhood	services	and	programmes	attended	by	children	
from	the	age	of	3	up	to	the	age	of	entry	into	primary	school.	Thus,	the	figure	does	not	include	types	of	
services	for	younger	ages,	like	nurseries,	which	could	drive	the	figure	even	higher.		
30	This	figure	only	includes	kindergarten	as	formal	ECE	covering	children	from	4-	to	5-years-old.	The	
figure	excludes	data	from	Raudhatul	Athfal	(RA),	the	Islamic	formal	version	under	the	governance	of	the	
Ministry	of	Religious	Affairs,	as	well	as	data	from	other	types	of	ECE	provisions	with	a	wider	range	of	
age	 coverage	 (non-formal	 ECE).	 ECE	 as	 education	 for	 children	 from	 0–6	 provided	 through	 diverse	
facilities	was	 only	 recognised	 after	 the	 issuance	 of	 the	 updated	 law,	 Law	Number	20	Year	 2003	on	
Indonesia’s	National	Education	System.		
31	The	statistic	calculation	is	generated	using	a	multi-sources	database.	The	baseline	of	100,553	female	
educators	for	the	year	2000	was	obtained	from	UNESCO	Education	for	All’s	2003	dataset	on	Gender	
(although	the	publication	is	dated	2003,	the	data	in	the	table	is	from	1999/2000)	where	the	percentage	
of	female	teachers	in	pre-primary	school	(98.1	%)	and	the	absolute	number	of	teachers	(102,500	for	
both	sexes)	are	provided.	The	data	from	2017	is	based	on	the	MoEC’s	2016/2017	annual	publication	on	
ECE	statistics.	The	absolute	number	of	670,041	female	practitioners	in	ECE	is	an	aggregate	of	318,232	
female	 principals	 and	 teachers	 for	 kindergarten	 (formal	 ECE)	 and	 283,121	 female	 facilitators	 plus	
68,688	female	organisers	(for	non-formal	ECE).	The	gap	of	569,489	is	obtained	by	comparing	data	from	
two	datasets	from	the	two	comparator	years.		
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How	many	women	work	as	volunteers	in	Indonesia’s	ECE?	There	is	no	precise	

statistical	 indicator	 to	answer	 this	question.	Working	with	 the	sketchy	statistics,32	 I	

speculate	 that	 their	 number	 should	 be	 consistent	 with	 the	 extreme	 rise	 of	 two	

particular	 types	 of	 services:	 the	 kelompok	 bermain	 or	 KB	 (playgroup)	 and	 satuan	

PAUD	 Sejenis	 or	 SPS	 (similar	 ECE	 unit).	 Both	 KB	 and	 SPS	 are	 the	 most	 common	

registered	 types	 of	 ECE.	 These	 services	 are	 run	 by	 community	 initiatives,	whether	

individual,	 non-profit	 foundations,	 or	 other	 private	 ownership.	 In	 2001	 there	were	

only	 1,256	KBs	 and	 3,722	 SPSs33	 (National	 EFA	 Forum,	 2003)	 in	 Indonesia.	 As	 the	

expansion	took	place,	these	figures	skyrocketed	to	79,878	(6,000	%	increase)	for	KBs	

and	22,127	(600	%	increase)	for	SPSs	in	2016	(MoEC,	2017b).	Combined,	SPS	and	KB	

constitute	more	 than	50	%	of	 the	current	ECE	coverage.	These	 types	of	 centres	are	

mostly	chosen	due	to	their	flexibility	and	simplicity	in	terms	of	age-based	coverage	and	

operation.34	 They	 also	 often	 deployed	 to	 reach	 the	 children	 who	 cannot	 afford	

kindergarten	education	or	live	in	under-serviced	areas.	Both	SPS	and	KB	belong	to	the	

non-formal	 ECE	 stream	 that	 is	 often	 affiliated	 with	 community	 ownership	 and	

activities	 organised	 by	 female	 cadres	 from	 Posyandu	 under	 the	 supervision	 of	 the	

women’s	 voluntary	 organisation	 known	 as	 PKK,	 which	 I	 explain	 in	 the	 following	

section.		

Women’s voluntarism practices. 

Pemberdayaan kesejahteraan keluarga (PKK) and the importance of the “wife.” 

Indonesian	 women	 have	 long	 been	 known	 for	 providing	 their	 informal	 labour	 to	

support	their	communities.	Norma	Sullivan	(1994)	argues	for	women’s	informal	inter-

household	work	or	rewang	 (helping	 the	neighbours)	as	a	network	 to	 transcend	 the	

Western	dichotomy	of	private–domestic	and	public–non-domestic	relationships	while	

also	avoiding	state	surveillance.	The	absorption	of	women’s	informal	labour	is	what	

weaves	the	neighbourhood	 into	“a	structure	of	 feeling”	(Newberry,	2007)	–	specific	

	
32	Due	 to	poor	data	management,	 statistics	of	education	are	not	always	available.	Data	 from	MoEC’s	
library	and	online	publication	is	only	dated	after	2011;	I	used	statistics	for	2004	based	on	the	figure	
from	EFA	Mid-Decade	Assessment	(MoNE,	2007).	Another	problem	is,	the	data	are	not	standardised,	
making	comparison	difficult.	
33	SPS	in	this	figure	is	a	combination	of	community-based	integrated	health	centre,	or	Posyandu,	and	
parenting	groups	known	as	BKB.		
34	One	of	most	noted	flexibilities	regards	the	age-based	categorisation,	KB	and	SPS	are	allowed	to	cover	
ages	4–6	if	kindergartens	are	not	available	(MoEC,	2015c,	2015f)	
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sentiments	and	moral	expressions	of	 the	 life	of	 the	neighbourhood.	The	New	Order	

government	 harnessed	 women’s	 voluntary	 work	 by	 institutionalising	 it	 as	

Pemberdayaan	Kesejahteraan	Keluarga	(PKK).	In	this	section,	I	explain	the	role	of	PKK	

in	the	community,	its	intermediary	role	in	development,	and	its	positioning	in	the	EFA	

expansion	scheme.		

As	 an	 organisation,	 PKK	 was	 founded	 in	 1957,	 in	 a	 seminar	 on	 “Home	

Economicus”	 attended	 by	 multi-sectoral	 ministries.	 The	 organisation	 gained	 its	

relevance	 under	 the	 New	 Order	 (1965–1998)	 as	 the	 main	 channel	 for	 mobilising	

women	 at	 the	 urban	 and	 rural	 grassroots	 level	 (Suryakusuma,	 1987).	 As	 the	

organisation	 follows	 the	 community	 governance	 unit	 from	 the	 central	 national	

government	down	to	the	smallest	cell	of	Rukun	Tetangga	(RT)	at	the	community	level,	

PKK	is	the	largest	women’s	organisation	in	the	country,	with	the	largest	membership.	

The	 informality	 of	 voluntary	 work	 intertwined	 with	 the	 development	 agenda	

perpetuates	 the	 subjugation	 of	 women’s	 roles	 in	 social	 welfare,	 making	 the	 work	

“taken	 for	 granted.”	 Every	 woman	 is	 technically	 a	 member	 of	 PKK,	 despite	 their	

willingness	or	interests.	

The	organisation	is	also	known	to	idealise	women	based	on	the	domestic	kodrat	

(essentialist	conception	about	males	and	females,	which	I	explain	in	later	section),	as	

totally	responsible	to	the	well-being	of	their	children	and	the	integrity	of	their	family	

(keutuhan	rumah	tangga;	Robinson,	2012).	In	the	late	1970s,	N.	Sullivan	(1983)	wrote	

that	 the	 organisation’s	 agendas	 consisted	 of	 activities	 to	 promote	 intra-family	

harmonious	 relations;	 correct	 child-care;	 hygienic	 food	preparation	 techniques	 and	

nutrition;	clothing	habits	that	suited	the	proper	functions	of	protection,	morality	and	

modesty;	 intelligent	 use	 of	 house	 space;	 comprehensive	 family	 health;	 effective	

household	budgeting,	and	efficient	basic	housekeeping.	The	influence	of	the	New	Order	

State	in	the	organisation	was	so	powerful	in	dictating	the	construction	and	disorienting	

women	from	their	feminist	agenda	that	Wieringa	(2002)	dubs	the	organisation	“the	

perfumed	nightmare.”		

PKK	 mediates	 the	 state’s	 interests	 in	 families	 (Blackburn,	 2004;	 Newberry,	

2008;	 Suryakusuma,	 1996),	 not	 only	 by	 targeting	 the	 family	 in	 itself,	 but	 also	 by	

practising,	 mirroring,	 and	 maintaining	 the	 family	 structure	 of	 female-and-male	 or	

mother-and-father	 or	 wife-and-husband	 throughout	 the	 institutional	 landscape	

(Newberry,	 2010)	 –	 known	 as	 the	 kekeluargaan	 (familyism)	 principle	 (Shiraishi,	
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1995).	Despite	its	own	internal	organisational	composition,	PKK	always	mirrors	the	

government	structure.	The	organisation	confines	women’s	roles	as	mothers	and	wives	

in	their	own	community	based	on	their	husbands’	rank	in	the	government	structure.	

Although	the	practitioners	of	the	organisation	are	all	female,	the	organisation,	under	

the	responsibility	of	the	Ministry	of	Home	Affairs	and	its	subordinate	organs,	and	its	

programme	is	known	to	be	guided	by	male	planners	(N.	Sullivan,	1983),	asserting	the	

dichotomy	between	practice-wife/mothers	and	planner-husbands/fathers.	The	wife	of	

the	 village	 chief	 is	 the	 chair	 of	 the	 village	 PKK	 –	 “appendages”	 of	 their	 husbands	

(Suryakusuma,	1996).	

In	the	context	of	ECE,	the	status	of	being	the	wife	of	a	government	official	is	not	

only	performed	 through	PKK.	The	 status	also	gained	popularity	 to	 legitimate	many	

preschool	 activities.	 It	 also	 became	 a	 converged	 theme	 that	 encapsulated	 the	

professional	association	of	kindergarten	teachers35	and	the	operators,	the	Federation	

of	Kindergarten	Providers	(Gabungan	Organisasi	Penyelenggara	Taman	Kanak-Kanak	

Indonesia	or	GOPTKI).	The	IGTKI,	GOPTKI	and	PKK	were	directed	by	Indonesia’s	First	

Lady:	Ibu	Tien	Soeharto,	in	her	advisory	role.	Ibu	Tien’s	role	was	central	to	ensuring	

the	 integration	 of	 IGTKI	 into	 PGRI,	 a	 teacher	 union	 controlled	 by	 the	 New	 Order	

government	(Pengurus	Pusat	IGTKI	–	PGRI,	2005;	Rosser	&	Fahmi,	2016).	Under	her	

leadership,	the	First	Lady	also	set	up	RIA	Pembangunan	–	a	non-profit	foundation	for	

the	wives	of	cabinet	ministers	–	to	establish	kindergartens	in	Eastern	Indonesia	(Gafur,	

1992;	RIA	Pembangunan,	1987).	The	foundations	were	actively	engaged	in	producing	

“civilised”	ECE	teachers	by	training	them	with	knowledge	on	etiquette	and	politeness	

in	 social	 interactions	 (RIA	 Pembangunan,	 1987).	 As	 wives,	 ECE	 women	 were	

introduced	to	the	system	of	bureaucratic	development.	Their	education	background,	

competencies,	and	personal	interests	did	not	count	in	this	system.	This	wife	hierarchy	

system	was	reactivated	by	the	MoEC’s	policy	on	Bunda	PAUD	 in	ECE,	with	different	

roles,	as	has	been	explained	in	Chapter	3.	

In	the	post-Soeharto	period,	the	PKK	roles	have	been	repurposed	and	updated	

to	reflect	the	contemporary	discourses	on	Indonesia’s	development	(Newberry,	2010).	

In	their	“2015	National	Work	Plan”	or	Rencana	Kerja	Nasional,	the	PKK	demonstrates	

	
35	the	Ikatan	Guru	Taman	Kanak	Kanak	Indonesia	(or	IGTKI)	and	IGRA	(Ikatan	Guru	Raudhatul	Athfal)	
which	refers	to	teachers	whose	teaching	is	affiliated	with	the	Ministry	of	Religious	Affairs.	
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how	their	agendas	are	also	in	line	with	not	only	national	but	also	global	policies	such	

as	 promoting	 the	 achievements	 of	 the	 Sustainable	 Development	 Goals	 (SDGs)	 and	

raising	 environmental	 awareness	 (TP-PKK	 Pusat,	 2015).	 The	 inclusion	 of	 those	

agendas	 strengthens	 their	 roles	 and	makes	 them	 indispensable.	 Their	 anti-political	

platform	and	the	huge	number	of	PKK	cadres	in	the	community	make	the	organisation	

relevant	and	very	attractive	in	the	eyes	of	international	donors	that	work	within	the	

neoliberalist	framework	of	reduced	government	involvement.	Structurally,	the	PKK	is	

seen	 as	 an	 endogenous	 community	 resource	 whose	 active	 participation	 provides	

sustainability	of	social	welfare	programmes.	PKK’s	positioning	requires	flexibility	and	

global	awareness	to	mediate	these	streams	of	development	interests,	not	only	with	the	

government	 and	 its	 family	 reform	programmes,	 as	 stated	 in	 Suryakusuma’s	 (1987)	

opinion,	but	also	with	the	bigger	global	forces.	ECE	provides	a	good	example	for	this	

case.		

As	the	global	agenda	on	ECE	was	launched	through	EFA	in	2000,	PKK	became	a	

strong	ally	for	the	project	of	expansion.	Their	role	as	the	community	organiser	for	the	

Pos-Pelayanan	 Terpadu	 (Posyandu),	 a	 community	 health	 post,	 and	 the	 parenting	

groups	of	Bina	Keluarga	Balita	(BKB),	provided	them	with	a	strategic	position	in	the	

government’s	expansion	plan.	In	relation	to	ECE	expansion,	both	Posyandu	and	BKB	

are	 known	 to	 be	 the	 arms	 of	 the	 “comprehensive	 services”	 –	 health	 and	 parenting	

components	–	promoted	through	EFA.	Both	also	contribute	significantly	in	increasing	

ECE	access.	In	remote	areas,	where	ECE	service	is	barely	present,	Posyandu	and	BKB	

could	extend	their	service	by	including	an	education	component.	Their	transformed	

role	is	acknowledged	and	categorised	as	Pos-PAUD	under	the	satuan	PAUD	Sejenis	or	

similar	 ECE.	 Among	 the	 donors,	 PKK	 was	 not	 a	 strange	 face	 either.	 Instead,	 as	

mentioned	 in	 Chapter	 3,	 PKK	 provided	 the	 donors	 with	 a	 familiar	 and	 calculable	

development	 unit	 of	 intervention	 with	 established	 programs,	 continuing	 donors’	

relevance	 and	 influence.	 Through	 these	 calculations,	 women	 as	 volunteers	 in	

Posyandu	“can	be	normed”	(McWhorter,	1999,	p.	122).		

Project	 interventions	 targeting	 women	 volunteers	 in	 Posyandu	 or	 BKB	 are	

often	claimed	to	be	“empowering”	(Utomo,	Arsyad,	&	Hasmi,	2006)	local	women	with	

knowledge,	 ignoring	 their	 background,	 locality,	 capacity	 and	 volunteer	 status.	

Meanwhile,	 in	 the	eyes	of	 the	communities,	Posyandu	and	BKB	are	 the	units	where	

women’s	altruism	and	community	caring	are	put	on	display,	teaming	with	the	health	
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experts	and	government,	whether	it	is	national	government	or	foreign	endorsements.	

Both	Posyandu	and	BKB	programmes	do	not	only	assert	PKK’s	maternalistic	values,	

but	 they	 also	 reproduce	 and	 market	 their	 method	 and	 positioning	 for	 welfare	

programme	delivery	through	women’s	volunteerism.	Both	activities	are	known	to	rely	

on	the	voluntary	work	their	female	voluntary	cadres	(kader)	for	their	regular	services		

The economy of volunteerism.  

Newberry	(2012b)	defined	volunteerism	in	ECE	as	an	exclusion	of	their	labour’s	value	

from	the	logic	of	capital	and	accumulation	that	traps	and	normalises	women	as	unpaid	

caring	labour.	Women’s	voluntary	work	is	perpetuated	by	the	two-tiers	economy:	the	

low	financial	capacity	of	communities	and	the	drive	for	government	savings.		

In	poor	areas,	most	ECE	centres	are	managed	by	some	community	members	or	

organisations	that	cannot	afford	to	provide	teachers	with	decent	payment.	Unable	to	

attract	 qualified	 teachers,	 the	 centres	 have	 to	 rely	 on	 female	 volunteers	 with	 low	

qualifications,	 “anyone	 can	 be	 an	 ECE	 teacher,	 regardless	 of	 his	 or	 her	 educational	

background.”	 (Yulindrasari,	 2017,	 p.	 106).	 A	 study	 done	 by	 Analytical	 Capacity	

Development	Partnership	(ACDP)	Indonesia	for	the	Ministry	of	Planning	(2013)	states	

that	volunteers,	who	worked	in	community-based	centres,	only	received	between	Rp.	

20,000	(NZD	2)	to	Rp.	70,000	(NZD	7)	per	month.	The	figure	is	far	below	the	national	

average	minimum	wage	of	NZD	120	in	2012	(BPS,	2017)	and	significantly	lower	than	

the	income	of	domestic	maids	or	construction	workers.	Although	volunteers	receive	

some	incentives	in	the	form	of	transport	fees,	the	money	is	too	small	to	be	claimed	as	

proper	wages	or	salary.		

For	 women,	 industrialisation	 and	 economic	 pressures	 have	meant	 women’s	

stay-at-home	 role	 is	 not	 as	 desirable	 anymore,	 especially	 in	working-class	 families	

where	 each	 individual	 member	 is	 expected	 to	 productively	 work	 to	 support	 the	

household	 (Wolf,	1988).	 In	 some	 family	 settings,	 like	 in	Timor,	women’s	household	

tasks	 could	 also	 restrict	 them	 from	 having	 social	 interactions	 beyond	 their	

neighbourhood	and	family	network.	Opportunities	to	teach	in	new	ECE	centres	have	

been	 expressed	 as	 a	 better	 employment	 option,	 rather	 than	 seen	 as	 passive	 (see	

Newberry,	2012b;	Wolf,	1992).	This	“better-than-doing-nothing”	decision	often	leads	

women	 into	 precarious	 employment	 that	 prevents	 them	 from	 earning	 enough	 for	
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savings	 (Wolf,	1992).	This	 “unproductive”	 feeling	of	being	a	 stay-at-home	wife	also	

connects	to	the	policy	makers’	perception	of	housewives	as	an	“untapped	labour	force”	

(Connell,	 2010,	 p.	 606).	 The	 problem	 lies	 in	 the	 lack	 of	 recognition	 of	 women’s	

productivity	 in	 domestic	 and	 inter-domestic	work	 especially	 in	 the	 setting	 of	 non-

formal	economies.		

Not	 every	 woman	works	 in	 ECE	 on	 a	 voluntary	 basis,	 however.	 The	 gap	 of	

payment	 between	 upper-class	 ECE	 facilities	 and	 the	 non-formal	 community-based	

ones	is	so	highly	pronounced	that	ECE	services	possibly	produce	the	worst	earning	gap	

compared	to	other	educational	levels.	Although	preschool	teachers’	salaries	tend	to	be	

lower	than	teachers	 from	higher	education	 levels,	 the	range	of	 the	nominal	amount	

paid	to	teachers	from	the	two	ends	of	the	spectrum	represent	an	extreme	discrepancy.	

Adriany’s	(2018a)	study	on	upper-class	preschools	mentions	a	salary	range	between	

Rp.	6,000,000	(NZD	600)	to	Rp.	20,000,000	(NZD	2,000)	per	month.	With	these	figures,	

the	 discrepancy	 between	 the	 ECE	 workers	 in	 a	 non-formal	 ECE	 centre	 with	 the	

monthly	payment	of	NZD	2	and	the	highest	sits	at	an	unacceptable	rate	of	100,000	%.	

Ball	and	Vincent	(2005)	insist	on	the	importance	of	social	justice	that	goes	beyond	the	

notion	of	access	or,	 in	 this	 research’s	contexts,	expansion.	Their	 research	 in	 the	UK	

discloses	 ECE	 as	 a	 “very	 peculiar	 market”	 that	 cannot	 transparently	 produce	 an	

association	between	social,	moral	and	emotional	labour	as	its	production	“component”	

and	the	behaviour	of	the	markets.		

The	 issue	 of	 poor	 earnings	 not	 an	 unintended	 effect	 of	 ECE	 expansion.	 The	

national	 government	 is	 well-informed	 about	 this	 condition.	 Based	 on	 actual	

expenditures	in	some	districts,	the	research	done	by	ACDP	on	behalf	of	the	Ministry	of	

Planning	(2013)	reported	how	block	grants	could	only	subsidise	Rp.	70,000	(NZD	7)	

per	child.	This	allocation	covered	less	than	9	%	of	the	2011	normative	estimate	of	Rp.	

819,000	 (around	NZD	81)	 per	 child	 (ACDP,	 2012).	 The	 figure	 is	 also	 far	 below	 the	

government’s	own	plan	to	cover	40	%	of	the	total	ECE	expenditure	at	community	level	

(MoEC,	 2013a,	 p.	 65).	 With	 only	 NZD	 7	 per	 child,	 managers	 and	 teachers,	 mostly	

women,	were	assumed	to	work	for	free	and	without	any	possibility	of	training.	The	gap	

also	 reveals	 the	burden	on	parents	or	owners	 to	 cover	 the	 rest	of	 the	costs	 (ACDP,	

2012,	pp.	53–54),	which	is	an	irony	considering	communities	struggle	to	finance	their	

lives.	Chapter	5	provides	more	details	on	the	effect	of	this	condition.		
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Affordability	of	ECE	within	the	government’s	fiscal	space	was	one	of	the	main	

concerns	in	escalating	ECE	services.	The	expansion	had	to	be	done	through	a	feasible	

costing	 scheme,	 not	 for	 ECE	 owners	 or	 parents,	 but	 for	 government	 savings.	 The	

Posyandu	and	BKB,	as	previously	mentioned,	were	 incorporated	 into	the	expansion	

scheme	for	two	reasons:	programmatically,	the	incorporation	enabled	“repackaging”	

of	 education	 and	 care	 as	 an	 integrated	 approach;	 and,	 financially,	 due	 their	 large	

coverage,	Posyandu	and	BKB,	through	volunteers,	could	deliver	education	components	

to	remote	regions	without	new	learning	centres	having	to	be	built	(Chang	et	al.,	2006;	

MoNE,	 2007).	 With	 the	 inclusion	 of	 Posyandu	 and	 BKB	 into	 ECE	 schemes,	 female	

volunteers	who	had	been	 supporting	 the	 two	programmes	were	 also	 automatically	

integrated	 into	 the	 ECE	 workforce	 (BAPPENAS,	 2008;	 National	 EFA	 Forum,	 2003;	

World	 Bank,	 2006a).	 This	 integration	 strategy	was	widely	 acknowledged	 by	 donor	

organisations	 and	 considered	 a	 sustainable	 practice	 because	 of	 the	 low-cost	

perception	 (Chang	 et	 al.,	 2006;	 Irwanto	&	Wahyurini,	 2008;	Myers,	 1997;	UNESCO,	

2005;	van	Ravens,	2010).	It	is	not	clear	which	components	contribute	to	the	low-cost	

ECE	practices.	The	World	Bank,	for	example,	believed	that	building	new	institutions	

from	scratch	would	incur	high	unit	costs	for	ECE	budgeting	(Chang	et	al.,	2006;	Myers,	

1997).	 Meanwhile,	 the	 financial	 expenditure	 analysis	 done	 by	 van	 Ravens	 (2010)	

discloses	that	cadres	attached	to	Posyandu	and	BKB	were	an	unbudgeted	item,	despite	

some	small	expenditure	covering	their	transportation	fees.		

The	 economy	 of	 volunteerism	 is	 rationalist	 evidence	 for	 the	 magnitude	 of	

mobilisation	 and	 to	 counter	 the	 intensity	 of	 normalisation.	 The	 low	 payments	 for	

women	have	been	taken	to	suppress	the	cost.	As	teachers’	ECE	identity	is	strengthened,	

resistance	 to	 this	economic	performance	emerged,	as	 I	 show	 in	Chapter	5.	Denying	

teachers	 payment	 is	 a	 display	 of	 subjugation.	 However,	 as	 Foucault	 argues,	 in	 the	

context	 of	 power	 domination:	 “instead	 of	 manipulating	 and	 inducing	 actions	 in	 a	

calculated	 manner,	 one	 must	 be	 content	 with	 reacting	 to	 them	 after	 the	 event”	

(Foucault,	1982,	p.	794,	emphasis	added).	This	means	every	party	involved	in	power	

relations	 should	 actively	 take	 up	 their	 positions	 and	 see	 the	 relationship	 as	 an	

involvement	that	offers	possibilities	beyond	financial	exploitation.	From	this	section	

on,	I	maintain	economies	of	volunteers	provide	a	strong	point	for	resistance.	However,	

calculations	 alone	 are	 insufficient	 to	 dismantle	 the	 normalisation	 of	 female	 ECE	
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workers.	 ECE	 teaching	 as	 normalised	 gendered	 profession	 still	 remains	 an	

incontestable	 practice,	 despite	 some	 limited	 scholarly	 work	 (see	 Adriany,	 2013;	

Yulindrasari,	 2017).	 Social	 cultural	 norms	 and	 state	 interventions	will	 be	 the	main	

focus	in	exploring	broader	influences.		

Women’s Role in Children’s Education: Fulfilling Kodrat 

Children	are	 the	strongest	magnet	 for	 female	volunteers	 to	ECE.	Recent	research	 in	

health	 interventions	 reveals	 that	 children	 are	 still	 women’s	 main	 motivation	 in	

improving	 their	 role,	 to	 be	 “good	 mothers”	 who	 fulfil	 their	 “destiny”	 as	 women	

(Afiyanti	&	Solberg,	2015).	Motherhood	is	still	considered	the	most	desirable	state	for	

women.	Even	single	or	childless	women	are	thus	honorary	mothers	(Blackburn,	2004).	

In	 the	 Indonesian	 context,	 ibu,	 or	mothers	 have	 a	wider	 range	 of	 roles	 beyond	 the	

biological	 relationships	 many	 Western	 societies	 practice	 (Wieringa,	 1992).	 Any	

Indonesian	women	of	child-bearing	age	are	addressed	as	ibu	and	it	is	assumed	they	

are	one.	In	the	context	of	socio-cultural	construction,	women	are	culturally	positioned	

to	 hold	 primary	 responsibility	 for	 child-caring	 while	 the	 authoritative	 males	 are	

expected	 to	maintain	 a	 distance	 from	 the	 childish	world	 of	 young	 children	 (Broch,	

1990;	Djajadiningrat-Nieuwenhuis,	1987;	H.	Geertz,	1961).	This	culture	provides	the	

foundation	for	Indonesian	ibu-ism,	an:	“ideology	which	sanctions	any	action	provided	

it	is	taken	as	a	mother	who	is	looking	after	her	family,	a	group,	a	class,	a	company	or	

the	 state,	 without	 demanding	 power	 or	 prestige	 in	 return”	 (Djajadiningrat-

Nieuwenhuis,	1987,	p.	44).	These	two	constructions	of	mothers	as	children’s	primary	

caregivers	and	altruistic,	selfless	beings	contribute	to	the	maternalist	ideology	of	ECE	

in	Indonesia.	

In	 ECE,	 as	 an	 ibu,	 a	 woman	 is	 expected	 to	 perform	 the	 role	 of	 “mother	

substitute”	(Goldstein,	1994;	Moss,	2006),	ascribed	with	“natural”	characters	of	asah	

(sharpening),	asih	 (loving),	 and	asuh	 (caring;	 Yulindrasari,	 2017).	 On	 the	 task	 of	 a	

woman,	Ki	Hadjar	Dewantara	(1961)	comments:	

The	task	of	a	mother	[is]	as	a	keeper	of	her	household,	as	a	nurse,	a	caregiver	

and	 educator	 for	 her	 children,	 starting	 from	 little	 to	 adulthood.	Without	 the	

mother’s	 hand,	 the	 children	would	 be	 difficult	 in	 attaining	 caring,	 guidance,	

education,	physical	and	mental	health	regularly,	thoroughly	and	wholly.	(p.	15)	
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In	contemporary	Indonesia,	this	maternalist	sentiment	about	the	centrality	of	

women	 in	children’s	education	 is	perpetuated	 through	nationalist	expression	of	 ibu	

bangsa	(nation’s	mothers;	Blackburn,	2008)	or	the	religious	version	“mothers	as	the	

first	madrasah”	(Islamic	school;	Bayyumi,	2018).	The	continuity	of	mothers	as	young	

children’s	educators	across	different	decades	is	maintained	through	the	discourse	of	

kodrat	(from	the	Arabic	Qudrat,	 ةردق ,	means	“able	to”)	to	naturalise	women	and	men’s	

roles	 in	 society.	 The	notion	 tightly	 ties	women	 to	 the	premise	 of	 reproduction	 like	

menstruation,	pregnancy	and	breast	feeding	(Suryakusuma,	2004);	yet,	politically,	the	

concept	has	been	translated	to	restrict	women’s	obligations	outside	the	household	and	

to	 discourage	 men	 from	 the	 child	 rearing	 and	 educational	 activities	 (Yulindrasari,	

2017).	

As	 hegemonic	 discourse	 on	 gender	 and	 sexuality,	 kodrat	 is	 also	 used	 to	

strengthen	 monogamous	 heterosexuality,	 stress	 marriage	 institutions,	 and	

subordinate	 women	 to	 conform	 to	 expectations	 and	 norms	 (Blackburn,	 2004).	

Although	 kodrat	 is	 an	 Islamic	 concept,	 the	 New	 Order	 government	 (1966–1998)	

interwove	the	concept	into	the	fabric	of	Indonesian	secular	nationalism.	Organisations	

such	as	PKK,	Kowani	(a	confederation	of	women’s	organisations)	and	Dharma	Wanita	

were	 instrumental	 in	 maintaining	 the	 ideology.	 The	 influence	 of	 kodrat	 in	 PKK	 is	

manifested	in	its	“five	responsibilities	of	women”	or	the	panca	dharma	wanita,	which	

narrowly	defines	the	duties	of	women	thus:	“a	wife	is	to:	(1)	support	her	husband’s	

career	and	duties;	(2)	provide	offspring;	(3)	care	for	and	rear	the	children;	(4)	be	a	

good	housekeeper;	and	(5)	be	a	guardian	of	the	community”	(Sunindyo,	1996,	p.	125).		

Kodrat	becomes	the	main	discourse	that	enables	women	to	participate	in	ECE.	

However,	 also,	 as	 a	 discourse,	 kodrat	 does	 not	 produce	 a	 stable	 meaning.	 The	

interpretation	 can	 change	 depending	 on	 the	 circulation	 of	 power	 network.	 In	

Foucauldian	conception,	discourses	are	always	multiple	(Weedon,	1987);	however,	the	

power	that	interacts	with	the	discourses	makes	one	discourse	stronger	than	others.	In	

the	following	section,	I	provide	a	historical	account	of	Gerwani	mothers,	used	by	the	

New	Order	as	the	antithesis	of	“good”	mothers.	The	history	of	Gerwani	mothers	and	

the	effect	of	the	ideology	on	ECE	is	what	Thiesmeyer	(2003)	calls	“silencing”	which	is	

when	“another	discourse	is	used	to	designate	and	enforce	the	area	of	silenced	material	

and	eventually	to	fill	it	in”	(pp.	1–2).	In	this	theory,	PKK	is	known	to	be	a	“good”	mother	
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because	“something	else”	is	known	to	be	the	bad	one.	Under	the	New	Order’s	construct,	

the	image	of	malevolent	mothers	is	applied	to	the	Gerwani	mothers.		

Against Kodrat: Gerwani, the Malevolent Mothers 

During	 the	 New	 Order	 period,	 depictions	 of	 malevolent	 mothers	 who	 could	 put	

children’s	morality	 in	danger	were	used	to	control	mothers	and	construct	maternal	

caring.	In	Indonesia’s	history,	this	image	is	represented	by	the	circulation	of	a	myth	

about	the	Gerwani	women	–	members	of	the	women’s	wing	affiliated	with	Indonesia’s	

Communist	 Party.	 Exposed	 through	 the	 logic	 of	 binary	 thinking,	 Gerwani	 is	 the	

antithesis	of	the	state’s	idealisation	of	the	New	Order’s	development	of	mothers.	

As	a	women’s	organisation,	Gerwani	was	established	in	Semarang,	in	1950.	The	

organisation	 was	 focused	 on	 organising	 working-class	 and	 peasant	 women,	

encouraging	them	to	express	their	opinions	and	seek	opportunities	so	that	they	could	

be	 independent	 from	their	husband’s	 financial	and	social	roles	(Wieringa,	2002).	 In	

their	 organisational	 platform,	 Gerwani	 did	 not	 oppose	 the	 notion	 of	 kodrat	 or	

marriage.	 Children	were	 positioned	 to	 be	 under	 their	mothers’	 care	 instead	 of	 the	

state’s	responsibility.	Gerwani	were	also	known	for	 their	 ideas	on	active	mothering	

and	were	supportive	of	their	households’	needs	by	actively	helping	in	the	fields	or	in	

other	forms	of	economies.		

Gerwani	 was	 one	 of	 the	 most	 progressive	 women’s	 organisations	 that	

supported	the	provision	of	ECE	in	the	1960s.	Their	contributions	to	ECE	were	visible	

after	1955.	“TK	Melati”	became	their	trademark	in	ECE.	The	organisation	obliged	their	

branches	 to	 open	 a	 kindergarten	 or	 creche	 as	 part	 of	 their	 unit’s	 activities	

(Katjasungkana	&	Wieringa,	 2018).	 Information	 about	 the	 importance	 of	 child-care	

was	 also	 disseminated	 through	 their	magazine	Api	 Kartini	 or	 Kartini’s	 Fire.	 Unlike	

other	 organisations	 that	 were	 more	 concerned	 about	 correct	 mothering	 practices	

towards	the	child,	Gerwani’s	main	objective	was	to	increase	women’s	participation	at	

work	 and	 also	 in	 politics,	 especially	 among	 female	 farmers	 and	 those	 coming	 from	

working-class	backgrounds.	By	1964,	there	were	1,500	TK	Melati	operating	under	the	

women’s	communist	administration	(Wieringa,	2002)	which	was	more	than	half	of	the	

total	 2,473	ECE	units	 in	 Indonesia	 at	 that	 time	 (Thomas,	 1988).	 In	 1963,	 the	 rapid	

proliferation	of	TK	Melati	urged	the	women’s	organisation	to	set	a	separate	structure	

whose	task	was	to	organise	training	and	quality	assurance	for	the	preschools	and	their	
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teachers	(Wieringa,	2002).	TK	Melati	also	became	Gerwani’s	front	unit	for	educating	

and	recruiting	female	members	and	a	forum	for	discussion	among	women	(Wieringa,	

2002).	When	the	pogrom	happened	in	1965,	many	political	arrests	and	extra-judicial	

killing	of	female	party	members,	teachers,	and	parents	were	“justified”	based	on	their	

associations	with	these	kindergartens	(Katjasungkana	&	Wieringa,	2018)		

After	the	failed	coup	on	1	October	1965,	Gerwani	activists	were	hunted	down.	

Their	 image	 as	 activists	 was	 obliterated	 by	 the	 circulation	 of	 news	 and	 rumours,	

suggesting	 they	 were	 sexually	 perverse	 women	 who	 were	 cheering,	 singing,	 and	

dancing	 during	 tortures	 and	 killings	 (Anderson,	 1987).	 On	 9	 October	 1965,	 the	

Angkatan	Bersendjata	–	a	military	newspaper	–	published	an	article	with	a	rhetorical	

question	“how	far	 is	behaviour	such	as	this	 from	the	values	of	women?”	The	article	

exploited	 sentiments	 against	 Gerwani	 activism,	 so	 that	 general	 feminist	 views	 on	

equality	and	bravery	were	somehow	read	as	evil	subversive	intents	(Anderson,	1987).	

Wieringa	(2002)	illustrates	the	popular	sentiment	against	female	communists	after	the	

coup	as:	

so	amoral	and	anti-religious	that	it	was	leading	“our”	women	to	neglect	their	

womanly	duties.	Instead	of	being	loyal	wives	and	good	mothers,	obedient	to	the	

state	 ideology	Pancasila36	and	religion,	 they	were	becoming	politically	active	

and	morally	 loose,	unleashing	 their	 frightful	sexual	powers	 in	 indecent	ways	

and	committing	unspeakable	atrocities.	(p.	301)	

On	9	November	1965,	Soeharto	stated	that	Gerwani	had	ruined	the	identity	of	

Indonesian	women	by	denying	their	kodrat	as	motherly	caring	providers	who	should	

have	instilled	a	“God-fearing”	nationalism	in	children:	

because	women	as	mothers	possess	a	special	 importance	in	the	education	of	

children,	our	young	generation	has	to	be	rescued	from	the	moral	deviation	the	

counter-revolutionaries	have	plunged	it	 into;	 they	must	be	taught	to	become	

Indonesian	patriots	who	obey	the	Lord.	(cited	in	Wieringa,	2002,	p.	309)	

	
36	Pancasila	 is	 the	official	 Indonesian	state’s	 ideology	prescribed	 in	 the	1945	Constitution.	Pancasila	
consists	 of	 five	 pillars	 or	 sila.	 They	 are:	 (1)	 Belief	 in	 the	 One	 and	 Only	 God;	 (2)	 just	 and	 civilised	
humanity;	(3)	the	unity	of	Indonesia;	(4)	people-led	democracy	led	by	the	wisdom	of	the	representatives	
of	the	people;	(5)	social	justice	for	all	Indonesian	people.	Pancasila	is	used	in	Indonesian	education	at	
all	levels	to	teach	children	to	become	good	and	law-abiding	citizens.	
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Female	 communists	 were	 particularly	 condemned	 for	 their	 influence	 on	

children.	 Their	 activism	 was	 retold	 so	 repeatedly	 that	 it	 resurrected	 the	 Islamic	

sentiment	 about	 women	 who	 forsake	 their	 husbands	 and	 children	 for	 their	 own	

pleasures,	 bringing	 “disorders”	 (Wieringa,	 1999).	 The	 women	 were	 described	 as	

“scurvy	mongrels	[who]	put	their	slimy	claws	on	the	innocent	souls	of	our	children”	

(Djakarta	Daily	Mail,	1965,	cited	in	Drakeley,	2007,	p.	21).		

The	 military	 anti-communist	 campaign	 triggered	 education	 cleansing,	 to	

sterilise	 the	 ministry,	 schools,	 and	 associations	 of	 any	 figures	 affiliated	 with	 the	

communist	 parties.	 In	 1964,	 32,000	 teachers	 and	 school	 principals	were	dismissed	

from	 their	 positions	 and	many	were	 killed	 or	 jailed	without	 court	 order	 (Thomas,	

1981).	After	 the	communist	cleansing,	 the	 influence	of	Taman	Siswa,	 the	pioneer	of	

Indonesia’s	 nationalist	 education,	 dwindled	 significantly	 after	 losing	 a	 substantial	

number	of	schools	and	teachers	through	the	cleansing	(Hing,	1978).	During	the	New	

Order	 regime,	 the	women	 from	Gerwani	were	 pathologised	 as	 “wild”	 and	 “amoral”	

mothers	 –	 “the	 communist	 beast”	 (Wieringa,	 1992,	 1999,	 2002)	 under	 the	 state-

defined	kodrat.	

Although	PKK	is	an	important	important	avenue	to	becoming	an	ECE	teacher,	

teaching	as	an	occupation	also	sits	on	social	discourses	of	prestige	and	status	in	society.	

In	 Indonesia,	 teachers	 have	 long	 been	 associated	 with	 altruistic	 professions	 or	

pahlawan	tanpa	tanda	jasa	(heroes	without	medals),	not	primarily	oriented	to	money-

earning,	 but	 as	 knowledgeable	 figures	whose	 service	 and	 contribution	 to	 society	 is	

returned	in	the	form	of	social	respect	and	status.		

To Be “Better” Mothers 

I	have	mentioned	previously	that	women	in	ECE	are	assumed	to	be	performing	the	role	

of	substitute	mother.	However,	through	the	history	of	ECE	in	Indonesia,	ECE	has	been	

depicted	as	a	refuge	for	children	from	their	poor	and	ignorant	families.	As	workers,	

women	have	also	been	assigned	the	task	of	reforming	and	disciplining	children	to	meet	

the	constructs	of	childhood.	This	makes	women	perceive	themselves	as	better	mothers	

whose	knowledge	is	superior	to	the	children’s	parents.	This	unequal	perception	about	

parenting	knowledge,	in	the	opinion	of	Hughes	and	MacNaughton	(2000),	refers	to	a	

process	 of	 “Othering.”	 In	 this	 section,	 I	 use	 some	 historical	 events	 to	 highlight	 the	

argument.	
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In	 Indonesia,	 the	 view	 of	 nurseries	 as	 a	 better	 alternative	 to	 home	 is	 well	

recorded	since	colonialist	interventions.	Ann	Stoler	(1996)	illustrates:	“In	the	Indies,	

the	nursery	question	was	 a	European	affair	 that	 condemned	 the	 influence	of	Asian	

women	 who	 were	 servants,	 concubines,	 nursemaids	 and	 mothers”	 (p.	 83).	 Native	

women	were	stereotyped	as	poor,	lazy,	sensual,	and	intellectually	so	inferior	that	they	

were	incapable	of	providing	their	own	children	with	good	morals.	The	sentiment	was	

promoted	to	“rescue”	the	inlandsche	kinderen	–	a	term	used	for	mixed-race	children,	

Dutch	born	in	the	colony,	or	simply	lower	class	whites	from	the	influence	of	the	native	

women,	who	were	assumed	to	be	“morally	and	intellectually	backward”	(Stoler,	2009,	

p.	122).	From	early	1900,	Fröbelian	nurseries	were	used	“to	remove	the	child	as	early	

as	possible	from	the	influence	of	native	and	Malay	speaking	mothers”	and	to	“withdraw	

the	 child	 from	 the	milieu	 in	which	 it	was	 raised”	 (Stoler,	1996,	p.	77).	The	 cultural	

purification	 ambition	 required	 teachers	 and	 nurseries	workers	 to	 be	 “pure”	 Dutch	

mothers.		

“Othering”	practices	of	caring	also	took	place	in	the	form	of	women-to-women	

relationships.	 In	 the	 past,	 this	was	 particularly	 highlighted	 as	 colonialist	 “noblesse	

oblige”	 (nobility	 obliges),	 between	 the	Dutch	women	 and	 female	 Javanese	priyayi37	

(Gouda,	1995).	This	pattern	appeared	 in	 relationships	between	 the	educated	Dutch	

women	and	native	aristocratic	families	with	the	objective	to	“uplift”	those	who	sat	at	a	

lower	 position	 in	 their	 hierarchy,	 hoping	 to	 create	 a	 trickle-down	 effect	 to	 the	

education	of	native	society	(Gouda,	1995).	Mirroring	the	social	taxonomy	between	the	

Dutch	 and	 the	 Indonesians,	 Gouda	 argues	 that	 these	 practices	 sustained	 social	

hierarchy	and	the	colonial	practice	that	frame	women	from	the	lower	ranks	as	deficient	

“Others”	(Gouda,	1995).		

	
37	Priyayi	refers	to	the	elite’s	social	class	in	contrast	to	the	proletarian	masses.	The	status	was	influential	
during	the	Dutch	colonial	period	mostly	because	of	their	ruling	positions	as	heads	of	districts	(Bupati)	
with	whom	the	colonial	government	built	their	relationships.	As	the	nationalist	movement	arose	in	early	
19th	century,	many	priyayi	families	detached	their	status	to	demonstrate	their	resistance	to	the	colonial	
government	and	alignment	with	Indonesian	society.	Despite	its	social	symbol	and	prestige,	the	authority	
of	the	priyayi	families	became	less	relevant	as	Indonesia	gained	independence	in	1945	and	moved	away	
from	traditional	ruling	practices.	Among	academics,	priyayi	has	been	 interpreted	differently.	Clifford	
Geertz	 (1960)	 is	 critiqued	 because	 of	 his	 categorising	 priyayi	 based	 on	 the	 concept	 of	 religion.	
Meanwhile	Sutherland	(1975)	believes	Priyayi	to	be	a	social	class.	In	daily	use,	priyayi	is	often	associated	
with	educated	an	individual	who	is	not	taking	manual	work	as	his	or	her	occupation		
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As	Indonesia’s	nationalist	resistance	arose	in	the	early	19th	century,	the	priyayi	

took	control	over	the	social	discourse	of	women’s	role	in	child	caring	and	household	

tasks.	Despite	some	feminist	attempts	to	recover	the	status	of	native	women	(nyai)	as	

white	men’s	mistresses	 (Locher-Scholten,	2000),	 the	perception	of	child	caring	was	

dominated	by	middle-class	norms.	The	perception	of	ECE	teachers	as	better	mothers	

was	maintained	in	the	rhetoric	of	Ki	Hadjar	Dewantara.	An	anti-colonialist,	Dewantara	

(1959)	explained	that	being	an	educator	was	the	most	appropriate	career	for	women,	

yet,	 not	 all	 women	 can	 be	 good	 teachers.	 He	 assumed	 that	 with	 their	 patient,	

conscientious,	caring	and	loving	characters,	women	could:	

realise	kindergarten	with	the	national	soul,	colour	and	form.	First:	look	at	how	

the	 good,	 moral	 and	 intelligent	 mothers	 take	 care	 of	 their	 children’s	 safety	

concerning	physical,	health,	cleanliness,	meals,	clothes,	etc.	How	they	play	with	

their	children	making	stuff	from	a	piece	of	cloth,	different	kind	of	beads…	how	

they	guide	their	children	to	sing	and	dance,	to	make	a	riddle	with	the	“pocung”	

song,	to	draw	on	the	ground,	to	imitate	a	batik	drawing	or	wayang	[traditional	

puppets],	to	thread	the	jasmine,	roses,	etc.	(p.	16)	

The	description	above	represents	the	nationalist	bias	towards	Javanese	middle-

class	values	(priyayi),	the	ideology	of	ibu-ism	(Djajadiningrat-Nieuwenhuis,	1987)	and	

also	 the	 Fröbelian	 belief	 that	 good	mothers	 knew	what	 to	 do	 naturally	 (Steedman,	

1985).	A	good	teacher	should	represent	the	middle-class	Javanese	feminine	characters	

of	 being	 patient,	 calm,	 graceful,	 never-in-a-rush,	 loyal	 and	 obedient	 while	 having	

proper	knowledge	about	their	children	(Ningrum,	2018).	In	real	life,	this	description	

could	 only	 fit	 the	 priyayi	 family	 with	 sufficient	 financial	 resources	 to	 support	 the	

performance	of	those	roles.	Under	this	term,	educating	young	children	was	understood	

to	be	harmless	because	it	preserves	the	traditionalist-cum-religionist	idea	of	kodrat;	

the	marginalisation	of	other	possibilities,	such	as	financial	and	professional,	removed	

female	teachers	from	the	possibility	of	gaining	material	advantages	(Djajadiningrat-

Nieuwenhuis,	1987).	 In	this	spirit,	women	were	held	responsible	to	their	marriages	

and	for	the	world	at	large:	“her	house	would	be	the	world,	all	children	her	progeny,	all	

women	her	sisters.”	(Locher-Scholten,	2003,	pp.	50–51).	The	pattern	of	subjugation,	

while	 “uplifting”	 (ophoffe),	 resonated	 the	 colonialist	 ambivalence:	 “between	

detachment	 and	 agonised	 intimacy,	 between	 other	 and	 self”	 (Jolly,	 1993,	 p.	 115).	
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Consequently,	 Indonesian	 women	 are	 portrayed	 as	 sources	 of	 problems	 but	 also	

encouraged	to	improve	their	selves	and	to	altruistically	help	“other”	women.		

The	normalisation	of	the	middle-class	“othering”	bias	is	still	reflected	today	with	more	

influence	from	the	economically-driven,	Western-based	image	‘global	child’	(Adriany	

&	 Saefullah,	 2015;	 Pence	 &	 Hix-Small,	 2009).	 The	 World	 Bank’s	 ECE	 projects	 in	

Indonesia	set	the	normalisation	tone	by	outlining	what	is	considered	“the	development	

essentials”	–	a	list	of	what	a	child	should	have	in	his/her	life.	They	are:	an	environment	

that	enables	“good	health	and	nutrition”;	“warm,	responsive	relationships	with	caring	

adults”;	opportunities	to	learn	through	play;	“opportunities	to	hear	and	use	language,	

and	 to	 explore	 books,	 stories,	 and	 other	 literacy	 materials”;	 and	 “opportunities	 to	

practice	 self-regulation	 and	 build…	 function	 skills”	 (Hasan	 et	 al.,	 2013,	 pp.	 23–24).	

These	conditions,	as	written	in	the	report,	are	not	part	of	many	poor	children’s	lives.	

On	 the	 contrary,	 children	 from	 low-income	 families	 are	 portrayed	 as	 trapped	 in	

multidimensional	 disadvantages.	 These	 children	 have	 a	 higher	 probability	 of	 dying	

before,	during	and	right	after	their	births,	and,	if	they	survive,	they	have	higher	chances	

of	suffering	 from	malnutrition,	stunting,	and	preventable	diseases.	 In	 this	case,	ECE	

becomes	 a	 “panacea”	 (Penn	 &	 Kjørholt,	 2019),	 so	 are	 the	 women	 who	 decide	 to	

volunteer.		

Chapter Summary 

This	chapter	has	provided	a	glimpse	of	some	discourses	around	the	use	of	women	as	

ECE	voluntary	teachers.	Kodrat,	a	biological	essentialist	way	of	viewing	women	and	

men,	plays	a	central	role	in	attracting	women	into	ECE.	Becoming	an	ECE	teacher,	a	

woman	fulfils	her	kodrat	as	a	mother;	kodrat	is	also	what	labels	men	as	inappropriate	

and	incompetent	caregivers.	Under	the	New	Order	regime,	kodrat	was	instrumental	in	

defining	good	women.	Women	were	controlled	by	invoking	the	image	of	a	malevolent	

mother,	 demonstrated	 by	 Gerwani.	 I	 provided	 Gerwani	 activists,	 whose	 political	

feminist	activism	for	equality,	better	work,	and	child	caring,	had	to	be	silenced	by	the	

government	and	replaced	with	the	images	of	sexually	perverse	women	who	potentially	

endangered	the	future	generation.		

From	the	magnitude	of	women	working	in	ECE,	it	is	clear	that	female	voluntary	

teachers	are	the	consequences	of	the	ECE	expansion.	In	this	chapter,	PKK	provides	the	
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main	model	for	the	voluntary	practices.	The	ECE	is	a	good	model	where	PKK	had	to	

position	 itself	 as	 a	 local	 resource	 that	 could	 meet	 the	 neoliberal	 principles	 that	

idealised	 reduced	 government	 intervention.	 From	 economic	 calculations,	 I	 showed	

that	the	government	has	substantially	reduced	its	budget	by	not	paying	the	volunteers.	

However,	economic	rationales	are	insufficient	to	explain	the	phenomenon.	Educators	

also	enjoy	socio-cultural	prestige	 in	the	community.	For	women,	 this	means	to	be	a	

better	mother.	

Together	with	Chapter	3,	this	chapter	has	provided	a	background	framework	

for	 the	 ethnographic	 data	 analysis	 from	 Chapter	 5	 to	 Chapter	 7.	 This	 chapter	

specifically	 frames	 Chapters	 6	 –	 on	 teachers’	 training;	 and	 7	 –	 on	 teachers’	

relationships	in	the	classroom.		
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Chapter 5: A Tale of an Early Childhood Education Centre  

Thus,	what	needs	to	be	studied	is	the	proliferation	of	"local	centres"	of	

power-knowledge,	their	patterns	of	transformation,	the	ways	in	which	

they	 enter	 into	 an	 overall	 strategy	 and,	 finally,	 the	ways	 in	which	 the	

latter	finds	support	in	the	former.	Thus,	for	Foucault,	any	strategy	which	

overlooks	 this	 manifold	 structure	 of	 power	 is	 self-defeating.	 To	 the	

multiplicity	of	 forms	of	power,	we	must	respond	with	a	multiplicity	of	

localized	 resistances	 and	 counteroffensives.	 	 (Escobar,	 1985,	 pp.	 380–

381)	

	

Introduction 

The	stories	of	Raihun	Nakmutis	centre	in	this	chapter	reflect	the	unresolved	tensions	

of	 “who	should	provide	 the	ECE	resources	and	services	 in	a	poor	community?”	The	

question	is	significant	as	the	premise	of	human	capital	theory	about	the	benefit	of	the	

ECE	expansion	for	reaching	the	poor.	In	neoliberalist	rhetoric,	public	funds	are	allowed	

to	target	ECE	among	the	poor	as	mentioned	by	donor	organisations	(Chang	et	al.,	2006;	

Hasan	 et	 al.,	 2013;	 UNESCO,	 2005;	 van	 Ravens,	 2010)	 and	 the	 central	 government	

(BAPPENAS,	 2008;	 MoEC,	 2013a).	 In	 this	 chapter,	 I	 illustrate	 how	 neoliberalist	

principles	 on	 the	 importance	 of	 community	 initiatives	 and	 the	 idea	 of	 ECE	 funding	

provisions	shape	the	subjectivity	of	ECE	owners/managers.	

This	chapter	introduces	the	life	of	Raihun	Nakmutis,	the	non-formal	ECE	centre	

where	 this	 research	 is	 based.	 The	 ECE	 centre	 is	 just	 one	 out	 of	 many	 centres	

established	as	the	result	of	the	ECE	expansion.	Located	in	a	community	with	precarious	

incomes,	the	centre	occupies	complex	positions.	On	one	hand,	driven	by	the	belief	in	

the	economics	of	 return,	Raihun	Nakmutis	was	expected	 to	address	 the	problem	of	

economic	inequity.	The	assumption	is	led	by	the	economic	calculation	that	ECE	brings	

opportunities	 to	 poor	 children	 that	 could	 “increase	 the	 likelihood	 of	 healthier	

lifestyles,	lower	the	crime	rate,	and	reduce	overall	social	costs”	(Heckman,	2011,	p.	32).	

On	the	other	hand,	as	previously	explored	in	Chapter	3,	the	best	method	for	delivering	

early	learning	services	in	low-income	communities	remains	elusive.	I	argue	the	neo-
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liberalist	design	of	ECE,	which	reconfigures	individuals	to	behave	and	follow	market	

principles	 (Carroll,	 2009),	 is	 in	 an	 awkward	 relationship	 with	 poverty-alleviation	

efforts	promoted	by	human	capital	theory.		

The	journey	of	the	ECE	centre	is	traced	from	my	observations	and	the	personal	

stories	of	its	owners:	Alex	and	Julietta,	a	husband	and	wife	who	decided	to	build	an	ECE	

centre	 for	 children	 in	 the	 Basar	 Oan	 neighbourhood	 of	 Atambua.	 As	 owner	 and	

manager,	 the	 couple,	 especially	 Alex,	 enjoyed	 improved	 status	 in	 the	 eyes	 of	 their	

community	and	 the	provincial	and	district	governments.	However,	 financially,	 their	

lives	were	no	less	precarious	than	others.	Sustaining	a	centre	became	a	difficult	task	

for	those	living	with	uncertain	incomes	and	very	low	support.		

This	chapter	represents	the	eclecticism	of	ethnographic	experience.	The	stories	

are	structured	to	progress	 from	ECE	as	a	site	of	mobilised	moral	envisioning	to	the	

harsh	reality	of	the	market	principle	and	its	impact	to	(the	dream	of)	equity.	I	combine	

personal	 narrative	 and	 observations	 that	 are	 both	 dreamy	 and	 mundane,	

characterising	 the	 representation	 of	 day-to-day	 lives.	 The	 analysis	 of	 this	 chapter	

benefits	from	Tania	Murray-Li’s	(2007)	conceptualisation	of	“the	will	to	improve.”	Li	

critiques	 how	 development	 tends	 to	 assume	 community	 are	 in	 the	 condition	 of	

“natural,	 yet…needs	 to	be	 improved”	 (p.	232);	whereas	 “improvement”	 can	only	be	

articulated	 through	 the	 opinions	 of	 certain	 experts	 from	 certain	 institutions	 like	

development	 projects.	 Hence,	 “the	 will	 to	 improve”	 transcribes	 the	 governing	 of	

desires,	 habits,	 and	 beliefs	 towards	 development	 as	 improvement,	 “so	 that	 people,	

following	only	 their	own	self-interest,	will	do	as	 they	ought”	 (Li,	2007,	p.	5,	original	

emphasis).	 However,	 the	 meaning	 of	 development	 as	 improvement	 is	 mostly	

represented	through	technical	efforts,	which	Li	later	explores	as	the	project	approach	

(Li,	2016).	Through	this	chapter,	I	wish	to	extend	Li’s	argument	by	offering	how	the	

will	to	improve	is	manifested	at	the	community	level,	and	expected	to	behave	as	an	

autonomous	and	efficient	development	implementer.		

Theme-wise,	this	chapter	is	divided	into	three	parts.	The	first	part	introduces	

the	Basar	Oan	neighbourhood.	The	second	part	covers	the	idea	of	the	“projectification”	

of	 development	 to	 illustrate	 ECE	 as	 a	 development	 project	 and	 also	 as	 a	 site	 of	

projectification	 of	 development.	 For	 this	 section,	 I	 deploy	 three	 sub-sections:	 the	

configuration	of	ECE	as	a	personalised	project,	the	dependency	of	ECE	on	development	

projects	and	how	the	dependency	shaped	Raihun	Nakmutis’	 strategy	on	countering	
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public	surveillance.	The	third	part	provides	partial	views	of	the	impacts	of	ECE,	from	

countering	surveillance,	to	the	impact	on	gender	relations	between	husband	and	wife,	

to	the	practice	of	market	approach.		

Basar Oan Neighbourhood 

Basar	 Oan	 is	 a	 pseudonym	 for	 the	 neighbourhood	where	 I	 did	my	 data	 collection.	

Located	 at	 the	 fringe	 of	 Atambua	 Town,	 Basar	 Oan	 reflects	 the	 margin	 of	 semi-

urbanised	 community	with	 its	 paved	 road,	 ATM,	 shops,	 some	 small	 kios,	 churches,	

schools	and	a	population	of	mixed	ethnicities	as	well	as	more	heterogeneous	social	

classes.	 Nearby,	 there	 were	 some	 dormitories	 for	 military	 personnel	 posted	 to	

Atambua	 from	 distant	 places.	 The	 military	 men	 spent	 most	 of	 their	 time	 in	 their	

military	compound.	

Economically,	 like	 poor	 communities	 in	 small	 urban	 towns	 in	 the	 remote	

Eastern	Indonesia	region,	many	of	the	households	struggled	for	sustenance	with	their	

irregular	income.	Most	of	the	adults	I	met	had	secondary	education	but	only	very	few	

of	 them	 worked	 in	 a	 formal	 sector.	 Atambua	 was	 one	 of	 many	 cities	 in	 NTT	 that	

suffered	from	the	gap	between	education	completion	and	employment	(G.	W.	Jones,	

Nagib,	 Sumono,	 &	 Handayani,	 1998).	 Although	 the	 statistics	 showed	 that	 80	%	 of	

Atambua’s	population	was	employed	 (BPS	Kab.	Belu,	 2013),	 I	 could	not	 fully	 guess	

what	our	neighbours’	jobs	were.	The	military	officers	and	the	government	employees	

were	easily	identifiable	from	their	uniforms	but	there	were	not	many	of	them	living	

nearby	our	house.	It	seemed	that	a	large	percentage	of	men	and	women	were	absorbed	

in	informal	and	impermanent	work,	such	as	seasonal	agricultural	labour,	driving	ojeg	

(motorbike	 taxis),	 construction	 work,	 domestic	 work	 or	 small-scale	 economic	

activities.	 Most	 of	 the	 women	 recognised	 themselves	 as	 ordinary	 housewives	 (ibu	

rumah	tangga	biasa)	who	occasionally	sold	a	variety	of	small	 items.	Rita,	one	of	the	

teachers,	 for	 example,	 earned	 money	 for	 her	 family	 mostly	 from	 selling	 bottled	

kerosene,	 small	 bags	 of	 rice,	 prepaid	 credits	 for	 mobile	 phones	 or	 power	 and	

occasionally	some	kilograms	of	caramel	candies,	depending	on	the	order	from	the	toko	

(shop).	Meanwhile,	 her	 husband	 had	 to	 be	 alert	 for	 vacancies	whenever	 a	 rumour	

about	 new	 construction	 project	 was	 circulated.	 Their	 income	 was	 irregular	 and	

unstable.	In	general,	the	economic	transactions	were	also	very	small.	Most	of	the	toko	

and	the	kios	(smaller	neighbourhood	shops)	only	sold	soaps,	shampoo,	and	detergents	
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in	tiny	packets.	I	remember	having	to	go	back	to	a	kios	after	several	days	just	to	get	

change	after	shopping	with	my	Rp.	50,000	note	(around	NZD	5).	No	one	had	enough	

money	to	give	me	change.	When	I	came	to	pick	up	the	change,	they	gave	me	a	bundle	

of	old,	crumpled	bills	of	Rp.	2,000	and	Rp.	5,000	with	a	very	distinct	smell.		

The	 neighbourhood	 was	 dominated	 by	 the	 economically	 productive,	 aged	

between	20	to	50	years	old.	There	were	around	200	people	from	approximately	50	

houses	around	our	street.	A	plot	of	land	could	have	more	than	one	house,	so	I	was	never	

sure	how	big	the	actual	size	of	land	was	or	how	the	property	was	divided.	Most	of	the	

households	accommodated	extended	families.	To	have	grandparents,	uncles,	aunties,	

cousins	living	under	the	same	roof	was	common.	Frequently,	relatives	or	friends	also	

came	for	a	visit	or	to	stay	for	some	time.	It	was	hard	for	me	to	guess	the	occupancy	of	

an	individual	house	with	the	frequency	of	people	coming	in	and	out,	not	to	mention	the	

ownership	of	the	house.	But	it	seemed	that	everybody	knew	each	other	quite	well.	And	

when	a	stranger	came,	like	I	did,	the	news	spread	quite	rapidly.		

“Projectification” of Early Childhood Education 

This	section	captures	the	mutual	relationship	between	individuals	and	development	

projects.	Projects	 in	 this	 thesis	 refers	 to	a	specific	method	of	development	delivery.	

Projects	are	different	from	programmes,	although	they	both	have	the	same	features.	

For	example,	ECE	can	be	both	a	project	and	a	programme.	As	a	programme,	ECE	 is	

formally	associated	with	the	overall	Indonesian	education	and	early	childhood	system,	

while	ECE	as	a	project	tends	be	associated	with	donors	or	specific	government	work,	

activity	 outputs,	 and	 short	 term.	 Li	 (2016)	 defines	 projects	 as:	 “a	 time	 bound	

intervention	with	a	fixed	goal	and	budget,	framed	within	a	technical	matrix	in	which	

problem	‘a’	plus	intervention	‘b’	is	expected	to	produce	‘c,’	a	beneficial	result”	(p.	79).	

In	rural	areas	of	Indonesia,	projects	play	a	significant	role	in	guiding	the	practice	of	

development	(Li,	2016).		

The	neoliberal	turn	in	Indonesia	has	invited	ordinary	citizens	to	actively	take	

up	the	role	of	project	implementers	(Jakimow,	2016).	These	individuals	stepped	in	for	

various	 reasons	 that	 are,	 perhaps,	 too	many	 to	 be	 estimated.	 This	 phenomenon	 of	

having	 citizens	 as	 ‘developers’	 can	 be	 used	 to	 describe	 how	development	 becomes	

relevant	for	many	people.	 I	use	projectification	–	a	made-up	word	–	to	 illustrate	the	

neoliberal	mutualism:	how	development	projects	projectify	a	person	and	how	a	person	
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projectifies	 development	 projects.	 The	 term	 is	 inspired	 by	 Aspinall’s	 (2013)	

projectized:	 to	turn	a	social	problem	or	political	controversy	into	a	project,	used	for	

private	gain.	However,	different	to	Aspinall,	the	gain	reflected	in	the	stories	below	is	

more	 the	 productive	 and	 constraining	 effects	 of	 discourse	 and	 power	 on	 subjects	

(Foucault,	1982).	In	this	section,	I	use	Alex’s	stories	and	my	observation	of	him	and	

how	he	influences	the	centre	by	finding	and	winning	project	funds,	and	how	the	centre,	

in	turn,	influences	him	by	providing	him	with	status	of	“project	bricoleur.”		

The first light in the sky. 

“If	only	UNICEF	trained	me	with	animal	husbandry,	the	story	would	be	different”	was	

one	of	the	most	memorable	statements	from	Alex,	the	manager	of	Raihun	Nakmutis	

ECE	Centre.	Alex	was	45,	 tall,	skinny	with	red	eyes	that	spoke	of	his	tiredness.	Alex	

believed	life	could	only	be	understood	through	his	lens	of	religiosity	–	faithfulness	to	

the	flow,	which	was	a	mix	of	Catholicism	with	the	indigenous	faith	in	ancestral	spirits	

and	his	great	love	of	life.	Several	times,	in	between	despair	and	excitement	about	his	

future,	he	revealed	that	faith	had	helped	him	to	navigate	and	cope	with	the	uncertain	

dimensions	 of	 his	 life.	 Meanings,	 he	 said,	 did	 not	 have	 to	 be	 rational	 and	 led	 by	

mundane	reasoning.	He	believed	that	the	fact	that	he	was	included	in	a	3-day	training	

sponsored	by	UNICEF	was	a	path	chosen	for	him.	To	him,	Raihun	Nakmutis	–	the	name	

that	he	gave	to	his	centre	–	was	a	personal	feeling	of	redemption	for	his	son’s	recovery	

from	a	long	illness.	For	half	a	decade,	he	and	Julietta,	his	wife,	lived	in	fear	of	losing	

their	 son.	 Day	 and	 night	 were	 filled	 with	 prayers	 and	 tears.	 The	 couple	 became	

homebound	to	take	care	of	their	son.	Their	quest	for	a	cure	had	drained	their	savings	

too.	 One	 day,	 on	 a	 day	 he	 faithfully	 perceived	 as	 fate,	 he	 met	 Robert,	 a	 famous	

Indonesian	designer	who	was	travelling	to	Atambua	to	hunt	for	antique	textiles.	Robert	

was	touched	by	his	story	and	faith.	Knowing	their	suffering,	with	his	network	Robert	

mobilised	professional	medical	help	and	sent	the	boy	to	Jakarta	for	surgery,	which	took	

place	in	late	2009.	After	the	long	fight	ended	well,	the	parents	decided	to	do	something	

“good”	for	others.		

The	definition	of	good	for	Alex	did	not	come	from	afar,	but	from	his	ability	to	

read	what	life	had	offered	him.	After	his	son	finished	his	last	surgery,	Alex,	who	was	

still	fresh	from	UNICEF’s	Taman	Posyandu	training,	decided	to	establish	an	ECE	centre	

as	proof	of	his	devotion	to	his	religious	belief	and	determination	to	his	community.	The	
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training	taught	him	two	memorable	things:	the	first	was	the	irreversible	consequences	

of	not	providing	children	with	appropriate	care	and	how	it	affected	their	later	success	

(see	Denboba,	Hasan,	&	Wodon,	2015;	Hasan	et	al.,	2013).	The	second	was	how	ECE	

could	open	the	possibility	of	his	participation	in	development.	At	the	training,	he	was	

told	 by	 one	 of	 the	 government	 officials	 that	 for	 ECE	 to	 achieve	 maximum	 result,	

community	involvement	was	encouraged.	He	repeated	a	message	similar	to	Mohamad	

Nuh’s	speech,	used	in	Chapter	1,	about	the	PAUD-isasi	campaign:	ECE	could	be	done	

anywhere	and	by	anyone.		

Alex	 was	 convinced	 that	 the	 future	 was	 a	 destination	 where	 all	 children	

deserved	to	go.	Parallel	to	the	futuristic	vision	for	children,	education	in	NTT	has	also	

been	 popularly	 known	 for	 its	 systematic	 human-modernisation	 mechanism	

(Butterworth,	 2008),	 able	 to	 catapult	 children	 from	 disadvantaged	 backgrounds	 to	

become	 a	 “whole	 person”	 in	 the	 future	 (Webb,	 1989,	 p.	 208).	When	his	 son	 finally	

recovered,	all	Alex	could	do	was	to	give	his	son	and	other	young	children	of	his	age	a	

better	future	by	creating	an	ECE	centre.	Feeling	saved	from	a	parent’s	worst	nightmare	

of	losing	a	child,	the	couple	believed	that	the	future	could	always	be	changed	no	matter	

how	difficult	the	situation	was.	

The	name	he	later	chose	for	the	centre	was	chosen	to	echo	this	spirit.	Raihun	

Nakmutis,	the	name	that	I	carefully	chose	as	a	pseudonym	for	the	centre,	still	resonates	

with	the	centre’s	original	name	around	the	meaning	of	“dawn”	–	the	first	light	in	the	

sky	before	sunrise.	The	name,	he	explained,	metaphorically	pointed	at	early	childhood	

as	 the	 earliest	 and	 most	 critical	 stage	 in	 a	 human’s	 life.	 The	 idea	 of	 “light”	 also	

connected	the	centre	with	his	transcendent	vision	about	a	journey	from	darkness	to	

clarity.	To	Alex,	the	dawn	represented	these	multiple	beginnings:	as	parents	who	were	

given	a	second	chance	and	as	believers	who	strived	to	make	the	Timorese	a	“whole	

person”	through	education	(Webb,	1989).	

The	faith	in	the	possibility	of	change	was	fundamental	to	affirm	the	importance	

of	development.	The	influence	of	faith	over	his	behaviour	towards	ECE	was	not	unique	

in	 the	 context	 of	 Indonesia.	 Rudnyckyj	 (2009),	 for	 instance,	 argues	 for	 the	

phenomenon	 of	 “spiritual	 economies”	 in	 Indonesia	 where	 faith	 is	 used	 to	

accommodate	the	capitalist	ethics	of	productivity;	and	Rinaldo	(2014)	identifies	the	

mutual	relationship	between	the	growing	trends	towards	women’s	Islamic	piety	and	

neoliberalism.	This	view	is	in	contrast	with	the	idea	of	religion	as	a	site	for	resurgence	
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against	capitalism	(see	Comaroff	&	Comaroff,	2000).	Alex’s	“will	to	improve”	(Li,	2007)	

emerged	 from	 a	 confluence	 of	 his	 specific	 religious	 historicity	 as	 a	 Timorese-

Indonesian;	a	father,	husband	and	son;	and	as	a	member	of	his	adat38	and	a	Catholic	

church.	Arguing	about	the	interconnection	between	religiosity	and	development,	Erica	

Bornstein	(2003)	confides	that	analytically,	the	discourse	of	participation	contains	“a	

specific	conceptual	and	moral	grammar”	(p.	119)	that	interweaves	elements	of	“divine	

intervention”	 and	 togetherness	 with	 more	 modern	 and	 technical	 development	

concepts	like	community	participation,	unity,	empowerment	and	responsibility.	Alex’s	

stories	 about	 his	 faith	 located	 ECE	 as	 a	 specific	 site	 of	 alignment	 for	 his	 personal	

narratives	 and	 feeling	 of	moral	 responsibility	with	 the	 discourse	 of	 development’s	

objectives.	As	a	Timorese	man	with	a	strong	attachment	to	his	culture,	Alex	believed	

that	it	was	already	in	the	nature	of	the	Timorese	to	help	each	other,	a	form	of	strong	

collectivism	 that	 has	 always	 amazed	 me.	 He	 even	 named	 the	 sentiment	 “the	 poor	

helping	the	poor”	(orang	miskin	bantu	orang	miskin).	In	his	hand,	ECE	was	chosen	not	

necessarily	because	of	his	adherence	to	the	economic	logic	promoted	by	development	

organisations,	but	because	the	logic	could	interact	with	his	past	experience	and	opened	

a	possibility	for	his	exposure	to	training	that	triggered	his	hopes	for	the	future.		

Alex’s	 personal	 interpretation	 of	 ECE	 was	 good	 news	 for	 the	 development	

initiatives.	A	project	framework	may	define	his	determination	as	a	strong	outcome	of	

development	 interventions.	 The	 neoliberal	 design	 of	 ECE	 in	 Indonesia,	 as	 I	 have	

explored	in	Chapter	3,	puts	a	heavy	emphasis	on	community	initiatives.	The	adoption	

of	 the	 CDD	 logic	 also	 encourages	 ordinary	 people,	 like	 Alex,	 to	 take	 the	 role	 of	

“developers”	to	mediate	between	project	plans	and	the	community	(Jakimow,	2016).	

In	 ECE,	 what	 counted	 was	 the	 centre	 that	 he	 established,	 while	 the	 origin	 of	 his	

motives,	capacity,	and	education	background	only	became	a	secondary	focus.	On	the	

other	hand,	the	push	towards	the	establishment	of	ECE	centre	provided	Alex	with	the	

language	 of	 the	 “good	 deed”	 with	 which	 he	 could	 personalise	 his	 mission	 in	

development.	 This	 flexibility	 and	 the	 synthesis	 of	 development	 agenda	 and	 his	

personal	story	did	not	only	make	an	ECE	centre	a	possibility,	but	it	also	spurred	his	

	
38	 Adat	means	 local	 customary	 practices	 and	 traditions.	 The	 term	 refers,	 in	 a	 broader	 sense,	 to	 the	
customary	norms,	rules,	interdictions,	and	injunctions	that	guide	an	individual's	conduct	as	a	member	
of	the	community	and	the	sanctions	and	forms	of	address	by	which	these	norms	and	rules	are	upheld.	
In	Timor,	adat	is	used	to	distinguish	the	practices	from	government,	church,	and	mosques	



	

	118	

motivation,	ignoring	the	potential	hardships	and	his	family’s	economic	condition.	For	

instance,	from	early	on,	Alex	and	Julietta	had	foreseen	the	challenge	of	setting	up	an	

ECE	centre.	They	knew	that	although	 the	centre’s	 fee	of	Rp.	15,000	 (NZD	1.50)	per	

month	was	fairly	small	for	many,	it	would	still	be	difficult	for	the	parents	to	pay.	From	

the	beginning,	 they	had	already	predicted	 that	 the	 centre	would	become	more	of	 a	

burden	 than	 a	 potential	 for	 income.	 Yet,	 the	 couple	 believed	 that	 was	 the	 whole	

religious	meaning	of	their	service.		

Based	only	on	his	training	knowledge	and	driven	by	his	good	intentions	(itikad	

baik),	Alex	took	his	family	on	a	journey	of	establishing	and	managing	Raihun	Nakmutis.	

He	became	the	official	manager	while	Julietta,	his	wife,	was	the	treasurer	and	a	teacher.	

Without	strong	private	financial	support,	the	centre	had	to	rely	on	external	support	for	

most	 of	 its	 activities.	 The	 next	 section	 describes	 the	 dependency	 of	 the	 centre	 on	

funding	and	programmes	from	the	government	and	donors.	

Plaques and logos: A commemoration of “reputable” dependency. 

Raihun	Nakmutis	was	the	only	non-formal	ECE	centre	in	Basar	Oan.	The	nearest	early	

childhood	facility	was	a	private	Catholic	kindergarten	known	for	charging	parents	a	

fee	of	Rp.	1.5	million	(or	NZD	150).	Before	Raihun	Nakmutis	was	established,	parents	

did	 not	 have	 many	 options;	 those	 who	 could	 afford	 the	 fee	 sent	 their	 children	 to	

kindergartens,	 while	 those	 who	 could	 not	 had	 to	 wait	 until	 they	 could	 send	 their	

children	 to	 primary	 school.	 The	 centre	 was	 officially	 registered	 in	 2013	 after	 the	

building	construction	was	completed.		

I	remember	sitting	on	a	bench,	in	the	playground,	with	a	pencil	and	a	notebook,	

trying	to	describe	the	physical	setting	of	the	ECE	Centre.	Among	the	neighbours,	the	

centre	was	 frequently	referred	to	as	Sekolah	PAUD	or	 the	ECE	school.	Compared	to	

other	non-formal	centres	 I	have	visited	 in	 the	district,	Raihun	Nakmutis	was	better	

equipped.	 Raihun	Nakmutis	 had	 a	 building	made	 of	 brick	 and	 a	 playground,	while	

many	other	centres	were	still	struggling	to	secure	their	own	building;	some	even	had	

to	operate	without	a	building	at	all.	The	centre	had	the	facilities	not	because	Alex	and	

Julietta	could	afford	to	pay	for	them,	but	more	because	of	Alex’s	skills	in	networking,	

identifying,	and	lobbying	for	external	funding.	For	all	the	facilities	they	had,	Alex	and	

Julietta	only	remember	paying	less	than	Rp.	10	million	(NZD	1,000),	beyond	their	land	

and	some	in-kind	contributions.		
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For	passers-by,	the	playground	was	the	most	appealing	feature	of	the	centre.	

Mostly	made	with	iron	bars	and	plastic,	externally	manufactured,	and	painted	in	bright	

primary	colours,	the	playground	posed	a	stark	contrast	to	the	arid	and	dusty	village	

environment.	There	was	a	seesaw	with	its	pivot	cemented	to	the	ground.	It	had	lost	its	

bottom	springs,	so	a	tyre	was	put	below	each	of	its	ends	to	cushion	the	shocks	every	

time	one	side	hit	the	ground.	A	swing,	a	slide,	and	a	tunnel	made	of	a	metal	barrel	drum	

were	 next	 to	 it,	 and	 then	 a	 climbing	 platform.	 In	 between	 the	 centre	 and	 the	

playground,	there	was	a	small	empty	space,	enough	for	little	children	to	kick	some	balls	

or	 do	 a	 little	 bit	 of	 gymnastic	 exercise,	 or	 just	 for	 guests	 to	 park	 their	 cars	 and	

motorbikes.		

Compared	to	ECE	centres	in	bigger	places,	Raihun	Nakmutis	was	spatially	small	

and	simple.	Under	the	policy	of	expansion,	a	simple	and	privately	owned	ECE	centre	

with	 a	 community-reliance	 approach	 like	Raihun	Nakmutis	was	 endorsed	by	many	

international	 organisations	 (UNESCO,	 2005).	 Categorised	 under	 the	 non-formal	

stream,	as	Pos-PAUD	unit,	the	centre	was	not	even	required	to	have	its	own	learning	

space.	 MoEC	 guidelines	 suggest	 that	 a	 Pos-PAUD	 centre	 could	 use	 any	 available	

building	or	public	facilities	to	increase	the	affordability	of	the	education	(MoEC,	2015f).	

However,	with	funds	from	PNPM,	the	centre	could	have	its	own	building.	The	centre’s	

building	was	not	overly	big,	only	4.5	metres	wide	and	5	metres	 long	with	a	narrow	

porch.	 It	 was	 made	 of	 bricks	 and	 the	 roof	 of	 tin	 sheets.	 The	 whole	 structure	 was	

elevated	about	30	centimetres	off	 the	ground,	quite	steep	for	the	tiny	 legs	of	young	

children.	 Everything	 was	 painted	 white:	 the	 floor,	 the	 walls,	 the	 door,	 the	 four	

windows,	their	shutters	and	the	frames.	The	only	sign	of	ECE	was	the	butterfly	garland	

and	bunting	hung	around	the	window	frames.	Right	next	to	the	building,	there	was	a	

water	 tap	where	 the	children	washed	 their	hands	or	 families	 collected	water	when	

their	sources	ran	dry	when	the	drought	came	at	the	end	of	the	year.	The	centre	did	not	

have	 its	own	 toilet.	Children	and	 teachers	used	 the	 family’s	 toilet	at	 the	 side	of	 the	

house.		

The	 centre’s	 reliance	 on	 external	 funding	 was	 visible	 from	 the	 number	 of	

plaques	attached	to	its	front	wall.	Those	plaques,	decorated	with	logos	of	international	

donors	as	well	as	names	of	development	projects,	marked	Raihun	Nakmutis’	role	as	a	

project	recipient.	Right	at	the	centre	of	the	front	wall,	there	was	a	blue	wooden	board	

with	a	big	white	inscription	of	“P2KP	PNPM	Mandiri	Perkotaan,”	a	community	funding	
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scheme	that	paid	60	%	of	the	total	construction	cost.	Below	the	sign	was	the	centre’s	

official	 name:	 Taman	 Posyandu	 Raihun	 Nakmutis.39	 The	 term	 Taman	 Posyandu	

associated	 the	 centre	 with	 the	 comprehensive	 ECE	 format	 sponsored	 by	 UNICEF	

(Irwanto	 &	 Wahyurini,	 2008;	 UNESCO,	 2005)	 through	 which	 Alex	 gained	 his	 first	

exposure	to	ECE	in	the	late	2000s.	At	the	far-left	end	of	the	wall	is	another	sign	with	

the	logo	of	the	Australian	Agency	for	International	Development	(AusAID)	and	Save	

the	Children	(STC).	Most	of	the	centre’s	playground,	as	well	as	its	indoor	equipment,	

were	provided	by	a	project	run	by	STC	with	funding	from	Australia’s	Department	of	

Foreign	Affairs	and	Trade	 (DFAT),	previously	known	as	AusAID.	Through	 the	 same	

project,	 the	 teachers	 were	 occasionally	 invited	 for	 training.	 I	 knew	 that	 the	 list	 of	

donors	exhibited	on	the	wall	was	not	exhaustive	as	it	did	not	yet	include	the	central	

government’s	 support	 through	 ECE	 block	 grants	 and	 other	 programmes	 such	 as	

parenting	 or	 health	 support,	 or	 individual	 and	 private	 philanthropists	 like	 Robert	

Lumenta,	with	whom	Alex	frequently	worked.		

	

	
39	Taman	Posyandu	is	a	holistic	early	childhood	development	(ECD)	model	using	Posyandu,	advocated	
by	UNICEF	in	Indonesia	for	rural	and	poor	areas.	Psychosocial	and	educational	services	for	0	to	6-year-
old	children	are	added	to	the	Posyandu.	The	use	of	Posyandu	as	a	learning	space	was	aimed	to	increase	
and	distribute	ECE	opportunities	to	the	village	level.	The	conventional	form	of	early	learning,	or	formal	
kindergarten,	was	seen	as	too	concentrated	in	urban	areas.	Although	the	concept	was	introduced	and	
labelled	as	“Taman	Posyandu,”	regional	governments	were	allowed	to	modify	it	 in	order	to	better	fit	
with	local	contexts	(Irwanto	&	Wahyurini,	2008).	This	has	been	explained	in	Chapter	3.	
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Figure	5:	Raihun	Nakmutis	Classroom,	Frontside	

My	description	of	the	physical	shape	of	Raihun	Nakmutis	reflects	the	centre’s	

heavy	reliance	on	external	support	but	also	the	effort	to	position	the	centre	as	a	fruitful	

site	 of	 development.	 Alex	 insisted	 on	 keeping	 those	 logos	 and	 plaques,	 not	 only	 to	

please	the	donors	but	also	to	respect	the	centre’s	historicity.	For	instance,	he	chose	to	

keep	the	term	Taman	Posyandu	on	the	centre’s	front	wall	to	remind	himself	of	his	first	

training,	as	his	awakening	moment,	despite	the	fact	that	in	the	end	the	centre	could	not	

organise	Posyandu	services	by	itself.	Alex’s	statement	inspired	me	to	draw	further	on	

his	 argument.	 The	 generous	 displays	 of	 logos	 and	 projects	 did	 not	 only	 possess	

individual	 sentimental	 values,	 but	 also	 articulated	 the	 effect	 of	 being	 a	 part	 of	

transnational	projects	as	a	reputable	achievement.	Almost	like	a	living	resumé	with	a	

list	 of	 accolades,	 the	 exhibition	 also	 informed	 the	 public	 about	 his	 experience	 of	

working	with	global	organisations	and	his	status	as	a	trusted	beneficiary-implementer	

who	produced	results.	Anyone	who	questioned	their	practices	could	just	peek	inside	

the	classroom	to	see	what	happened.	Similarly,	any	projects	that	came	later	would	be	

informed	about	the	breadth	of	influence	and	maturity	they	had	obtained	from	those	

donors.	 As	 a	 result,	 not	 only	 able	 to	 gain	 funding	 assistance	 for	 ECE	 facilities	 and	

training,	Alex	also	managed	to	help	the	district	government	education	office	to	cope	



	

	122	

with	the	demands	set	by	Jakarta	and	other	donors.	He	allowed	his	place	to	be	used	as	

a	showcase	for	project	implementation,	study	visits,	teaching	experiments,	or,	as	I	did:	

research.	On	these	occasions,	he	only	wanted	to	give	Atambua	or	Belu	or	NTT	the	good	

reputation	that	they	deserved.	The	sustaining	of	Raihun	Nakmutis	cannot	be	separated	

from	Alex’s	role	in	ensuring	the	flow	of	resources	to	the	centre.	In	the	next	section,	I	

discuss	Alex’s	role	based	on	the	concept	of	project	bricoleur,	whose	task	was	not	only	

to	hunt	for	projects,	but	also	to	assemble	diverse	interests	into	the	single	fabric	of	an	

ECE	centre.	However,	the	reliance	on	external	funding	is	not	without	risks.	Further,	I	

also	describe	the	consequences	of	such	reliance.		

Alex, a project bricoleur. 

Alex’s	ability	to	accumulate	resources	from	diverse	development	projects	illuminates	

his	 efforts	 as	 an	 active	 and	 strategic	 citizen-entrepreneur	 during	 neoliberal	 times.	

Raihun	Nakmutis	showed	that	a	poor	community	member,	provided	with	knowledge	

and	the	“right”	amount	of	interventions,	could	bring	a	centre	alive	and	independently	

cater	to	the	ECE	needs	of	his	or	her	own	neighbours.	Alex	was	not	only	what	Aspinall	

(2013)	termed	a	“project	hunter,”	someone	who	hunted	for	fresh	money,	illicit	or	not,	

from	project	approach	for	his	own	personal	interests.	To	me,	he	was	more	of	a	project	

bricoleur.	Not	only	did	he	use	his	network	to	compete	and	to	engage	with	authorities	

to	gain	access	to	resources,	but	he	also	creatively	fabricated	the	multiple	and	diverse	

resources	he	gathered	into	an	assemblage	of	an	ECE	centre	with	what	he	had	at	hand.	

As	 a	 bricoleur,	 Alex	 did	 not	 have	 the	 luxury	 of	 worrying	 about	 the	 coherence	 of	

resources	he	used.	Instead,	he	continuously	and	innovatively	mobilised	the	resources	

to	get	the	job	done.		

Despite	 his	 success	with	 resources	 from	 projects,	 Alex	 balanced	 his	 success	

with	a	generous	attitude	and	openness	to	share	his	knowledge	with	others.	Instead	of	

looking	 at	 other	 centres	 simply	 as	 competitors	 for	 resources,	 being	 kind	 to	 others	

helped	him	to	promote	his	multiple	positionings:	a	local	talent	and	a	non-selfish,	down-

to-earth,	kind,	and	open-minded	ECE	educator.	From	demonstrating	co-operation	and	

being	helpful	to	others,	instead	of	losing	his	competitiveness,	Alex	created	a	pattern	of	

dependency	 and	 informal	 authority	 that	 benefitted	 his	 position	 in	 the	 community.	

However,	the	accumulation	of	projects	he	engaged	himself	with	did	not	translate	into	

a	better	income	for	his	family.	Everything	came	with	restrictions	and	accountability	
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mechanisms	 that	 ignored	significant	profit	margins	 for	him	as	 the	 implementer.	He	

would	 consider	 himself	 lucky	 if	 a	 fund	 sufficed	 to	 pay	 the	 expenses	 incurred	 from	

achieving	the	intention	it	had	set.	Consequently,	his	family,	from	time-to-time,	had	to	

find	additional	resources	to	cover	the	centre’s	expenses.	For	example,	the	block	grants	

channelled	as	Biaya	Operasional	PAUD	(BOP),	a	student-based	operational	fund	from	

the	 government,	were	 only	meant	 to	 be	 a	 subsidy	 to	 support	 the	ECE	operation	 in	

keeping	its	costs	low	(Sardjunani,	Suryadi,	&	Dunkelberg,	2007),	but	not	to	cover	the	

whole	 operation.	 From	my	 relatively	 short	 fieldwork,	 I	witnessed	 how	Alex	 pulled	

together	 resources	 he	 could	 get	 from	 ECE,	 from	 helping	 the	 local	 government	 in	

entering	 and	 uploading	 the	 centres	 and	 teachers’	 profile	 to	 the	 MoEC’s	 database,	

writing	other	centres’	proposals	 for	block-grant	applications,	becoming	a	 tutor	or	a	

speaker	for	cluster	training,	and	developing	education	campaign	material	for	Bupati’s	

candidate	for	election.	Through	these	forms	of	activities,	he	was	getting	known	as	a	

figure	(tokoh)	for	ECE	in	Atambua	and	Belu.		

The	nature	of	projects	as	short-lived	enterprises	nevertheless	also	forced	him	

to	be	an	opportunistic	development	chameleon	trapped	in	fragmented	interventions	

and	incapable	of	deploying	systematic	strategies.	Instead	of	focusing	on	critical	aspects	

or	addressing	recurrent	problems,	Alex	had	to	continuously	tip	toe	from	one	project	to	

another	just	to	survive	and	be	seen	as	surviving.	Teachers’	salaries	are	a	clear	example	

of	this.	Every	month,	the	family	had	to	find	Rp.	800,000	(NZD	80)	to	pay	the	teachers	

their	 Rp.	 200,000	 (NZD	20)	monthly	 salary.	 Knowing	 the	 teachers’	work	 load	Alex	

personally	 believed	 his	 teachers	 deserved	 more	 than	 Rp.	 400,000	 per	 six-months,	

which	was	the	average	payment	for	ECE	teachers	from	centres	that	could	only	rely	on	

the	 government’s	 BOP	 fund.	 Alex	 cursed	 his	 inability	 to	 pay	 the	 women	 more,	 so	

trapping	them	in	poverty;	however,	without	reliable	financial	resources,	he	could	not	

promise	them	a	better	salary.	Donors’	interventions	in	general	believed	that	teachers’	

salaries	 should	 not	 be	 externally	 provided	 (see	 van	Ravens,	 2010).	Meanwhile,	 the	

routine	BOP	block	grants	always	came	with	a	strict	provision	of	paying	teachers	only	

for	selective	non-salary	expenses	(e.g.,	transportation	costs).		

This	mismatch	between	what	 his	 centre	 really	 needed	 and	what	 the	project	

funding	could	cover,	at	the	bigger	scale,	resonated	the	neoliberalist	trends	of	diverting	

the	issue	of	poverty	from	its	roots	of	insufficient	income	and	reversing	the	relationship	

between	 the	poor	people	and	 the	origin	of	 their	poverty	 (Houtart,	2005).	Li	 (2006,	
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2016)	 identifies	 that	 a	 similar	 symptom	 also	 appeared	 with	 the	 CDD	 mechanism.	

Instead	 of	 helping	 the	 poor	 community	 to	 improve	 their	 income,	 CDD	 provided	

infrastructures	as	a	solution.	Observing	the	gap,	Li	(2006)	argues	that	despite	the	claim	

of	 addressing	 poverty,	 the	 projects	 came	 with	 no	 prescription	 to	 eliminate	 “the	

contradiction	between	capitalist	accumulation	and	the	dispossession	that	follows	in	its	

wake”	(p.	34)	–	a	question	of	inequality.	Similarly,	following	the	increased	deployment	

of	ECE	as	a	development	project,	Helen	Penn	(2017)	questions	the	genuine	intention	

of	ending	poverty.	She	observes	how	human	capital’s	theorem	of	ending	future	poverty	

is	 replaced	 by	 the	 neoliberalist	 mode	 of	 delivery	 that	 insists	 on	 individual	

empowerment	and	 ignores	class	and	racial	division	(see	a	similar	view	 in	Cannella,	

1997).	More	and	more,	the	discussions	and	interventions	around	ECE	are	becoming	

“anything	to	divert	attention	from	poverty”	(Penn,	2017,	p.	54).		

Not	only	was	the	mode	of	gathering	and	making	resources	work	just	enough	to	

sustain	the	centre,	but	it	also	exposed	the	unclear	plan	for	ECE	as	poverty	eradication:	

“whose	 poverty	 it	 attempted	 to	 alleviate?”	 The	 neoliberalist	 means	 tends	 to	

impoverish	the	centre’s	owners	and	teachers.	The	model	of	block-grants	provision	has	

perpetuated	 and	 trapped	 private	 centres	 like	 Raihun	 Nakmutis	 in	 a	 practice	 of	

exploiting	women’s	caring	work	through	volunteerism	or	underpayment	(Newberry,	

2010,	2014).	Reflecting	on	the	history	of	the	Law	on	Teachers	and	Lecturers	where	

professionalisation	was	used	as	an	exchange	for	remuneration	(see	Rosser	&	Fahmi,	

2016),40	 the	 central	 government’s	 recent	 move	 towards	 standardisation	 of	 ECE	

professionals	might	sound	 like	a	negotiation	effort	 to	address	 this	 income	problem.	

However,	 the	 standardisation	 measure	 would	 bring	 complexities	 to	 a	 non-formal	

centre	like	Alex’s,	for	several	reasons:	first,	by	law,	the	government	is	only	obliged	to	

professionalise	kindergarten	teachers	and	not	teachers	 from	the	non-formal	stream	

(GoI,	2005	Art.	1.1.);	 second,	 in	general,	due	 to	 the	private	ownership	of	most	non-

formal	 ECE	 centres,	 teachers’	 salaries	 are	 the	main	 responsibility	 of	 implementers;	

third,	 once	 teachers	 are	 fully	 professionalised,	 they	 potentially	 seek	 better	

employment	opportunities,	leaving	centres	that	could	not	afford	to	pay	them	properly.		

	
40	Prior	to	the	enactment	of	Law	Number	14/2005	on	Teachers	and	Lecturers,	teaching	professions	in	
general	were	considered	as	lowly	paid	jobs.	Driven	by	the	long	aspiration	for	better	salaries,	Indonesia’s	
Teacher	Union	had	to	accept	the	government’s	professionalisation	scheme	as	part	of	the	negotiation	for	
the	legal	reference	in	the	law	that	could	grant	them	a	salary	increase	(Rosser	&	Fahmi,	2016)	
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As	an	adult	male	and	a	native	to	Atambua,	becoming	a	project	bricoleur	was	

indeed	more	feasible	for	Alex	than	for	his	wife,	Julietta.	As	a	Timorese	man,	Alex	was	

far	 from	 being	 meek	 or	 timid.	 His	 access	 to	 many	 different	 projects	 required	

participation	 outside	 ECE	 formal	 gatherings,	 in	 informal	 political	 discussions	 with	

figures	of	 authority,	mostly	 taking	 the	 form	of	man-to-man	 ties	 (Tsing,	1996)	 in	an	

unstructured	 manner.	 To	 be	 noticed,	 his	 presence	 and	 significance	 had	 to	 be	

continuously	maintained.	Although	Alex	had	no	formal	occupation	that	required	him	

to	work	from	9	to	5	on	week	days,	he	spent	most	of	his	day	outside	and	went	home	

only	when	 it	was	 dark.	Numerous	 times,	 I	 saw	 him	 talking	 to	 the	 head	 of	 the	 ECE	

division,	giving	the	official	his	suggestions,	providing	him	with	presentation	materials,	

or	accompanying	visitors	from	Kupang	or	even	Jakarta.	

I	 asked	 him	 several	 times	 if	 he	 enjoyed	 what	 he	 did	 with	 ECE	 amidst	 the	

uncertainty.	 Alex’s	 answer	 changed	 from	 time-to-time,	 never	 giving	 me	 a	 direct	

answer.	At	one	point,	he	admitted	the	pleasure	he	got	from	ECE	as	a	social	cause	to	

help	others.	However,	as	a	man,	he	realised	that	he	felt	that	he	had	treated	his	family	

unjustly	by	not	earning	sufficient	income	despite	all	of	the	time	and	energy	he	spent.	

The	neoliberalist	development	might	have	granted	him	the	status	of	developer	 that	

allowed	him	 to	enact	his	 faith,	 altruistic	values,	 and	relationships	 (Jakimow,	2016);	

however,	the	status	also	seemed	to	trap	him	in	a	difficult	tension	between	social,	moral	

and	financial	responsibilities.	At	an	extreme	point,	he	shared	his	worst	nightmare	of	

having	 to	 shut	 down	 the	 centre	 if	 it	 became	 too	 burdensome.	 This	 thought	 was	

haunting,	not	only	for	him	but	also	for	me.	To	see	the	end	of	Raihun	Nakmutis,	after	

everything	he	had	done,	was	a	heart-breaking	possibility.	Several	times,	he	also	told	

me	that	he	might	have	to	deviate	to	more	profit-oriented	works,	such	as	pig	farming	or	

selling	vegetables	in	the	market,	but	never	sounded	convinced	by	his	own	thoughts.	

Before	 I	 gave	 my	 opinion,	 Alex	 had	 thrown	 another	 question,	 this	 one	 sounded	

rhetorical	and	self-reflective	but	needed	an	answer:	“but	what	would	happened	if	the	

teachers	know	that	I	am	just	a	pig	farmer?”	

Consequences of Owning a Centre 

What	happens	after	funds	are	secured?	What	happens	after	funds	are	secured	but	then	

realised	to	be	insufficient?	This	section	aims	to	describe	conscious	and	unconscious	

from	 becoming	 to	 development	 subjects.	 The	 politics	 of	 the	 chicken	 dance	 in	 this	
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section	describes	Alex’s	strategy	 in	making	people	aware	about	 the	existence	of	his	

centre	 and	 responding	 to	 political	 competition	 over	 development	 grants.	 As	 Alex’s	

involvement	in	ECE	and	development	projects	deepened,	his	relationship	with	his	wife	

shifted,	 especially	 due	 to	 their	 financial	 struggles.	 This	 is	 the	 second	 theme	 of	 this	

section.	Last,	but	not	least,	is	the	rising	awareness	of	market	principles,	where	Alex	and	

Julietta	learnt	about	the	principle	that	underpinned	their	centre	as	part	of	expansion	–	

a	“loss-of-innocence”	moment.	

Countering surveillance: The politics of the chicken dance. 

Previously,	I	have	illustrated	how	Alex’s	involvement	in	ECE	and	the	establishment	of	

Raihun	Nakmutis	granted	him	with	a	position	and	status	in	development	through	his	

role	as	a	project	bricoleur.	Receiving	external	assistance	and	funds	despite	the	scarcity	

of	resources	and	high	political	competition	turned	Raihun	Nakmutis	into	a	“watched”	

subject	 of	 surveillance.	 The	 tight	 control	 of	 the	New	Order	 regime	has	 familiarised	

most	 Indonesians	with	 the	 surveillance	 techniques	 of	 an	Orwellian	 state.	 From	 the	

organisation	of	the	community	into	smaller	observable	cells	of	Rukun	Tetangga	(RT)	

and	Rukun	Warga	(RW)	with	the	presence	of	police	and	military	in	the	community	(see	

Guinness,	 1986;	Mundayat,	 2005;	 J.	 Sullivan,	 1992)	 to	 the	 less	 overt	measures	 that	

inculcated	self-discipline	and	obedience	in	case	the	“Ghost	of	Soeharto”	was	watching	

(Lim,	2002),	the	legacy	of	the	New	Order’s	surveillance	is	still	obvious	and	practised	

today,	although	the	modes	and	the	motives	are	not	necessarily	similar.	In	the	past,	the	

state	 was	 the	 mastermind	 as	 well	 as	 the	 reinforcer	 of	 social	 norms.	 In	 the	

contemporary	 situation,	 the	 objectives	 and	 the	 mechanism	 for	 surveillance	 have	

shifted	to	the	dynamics	of	local	political	interests.	Everyone	can	be	part	of	the	activities	

that	 report	 to	 much	 more	 diverse	 and	 fragmented	 political	 interests	 in	 more	

unpredictable	places.		

Through	 the	 story	 of	 the	 chicken	 dance,	 I	 describe	 how	 Raihun	 Nakmutis	

countered	the	contemporary	form	of	political	surveillance	in	Indonesia.	The	narrative	

is	 made	 possible	 since	 my	 intensive	 fieldwork	 in	 2015–2016	 coincided	 with	 Belu	

District’s	 local	 election.	 The	 political	 ambience	 affected	 the	 influence	 of	 political	

calculations	on	ECE.	The	 chicken	dance	 in	 this	 case	 represents	 a	 specific	 story	 and	

history	about	a	centre	trying	to	survive	at	the	height	of	local	political	competition.	
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Fieldnote:	Morning	in	Basar	Oan	was	full	of	quietness	with	people	confined	
inside	the	privacy	of	their	home,	which	was	rare.	Only	few	activities	happened	
outside:	women	swept	their	veranda	or	walked	slowly	carrying	a	bucket	looking	
for	some	water.	Occasionally,	motorbikes	passed	disrupting	the	morning,	but	just	
a	little	bit,	and	that	was	it.	The	rest	was	in	a	slow	motion,	well,	at	least	until	8.30.	
That	was	when	the	Raihun	Nakmutis	started	the	chicken	dance.	Every	8.30	in	the	
morning,	the	Raihan	Nakmutis	put	on	the	“chicken	dance”	song	loudly.	Other	
schools	might	have	their	own	rituals	to	greet	the	children,	from	a	teacher	
standing	next	to	the	school	gate	greeting	the	children	or	to	put	children	on	a	line	
(berbaris)	in	front	of	the	classroom.	But	no	one	could	beat	the	loudness	and	
festivity	from	doing	the	chicken	dance.		

The	two	double	surround	speakers	amplified	the	loudness	that	everyone	who	
was	a	mile	away	could	tell	that	the	centre	was	about	to	start.	No	one	seemed	to	
mind	the	noise,	well,	it	was	a	happy	jerking	rhythm,	especially	with	the	big	
speakers;	but	beyond	that,	to	be	honest,	it	was	quite	magical.	The	fact	that	it	was	
the	centre	who	played	the	music	loudly	seemed	to	cushion	the	inappropriate	
loudness.	The	chicken	dance	marked	a	beginning.	The	song	summoned	children-
performers	and	their	parents-audience	alike.	Ah,	this	reminded	me	of	Saya	
Shiraishi	(1997)	when	she	said	that	in	Indonesia,	little	children	were	like	little	
ducks,	restless	birds	that	were	always	“happy	noisy	creatures	always	in	a	group”	
(p.	124).		

“The	small	ones	go	to	the	front”	Meliana	was	giving	an	instruction.	Her	
colleagues,	Rita	and	Désideria,	were	standing	in	front	of	the	students.	She	stayed	
at	the	back	to	make	the	children	stay	where	they	were.	Others,	like	myself,	were	
watching	in	from	the	outside.	Some	of	the	passers-by	stopped	just	to	watch	the	
daily	performance.	After	all	was	set,	the	music	was	immediately	replayed	upon	
the	cue	from	the	teacher:	“yak!	Let’s	start!”	The	children	moved	their	arms	
pretending	to	be	chickens,	flapping	their	wings,	turning	around,	hopping,	and	
wiggling	little	penguins.	They	were…	cute.	Whether	they	were	good	with	the	
moves	or	not,	they	were	still	adorable.	No	matter	how	silly,	displeased	or	
disorganised	the	performers	were,	in	regard	to	the	question	of	perfection,	the	
overall	audience	seemed	very	forgiving.	(12	October	2015)	

The	chicken	dance,	as	I	said	in	the	fieldnote,	was	magical.	 It	produced	joyful,	

playful	and	festive	vibes	that	always	made	me	laugh	or	smile	every	time	I	watched	the	

performance.	The	loudness	turned	the	dance	into	an	event	that	was	unapologetically	

“hyperbolic,	 expressive,	 excessive	 and	 yet	 disruptive”	 (Getsy,	 2011,	 p.	 108).	 The	

fieldnote	 came	 straight	 into	 my	mind	 when	 I	 read	 Bill	 Ashcroft’s	 (1994)	 “excess,”	

defined	as:	“Too	much,	too	long,	too	many,	too	subversive,	too	voluble,	too	insistent,	

too	loud,	too	strident,	too	much-too-much,	too	complex,	too	hybrid,	too	convoluted,	too	

disrespectful,	too	antagonistic,	too	insistent,	too	insistent,	too	insistent,	too	repetitive,	
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too	paranoid,	too…excessive”	(p.	33).	Ashcroft’s	excess	is	loud,	like	the	chicken	dance’s	

loud.	It	recurred,	over	and	over	again.	Yet,	instead	of	feeling	bored	or	tired	with	the	

repetitions,	the	audience	and	the	children	perceived	it	as	a	ritual	to	start	and	mark	the	

centre’s	 activities.	 Excess,	 Ashcroft	writes,	 “performs	 the	 function	 of	 shouldering	 a	

space	for	oneself	in	the	world”	(p.	33).	Reading	the	chicken	dance	through	Ashcroft’s	

lens	 led	me	 to	 investigate	 the	 ECE	 from	 the	 perspective	 of	 political	 purpose	 of	 the	

excess.		

The	 excess	 of	 the	 chicken	 dance,	 to	me,	was	 particularly	 strong	 in	 terms	 of	

loudness	and	demonstration	of	childishness.	Alex	learnt	about	the	dance	from	one	of	

the	trainings	he	attended	a	while	ago.	Slipped	in	between	two	training	sessions,	the	

chicken	dance	was	meant	 to	dispel	 the	participants’	 boredom	and	 sleepiness	 as	 an	

“energiser.”	Alex	thought	the	same	material	could	be	used	for	children	in	his	centre.	

The	brassy	rhythm	resonated	with	his	interpretation	of	childhood	as	full	of	energy,	joy,	

unashamed	 and	 high	 in	 spirit.	 In	 practice,	 the	 dance	 served	 as	 a	 callisthenic	

conditioning	to	relieve	children	of	children	from	all	kinds	of	emotions,	burdens,	and	

thoughts	they	carried	from	home	that	did	not	supposedly	belong	to	their	childhood.	

Everywhere,	the	ECE	centre	has	been	depicted	as	a	happy,	enjoyable	and	playful	place	

(Adriany,	2013;	Dewayani,	2013;	Formen,	2018),	what	an	ideal	childhood	should	be	

like.	 This	 perception	was	built	 by	making	 the	 children	 imitate	 chicken	movements.	

Children,	with	their	cute	grappling	moves,	worked	like	a	spell	that	enchanted	adults	

(including	myself)	with	parenting	eyes	 to	 see	 children	mainly	 as	 cute	 and	 foolishly	

innocent	creatures.	

Meanwhile,	 the	 loudness	 of	 the	music,	 Alex	 said,	 was	 his	 device	 to	 “tell	 the	

world”	(kas	tau	dunia)	that	his	centre	was	alive	and	functioning.	Initially,	Alex	did	not	

mention	 the	 loudness	of	 the	music,	 until	 I	 pointed	 at	 the	 two	big	 loudspeakers.	He	

answered	my	question	with	a	long	laugh,	as	if	he	had		been	holding	a	fascinating	secret	

for	a	long	time.	He	said	a	few	years	back,	he	had	been	anonymously	reported	to	the	

District	 Education	Office,	 for	 allegedly	 corrupting	 (makan	doi)	 the	block	 grants	 but	

never	organising	activities.	In	this	context,	the	“reporting”	did	not	involve	any	official	

written	statement	filed	to	the	district	government	or	police	but	was	more	in	the	form	

of	rumour	that	was	intentionally	whispered	(dibisikan)	by	a	confidential	source	to	the	

authorities.	When	I	interviewed	him,	Alex	had	some	suspicions	about	who	this	person	
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was	although	he	could	never	fully	tell	whether	the	person	was	real	or	just	a	fiction	to	

scare	him	off	from	ECE	activities.		

The	 timing	 of	 fieldwork	 that	 coincided	 with	 the	 tight	 political	 competition	

allowed	me	to	observe	the	influence	of	politics	on	ECE	implementation.	In	the	present	

day,	especially	after	the	introduction	of	local	direct	elections	in	2007,	any	situation	in	

Atambua	could	be	politicised	or	used	to	generate	political	interpretations.	Similar	to	

Aspinall’s	 finding	 (2014,	 2017),	 people	 engaged	 in	 political	 brokerage	 activities,	

mobilising	 their	 networks,	 channelling	 grants	 as	 “vote-buying”	 money	 to	 the	

community.	 However,	 the	 extent	 of	 loyalty	 and	 authority	 became	 more	 fluid	 and	

fragmented	 (Aspinall	 &	 Rohman,	 2017).	 No	 one	 was	 sure	 about	 anyone’s	 political	

loyalty.	Any	moves	were	anxiously	interpreted	as	political	moves,	possible	resistance,	

opportunistic	disobedience,	or	rebellion.	The	resources	provided	for	ECE	became	not	

only	critical	but	also	political.	The	financial	assistance	to	ECE	was	seen	as	a	source	of	

“easy	money”	 that	 could	be	used	 for	 various	political	 opportunities.	Nationally,	 the	

same	perception	has	sent	politicians,	government	officials	and	teachers	to	prison	for	

corruption	crimes.41	It	had	also	become	common	knowledge	that	the	funds,	in	the	form	

of	Bantuan	Sosial	 (BANSOS)	or	 social	 relief,	were	 strategically	used	 to	mobilise	 the	

political	sentiments	of	the	electorates	(Tirto.Id,	2019).	The	surveillance	pressure	was	

also	keenly	felt	by	Alex.	He	believed	people	were	always	suspicious	about	his	capacity	

for	 finding,	 implementing	 and	 connecting	multiple	 projects;	 that	 they	 (the	 people)	

were	 waiting	 for	 him	 to	 make	 a	 fatal	 mistake	 so	 that	 they	 could	 obliterate	 his	

participation	in	ECE	projects	with	a	corruption	scandal.		

The	chicken	dance	was	part	of	his	effort	 to	counter	the	political	challenge.	 It	

demonstrated	how	an	ECE	as	an	activity	of	establishing	a	happy	childhood	had	to	be	

presented	 in	 the	 most	 visible	 and	 audible	 manner	 to	 minimise	 any	 negative	

consequences.	The	story	about	him	being	reported	to	the	authority	reminded	me	of	

Michel	 Foucault’s	 (1979)	 classic	 “surveillance”	 that	 connects	 the	 feeling	 of	 being	

watched	with	self-discipline.	But	Alex’s	use	of	the	dance	was	not	only	about	the	self-

disciplining	 of	 a	 labourer	 under	 the	 panopticon	 gaze	 of	 the	 employer.	 The	 dance	

represented	his	creative	effort	at	embracing	the	surveillance.	It	involved	his	estimation	

	
41	The	corruption	cases	from	using	ECE	funds	in	Tana	Toraja,	Jambi,	Baubau	and	Jember	are	examples	
of	this		
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of	measure	and	understanding	of	the	“gazers.”	He	presented	it	through	the	children	

dancing	 a	 happy	 tune	 that	 exploited	 childishness	 in	 an	 engaging	 and	 interruptive	

manner.	 Being	 reported	 was	 also	 an	 important	 lesson	 for	 Alex	 about	 the	 worst	

outcomes	brought	by	political	competition.	Thomas	Lemke	(2012)	argues	about	the	

centrality	of	fear	in	ensuring	freedom.	“Fear,”	Lemke	writes,	“fulfils	an	important	moral	

function	in	neoliberal	government.	The	constant	threat	of	unemployment	and	poverty,	

and	anxiety	about	the	future,	induce	foresight	and	prudence.”	(p.	49)		

To	bring	the	analysis	full	circle	to	Ashcroft’s	postcolonial	excess,	I	argue	that	the	

same	dance	can	also	be	referred	to	as	what	Ashcroft	(1995)	calls	“interpolation.”	The	

postcolonial	term	refers	to	an	act	of	rewriting	a	colonial	discourse,	a	transformative	

cultural	 production.	 In	 this	 context,	 the	 presentation	 of	 ECE	 had	 been	 specifically	

rewritten	to	cope	with	the	conditions	where	the	act	was	carried	out.	The	necessity	of	

the	loudness	of	the	music,	the	children	dancing	in	an	open	space	reflected	the	complex	

choreography	 that	was	made	 to	 satisfy	 “the	Timorese	 flavour.”	 The	 same	 intention	

could	 be	 pursued	 in	 different	 places	 through	 different	 forms,	 mobilising	 different	

interpretations.	 After	 recognising	 the	 political	 element	 from	 the	 chicken	 dance,	 I	

started	noticing	the	flow	and	the	exaggeration	of	others:	the	behaviour	of	the	teachers,	

the	 insistence	on	wearing	uniforms,	 the	 excursions,	were	 all	 also	 a	 display	 of	 their	

identity.	When	I	asked	if	anyone	had	been	upset	with	the	loud	music,	Alex	looked	at	me	

and	said:	“Adu,	jangan	e…	[oh,	please	don’t],”42	as	if	he	was	begging	me	not	to	jinx	his	

strategy	of	standing	on	unstable	ground.		

Scraping the bottom of the barrel: The (women’s) task with reality 

In	 this	 section,	 I	 illustrate	 how	 Alex’s	 self-becoming	 with	 ECE	 and	 other	 relevant	

projects	affected	his	relationship	with	his	wife.	If	Alex	was	busy	with	external	relations,	

engaging	donors	and	government,	getting	resources,	it	was	Julietta	who	managed	the	

ECE	on	a	day-to-day	basis.	She	oversaw	the	cash	flow	that	involved	the	household,	the	

centre,	the	kios,	and	made	sure	that	they	had	enough	money	for	her	children’s	school,	

groceries,	restocking	the	kios¸	power	bills,	teachers’	salaries,	and	some	adat	expenses.		

The	division	of	tasks	between	husband	and	wife	was,	to	some	extent,	enabled	

by	the	Timorese	tradition	of	masculine	and	feminine	as	a	dyadic	“pairing”	relationship	

	
42	A	Timorese	expression	 (slightly	different	 in	 the	general	official	 Indonesian	 translation	context)	 to	
prevent	luck	going	bad,	almost	like	the	English	“knock	on	wood.” 
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(Fox,	1988;	Francillon,	1980;	Kehi	&	Palmer,	2012).	Women	are	symbolised	as	“home,”	

a	 source	 of	 centrality,	 innocence,	 magic,	 passivity,	 birth,	 and	 recovery	 (Francillon,	

1980;	 Kambaru	 Windi	 &	 Whittaker,	 2012;	 Van	 Wouden,	 1968),	 while	 men	 are	

symbolised	by	fire,	the	sun	and	day-break	(Kehi	&	Palmer,	2012),	assuming	worldly	

responsibility	 such	 as	 hunting	 and	 territorial	 expansion	 (Francillon,	 1980).	 In	 this	

cosmological	relationship,	it	is	believed	that	no	matter	how	far	we	travel,	our	journey	

should	end	by	returning	home	–	a	site	to	recover	our	strength	through	feminine	care	

(Kambaru	Windi	&	Whittaker,	2012;	McWilliam,	2005).		

In	 the	context	of	modern-day	development,	 the	 traditional	 symbolic	division	

between	men	and	women	is	translated	into	the	framework	of	gender	inequality,	that	

tends	to	be	Eurocentric.	Many	local	women’s	NGOs	gained	their	relevance	from	this	

rationale.	 Forum	 Peduli	 Perempuan	 dan	 Anak	 (FPPA)	 in	 Belu,	 for	 example,	 was	

established	by	women	who	were	trained	by	UNICEF	at	the	height	of	the	border	crisis	

in	1999.	Today,	the	organisation	is	respected	for	its	national	and	international	network	

on	women’s	rights,	dealing	with	domestic	violence	and	trafficking	of	women.	As	with	

many	 other	NGOs,	women’s	NGOs	 in	 Timor	 also	 emphasise	 awareness	 of	women’s	

rights	as	the	main	indicators	for	women’s	empowerment.	However,	working	on	formal	

meanings	 of	 “rights,”	 the	 NGOs’	 work	 tends	 to	 be	 disconnected	 from	 indigenous	

cultural	practices	 in	the	household	realm.	My	intention	with	this	comment	 is	not	to	

critique	the	modern	NGOs	and	their	idea	of	liberating	women.	I	believe	the	abuses	and	

exploitation	suffered	by	women	are	psychologically	and	socially	damaging.	However,	

focusing	only	on	the	Eurocentric	 insistence	on	rights	only	perpetuates	the	colonial–

universalising	judgement	about	women	as	victims	of	the	Third	World’s	patriarchy	(see	

Mohanty,	1988).	Many	Eurocentric	definitions	about	women	can	potentially	obscure	

subtle	power	relations	where	women	could	exercise	their	agentic	role.	

The	division	of	inside	and	outside	roles	was	observable	from	Alex	and	Julietta’s	

characters	and	gestures.	Alex	was	an	articulate	man.	He	knew	how	to	be	dramatic	with	

sentences	 and	 expressions	 or	 gestures	 like	 drawing	 his	 cigarette	 deeper.	 Having	

conversations	 with	 him	was	 a	 fascinating	 experience.	We	 could	 sit	 and	 talk	 about	

development	 projects,	 the	 culture,	 and	 the	 technical	 implementation	 in	 detail	 for	

hours.	I	realised	how	the	conversations	mostly	grew	in	an	isolated	space.	As	the	head	

of	the	family,	he	could	tell	his	children	to	stay	away	while	we	were	talking.	In	between,	

Julietta	interrupted	us	with	a	cup	of	coffee	or	by	briskly	walking	back	and	forth	taking	
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care	of	the	household.	Julietta	was	always	busy	with	something:	the	children,	cleaning	

the	house,	cooking,	taking	care	of	her	small	kios,	going	to	the	market,	doing	the	laundry.	

Meanwhile,	Julietta	always	declined	my	invitation	to	join	our	conversations.	Her	

rejection	made	me	realise	how	“masculine”	my	conversations	with	Alex	had	been.	She	

was	a	quiet	woman	and	seldom	spoke	in	public.	However,	her	quietness	was	not	equal	

to	meekness.	On	 the	contrary,	 she	never	seemed	reluctant,	 shy	or	 indecisive.	Every	

time	Alex	spoke	passionately,	she	came	with	her	sarcastic	comments,	such	as:	“Adu,	

that	grand	life	isn’t	for	me.	I’m	just	a	stupid	person”	or	“planning	big	is	for	someone	

else,	not	me.”	Following	the	masculine–feminine	divide,	I	realise	that	as	a	woman,	it	

was	not	her	habit	to	speak	in	formality	–	sitting,	facing	each	other,	not	doing	anything	

else	 but	 talking.	 Damaledo’s	 (2018)	 anthropological	 research	 also	 reflected	 this	

separation.	As	a	male	researcher,	he	also	could	not	get	into	an	in-depth	understanding	

with	his	female	participants,	who	only	appeared	briefly	and	disappeared	straight	after	

being	formally	introduced.	Meanwhile,	as	an	Indonesian	female	researcher,	I	was	made	

uncomfortable	seeing	her	busy	in	the	kitchen,	while	I	was	chatting	with	Alex	enjoying	

a	cup	of	coffee	that	she	made.	To	speak	with	her,	I	had	to	do	what	she	did:	helping	her	

with	cooking,	washing	the	dishes,	or	going	to	the	market.	There	was	no	significant	stop	

in	between	or	sitting	around	and	 talking	 like	 I	did	with	Alex.	My	opportunity	came	

when	Alex	was	travelling	overnight,	captured	in	a	fieldnote	below.		

Fieldnote:	“Oh,	this	is	not	every	day.	It	is	just	by	chance	that	your	visit	here	
somehow	coincides	with	Alex	having	some	‘job’	outside.	He	usually	helps	me	a	lot.	
He	is	different.	He	is	unlike	other	men	from	around	here.	He	never	feels	awkward	
to	be	around	the	house	and	doing	those	things.”		

That	was	Julietta	trying	to	convince	me	how	helpful	her	husband	actually	was.	
She	described	Alex	as	a	man	who	always	helped	her	sweep	the	floor,	boil	the	
water,	keep	an	eye	on	their	kios,	and	even,	in	case	she	was	ill	and	could	not	get	up	
from	her	bed,	prepare	meals	for	the	whole	family.	Julietta	could	speak	proudly	
about	her	man	who,	in	her	view,	was	quite	sensitive	to	her	household	day-to-day	
burdens.	Interestingly,	neither	she	nor	Alex	wanted	their	neighbours	to	know	
about	this.	No	matter	how	helpful	and	competent	Alex	was	in	doing	those	chores,	
he	could	never	hang	their	laundry	outside	because	the	neighbour	made	gossip	
about	it.	She	said:	“We	don’t	want	the	neighbours	to	comment,	you	know.	What	
kind	of	wife	would	let	her	husband	do	all	the	domestic	chores?”		

Julietta	was	the	first	to	wake	up	in	her	family.	Carefully,	she	opened	the	front	
door,	swept	the	front	yard,	prepared	the	breakfast,	and	opened	the	kios.	Finished	
with	the	chores,	she	went	for	a	quick	shower	and	straight	to	the	classrooms.	Once	
the	session	was	over,	she	had	to	go	to	the	market	to	buy	groceries	and	restock	her	
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small	shop,	then	cooked,	watched	the	kios,	and	cleaned	up	everything.	In	terms	of	
managing	the	ECE,	her	responsibility	mirrored	her	domestic	responsibility.	As	a	
treasurer,	she	oversaw	the	cash	flow	and	the	learning	too.	No	matter	how	much	
money	the	family	had,	she	was	the	one	who	had	to	make	sure	that	all	the	bills	and	
teachers’	salary	were	paid.	Despite	the	endless	list	of	her	household	obligations,	
she	still	made	a	space	to	be	a	teacher	after	Francisca,	one	of	her	four	teachers,	
passed	away	last	year.	She	was	the	only	teacher	that	did	not	come	with	the	
frequently	heard	“maternal	calling.”	She	did	not	deny	the	emotion;	but	for	her,	the	
motive	was	more	pragmatic.	By	becoming	a	teacher,	she	could	monitor	the	
learning	and	the	teachers	while	saving	the	money	from	the	necessity	of	paying	
another	teacher.		

It	was	already	7	pm	and	her	to-do	list	was	still	long.	She	had	said	that	she	
would	make	candies	for	Robert,	the	man	who	helped	with	her	son’s	surgeries,	
before	he	would	return	to	Jakarta	tomorrow.		

Now	she	had	a	big	pile	of	laundry	to	worry	about.	She	mentioned	she	must	
carefully	iron	Alex’s	shirts	and	t-shirts,	saying:	“When	people	see	that	his	shirts	
are	not	ironed,	they	would	start	asking	questions	about	his	wife:	where	is	she?	
what	has	she	been	doing?	why	are	his	shirts	crumpled?	and	so	on	and	so	forth.	
They	don’t	care	if	I	have	been	struggling	with	everything	here,	running	around	
taking	care	of	too	many	things.	Well,	I	am	just	a	wife,	what	can	I	say?”		

***	
Alex	just	rang	Julietta:	Robert	and	his	team	wanted	to	have	hot	instant	noodles	

for	their	dinner.	The	order	was	very	specific:	with	eggs,	chillies,	and	some	
vegetables.	Julietta	ran	to	her	own	shop	to	take	10	packs	of	instant	noodles.	I	
helped	her	to	cook	them	using	a	big	wok	on	a	kerosene	stove.	While	we	were	
chopping	the	ingredients,	I	could	feel	that	Julietta	was	not	particularly	happy.	The	
noodle	was	an	interruption	for	her	plan	to	make	candies.	Thirty	minutes	later,	
Alex	came	into	the	house,	asking	if	everything	was	ready.	Everything	was.	The	
noodles	were	already	inside	a	big	plastic	container,	ten	plates	and	cutlery	sets	
were	put	neatly	next	to	it.	Alex	took	them	and	left.	There	was	a	tension	growing	
between	them.	They	did	not	talk	too	much	to	each	other.		

Julietta	moved	to	the	next	activity;	to	make	candies	for	Robert.	She	said	Robert	
loved	them,	and	that	was	the	reason	why	she	wanted	to	make	10	kilograms	of	
caramel	candies	that	night.	After	what	Robert	did	to	her	son,	I	understood	how	
special	he	was	to	the	family.	I	stayed	with	her	to	help.	She	chopped	rolls	of	
caramels	that	she	had	prepared	during	the	day	into	smaller,	candy-size	pieces.	
She	taught	me	how	to	wrap	them	carefully	with	a	small	piece	of	food	wrapper.	I	
felt	overwhelmed	and	already	tired.	Ten	kilograms	was	a	lot.	Yet,	she	was	just	by	
herself.	So,	there	I	was,	talking	about	many	things	while	wrapping	candies	one-
by-one.		

At	1	am,	Alex	finally	came	home.	He	was	surprised	to	see	me	still	there,	and	
maybe,	felt	sorry.	He	carried	a	small	mobile	phone	box	and	took	out	a	new	black	
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smart	phone	from	it:	“Look,	what	Robert	has	given	me!”	he	proudly	said.	Julietta	
did	not	find	it	interesting;	not	even	looking.	Her	face	was	plain.	Her	hands	did	not	
stop	from	cutting	the	caramel	rolls.	We	finished	all	the	candies	by	the	time	the	
clock	struck	2.	I	felt	drained	and	exhausted.	(30	November	2015)	

My	fieldnote	above	captures	a	glimpse	of	Julietta’s	domestic	responsibility	and	

the	drive	 to	make	her	 family	presentable	as	 the	extent	of	her	 responsibility.	Unlike	

many	of	their	neighbours	who	live	in	households	with	extended	families,	Julietta	had	

wanted	to	stop	living	with	her	parents,	whose	house	was	only	a	few	hundred	metres	

away	from	their	current	place.	Consequently,	after	 living	with	several	other	women	

(her	mother	and	two	sisters)	with	collective	domestic	responsibilities,	now	she	had	to	

take	care	her	household	chores	without	anyone’s	help.	A	mother	of	three	boys,	she	was	

not	accustomed	to	asking	her	sons	to	help;	and	vice	versa,	 the	children	did	not	 feel	

obligated	to	help	their	mother.	In	addition	to	the	house,	she	was	also	in	charge	of	the	

centre	 and	 the	kios,	 a	 small	 shop	 they	 owned	 for	more	 than	5	 years.	However,	 the	

greatest	challenge	for	her	was	not	to	clean	the	house	or	to	cook,	but	to	make	sure	that	

the	family	had	enough	money	to	make	ends	meet	in	a	dignified	manner,	to	be	seen	by	

her	 neighbours,	 to	 be	 understood	 as	 grateful	 by	 Robert	 (who	 paid	 their	 son’s	

surgeries),	and	her	extended	family.	To	gain	respect	 from	others,	her	task	as	a	wife	

included	maintaining	Alex’s	image	as	a	masculine	family	leader	with	unquestionable	

authority.	In	her	terms,	financial	struggles	are	relative,	everyone	had	them,	but	they	

can	be	more	easily	seen	when	the	wife	fails	to	observe	these	decencies	under	the	gaze	

of	others.	

As	a	wife,	Julietta	was	traditionally	in	charge	of	domestic	chores.	Her	role	as	the	

custodian	of	the	family’s	cash	resonated	previous	findings	about	women	and	earnings	

in	Indonesia	(H.	Geertz,	1961;	Jay,	1969;	Papanek	&	Schwede,	1988;	Watkins,	Leinbach,	

&	Falconer,	1993).	Women	being	trusted	to	have	significant	control	over	household	

money	is	part	of	daily	life.	Papanek	and	Schwede	(1988)	argue	that	the	responsibility	

over	earning	follows	“fault	lines”	–	the	historical,	structural,	cultural	and	demographic	

lines	that	determine	resource	allocation	in	relation	to	power	relations	and	position	of	

authority	within	the	household.	Studies	based	on	the	Javanese	ethnicity,	for	instance,	

illustrate	 how	money	 is	 considered	 to	 be	 a	worldly	material	 concern	 that	 it	 is	 not	

suitable	for	men,	who	are	supposed	to	be	more	concerned	with	refined	aesthetics	and	

spiritualism.	 Hence,	 women	 with	 their	 thrifty	 character,	 are	 assumed	 to	 be	 better	
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financial	overseers	than	the	men	(H.	Geertz,	1961).	Mothers	are	assumed	to	be	more	

likely	 to	prioritise	 their	 families’	and	children’s	needs	over	 their	own	(Jay,	1969),	a	

feature	that	characterises	the	construct	of	ibu-ism	as	selfless	mothers	(Djajadiningrat-

Nieuwenhuis,	1987).		

Among	poor	families,	the	reliance	on	women	is	greater,	not	only	to	take	care	of	

the	household	and	its	expenses,	but	also	to	stretch	the	domestic	responsibility	to	the	

need	to	earn	more	money	for	the	family’s	income	(Utomo	et	al.,	2006;	Watkins	et	al.,	

1993).	In	some	cases,	their	earning	is	significant	in	helping	the	family	to	make	ends	

meet.	 The	 assumption	 about	 women’s	 loyalty	 to	 their	 families	 affects	 many	

development	projects’	designs.	For	example,	the	Program	Keluarga	Harapan	(PKH),	a	

cash	 conditional	 transfer	 (CCT)	 project,	 is	 known	 to	 transfer	 family	 funds	 to	 the	

mothers	 (Arif,	 Syukri,	 Isdijoso,	 Rosfadhila,	 &	 Soelaksono,	 2011).	 In	 Timor,	 this	

conjecture	 goes	 hand	 in	 hand	 with	 the	 stereotype	 of	 men	 as	 drunkards,	 easily	

intimidated	 into	 fights,	 and	 disloyal	 to	 their	 families	 (Nurvitasari,	 2017).	 The	

familiarity	of	women	with	money	and	the	external	relations	that	grow	from	it	has	also	

contributed	to	their	better	adaptability	to	social	changes	compared	to	men,	who	tend	

to	 be	 held	 captive	 by	 their	 ideal	 role	 in	 ideology	 and	 their	 position	 of	 authority	

(Djajadiningrat-Nieuwenhuis,	 1987).	 In	 short,	 women	 are	 constructed	 to	 deal	with	

reality,	the	dirty	“kitchen”	day-to-day	work,	while	men	are	more	in	charge	with	the	big	

ideas,	plans,	and	formal	presentation.		

Julietta	understood	and	supported	Alex’s	intention	with	ECE.	She	also	believed	

the	 ECE	 was	 the	 family’s	 good	 deed.	 Yet,	 she	 thought	 Alex	 needed	 to	 limit	 his	

involvement	 in	 social	 affairs	 (urusan	 sosial).	 Not	 only	 it	 did	 not	 give	 the	 family	 a	

sufficient	and	predictable	income,	but	it	also	could	be	seen	as	political	manoeuvre	by	

others;	and,	consequently,	 jeopardise	his	social	reputation.	Many	times,	she	warned	

him	about	his	passion	and	confidence,	that	one	day,	if	he	was	not	mindful	enough,	he	

could	end	up	tanganga	(absent	minded,	stupid,	not	knowing	anything)	at	the	bank	of	a	

river.	She	did	not	look	so	happy	with	Alex’s	social	mission,	and	thought	him	insensitive	

to	 its	 impact	 on	 her.	 In	 my	 fieldnote,	 I	 illustrated	 her	 cold	 reaction	 to	 Alex’s	 new	

smartphone,	a	present	from	Robert.	As	a	“good”	wife,	she	never	openly	criticised	Alex,	

but	from	her	reactions,	I	could	speculate	about	her	vexation	at	Alex’s	self-satisfaction	

from	getting	a	new	phone	for	free.		
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Owning	 a	 centre	 despite	 their	 own	 struggle	 with	 income	 affected	 Julietta’s	

burden	 significantly.	 Alex’s	 involvement	 in	 social	 activities	 meant	 an	 irregular	

contribution	to	his	family	income.	During	the	election	period,	he	could	earn	between	

Rp.	3	to	4	million	(NZD	300–400)	per	month.	He	could	get	a	little	bit	more	when	people	

like	Robert	came	from	Jakarta	and	gave	him	some	“pocket	money”	for	accompanying	

them	 travelling	 to	 remote	 villages.	 In	 the	worst	months,	 he	 frequently	 come	 home	

empty	 handed.	 The	 parents	 also	 received	 reminder	 letters	 from	 their	 children’s	

schools	for	not	paying	some	of	the	school’s	contributions.43	One	of	our	conversations	

became	 a	moment	 full	 of	 tears	when	 she	 admitted	 that	 she	 only	 had	 less	 than	Rp.	

87,000	 (NZD	 8.70)	 for	 her	 family	 to	 survive	 on	 for	 a	 week.	 During	 these	 difficult	

moments,	the	family	could	only	rely	on	cash,	approximately	Rp.	1	million	(NZD	100)	

they	made	from	selling	groceries	at	the	kios	and	borrowing	money	from	friends	and	

relatives.	However,	with	money	taken	from	the	kios,	their	capital	shrunk.	There	were	

some	moments	where	Julietta	could	not	go	to	the	market	to	restock,	because	all	of	the	

money	 had	 been	 spent	 to	 cover	 their	 expenses	 and	 to	 partially	 pay	 the	 teachers’	

salaries.	As	for	the	teachers’	salaries,	they	had	to	maximise	the	monthly	school	fee	of	

Rp.	15,000	they	collected	from	the	families	of	their	48	students.	Again,	she	had	to	be	

mindful	of	other	people’s	situations.	In	reality,	many	of	the	parents	could	not	pay	the	

fees.		

Alex’s	 inability	 to	generate	 income	pushed	Julietta	 to	deploy	a	more	realistic	

strategy	to	find	money.	She	started	baking	some	cakes	and	candies	and	selling	them	to	

the	children	and	got	involved	in	some	micro-finance	initiatives	with	her	neighbours.	

However,	 the	money	she	earned	could	not	catch-up	with	 their	 increasing	expenses.	

Antonio,	 their	eldest,	would	soon	go	to	senior	secondary	school.	He	was	doing	very	

well	 with	 his	 education	 that	 their	 hearts	 would	 break	 if	 he	 could	 not	 continue	 to	

university.	 At	 some	 point,	 she	 wanted	 to	 enrol	 herself	 to	 be	 a	 domestic	 worker	

overseas,	which	was	common	among	women	in	rural	villages	in	Belu.	Her	family	had	

to	beg	her	to	cancel	her	plan.	They	were	worried	about	her	being	abused	or	tortured	

as	had	been	reported	by	the	media.		

	
43	 The	 Indonesian	 government	 eliminated	 school	 fees	 by	 introducing	 the	 School	 Operational	 Funds	
(Biaya	Operasional	Sekolah,	or	BOS)	in	the	late	2000s.	However,	in	reality	the	funds	are	barely	enough	
to	 make	 the	 schools	 compete	 with	 others,	 hence	 they	 still	 charge	 parents	 various	 “voluntary”	
contributions	that	trigger	moral	obligation	in	the	parents.	
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Julietta’s	character	was	one	of	the	most	complex	of	all	of	the	participants	in	this	

research.	Her	burden	was	heavily	expressed	by	her	struggles	and	grumbles,	but	so	was	

her	 determination	 to	 protect	 her	 family.	 She	 showed	 me	 the	 slipperiness	 of	 the	

concepts	of	victims	or	heroes	in	this	story.	Aisyah	and	Parker	(2014)	provide	a	good	

way	 to	 navigate	 around	 this	 issue.	 They	 highlight	 the	 gap	 between	 the	majority	 of	

women	who,	for	whatever	reasons,	“stay”	in	their	relationships	and	the	circulation	of	

dominant	feminist	discourse	about	women	as	victims	of	the	patriarchal	family.	A	key	

theme	 that	 emerges	 from	 this	 gap	 is	 the	 removal	of	 “agency”	 –	 the	 “socioculturally	

mediated	capacity	to	act”	(Ahearn,	2001,	p.	112)	–	women	who	leave	are	praised	as	

agentic,	and	those	who	stay	thought	to	be	victims.	However,	different	to	Aisyah	and	

Parker	(2014)	who	use	women’s	“transgressive	behaviour,	resistance	and	criticism	of	

their	husbands”	(p.	166)	as	the	basis	for	agency,	Julietta	showed	her	exercise	of	agency	

by	performing	her	struggles.		

At	a	glance,	her	struggles	might	appear	to	be	the	result	of	being	trapped	in	the	

construct	of	a	good	wife,	but	her	day-to-day	life	was	very	far	from	being	a	victim.	On	

the	contrary,	she	allowed	her	love	for	her	family	to	converge	with	her	creativity,	hard	

work,	determination	and	dedication,	not	as	an	inferior	to	Alex	but	to	build	her	own	

sense	of	self.	Amidst	the	financial	pressures,	she	managed	to	assert	the	centrality	of	

her	 invisible	 role	 in	 the	 family	 and	 at	 the	 centre.	Her	 status	 as	 a	 voluntary	 unpaid	

teacher	 saved	 the	 family	 from	 further	 financial	 impoverishment,	 but	what	 she	was	

doing	was	performing	a	principle	of	economic	efficiency	 through	strengthening	her	

family’s	integrity	and	commitment	to	ECE.	After	spending	time	with	her	for	a	month,	I	

realised	how	dependent	everyone	was	on	her.	She	perceived	that	it	was	her	role	that	

shielded	her	 from	domestic	violence.	As	a	wife,	 she	proudly	 told	me	 that	she	never	

experienced	 domestic	 abuse.	 She	 believed	 Alex’s	 gentle	 character	was	 the	 primary	

reason	 for	 that.	 Yet,	 she	 knew	Alex’s	 dependency	 to	 her	 improved	 her	 negotiation	

position.	Meanwhile,	Alex	confessed	a	different	story.	He	had	hit	his	previous	partner.	

In	 the	beginning,	he	stated	that	 it	was	his	 love	 for	 Julietta	 that	restrained	him	from	

being	 an	 abuser.	 Yet,	 he	 also	 said	 that	 after	 everything	 that	 he	 had	 failed	 to	 get	 –	

income,	permanent	job,	higher	education	degree	–	he	would	not	dare	to	do	such	a	thing	

to	the	only	person	who	had	been	keeping	his	dream	alive.		

Alex’s	participation	in	ECE	and	his	becoming	a	project	bricoleur	had	an	effect	

on	his	relationship	with	Julietta;	however,	the	increased	domestic	responsibilities	on	
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Julietta	 did	 not	 result	 in	 a	 one-way	 domination.	 Instead,	 their	 relationship	 became	

more	complex,	especially	with	the	inadequacy	of	financial	capacity	that	characterised	

Alex’s	 dependency	 to	 his	 wife.	 The	 dependency	 allowed	 Julietta	 to	 assert	 her	

importance	by	performing	the	“face	of	the	reality.”	In	the	context	of	Julietta,	her	agency	

appears	as	a	discursive	practice	subtly	immersed	in	her	prioritisation	of	family,	which	

went	 in	 accordance	 with	 the	 Timorese	 tradition	 of	 associating	 the	 home	 with	

femininity.	 Julietta	 showed	 her	 agency	 by	 dealing	 with	 the	 day-to-day	 expenses,	

generating	small	but	more	reliable	income,	and	meticulously	nurturing	relationships	

with	important	and	meaningful	individuals,	such	as	making	candies	for	Robert,	while	

from	 time-to-time	 being	 sarcastic	 about	 Alex’s	 ambitious	 dreams	 for	 ECE	 and	

development.	Her	increased	role	gave	her	a	sense	of	negotiation	and	protection	from	

the	 threat	 of	 domestic	 abuse,	 which	 was	 a	 common	 phenomenon	 in	 the	

neighbourhood.	However,	the	feminist	obsession	over	women’s	agency	is	challenged	

by	 the	 slipperiness	 of	 her	 case.	 Hidden	 behind	 other	 layers	 like	 family,	 love,	 and	

dignity,	 agency	 was	 more	 her	 determination	 to	 survive	 in	 a	 way	 she	 thought	 she	

should.	Observing	her,	I	realise	that	agency	is	part	of	a	process	of	(always)	becoming;	

it	could	not	point	at	a	clear	victorious	result	or	be	truly	free	from	the	patriarchal	vector.	

Instead,	women’s	 agency	 in	 everyday	 life	was	 always	 fractured,	 unstable,	muddled	

with	socioeconomic,	historical	and	cultural	interpretations.	

From	the	beginning	to	this	point,	I	have	described	how	Alex’s	intention	of	doing	

good	with	ECE	has	significantly	affected	his	life	and	his	relationship	with	his	wife	and	

others.	 On	 this	 point,	 I	 have	 illustrated	 how	 neoliberalism	 shaped	 the	 tension	 in	

community	and	at	home.	In	the	next	section,	 I	describe	how	the	rhetoric	of	poverty	

alleviation,	 used	 intensively	 in	 the	 ECE	 expansion	 campaign,	 shifted	 to	 the	market	

principle	and	how	this	affected	the	intention	of	helping	the	poor.	The	change	was	very	

subtle.	 It	 took	 comparative	 observations	 to	 see	 the	 changes.	 In	 the	 case	 of	 Raihun	

Nakmutis,	it	briefly	emerged	as	a	glimpse,	at	the	end	of	my	last	visit	in	2018.	

The disappearance of Ongko, the appearance of market. 

When	I	first	came	to	Atambua	for	my	exploratory	visit,	I	met	a	3-year-old	boy:	Ongko,	

and	Katarina,	his	mother.	I	knew	them	because	they	were	always	the	first	to	arrive	at	

the	centre,	much	earlier	than	the	teachers	and	other	students.	Julietta	said	Ongko	and	

Katarina	lived	in	a	settlement	area	in	Aifunan,	a	sub-district	across	the	river.	They	were	
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called	orang	seberang,	people	from	across	the	river	who	were	known	mostly	as	former	

refugees.	

In	Atambua,	 there	 is	a	widespread	stereotype	about	the	social	and	economic	

gaps	between	the	former	refugees	and	the	locals	due	to	half-hearted	policies	and	a	lack	

of	social	acceptance.	To	some	extent,	this	opinion	is	hard	to	judge	because	many	of	the	

former	 refugees	are	not	pure	 foreigners;	many	of	 them	chose	 to	 stay	because	 their	

extended	 families	 and	past	history	were	 related	 to	 this	 city	 (Damaledo,	2018).	The	

same	reason	also	applies	to	the	question	of	who	the	“locals”	are	in	Atambua.	Much	of	

the	social	 life	of	 this	city	has	been	shaped	by	generations	of	voyagers,	refugees	and	

exiles	 (Damaledo,	 2018).	 on	my	 first	 visit,	 I	 was	 happy	with	 and	 also	 confused	 by	

Raihun	Nakmutis	because	it	blurred	the	opinions	about	the	social	dichotomy	between	

former	 refugees	 and	 local	 residents.	 The	 children	 from	 the	 two	 social	 groups	were	

together	in	the	same	centre.	Katarina	always	took	Ongko	to	the	centre	and	stayed	until	

it	finished.	One	day,	I	asked	her	if	she	had	anyone	at	home	while	she	was	at	the	centre	

with	Ongko.	She	answered	shyly:	“we	don’t	have	to	bother	about	leaving	our	house,	

since	nothing	is	in	there.”	From	this,	I	realised	they	came	from	a	poor	former-refugee	

family.	In	my	last	visit,	I	was	quite	excited	to	see	Ongko	again;	it	was	fascinating	to	see	

him	learning	and	changing	from	a	timid	boy	who	hid	behind	his	mother	to	a	confident	

student.	I	was	disappointed	later	to	hear	that	he	was	no	longer	at	the	centre.	Julietta	

said	Ongko	had	quit	Raihun	Nakmutis.	She	was	not	sure	what	had	happened	with	him.		

The	disappearance	of	Ongko	made	me	conscious	about	 the	changing	student	

demographics	at	the	centre.	Over	the	years,	the	centre	had	changed.	The	first	time	I	

came,	 the	 children	 did	 not	 have	 uniforms,	 now	 they	 had	 three	 types	 of	 uniforms:	

regular	 uniform	 for	 Monday	 to	 Tuesday	 and	 Thursday,	 their	 sport	 costume	 on	

Wednesday,	 and	 the	 one	with	 tenun	 ikat	 prints	 only	 to	 be	worn	 on	 Friday.	 Julietta	

mentioned	 it	was	 the	parents’	wish	 to	have	 their	children	 in	uniforms,	so	 they	(the	

children)	knew	and	were	proud	that	they	were	going	to	“school.”	But	there	were	also	

more	children	who	looked	cleaner,	neater,	and	chubbier	than	before.	Children	whose	

clothes	were	nicely	ironed,	who	came	with	shoes	and	bags.	Some	of	them	even	wore	

toy	watches	on	their	wrists.	Among	the	girls,	the	change	was	more	obvious:	their	fine	

combed	pigtails	and	the	smell	of	talcum	powder.	There	were	more	parents	who	came	

with	motorbikes,	meaning	more	children	were	from	families	in	formal	employment.	
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Before,	 most	 of	 the	 students	 were	 neighbourhood	 children	 who	 ran	 to	 the	 centre	

barefoot.		

I	 asked	 Julietta	 about	 this	 shift;	 she	 confirmed	 it,	 saying	 that	 over	 the	 years	

Raihun	Nakmutis	had	gained	a	reputation	for	quality	learning.	Now	parents	realised	

that	 a	 non-formal	 ECE	 could	 offer	 a	 service	 equal	 to	 a	 kindergarten	 but	 with	

significantly	cheaper	fees.	These	days,	children	came	from	all	over	the	place.	When	I	

mentioned	Ongko’s	name	and	other	children’s	names,	Julietta	insisted	that	there	were	

still	some	children	who	came	from	poor	backgrounds,	but	with	the	growing	number	of	

those	with	better	family	incomes,	they	were	no	longer	as	dominant	as	before.	For	Alex	

and	Julietta,	their	growing	reputation	is	the	fruit	of	their	hard	work.	It	was	done	subtly	

and	slowly,	 involving	parents,	owners	and	the	teachers.	From	Alex’s	negotiations	to	

include	his	teachers	in	any	training	opportunities,	the	parents’	insistence	on	uniforms	

–	so	their	children	would	look	like	kindergarten	children	–	to	the	growing	recognition	

of	Alex	and	his	teachers	as	respectable	ECE	educators	not	only	for	their	own	centre,	

but	also	for	the	district.	The	centre	had	not	increased	the	fees	yet,	because	they	did	not	

want	 to	deter	people	who	 could	not	 afford	more.	However,	 she	 admitted	 that	with	

children	 from	 better	 income	 families,	 collecting	 the	 fee	 was	 easier	 and	 more	

predictable,	which,	in	turn,	relieved	the	financial	pressure	on	their	household	cash.		

The	phenomenon	observed	in	Raihun	Nakmutis	represents	the	owners’	loss-of-

innocence	–	the	growing	consciousness	about	the	importance	of	the	market	to	sustain	

their	own	centre,	 a	 shift	 from	 the	moral	 commitment	 that	drove	 them	 to	ECE.	This	

symptom	marked	 a	 significant	 awareness	 about	 the	 commodification	 of	 education	

brought	in	by	the	alignment	of	human	capital	theory	and	the	neoliberalism	principles	

(Smith	et	al.,	2016).	 “Edu-capitalism,”	Smith,	Tesar,	and	Myers	(2016)	argue,	 “shifts	

early	 years	 education	 and	 care…from	 a	 socialist	 endeavour	 and	 collectivism	 to	

individualistic	capitalism	under	corporate	business	models,	 for	profit,	and	to	seeing	

childhood	and	education	as	a	new,	profitable	investment.”	Using	this	definition,	 it	 is	

difficult	 to	 justify	 the	term	profit	 in	 the	minds	of	Alex	and	Julietta.	Their	day-to-day	

representation	of	themselves	was	also	very	far	from	the	modern	image	of	“corporate	

business	 models”	 as	 suggested	 by	 the	 definition.	 I	 cannot	 imagine	 the	 couple	

deliberately	thinking	of	charging	people	a	high	fee	or	discriminating	against	their	own	

neighbours.	But	the	“edu-capitalism”	is	there.	It	did	not	happen	through	the	ubiquitous	

presence	of	profit-oriented	private	business	to	start	with,	but	through	the	neoliberalist	
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market-oriented	configuration	at	the	level	of	individuals	(Carroll,	2009).	It	happened	

through	 “cornering”	 the	 poor	 providers	 with	 the	 impossibility	 of	 their	 non-profit	

orientation	 and	 the	 desire	 for	 improvement.	 The	 principle	 permeated	 slowly	 and	

unconsciously	through	day-to-day	discourse	of	being	a	recognisable	and	reputable	ECE	

centre.		

What	about	children	like	Ongko?	Unfortunately,	my	research	timeframe	did	not	

allow	me	 to	 trace	 his	 whereabouts	 or	 what	 happened	 to	 his	 family.	 However,	 his	

“disappearance”	reminds	me	about	the	segregation	as	an	effect	of	market	principles.	

In	2017,	the	government	started	to	intensify	ECE	expansion	in	areas	that	fall	under	the	

category	of	Terdepan,	Terluar,	dan	Tertinggal	(3T),	which	basically	refers	to	border,	

isolated	and	under-developed	areas.	The	policy	provided	 fresh	money	 for	buildings	

and	 classrooms	 –	 just	 how	Alex	 and	 Julietta	 started	 their	 journey.	 I	 imagine	 in	 the	

beginning	all	kinds	of	children	flocked	in	the	classrooms	like	an	uncontrollable	riot,	

until	 slowly	 the	 pressure	 for	 survival	 turned	 the	 orientation	 into	 a	 market-based	

mechanism,	and	slowly	some	groups	disappeared,	while	others	were	retained.	Citing	

Smith	et	al.	(2016),	“Neoliberalism	pretends	to	provide	‘equal’	and	‘fair’	opportunities	

for	‘all’	to	achieve	‘success’	while	it	has	reinscribed,	intensified	and	continued	to	create	

injustices	and	inequity”	(p.	130).	

Chapter Summary 

In	this	chapter,	using	my	interviews	and	observations	of	the	centre	and	the	household	

of	Alex	and	Julietta,	I	have	illustrated	how	the	campaign	on	ECE	expansion	manifested	

in	the	establishment	of	a	non-formal	ECE	centre	in	a	poor	neighbourhood	of	Atambua.	

The	 centre	was	 brought	 into	 life	 through	 the	 complex	 deployments	 of	 “the	will	 to	

improve”	 (Li,	 2007),	 defined	 as	 the	 government	of	 desires,	 habits,	 and	practices	 so	

isolated	 people	 could	 act	 as	 they	 thought	 appropriate.	 Beneath	 the	 spirit	 of	

improvement	 is	 a	 series	 of	 creations,	 enactments,	 dominations,	 and	 struggles	 that	

continuously	 change.	 In	 Raihun	 Nakmutis,	 these	 multi-faceted	 dimensions	 are	

reflected	in	the	alignments	of	multiple	discourses	from	religion,	development,	good-

deeds,	 collectivism,	 tradition,	 and	globalism,	manifested	 in	 the	 enabling	of	multiple	

subject	positionings	and	relationality	of	being	good	neighbours,	citizens,	parents,	and	

husband	and	wife.		



	

	142	

Alex	 and	 Julietta’s	 journey	 also	 resonates	 with	 the	 overall	 shift	 of	 ECE	 in	

Indonesia.	 In	 the	 beginning,	 the	 government’s	 expansion	 campaign	 utilised	 the	

morality	of	community	participation,	to	not	only	emphasise	the	bottom-up	approach	

as	 the	 morality	 of	 development,	 but	 also	 the	 horizontal	 relationship,	 where	 a	

community	member	always	has	an	option	to	improve	his	or	her	community.	By	doing	

so,	 they	 also	 contribute	 to	 the	 improvement	 of	 the	 nation.	 Donor	 interventions,	 in	

Raihun	Nakmutis’	case,	not	only	provided	knowledge	and	models,	but	also	increased	

the	 transnational	 images	of	 the	 centre	as	part	of	 the	global	assemblage	 (Newberry,	

2012a).	 As	 soon	 as	 the	 centre	was	 established	 and	 development	 projects	 began	 to	

disappear,	 individualisation	was	governed	mainly	 through	 the	mode	of	competition	

and	 standardisation.	 The	 chicken	 dance	 captures	 the	 crude	 display	 of	 the	 ECE	

performance,	 while	 the	 changed	 relationship	 between	 Alex	 and	 Julietta	 represents	

what	happened	behind	 the	 formalities	of	ECE	management.	Women	are	 indeed	 the	

most	 impacted	by	this	policy.	The	struggles	over	sustaining	of	ECE	were	responded	

with	the	shift	to	a	market	orientation	that	returns	the	question	of	morality	to	poverty	

alleviation.		

This	chapter	has	indicated	the	need	to	follow	up	on	the	questions	around	the	

tension	 between	 morality	 and	 market	 pressures.	 On	 a	 larger	 scale,	 ECE	 in	 this	

particular	case	also	models	the	push-and-pull	between	what	could	be	Indonesia’s	trace	

of	 collectivism	 and	 the	 global	 pressures	 towards	 individuation.	 What	 about	 the	

teachers?	Do	they	experience	the	same	tensions?	In	Chapter	6,	the	focus	shifts	to	how	

the	neoliberal	global–national	force	of	ECE	produces	teachers,	while	in	Chapter	7,	I	will	

move	to	describing	the	tension
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Chapter 6: The Birth of Teacher 

By	the	late	eighteenth	century,	the	soldier	has	become	something	that	

can	be	made;	out	of	a	formless	clay,	an	inept	body,	the	machine	required	

can	 be	 constructed;	 posture	 is	 gradually	 corrected;	 a	 calculated	

constraint	 runs	 slowly	 through	 each	 part	 of	 the	 body,	 mastering	 it,	

making	 it	 pliable,	 ready	 at	 all	 times,	 turning	 silently	 into	 the	

automatism	of	habit;	in	short,	one	has	“got	rid	of	the	peasant”	and	given	

him	“the	air	of	a	soldier.”	(Foucault,	1979,	p.	135)	

Recruitment	into	teacher	education	institutions	is	the	first	step	in	the	

career	of	a	new	teacher,	and	countries	are	using	an	ever-wider	range	of	

strategies	to	recruit	higher-level	candidates	for	the	teaching	profession.	

Higher	pay,	of	course	(competitive	with	other	“professions”)	helps,	but	

many	other	strategies	are	also	being	applied.	(Chang	et	al.,	2014,	p.	47)	

	

Introduction 

In	the	previous	chapter,	I	analysed	how	a	non-formal	ECE	was	established	in	a	poor	

community	in	Atambua,	based	on	Alex	and	Julietta’s	stories	of	their	Raihun	Nakmutis	

ECE	Centre.	I	showed	how	the	neoliberalist	development	allowed	them	to	align	their	

personal	experience	with	their	own	desire	to	serve	their	community	so	that	they	could	

thrive	 in	 the	 future.	 In	 their	 hands,	 the	 ECE	 centre	 became	 more	 than	 a	 simple	

programmatic	matter	since	the	centre	also	provided	them	with	personal	and	spiritual	

“redemptionist”	values.	The	same	chapter	also	illustrated	their	struggle	to	establish,	to	

make	it	recognised,	and	to	sustain	the	Raihun	Nakmutis	as	a	non-formal	ECE	centre	

that	 forced	them	to	adopt	a	market-based	approach,	which	in	turn	raised	questions	

about	the	initial	objective	of	providing	services	for	the	poor.		

In	this	chapter,	I	shift	my	focus	from	the	centre’s	overall	establishment	to	the	

intermediary	 process	 that	 enables	 learning:	 the	 making	 of	 teachers.	 From	 my	

ethnographic	data,	I	found	that	before	looking	at	the	learning	as	a	process,	there	was	a	

significant	intermediary	step:	how	were	teachers	made?	My	purpose	is	to	explore	the	
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transformation	when	female	voluntary	cadres	who	used	to	work	in	health	and	family	

planning	programmes	take	up	teaching	positions	in	ECE.	To	some	degree,	the	stories	

may	 resonate	with	 research	 done	 by	Newberry	 (2010,	 2012a,	 2012b,	 2014,	 2017)	

about	the	women’s	volunteer	organisation,	the	Pemberdayaan	Kesejahteraan	Keluarga	

(PKK),	and	ECE	 in	 the	context	of	Yogyakarta	and	Central	 Java.	However,	not	only	 is	

Raihun	Nakmutis	 located	 in	 a	 different	 part	 of	 Indonesia,	 but	 I	wish	 to	 extend	 the	

question	further,	beyond	the	PKK,	as	the	subjectivity	is	shifted.		

As	ECE	 centres	 grow	at	 an	 impressive	pace,	 discussions	 about	how	 the	new	

centres	 operate,	 or	 who	 should	 facilitate	 the	 learning	 and	what	 competencies	 and	

qualifications	 the	new	educators	being	brought	 in	needed	 to	deliver	 the	 “services,”	

were	very	limited	and	and	were	eclipsed	by	the	main	target	of	making	as	many	centres	

as	possible	to	increase	enrolment	rates.	In	the	beginning	of	the	implementation,	the	

term	teacher	recruitment	was	also	very	seldom	used;	instead,	the	main	idea	was	more	

concentrated	around	efforts	to	“extend”	health	and	parenting	programmes,	to	cover	

early	learning	by	training	the	voluntary	cadres	who	were	already	at	the	frontline	of	

service	provisions.	Behind	this	plan	lay	an	assumption	that	teachers	for	ECE	could	be	

rapidly	and	massively	produced	simply	by	establishing	the	centres	and	exposing	the	

teachers	to	training.	Almost	like	Foucault’s	“soldier”	that	I	used	as	an	epigraph	for	this	

chapter,	 teachers	 can	 always	 be	 made	 out	 women	 who	 were	 mostly	 considered	

untapped	 labour	 (Connell,	 2010),	 whose	 “docile	 bodies”	 are	 manipulatable	 and	

productive	(Foucault,	1979;	Philpott,	2000;	Smith	et	al.,	2016).	

Foucault	argues	that	at	the	heart	of	discipline	is	the	need	“to	train.”	“Training,”	

writes	DuBois	(1991):	

[is]	in	a	broad	sense,	not	limited	to	just	instruction	or	schooling	but	to	directing	

the	growth	of	 something,	 and	not	 applied	 in	 just	occupational	or	productive	

spheres	but	to	a	diverse	array	of	activities.	The	unquestioned	prestige	of	the	

idea	of	development	opens	doors	to	a	combination	of	activities	and	discourses	

that	have	the	effect	of	reshaping	everyday	life	in	ways	unintended,	unforeseen,	

and	even	(especially)	unseen.	(p.	19)	

Training	 in	 this	 chapter	 is	mainly	defined	as	a	depoliticised	mechanism	 that	

renders	teaching	as	an	intelligible	field	and	a	technical	possibility	from	the	material	of	

the	cadres.	As	a	technique,	training	was	also	naïve	to	the	effects	of	power	on	discourse,	
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which	 includes	 complex	 historical	 knowledge,	 the	 social,	 moral	 consequences	 of	

women	participating	in	development	and	the	social	perception	of	teachers.	

I	 argue	 that	 training	 female	 PKK	 voluntary	 cadres	 in	 ECE	was	 not	merely	 a	

technical	process.	Instead,	in	interacting	with	particular	knowledge	and	socio-cultural	

dimensions,	 training	 facilitated	 a	 process	 of	 becoming.	 The	 training	 enabled	 a	

subjectification	process	to	begin,	upon	which	a	particular	identity	was	sown	and	grown	

which	 allowed	 the	women	 to	 reinvent	 themselves	 as	 teachers	 beyond	 pedagogical	

meaning	 (Parker,	 2003).	 The	 women	 were	 engaged	 in	 and	 also	 actively	 shaped	

themselves	 in	 a	 continuous	 process	 of	 self-formation,	 self-fashioning	 and	 self-

imagination.	 However,	 like	 the	 story	 of	 Foucault’s	 soldier,	 where	 the	 body	 was	

disciplined	 through	 regular	 repetitions,	 mechanisms,	 calculable	 constraints,	 and	

automatism,	the	interventions	directed	at	the	new	teachers	were	highly	fragmented	

and	never	complete.		

Utilising	 teachers’	 stories,	 I	 also	 illustrate	 how	 their	 exposure	 to	 training	

affected	 how	 they	 perceived	 their	 roles	 and	 struggled	 with	 the	 new	 identity	

professionally	and	socially.	One	of	the	most	notable	differences	compared	to	cases	in	

Western	countries,	was	their	response	to	standardisation.	In	many	Western	countries,	

the	increasing	standardisation	of	teachers	and	their	teaching	has	been	critiqued	as	a	

means	 to	 reduce	 their	 autonomy,	 described	 as	 the	 “regulatory	 gaze”	 (Novinger	 &	

O’Brien,	 2003;	 Osgood,	 2006).	 In	 Atambua,	 the	 standardisation	 produced	 mixed	

sentiments;	in	one	way,	the	professionalisation	ignored	their	complex	situations,	but	

in	 another,	 it	 indicated	 a	 growing	 recognition	 of	 their	 presence	 and	 fed	 them	 an	

optimistic	 view	 of	 teaching	 as	 a	 possible	 career	 path,	 different	 to	 their	 stories	 as	

voluntary	cadres.		

This	chapter	is	divided	into	seven	sections.	The	first	two	describe	development	

organisations’	view	of	the	strategic	value	of	deploying	female	volunteers	to	be	teachers	

for	ECE.	The	third	to	the	sixth	use	my	observation	and	interview	data	to	understand	

the	 recruitment	 process,	 the	 formal	 training	 and	 the	 socio-cultural	 implications	 of	

becoming	a	teacher.	The	last	section	reviews	the	growing	consciousness	among	ECE	

educators	in	general	about	the	need	for	recognition	and	better	payment.		
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Development Organisations’ View of Female Volunteer Cadres 

As	 mentioned	 in	 Chapter	 3,	 utilising	 voluntary	 cadres	 as	 educators	 was	 part	 of	

development	projects’	continuity.	The	use	of	female	voluntary	cadres	was	reflected	in	

the	World	Bank’s	 (1998c,	2007)	Early	Child	Development	 (ECD)	Project,	one	of	 the	

earliest	 ECE	 projects	 in	 Indonesia,	 which	 ran	 from	 1998	 to	 2005.	 In	 the	 project	

documents,	 the	 term	 teacher	was	 strictly	used	 for	kindergarten	 teachers	 (guru	TK)	

only;	while	cadres	was	used	to	refer	to	trained	volunteers	from	the	two	existing	early	

childhood	 programmes	 targeted	 for	 expansion:	 the	 BKB	 (Bina	 Keluarga	 Balita,	 or	

family	 planning	 parenting	 class)	 and	 Posyandu	 (Pos-Pelayanan	 Terpadu,	 or	 the	

“integrated	health	 services	post”).	 The	use	of	 voluntary	 cadres	was	 justified	by	 the	

financial	efficiency	of	removing	the	recruitment	process,	as	stated	in	the	World	Bank’s	

(1998b)	 project	 appraisal	 document:	 “Thus,	 by	 reducing	 the	 number	 of	 required	

cadres	 and	 recruiting	 those	 who	 are	 already	 participating	 in	 ECD	 through	 the	

Posyandu	 programme,	 the	 local	 cost	 of	 cadre	 recruitment	 reduces	 substantially”	

(World	Bank,	 1998c,	 p.	 35).	Without	 detailing	 the	differences	 in	 terms	of	 duration,	

work	load,	and	demands	for	skills,	between	BKB	or	Posyandu	and	early	learning,	this	

approach	assumed	that	PKK	voluntary	cadres	were	automatically	suitable	to	teach.		

The	use	of	PKK	voluntary	cadres	for	ECE	was	also	promoted	by	UNICEF	with	its	

Taman	 Posyandu	 holistic	 and	 integrative	 platform	 of	 utilising	 Posyandu	 in	 the	

community	 (Irwanto	&	Wahyurini,	 2008).	 Known	 as	 a	 long	 supporter	 of	 the	 PKK’s	

female	 volunteers	 in	 Posyandu	 activities	 (Suryakusuma,	 1987),	 UNICEF	 (2012)	

believed	that	 training	the	Posyandu	and	BKB’s	cadres	was	crucial	 for	 integration	of	

different	services,	as	reflected	in	its	policy	brief:	

Communities	already	have	services	based	on	Posyandu	for	health	and	nutrition	

interventions	targeted	towards	young	children,	and	BKB/Pos-PAUD	[the	non-

formal	ECE	centre]	for	early	childhood	education	and	parental	education.	(p.	6)		

In	 the	 EFA	 Dakar	 Framework	 for	 Action,	 the	 concept	 of	 “comprehensive”	

service	 was	 to	 ensure	 that	 the	 child	 was	 covered	 with	 his/her	 education,	 health,	

nutrition	and	growth	needs	met.	The	provision	of	these	services	could	be	done	through	

the	 inter-institutional	 mechanisms	 (Education	 Forum,	 2000)	 with	 different	

professionals	as	points	of	contact.	However,	in	UNICEF’s	statement	above,	Posyandu	
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and	 BKB	 are	 offered	 to	 produce	 comprehensive	 results	 not	 only	 at	 spatial,	

programmatic,	and	institutional	levels,	but	also	in	volunteers’	knowledge.		

Using	 the	 PKK	 cadres	 as	 teachers	 permeates	 women’s	 social	 and	 moral	

subjectivities.	 This	 sentiment	 about	 women	 as	 children’s	 main	 educators	 is	 still	

exploited	 as	 shown	 by	 Joko	 Widodo’s	 statement	 in	 the	 second	 epigraph	 for	 this	

chapter.	 Among	 feminists,	 PKK	 has	 been	 critiqued	 mainly	 for	 perpetuating	 the	

“housewife-isation,”	maternalisation	of	women,	and	also	as	the	source	of	cheap	labour	

for	 development	 (Newberry,	 2006;	 Suryakusuma,	 1987).	 However,	 in	 producing	

teachers	for	ECE,	this	process	is	extended	to	the	role	of	educators	that	exposed	them	

to	 the	 education	 sector’s	 complexity	 and	 consequences.	 From	 their	 training,	 the	

women	 had	 to	 cross	 the	 boundary	 from	 their	 “paraprofessional”	 status	 (Siagian,	

Arifiani,	Amanda,	&	Kusumaningrum,	2019),	in	which	they	performed	a	once-a-month	

“non-expert–expertise”	 role	 (Newberry,	 2017),	 whether	 it	 was	 in	 Posyandu	 or	

parenting	classes,	to	the	teaching	realm.		

There	are	similarities	and	differences	that	made	the	journey	a	cross-border	one.	

The	 similarities	 between	 the	 two	 roles	 enabled	 the	 border	 crossing	 journey.	 Both	

voluntary	cadres	and	teachers	are	known	socially	as	people	with	altruistic	motivations,	

symbols	of	selfless	citizens	and	mothers	dedicated	to	the	welfare	of	their	communities.	

The	altruism	shapes	their	images	as	non-profit-oriented	people.	For	decades,	teaching	

was	known	as	a	lowly-paid	job	until	professionalisation	took	place	in	the	mid-2000s.	

The	maternalism	of	the	voluntary	cadres	also	resonates	with	the	feminised	labour	of	

ECE.	However,	their	similarities	do	not	mean	that	they	were	governed	entirely	by	the	

same	 discourse.	 As	 neoliberal	 professionalisation	 and	 standardisation	 grow	 in	

education	 (Adriany,	 2018b;	 Formen,	 2018;	Newberry,	 2010;	Yulindrasari	&	Ujianti,	

2018),	the	teaching	force	become	more	regulated	and	restricted.		

Female Volunteers Organisation Activities in Basar Oan 

In	Basar	Oan,	the	PKK	organisation	and	its	activities	were	not	as	active	as	in	Java.	One	

of	the	main	reasons	was	many	women	found	its	voluntary	nature	burdensome.	Most	

of	the	parents	from	the	centre	expressed	that	they	understood	the	worthiness	of	PKK	

activities;	 however,	 in	 reality,	 for	 them,	 joining	 PKK	 only	 came	 second	 to	 other	

priorities	such	as	income	generation,	juggling	different	jobs,	and	taking	care	of	their	

own	households.	Some	of	them	even	admitted	that	they	would	only	join	the	activity	if	
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they	could	get	rangsangan	(stimulation)	in	the	form	of	uang	duduk	or	a	participation	

fee,	one	of	the	most	common	features	of	the	project	approach	with	the	PKK.	In	terms	

of	structural	positions,	only	the	elites	of	the	kelurahan	(village-level	administration	for	

urban	setting)	or	kecamatan	(sub-district	administration)	participated	in	the	structure	

of	the	PKK,	while	women	in	general	tended	to	see	themselves	only	as	participants.		

Unlike	in	Java	where	the	PKK	meetings	were	organised	in	combination	between	

intimacy	of	kampung	(neighbourhood)	and	the	state’s	formality	(Newberry,	2006;	N.	

Sullivan,	1983),	PKK	meetings	in	Basar	Oan	were	organised	with	rows	of	classroom	

seating	and	sermon-like	speeches	reflecting	formal	and	hierarchical	participation	with	

very	 little	 input	 from	 the	 non-committee	 members.	 PKK’s	 key	 Dasa	 Wisma	 (10-

neighbouring	households)	programme	was	also	not	practised.	The	Dasa	Wisma,	 for	

monitoring	 and	 improving	 the	 “properness”	 of	 family	 living,	 was	 viewed	 as	 too	

sensitive	 and	 intrusive	 for	 many	 households’	 family	 conditions.	 As	 Julietta	 wisely	

expressed:	 “We	 know	 that	 everyone	 here	 is	 having	 struggles.	We’re	 struggling	 too.	

Who	are	we	to	judge	other	people’s	families?”		

Nevertheless,	despite	its	low	organisational	activity,	PKK	in	NTT	was	known	to	

be	 a	 powerful	 actor	 behind	 the	 implementation	 of	 Posyandu.	 Held	 once	 a	 month,	

Posyandu	provides	basic	health	check-ups,	 immunisations	and	health	education	 for	

children	under	5	and	pregnant	mothers.	The	high	incidence	of	maternal	mortality,	the	

soaring	prevalence	of	stunting	and	malnutrition	in	NTT	have	increased	the	significance	

of	the	Posyandu	and	its	voluntary	cadres.	In	2017,	with	more	than	5,500	active	units,	

NTT	 had	 the	 highest	 number	 of	 operational	 Posyandu	 compared	 to	 other	 Eastern	

Indonesian	 provinces	 (MoH,	 2018).	 In	 2006,	 a	 study	 done	 by	 SMERU	 (2006)	

recommended	the	inclusion	of	Posyandu’s	cadres	as	an	effective	method	to	increase	

community	awareness	of	modernising	development	in	the	province.		

“From the Formless Clay”: Recruiting the “Half-Baked” Cadres 

Foucault	(1979)	states	that	the	best	candidate	for	a	soldier	is	“someone”	–	I	assume	a	

man	–	“who	could	be	recognised	from	afar”	(p.	135).	Therefore,	the	object	of	discipline,	

at	best,	needs	to	possess	some	elements,	characteristics,	or	posture	that	could	make	

the	transformation	easier.	This	principle	is	particularly	applicable	to	the	context	of	ECE	

expansion	under	the	pressure	of	time.		
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In	Raihun	Nakmutis,	 the	teachers	were	recruited	because	of	 their	affiliations	

with	 the	PKK,	a	women’s	volunteer	organisation.	The	 introduction	of	ECE	based	on	

neuroscientific	 claims	 influenced	 Alex	 and	 Julietta’s	 criteria	 of	 recruiting	 female	

teachers	for	their	centre.	In	2007,	Alex	was	invited	to	Taman	Posyandu	pilot	project	

training.	 From	 the	 training,	 he	 was	 shown	 the	 scientific	 grounds	 of	 a	 child’s	

development:	the	picture	of	a	healthy	brain	compared	to	a	hollow	one,	the	density	of	

their	 synapses.	 The	 message	 was	 that	 teaching	 preschoolers	 should	 involve	 joyful	

activities.	Their	 learning	 should	not	be	done	 sembarangan,	 by	 carelessly	 relying	on	

some	 random	materials	 and	unstructured	practices.	 Insensitive	 teaching	 could	 risk	

children’s	 opportunity	 for	 optimal	 development.	 In	 handling	 this	 critical	 period,	

women,	 socioculturally,	 fit	 the	 job	 description.	 Teachers	 are	 required	 to	 show	 the	

feminine	 quality	 of	 asih	 (loving),	 asah	 (nurturing),	 and	 asuh	 (caring).	 This	 reflects	

Yulindrasari’s	 (2017)	 finding	 on	 the	widespread	 perception	 of	women’s	 caregiving	

instincts	 and	men	 as	 the	 parents	 who	 “don’t	 understand	 the	 children”	 (p.	 78).	 By	

recruiting	the	cadres,	Alex	and	Julietta	reembedded	women’s	social	responsibility	for	

the	task	of	child	rearing	by	shifting	them	from	Posyandu,	as	a	community	health	post,	

to	their	centre.		

The	 volunteer	 health	 cadres	 were	 preferred	 not	 only	 because	 of	 their	

abundance	in	the	community,	but	also	because	of	the	association	between	the	scientific	

approach	of	ECE	and	female	caring.	Once	Alex	and	Julietta	were	firm	about	their	plan	

to	 open	 a	 new	 ECE	 centre,	 they	 set	 on	 a	mission	 to	 hunt	 for	 teachers.	 The	 couple	

worked	on	some	simple	criteria.	On	top	of	their	list	was	to	have	someone	who	already	

had	some	familiarity	with	the	concept	of	Deteksi	Dini	Tumbuh	Kembang	Anak	(DDTK-

A),	which	 is	basically	an	 instrument	used	 in	Posyandu	 to	measure	and	monitor	 the	

growth	 and	 development	 of	 under-5-year-olds.	 Their	 assumption	 was	 reductionist	

with	 biases	 at	 many	 levels	 –	 equating	 a	 familiarity	 with	 the	 instrument	 with	 the	

knowledge	of	a	child’s	growth	and	development;	equating	health-based	claims	with	

education,	and	so	on;	however,	their	deduction	reflected	the	ECE	discourses	available	

to	 them	 and	 how	 ECE	 traversed	 the	 circuits	 of	 community	 and	 childhood	 health	

programmes,	instead	of	the	conventional	route	of	preservice	training.	Inevitably,	their	

criteria	 led	 to	 their	 decision	 to	 approach	 PKK	 volunteers.	 Known	 to	 help	with	 the	

organisation	of	Posyandu,	the	cadres	were,	in	Alex’s	words,	setengah	jadi	(half-baked).		
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Alex’s	 setengah	 jadi	 represents	 his	 attitude	 to	 women’s	 knowledge	 and	 the	

demand	 for	 feminine	 selfless	 caring	 in	 ECE.	 All	 teachers	 of	 the	 centre	 had	 PKK	

experience,	although	their	participation	in	the	organisation	was	not	equally	frequent	

or	deep.	Julietta	and	Rita	were	listed	as	BKB	volunteers	although	they	did	not	consider	

themselves	 “active”;	 meanwhile,	 Désideria	 and	 Meliana	 had	 been	 known	 by	 their	

neighbours	 as	 long-serving	 cadres	 for	 Posyandu.	 All	 of	 them,	 except	 Julietta,	 were	

personally	approached	and	convinced	by	Alex	to	teach	in	Raihun	Nakmutis	centre.	As	

Posyandu	 cadres,	 they	 were	 known	 Ibu	 rumah	 tangga	 biasa	 (just	 an	 ordinary	

housewife),	whose	social	consciousness	had	solidified	their	commitment	to	enhance	

their	community’s	welfare	regardless	of	the	lack	of	financial	 incentive.	For	Alex,	the	

cadres’	 voluntary	 work	 symbolised	 women’s	 strong-willed	 commitment	 (kemauan	

keras)	 to	 their	communities,	which	was	already	a	good	start	 for	 the	centre.	He	also	

believed	the	knowledge	and	practices	of	pedagogy	could	always	be	added	later.		

The	shift	from	PKK	voluntary	cadres	to	teaching	enabled	the	owners	to	sustain	

the	voluntary	practices	in	their	centre.	However,	this	decision	was	not	based	on	the	

principle	 of	 accumulation	 of	 wealth,	 but	 because	 of	 their	 own	 difficult	 financial	

conditions.	 From	 the	 beginning,	 they	 knew	 that	 to	 have	 teachers	 with	 a	 higher	

education	background	was	not	feasible	and	would	also	burden	their	already	limited	

income	(see	Chapter	5),	so	they	chose	to	set	high	school	education	as	their	minimum	

education	 criteria.	 The	 border	 town	 reflected	 the	 experience	 of	 the	 whole	 NTT	

Province	where	the	majority	of	people	graduated	from	high	schools,	yet	had	never	had	

a	chance	to	work	in	a	formal	sector	that	matched	their	skills	(G.	W.	Jones	et	al.,	1998).		

The	owners	were	conscious	about	their	role	in	depriving	teachers	of	a	better	

income.	To	acknowledge	the	teachers’	work,	they	paid	the	teachers	Rp.	200,000	(NZD	

20)	per	month,	significantly	higher	than	other	centres	around	them.	For	teachers	who	

worked	 in	 centres	 that	 could	only	 rely	on	government	BOP44	 (Bantuan	Operasional	

PAUD)	funds,	the	amount	was	much	smaller,	only	Rp.	60,000	or	NZD	5.80	per	month,	

	
44	Within	Indonesia’s	national	fiscal	system,	the	BOP	is	officially	registered	as	“The	Special	Allotment	
Funds	 for	 Operational	 and	 Non-Physical	 Expenses	 Support	 of	 ECE	 Centres”	 (Dana	 Alokasi	 Khusus	
Nonfisik	BOP	PAUD).	The	BOP	is	allocated	universally	for	all	types	of	ECE	centres	based	on	the	official	
number	of	enrolled	students.	The	funds	are	provided	to	support	ECE	centres’	day-to-day	operational	
expenses	 generated	 from	 consumable	 learning	 materials,	 teachers’	 transportation	 costs,	 teachers’	
meetings,	maintenance	fees,	including	monthly	expenses	for	power	and	water.		
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paid	 quarterly.45	 This	 amount	 of	money	was	 taken	 from	 the	 component	 “educator	

transport	allowance”	allocated	under	the	line	of	“supporting	activities.”	To	make	sure	

that	the	funds	were	primarily	used	for	activities	that	“directly”	supported	learning	and	

not	 to	 pay	 teachers’	 wages,	 the	 government	 guideline	 was	 equipped	 with	 a	 fixed	

percentage	restriction	of	a	maximum	of	20	%	of	the	total	funds46	(MoEC,	2015b,	p.	10).	

During	the	period	of	the	data	collection	(2014	to	2016),	the	average	regional	minimum	

wage	for	NTT	Province	was	Rp.	1,425,000	or	NZD	152	per	month,	with	an	average	cost	

of	 living	(Kebutuhan	Hidup	Layak	or	KHL)	of	Rp.	1,672,395	or	around	NZD	178	per	

person	per	month.	This	means	ECE	educators	were	paid	much	 less	 than	blue-collar	

workers	who	worked	 in	construction	or	as	domestic	maids.	Based	on	my	 interview	

with	some	teachers,	in	general	a	family	of	four	needed	at	least	Rp.	2	million	or	around	

NZD	212	per	month;	this	amount	of	money,	spent	mostly	on	very	basic	needs,	would	

barely	make	ends	meet.		

In	ECE,	women	do	not	only	help	with	the	low-cost	services,	but	they	also	emerge	

to	subsidise	the	generally	low-wage	conditions	of	their	communities,	maintaining	the	

ideology	of	self-help	support	(Newberry,	2014).	In	Atambua,	where	collectivism	and	

the	 concept	 of	 family	 dignity	 were	 strong,	 money	 was	 an	 important	 motive	 of	

employment	but	its	relationship	to	productivity	was	not	always	straightforward	(as	I	

also	reflect	in	Chapter	5).	As	Julietta	said:	“if	it	is	not	us,	who	else	would	care	for	the	

fate	 of	 our	 children?”	 Her	 statement	 demonstrated	 the	 dominance	 of	 this	 belief	 in	

preserving	the	stability	of	the	community	where	women’s	voluntary	work	becomes	a	

cost-flexible	form	of	response	(Newberry,	2014).	

From	 the	description	on	 the	background	of	 teachers’	 recruitment	above,	 the	

scientific	 and	 caring	 discourses	 through	 which	 the	 ECE	 concept	 was	 socialised	

contributed	to	shape	the	construct	of	early	childhood	as	a	critical	period,	best	to	be	

handled	 by	 women’s	 caring	 characters.	 Choosing	 women	 from	 the	 background	 of	

cadres,	 however,	 was	 like	 “hitting	 two	 birds	 with	 one	 stone”:	 the	 “half-baked”	

knowledge,	 socially	 accepted	 practices,	 and	 cost-efficient	 calculations.	 Meanwhile,	

	
45	 The	 scheduling	 of	 funds	 transferred	 to	 centres	 follows	 the	 government’s	 quarter-based	 fiscal	
disbursement	mechanism.	
46	The	components	and	percentages	differ	across	years.	For	example,	the	latest	guideline	states	that	the	
maximum	percentage	 for	 “supporting	 activities”	 is	35	%	merged	with	 allocated	expenses	 for	health	
monitoring	and	education	related	needs	(MoEC,	2018c)	
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teaching	skills	were	considered	something	that	could	be	added	on	later.	The	selection	

of	candidates,	in	any	case,	was	not	random,	as	is	often	thought	(see	Yulindrasari,	2017).		

“Got Rid of the Peasant”: Formal Training for the Cadres 

In	the	context	of	this	section,	training	refers	to	a	series	of	sessions	organised	and	led	

by	 a	 development	 institution	 to	 improve	 a	 certain	performance	or	 fix	 an	 identified	

problem.	 The	 activity	 has	 been	 adopted	 and	 deployed	 by	 many	 development	

mechanisms	 to	 integrate	 most	 marginalised	 regions	 and	 groups,	 to	 penetrate	

organisations	and	structures.		

Training	 is	 an	 important	 technological	 process	 to	 guide	 and	 to	 transform	

teachers	from	detaching	their	selves	(“got	rid	of	the	peasant”)	from	the	materials	of	

Posyandu	 voluntary	 cadres.	 The	 detachment	 does	 not	 mean	 replacing	 the	 cadres’	

identities	with	the	identity	of	teachers.	It	also	does	not	intend	to	ban	a	teacher	from	

having	 a	 double	 role	 either.	 Instead,	 it	 trains	 the	 teachers	 to	 regulate	 their	

subjectivities,	 temporally	 and	 spatially.	 In	 the	 framework	of	 social	 development,	 as	

argued	by	DuBois	(1991):		

[As]	far	as	training	is	concerned,	much	of	the	process	of	development	involves	

a	 transfer	 of	 technologies	 and	 techniques	 from	 development	 agent	 to	

beneficiary.	With	new	technology,	the	body	must	be	re-educated;	it	must	enter	

into	new	relationships	not	just	with	something	but	with	new	knowledges	(how	

to	operate,	maintain,	and	repair	that	thing)	and	the	power	relations	attached	to	

those	knowledges	(dependence	upon	the	possessors	of	 “thing	knowledge”	or	

spare	parts).	(p.	20)	

Following	DuBois’s	 argument	 above,	 after	 completing	 the	 formal	 sessions,	 a	

participant	 is	 projected	 to	 be	 an	 agent	 of	 ideological	 and	 practical	 aspects	 of	 “the	

changes”	 embedded	 in	 the	 training.	 A	 trained	 cadre	must	 embark	 on	 a	 journey	 of	

socialisation	and	relationships	emerging	from	the	training.		

In	 the	context	of	ECE	expansion,	 training	of	voluntary	cadres	was	 frequently	

recorded	as	capacity	development	that	connotes	an	increase	of	“capacity”	in	terms	of	

economic	utility	and	represses	nonconformity	(DuBois,	1991);	this	idea	is	reflected	in	

UNICEF’s	statement	on	building	early	childhood	services	in	Indonesia:	
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In	practice,	the	volunteers	providing	these	two	services	may	be	the	same,	but	

they	play	different	roles	at	different	times,	which	makes	it	easier	to	integrate	

the	nutrition	and	psychosocial	components	at	community	level.	(UNICEF,	2012,	

p.	6)	

In	 this	 scenario,	 the	 cadres	 are	 projected	 as	 a	 convergent	 site	 from	 which,	

through	 training,	 the	 efficient	 deployment	 of	 the	 complexity	 can	 occur.	 The	

organisation	assumes	 that	 the	volunteers	 “may	be	 the	same”	but	 the	roles	could	be	

different.	 Underpinning	 the	 practice	 is	 an	 assumption	 that	 training	 is	 a	 technical	

process	of	adding	and	imparting	particular	“components,”	whether	it	is	the	nutrition,	

psychosocial	 or	 play-based	 learning,	 that	 assumes	 disciplined	 obedience	 from	 the	

cadres.	 The	 economic	 efficiency	 of	 deploying	 various	 issues	 through	 the	 individual	

cadres	 (or	 the	 soon-to-be	 teachers)	underlined	 the	value	of	ECE	workers’	 status	as	

“technical	workers”	 (Moss,	 2006)	 that	 offers	 very	 little	 space	 for	 self-reflection	 –	 a	

critical	feature	on	understanding	how	knowledge	is	produced	(Zembylas,	2003).		

Rita’s training certificate: An “educator” with an empty number. 

In	 general,	 training	 for	 ECE	 teachers	 in	 Atambua	 was	 organised	 irregularly,	

fragmented,	 and	 limitedly	 by	 the	 government	 funds	 or	 international	 donors’	

sponsorship.	 The	 biggest	 training	 provider	 was	 the	 massive	 government-funded	

training	where	hundreds	of	teachers	sat	in	rows,	listening	to	the	material.	Meanwhile,	

training	by	the	donors	was	more	focused	and	smaller	in	scale.	However,	the	limited	

budget	and	temporality	of	the	project	approach	restricted	their	presence.	For	example,	

UNICEF’s	monitoring	on	Taman	Posyandu	Project	 in	2008	 reported	 support	 for	 24	

centres	 and	 training	 of	 51	 Posyandu	 cadres	 (UNICEF,	 2008).	 After	 the	 project	was	

completed	 in	 2010,	 STC	 stepped	 in	 with	 varieties	 of	 interventions	 from	 teacher	

training,	internships,	and	cluster	strengthening	for	20	centres	(Prusinski,	Bramastyo,	

&	Dowd,	2012).	For	the	teachers,	these	training	sessions	legitimised	their	role	in	ECE.	

To	highlight	 the	 importance	of	 the	 first	 training	I	use	the	story	of	Rita	and	her	 first	

training	certificate.		

Rita	was	the	first	teacher	who	went	for	training	organised	by	the	government.	

Her	status	as	the	longest	serving	teacher	also	made	her	a	resource	for	other	teachers,	

whether	 they	were	 teachers	 from	 Raihun	 Nakmutis	 centre	 or	 teachers	 from	 other	
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places.	In	an	interview,	I	asked	her	to	bring	her	portfolios.	Here	is	the	fieldnote	from	

our	interaction:	

Fieldnote:	Rita	was	carrying	a	green	folder	and	walking	towards	me.	She	waved	
the	folder.	That	must	be	her	certificates.	She	immediately	sat	next	to	me	and	gave	
me	the	folder.	My	immediate	reaction	was	to	see	what	was	inside.	She	laughed	
and	jokingly	said	that	I	had	her	“life”	in	my	hand.	By	“life”	she	meant	her	
certificates.	Individually	encased	in	a	plastic	document	pouch,	to	prevent	damage.	
My	fingers	browsed	through	the	five	pieces	of	document.	She	proudly	pointed	at	
the	green	one	as	her	first	certificate.		

Rita	never	had	any	ambition	to	be	an	ECE	teacher.	She	was	quite	happy	with	
her	work	as	a	merchant	in	the	market,	a	mother	to	two	children,	and	once	in	a	
while,	to	help	the	Posyandu	as	its	cadre.	She	said	she	was	asked	by	Alex	and	
Julietta	to	go.	I	guess,	it	must	have	been	more	about	mutual	interests	between	the	
government	and	Alex.	I	could	imagine	Alex	and	his	negotiation	skills	lobbying	the	
government	as	much	as	I	could	also	imagine	the	government	that	was	desperate,	
trying	to	persuade	people	to	attend	the	training.	Rita	said	that	she	was	not	
nervous	at	all,	because	she	knew	that	everyone	was	as	new	as	her;	hence,	there	
was	no	meaningful	competition	to	worry	about.	So,	I	imagined	amidst	their	
puzzlement	with	verbose	language	of	“curriculum,”	“play,”	or	“Golden	Period,”	the	
women	were	relaxed	or	sometimes	laughing	not	yet	worrying	so	much	about	
their	future.		

I	looked	back	at	the	document.	The	training	materials	were	broken	into	
themes	and	hours:	

• Government’s	policy	on	Non-Formal	Education,	2	hours;		
• Concepts	of	ECE	Learning,	4	hours;		
• Strategy	of	ECE	Learning,	4	hours;		
• Child	Development,	4	hours;		
• BCCT	Approach,	16	hours;	and		
• Microteaching,	10	hours.	
The	scope	of	the	training	amazed	me.	How	difficult	materials	were	crammed	

into	few	days	of	training,	delivered	to	people	who	could	be	total	foreigners	to	the	
whole	ECE	landscape;	and	most	importantly,	how	each	detail	was	used	to	impose	
them	with	details	of	what	an	“ECE	educator”	means:	someone	who	understood	
policy,	concepts,	strategies;	who	could	deliver	learning	based	on	child-centred	
principles	in	line	with	the	developmentally	appropriate	practice	(DAP),	as	the	
BCCT	approach	and	child’s	development	suggest.		

The	document	was	printed	on	a	thick	green-coloured	paper.	On	the	front	side	
of	the	paper,	Rita’s	name	and	her	residential	address	were	neatly	typed	in	by	
computer.	Her	photograph	was	on	the	bottom	left;	it	reminded	me	of	my	own	
high-school	certificate,	very	formal	and	official.	I	realised	that	under	her	name	
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there	was	occupation	section,	in	which	it	stated:	“ECE	Educator”	(Pendidik	PAUD)	
with	government	employee	registration	number	(Nomor	Induk	Pegawai	or	NIP)	
left	empty.	It	seemed	that	the	training	was	not	only	to	“equip”	the	cadres	with	
new	knowledge	or	to	“sow”	their	educator	identity	by	naming	them	as	one,	but	
also	to	“limit”	their	existence	(12	January	2016)	

In	 the	 practice	 of	 ECE	 expansion	 through	 the	 project	 approach,	 teachers’	

training	was	organised	more	as	a	matter	of	ticking	a	box	from	the	activity	list.	Training	

was	linearly	positioned	as	a	mere	prerequisite	for	an	improved	service	regardless	of	

the	length,	intensity,	relevance	and	depth	of	the	areas	covered.	Upon	the	completion	of	

training,	 the	 usual	 practice	 was	 to	 give	 teachers	 a	 certificate	 as	 proof	 of	 their	

participation	and,	for	development	agents,	to	count	the	total	output	from	such	training	

activity.	 In	 Indonesia,	 certificates	 are	 known	 to	 be	 powerful	 proof	 of	 someone’s	

academic	credentials.	The	growing	procedures	of	professional	certification	makes	the	

paper	so	important	that	many	academics	and	teachers	are	willing	to	fake	their	diploma	

(see	the	coverage	in	Tirto.Id,	2018)	or	to	“buy	their	portfolios	on	the	streets”	(Rosser	

&	 Fahmi,	 2016,	 p.	 34)	 to	meet	 the	 required	 standards.	 Relationally,	 the	 certificate,	

marking	completion	of	an	education	process,	is	also	used	to	govern	the	feeling	of	being	

a	“qualified	professional”	(Gibson,	2013).			
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A	simple	piece	of	paper,	a	training	certificate	holds	an	authority	that	governs	

teachers’	 identity.	 In	 Rita’s	 context,	 this	 means	 enablement	 and	 disablement.	

Regardless	 of	 her	 puzzlement	with	 the	 topics	 or	 her	 estrangement	 from	 classroom	

interactions,	the	certificate	provided	her	with	an	authorisation	of	her	new	knowledge,	

and	thus,	granted	her	access	to	her	new	role.	The	certificate	also	inaugurated	her	new	

identity,	as	literally	written	on	her	paper,	as	an	“ECE	educator.”	The	training	became	a	

mundane	oversimplified	method	for	producing	teachers:	train	them	and	name	them.	

However,	as	a	disciplinary	measure,	the	certificate	enabled	Rita	to	become	a	teacher,	

but	 denied	 the	 element	 of	 formal	 recognition.	 The	 empty	 registration	 number	

symbolises	the	problem	of	her	overnight	transformation.	The	missing	number	means	

that	 she	 is	not	officially	 recognised	as	a	 teacher.	 In	 Indonesia,	 the	 status	of	 teacher	

(guru)	 is	 centrally	 governed	 through	a	 long	procedure	of	 recruitment,	 certification,	

employment	and	deployment	(Rosser	&	Fahmi,	2016;	Zulfikar,	2009).	The	failure	to	

grant	 her	 status	means	 that	 she	 is	 not	 entitled	 to	 any	 professional	 certification	 or	

teachers’	legal	protection.		

Figure	6:	Rita’s	training	certificate	
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Rita’s	 certificate	 also	 symbolises	 the	 impact	 of	 ECE	 through	 the	 instant	

production	 of	 teachers,	 ignoring	 their	 background,	 capacities,	 relevance,	 and	 their	

need	for	post-training	support.	The	most	important	thing	of	all	is	to	make	the	centre,	

and	 to	make	 it	 “alive”	 by	 providing	 learning	 every	 day.	 Regardless	 of	 the	minimal	

attention	 to	 content,	 the	 training	 still	 provided	 the	 teachers	 with	 disciplined	

knowledge	about	what	an	ECE	was	and	allowed	their	teaching	identity	to	grow.		

In	this	section,	I	have	highlighted	how	the	urgency	of	ECE	expansion	produced	

training	 where	 teacher	 subjectification	 began.	 Despite	 its	 short,	 incomplete,	

fragmented	 and	 mundane	 character,	 the	 training	 marked	 a	 process	 in	 their	 new	

identity.	It	justified	their	presence	in	the	classroom	and	recognised	other	women,	in	

the	same	position,	as	teachers.	The	training	is	where	particular	knowledge,	truth,	and	

the	mechanism	to	achieve	improvement	was	planted	into	the	minds	of	the	teachers.	

Exposure	to	new	materials	“taught”	the	women	about	their	“wrong”	practices	and	how	

to	 correct	 them,	 instilling	 the	 feeling	 of	 inadequacy.	 In	 the	 context	 of	 Rita,	 the	

obligation	 to	 teach	other	 teachers	while	knowing	her	 imperfections	 took	her	 to	 the	

process	of	“confession,”	which	I	discuss	in	the	next	sub-section.		

Confessing inadequacy: The making of teachers’ truth,  

Any	development	institutions,	donors	or	government	alike,	could	easily	recognise	the	

inadequacy	 of	 educator	 training	 as	 the	 issue	 that	 affects	 the	 quality	 of	 ECE	

implementation.	 For	 instance,	 the	 World	 Bank’s	 (2017)	 recently	 published	World	

Development	 Report	 (WDR)	 states	 that:	 “centre-based	 programs	with	 poor	 process	

quality	 (even	with	 relatively	 good	 infrastructure,	 caregiver	 training,	 and	 caregiver-

children	 ratios)	 can	 actually	 worsen	 developmental	 outcomes”	 (pp.	 21–22).	 The	

statement	refers	to	teachers’	docile	bodies	deployed	through	training	mechanisms	that	

are	always	incomplete	and	fragmented,	open	for	improvement.	Through	training,	the	

cadres	were	turned	into	“the	machine	required”	(Foucault,	1979,	p.	135)	being	fully	

aware	 of	 their	 inadequacy	 and	 always	 seeking	 improvements,	 based	 on	 certain	

knowledge,	 obtainable	 through	 certain	 procedures.	 As	 Moss	 (2006)	 suggests:	

“workers,	 therefore,	 must	 demonstrate	 their	 ability	 to	 achieve	 a	 set	 of	 norms,	 so	

assuring	their	technical	proficiency”	(p.	35).		

In	this	section,	I	use	Foucault’s	(1979)	“confession”	as	a	disciplinary	technique	

of	extracting	“truth.”	Confession,	in	this	case,	is	a	governing	technique	commonly	used	
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in	 our	 daily	 lives	 (Cruikshank,	 1999).	 For	 Foucault	 (1979),	 a	 confession	 is	 used	by	

authority	 for	 two	 reasons:	 First,	 confession	 constitutes	 evidence	 of	 a	 problem.	

Focusing	on	confession	shortens	the	time	needed	by	the	expert	to	explore	and	to	think	

about	 the	 complexity	 of	 a	 problem.	 Second,	 confession	 represents	 unequal	 power	

relations	between	the	accusers	and	the	accused.	By	confessing,	the	accused	accepted	

the	allegation	to	be	his	or	her	responsibility,	aligning	his	or	her	truth	to	the	version	of	

the	person	in	authority.	In	the	context	of	Rita,	the	confession	marks	her	guilt	that	drives	

her	further	quest,	a	self-disciplinary	process,	to	become	a	better	ECE	teacher.	This	is	

illustrated	in	the	fieldnote,	as	follows:	

Fieldnote:	Rita	knew	that	she	would	have	to	teach.	Rita	mentioned	that	there	
were	already	42	children	registered	in	Raihun	Nakmutis	waiting	for	the	centre	to	
be	open.	Yet,	teaching	the	children	was	not	her	first	task.		

Upon	her	return,	Rita	had	to	quickly	“brief”	other	teachers	about	what	she	
learnt:	“There	were	four	of	us.	But	I	was	the	only	one	went	to	the	training.	So,	it	
was	a	big	burden	for	me.	I	don’t	understand	the	material	[fully]	and	they	want	me	
to	teach	others!”	

She	did	what	she	possibly	could:	taught	the	other	teachers	about	songs,	poems	
and	educational	toys.	Rita	confessed	that	those	early	training	had	been	good	to	
establish	her	image	as	a	teacher,	but	they	were	deeply	insufficient	for	her	daily	
teaching	needs.	She	had	been	trained	only	for	few	days	and	still	struggled	with	it,	
but	everyone	looked	up	to	her	whenever	they	had	a	question.	She	could	not	
locate	good	local	resources	in	Atambua	either	because	trainers	were	always	sent	
from	Kupang,	the	provincial	capital	or	even	Jakarta.	At	that	time,	there	were	not	
many	ECE	teachers	to	share	views	and	problems.	Yet,	the	more	training	she	
joined,	the	more	people	thought	of	her	as	a	“capable”	teacher.	She	reflectively	told	
me	that	it	was	very	challenging:	

“Those	training	exposed	me	to	new	knowledge.	From	the	outside,	other	
people	thought:	‘Ah	she	must	know	the	answer	because	she	has	been	trained’	but	
from	inside,	it	only	raised	my	awareness	about	my	insufficiency.	I	feel	I	need	to	
constantly	make	up	answers	for	their	question	just	to	show	that	I	seriously	learnt	
from	the	training.”	

I	jokingly	said	that	she	should	have	run	away	from	her	new	teaching	
profession.	She	was	laughing	but	quickly	replaced	her	laugh	with	a	serious	
statement	that	the	training	had	taught	her	with	what	she	could	do:	by	making	
herself	a	teacher	she	could	give	children	with	a	“better”	opportunity	and	educate	
their	parents	by	modelling	through	teaching	the	“correct”	method	of	treating	
young	children.	She	then	continued:		
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“When	I	first	taught	the	children	[in	the	centre],	to	be	honest	I	kept	on	
thinking	about	my	own	children’s	faces.	I	could	not	handle	it	that	I	cried	after	the	
class	was	over.	I	could	not	feel	anything	but	the	guilt	to	my	own	children.	I	never	
thought	it	would	that	difficult	to	control	my	emotion,	my	language.	In	the	
classroom,	there	were	many	eyes	watching	me.	But	at	home?	My	children	did	not	
have	anyone	but	an	angry	mother	who	unleashed	her	anger	on	them.	What	I	felt	
was	that	I	have	sinned.”	(12	January	2016)	

Rita’s	 testimony	 captures	 the	 struggle	 within	 the	 docile	 bodies.	 As	 Philpott	

(2000)	 suggests,	 “docile	bodies”	are	productive	bodies,	bodies	 that	 could	be	 taught	

how	 to	 behave	 and	 to	 act.	 As	 a	 PKK	 voluntary	 cadre	who	 became	 an	 ECE	 teacher,	

training	had	expanded	Rita’s	horizon.	 It	 introduced	her	to	and	convinced	her	of	 the	

possibility	of	having	a	different	profession,	as	a	teacher,	on	the	basis	of	her	role	as	a	

voluntary	cadre.	Rita’s	feeling	about	her	great	distance	from	the	“better”	knowledge	

provides	an	 important	clue	about	her	boundary	crossing:	 from	the	sector	of	mainly	

health	to	education.	It	allowed	her	to	enter	the	new	discourse	that	shaped	her	subject	

position	 which	 enabled	 her	 to	 pursue	 a	 set	 of	 connections	 and	 power	 relations	

embedded	 in	 the	 process.	 Training	 gave	 her	 a	 new	 title	 but	 also	 a	 new	 struggle	 of	

always	feeling	insufficient	as	a	teacher.		

As	 the	only	 trained	 teacher,	Rita	had	 to	 confess	 to	 other	 teachers	 about	her	

inadequacy.	In	turn,	she	facilitated	questions	regarding	ECE	practices	by	trying	to	find	

information	 sources.	 By	 doing	 so,	 unconsciously,	 Rita’s	 teaching	 identity	 became	

visible	to	herself	as	well	as	to	others.	By	seeking	improvements,	she	allowed	ECE	as	a	

discipline	 to	penetrate	deeper,	allowing	continuous	self-modifications,	hoping	 to	be	

less	burdened	and	be	 liberated	 from	feeling	 inadequate,	 to	be	a	better	 teacher.	The	

process	of	confession	turned	Rita	into	a	potential	teacher	with	the	bottom-up	rive	for	

knowledge	(Cruikshank,	1999).	However,	by	asserting	her	inadequacy,	she	asserted	a	

particular	 knowledge	 as	 truth	 that	 could	 provide	 her	 with	 an	 answer.	 Through	

confessional	 practices,	 the	 autonomous	 subject	 positions	 itself	 as	 a	 self-disciplined	

object	of	self-improvement.	In	the	context	of	ECE,	each	step	brought	her	closer	to	the	

mainstream	 knowledge	 of	 ECE	 in	 Indonesia,	 which,	 as	 Formen	 and	 Nuttall	 (2014)	

argue,	 is	dominated	by	Western	 ideas	of	developmentalism,	human	capital,	and	 the	

influence	of	the	majority	culture’s	Islamic	religiosity.		

Interestingly	enough,	Rita’s	confession	also	reflected	her	experience	with	the	

knowledge	by	blaming	her	role	for	being	a	bad	mother	whose	consciousness	of	better	
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parenting	 methods	 came	 late.	 Jayne	 Osgood	 (2012)	 believes	 that	 the	 discursive	

landscape	of	ECE	is	“so	inflected	with,	and	shaped	by	motherhood	discourse”	(p.	87),	

that	 narratives	 of	 teacher-hood	 always	 implicate	 the	 narratives	 of	 motherhood.	 In	

Rita’s	discourse,	the	inadequacy	emerged	with	a	broader,	deeper	(im-)moral	tone	of	

sin	–	how	she	treated	her	own	children	with	violence,	hitting	them,	and	screaming	at	

them	without	understanding	the	negative	consequences.	In	her	story,	the	sin	was	only	

recently	realised	based	on	her	training	knowledge	about	the	preciousness	of	a	child	

and	her	new	role	as	a	caring	mother	who	sought	approval	from	science.		

An	equally	critical	point	which	needs	to	be	attended	to	in	Rita’s	story	was	how,	

by	expressing	her	sins,	she	individuated	her	selves	(as	mother	and	teacher)	from	the	

larger	contexts	of	social	class	and	culture	as	if	her	decision	and	behaviour	to	hit	and	to	

verbally	 assault	 her	 own	 children,	 and	 her	 repentance,	 and	 desire	 towards	 child-

rearing	reform,	could	be	singled	out	from	classed	and	cultural	norms	(Osgood,	2012).	

Female	ECE	teachers	are	known	to	be	vulnerable	to	self-blaming,	as	Cannella	(1997)	

points	out:	“teachers,	who	are	mostly	women…	are	taught	to	blame	their	own	intellect,	

motivation,	or	effort”	while	 “the	patriarchal	 function	of	 schooling	 is	never	 called	 to	

question	 or	 implicated”	 (p.	 143).	 Although	 she	 could	 separate	 herself	 from	 her	 ill-

behaviour	towards	her	children,	she	could	not	separate	her	teacher	identity	from	her	

mother	identity.	The	training	that	taught	Rita	new	values	of	early	learning	was	never	

value	free.	In	her	article,	Adriany	(2015)	demonstrates	how	the	current	ECE	practice	

in	Indonesia	is	leaning	towards	the	Western	middle-class	conception,	which	in	turn,	

could	 further	marginalise	 some	disadvantaged	 communities	 and	 their	 child-rearing	

practices.	For	Rita,	the	process	of	marginalisation	and	reform	started	by	reflecting	on	

her	own	practice.	By	 adhering	 to	 the	new	values	of	ECE	 taught	 in	 the	 training,	 she	

narrativised	the	Western	middle-class	cultural	capital	to	herself,	turning	herself	into	a	

project	of	“becoming”	to	be	continuously	worked	on	(Lawler,	2000).	

Rita’s	reflection	also	illustrates	the	complexities	of	women’s	docile	bodies.	For	

an	ECE	teacher,	her	docility	towards	learning	as	a	teacher	could	not	be	fully	partitioned	

from	her	identity	as	a	mother.	From	her	example,	the	effect	looks	similar:	insufficiency	

as	 a	 teacher	means	 a	 lack	 of	mothering	 skills.	 This	 equivalence	 represents	 Acker’s	

(1995)	 argument	 for	 description	 of	 the	 identity	 of	 ECE	 teacher	 as	 an	 analogue	 for	
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motherhood.	From	Rita’s	case,	there	is	a	potency	that	governing	ECE	teachers	is	also	a	

form	of	governing	teachers	as	mothers.		

Rita’s	confession	is	not	value	free.	By	confessing,	she	rendered	the	stigma	put	

on	Timorese	women	and	teachers.	As	a	responsible	trained	cadre,	she	bore	the	burden	

of	ECE	knowledge,	despite	her	own	minimum	exposure	to	the	idea	and	limited	support	

and	 resources,	 and	 had	 to	 accept	 that	 she	 was	 not	 good	 enough.	 Rita’s	 story	 also	

pointed	 at	 the	 presence	 of	 a	 profound	 influence	 on	 the	 process	 of	 teachers’	

subjectification.	 The	 process	 of	 self-disciplining	 to	 become	 an	 ECE	 teacher	 began	

through	a	personalised	experience	and	emerged	from	her	maternal	guilt.		

 “Making it Pliable, Ready at All Times”: Regulating the Self. 

In	this	section,	I	explore	how	the	identity	of	teachers	also	implicated	female	teachers’	

images	 in	 their	 community.	 Bodies,	 to	 Foucault	 (1979),	 are	 an	 important	

manipulatable	site,	an	object	and	target	of	power.	Through	disciplinary	measures,	each	

organ	can	be	trained	to	serve	a	particular	function	in	an	economic	utilitarian	sense.	

This	could	be	attained	through	a	series	of	disciplining	acts	by	instilling	obedience	and	

control	 in	a	political	sense.	To	achieve	this	aptitude	efficiently,	bodies	are	enclosed,	

partitioned	 and	 ranked	 through	 “micro-physics	 of	 power”	 (Bartky,	 1990,	 p.	 63)	 in	

order	to	be	“subjected,	used,	transformed	and	improved”	(Foucault,	1979,	p.	136).	

Disciplining	 women’s	 bodies	 requires	 techniques	 and	 produces	 experiences	

that	are	different	to	Foucault’s	soldier.	Sandra	Bartky	(1990)	argues	that	disciplining	

the	bodies	of	women	is	not	pursued	for	the	individual	aesthetic	purposes	of	the	women	

alone;	rather,	it	is	part	of	the	ideal	from	which	femininity	is	articulated.	For	women,	

the	production	of	docile	bodies	is	always	enclosed	and	restricted	especially	in	terms	of	

spatial	 movement	 compared	 to	 what	 applies	 to	 men.	 Bartky	 (1990)	 reflects	 that:	

“Woman’s	space	is	not	a	field	in	which	her	bodily	intentionality	can	be	freely	realised	

but	an	enclosure	in	which	she	feels	herself	positioned	and	by	which	she	is	confined.”	

(p.	67)	In	the	case	of	the	PKK	voluntary	cadres,	their	docility	is	different	compared	to	

the	 traits	 female	 factory	workers	 (e.g.	 passive,	 dependence,	malleable;	 Kiely,	 2009;	

Medley	&	Lorraynee,	2003).	As	PKK	cadres,	women	are	trained	to	be	active,	sensitive,	

progressive	 and	 socially	 conscious	mothers	who	 feel	 particularly	 useful	when	 they	

serve	their	surroundings	(Jakimow,	2017).		
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The	changing	of	role	from	cadres	to	educators	is	an	act	of	boundary	crossing,	

not	only	professionally	but	also	socially.	Indonesian	kodrat,	a	hegemonic	discourse	of	

femininity,	and	the	militaristic	style	of	development	have	been	the	main	disciplining	

forces	 among	 the	 voluntary	 cadres,	 to	 turn	 them	 into	 active	mothers	whose	 social	

involvement	is	restricted	by	issues	of	household	and	family	welfare	(Philpott,	2000;	N.	

Sullivan,	 1983).	 As	 a	 cadre,	 a	 woman	 is	 required	 to	move	 beyond	 the	 passivity	 of	

development	object.	Cadres	are	encouraged	to	enact	their	status	as	active	agents	for	

their	 community	 connected	 to	 their	 domestic	 boundaries	 in	 spite	 of	 the	minimum	

rewards	and	recognition	(Newberry,	2008;	Utomo	et	al.,	2006).	However,	in	contrast	

to	being	a	Posyandu	cadre,	a	teacher	is	expected	to	perform	daily	with	more	children,	

with	 different	 tools	 and	 skills.	 The	 shift	 created	 a	 different	 status	 and	 role	 in	 the	

community,	as	shown	in	fieldnote	below:	

Fieldnote:	If	there	was	a	statement	that	has	left	a	deep	imprint	in	me	during	our	
conversation,	it	was	Rita’s	comment	about	how	ECE	changed	her.	Despite	the	
struggle,	Rita	loved	what	she	did	as	an	ECE	teacher.	Before	she	became	a	teacher,	
Rita	had	been	a	merchant	selling	candies	at	the	local	market	beside	her	
participation	as	a	Posyandu	cadre	once	a	month.	Although	not	much	of	a	“career,”	
she	earned	more	from	selling	candies	than	as	a	teacher	with	Raihun	Nakmutis.	
Teaching,	for	her,	was	also	a	new	social	status	where	she	could	gain	“respect,”	not	
only	as	a	professional	woman	but	also	as	an	Ibu.	

"What	makes	you	very	happy	from	being	a	teacher?”	I	asked	Rita	
“Apart	from	being	useful?”	she	looked	away	for	a	second	only	to	return	with	a	

soft	smile	radiating	from	her	face.		
She	replied:	“now	people	call	me	Ibu	Guru	[teacher	mother]”		
Before	joining	the	centre,	Rita	worked	in	the	market	selling	homemade	

caramel	candies.	There,	she	earned	around	NZD	100	per	month	or	four	times	
higher	than	her	current	wage	of	NZD	20	per	month	as	an	early	childhood	teacher	
with	Raihun	Nakmutis	Although	she	did	not	deny	that	her	family	was	struggling	
with	her	depleted	income	from	the	changing	profession,	she	did	not	want	to	go	
back	to	the	candy	business.	Rita	admitted	that	the	centre	gave	her	the	title.	Now	
wherever	she	went,	some	children	would	greet	her.	She	imitated	how	they	called	
her	with	children’s	half-shouting	style:	“Ibu	Guru!!”	

“I	am	an	Ibu,	and	my	‘children’	are	everywhere"	she	merrily	explained	
“What	did	they	call	you	before?”	I	asked	her.	
“Just	a	tanta	[aunty]	…”	her	face	was	insinuated	with	a	subtle	self-satisfaction.		
She	said	that	having	the	title	of	“ibu”	meant	more	than	a	“just”	tanta.	She	also	

later	spoke	about	how	women	reach	maturity	by	being	an	Ibu.	Although	she	did	
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not	say	that	being	an	Ibu	was	the	only	way	to	be	mature;	but	she	liked	how	an	Ibu	
resonated	with	calmness,	wisdom,	and	intimacy	with	little	children.	“With	
identity	comes	responsibility!”	she	exclaimed	not	showing	any	sign	of	worry.	(10	
October	2015)	

Rita’s	confession	was	important,	because	it	demonstrated	the	hierarchy	within	

gender	category	of	female.	As	a	45-year-old	woman	with	a	family	of	two	children,	she	

was	always	qualified	to	be	addressed	as	an	Ibu.	However,	in	the	Timorese	context,	Ibu	

does	not	only	mean	mother	as	it	is	commonly	understood	in	general	Indonesian	terms.	

In	 Timor,	 for	 colloquial	 and	 intimate	 purposes,	 women	 of	 child-bearing	 age	 are	

addressed	as	mama	 or	 ina.	Meanwhile,	 the	 title	of	 ibu	 is	 imbued	with	 the	 Javanese	

middle-class	manner	(Errington,	1992).	In	Timor,	ibu	is	associated	with	positions	in	

the	government	structure,	used	to	formally	and	politely	address	female	professionals	

or	the	wives	of	a	high-ranking	government	officials.	

When	 Rita	 was	 addressed	 as	 Ibu,	 she	 was	 granted	 the	 position	 of	 an	

authoritative	female	figure	for	little	children	from	her	community.	In	her	opinion,	the	

use	of	Ibu	was	more	respectful	than	aunty.	The	latter	only	referred	to	a	regular	female	

kin	whose	position	was	only	on	the	side,	with	no	direct	authority	over	the	children’s	

bodies.	When	a	 child	hailed	her	 as	 Ibu	 Guru	 she	 felt	 an	 immediate	 connection	 as	 a	

pedagogue	as	well	as	a	maternal	figure.	In	Timor,	where	education	status	is	generally	

still	low,	the	teaching	profession	is	highly	respected.	Social	professions	such	as	female	

teachers	and	midwives	are	perceived	to	be	good	women,	because	of	their	education,	

and	also	altruistic	and	caring	characters.		

With	the	title	of	Ibu	Guru,	Rita	had	to	perform	a	social	role.	When	she	said:	“my	

children	 are	 everywhere”	 she	 indirectly	 showed	 her	 widening	 maternal	

responsibilities.	 Her	 pedagogical	 role	 extended	 outside	 the	 classroom’s	 walls,	 to	

become	a	role	model	for	children,	parents	and	other	women.	Unlike	in	the	classroom	

where	a	session	could	end,	the	role	modelling	needed	to	be	continuously	performed	

through	 language	 and	 her	 appearance.	 As	 argued	 by	 Bartky	 (1990)	 earlier,	 the	

disciplining	of	the	female	physical	body	is	more	restricted	than	Foucault’s	masculine	

soldier.	Bartky	argues	that	women’s	bodies	are	governed	through	femininity	based	on	

size,	gestures,	and	the	display	of	the	body	as	an	ornamented	space.	Nowadays,	as	an	

Ibu	Guru,	Rita	could	not	be	outside	of	her	house	without	her	hair	neatly	tied	into	a	tight	

pony	tail.	She	always	had	to	dress	modestly,	mostly	with	trousers	and	shirt,	and	never	
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put	on	too	much	make	up.	She	could	not	slouch	on	a	chair	because	that	was	not	how	a	

female	ECE	teacher	should	appear.	She	had	to	speak	in	a	low	consistent	tone	and	could	

never	raise	her	voice,	especially	to	children.	At	the	same	time,	as	an	ECE	teacher,	she	

had	to	show	her	smiling	face,	and	be	responsive	to	any	child’s	need.	As	a	teacher,	she	

could	not	be	seen	freely	gossiping	with	other	women,	which	was	a	common	view	in	

Basar	Oan,	and	had	to	maintain	the	image	of	a	normal	private	life.		

This	section	has	presented	the	interrelatedness	of	women	as	ECE	workers	and	

the	norms	of	society	by	which	female	teachers	shaped	the	deployment	of	their	self-

image	and	affected	their	self-regulation.	As	a	housewife,	Rita	enjoyed	teaching	for	its	

respectful	status	in	her	community.	As	Bartky	suggests,	the	status	of	an	ECE	teacher	is	

indexed	in	a	specific	order	that	can	only	be	made	possible	through	the	accentuation	of	

her	 femininity.	 Equally,	 these	 social	 norms	were	what	made	 her	 teaching	 possible	

(imagine	if	Rita	was	a	man!).		

“The Air of a Soldier?”: What Soldier?  

Rita	is	one	out	of	several	hundred	thousand	newly	recruited	non-formal	ECE	teachers.	

The	genealogy	of	her	profession	points	at	the	pressures	coming	from	the	development	

ambition	to	have	as	many	centres	and,	thus,	as	many	teachers,	as	possible.	Frequently	

pushed	from	the	picture	is	her	status	under	the	Indonesian	education	system.		

The	definition	of	a	teacher	should	follow	what	has	been	stipulated	by	the	Law	

No.	 14/2005	 on	 Teachers	 and	 Lecturers.	 In	 ECE	 this	 law	means	 only	 kindergarten	

teachers	are	officially	recognised	as	having	a	professional	teaching	position	(Art.	2.1.).	

This	 law	 concluded,	 officially:	 Rita	 was	 not	 a	 teacher	 –	 no	 matter	 how	 high	 her	

education	was	and	how	competent	she	was.	Yet,	I	found	it	very	difficult	to	think	of	her	

as	not	a	“teacher.”	She	worked	in	the	centre	5	days	a	week	from	8.30	am	to	midday	and	

sometimes	 even	 more.	 She	 attended	 as	 many	 training	 opportunities	 as	 possible,	

wholeheartedly	followed	what	the	instructors	or	trainers	taught	her	and	internalised	

the	 values	 into	 her	 own	 personal	 experience.	 She	 deployed	 social	 strategies	 by	

controlling	her	behaviour	and	language	to	meet	social	expectations.	However,	despite	

the	equally	heavy	teaching	workloads,	and	the	difficulty	of	serving	in	underprivileged	

areas,	 the	status	of	Rita	and	other	underqualified	non-formal	ECE	teachers	remains	

undefined	 by	 the	 law.	 Teachers	 like	 Rita	 are	 excluded	 from	 the	 state’s	 liability	 for	
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teachers’	welfare	and	protection	scheme,	and	not	covered	in	the	overall	de-jure	reform	

efforts	(Yulindrasari	&	Ujianti,	2018).		

In	 2009,	 the	 Minister	 of	 Education	 and	 Culture	 (2009)	 produced	 another	

regulation	to	introduce	qualifications	used	for	underqualified	teachers.	They	are:	guru	

pendamping	or	teaching	assistant,	with	minimum	2-year	diploma	certificate	from	an	

accredited	institution,	or	high-school	graduate	with	an	accredited	training	certificate	

in	ECE;	and,	pengasuh	or	caregiver	who	needs	to	have	the	minimum	of	a	high-school	

certificate.	 This	 provision	 for	 pengasuh	 was	 later	 changed	 and	 replaced	with	 guru	

pendamping	muda	or	junior	teaching	aide	as	stated	in	the	latest	ministerial	regulation	

on	 the	 national	 ECE	 standards(MoEC,	 2014b).	 Regardless	 of	 the	 effort	 to	 include	

underqualified	 teachers,	 the	 regulation	 does	 not	 specify	 any	 policy	 or	 financial	

consequences	 affected	 by	 these	 added	 terminologies.	 Attempts	 to	 establish	 formal	

categories	for	non-formal	teachers	does	not	affect	or	amend	the	law	that	has	a	higher	

legal	binding	force.		

Teacher	requirements	for	ECE	level	are	known	to	be	insensitive	to	non-formal	

ECE	 teachers.	 Formen	 (2018)	 demonstrates	 that	 the	 discourses	 of	 ECE	 quality	

produces	the	judgement	that	“good	teachers	are	certified	teachers”	(p.	123).	Making	

non-formal	 teachers	 ineligible	 for	 certification	 makes	 it	 difficult	 for	 them	 to	 be	

recognised	professionally.	Professional	recognition	has	been	argued	to	be	fundamental	

for	teachers’	incorporation	into	a	remuneration	system	that	could	regulate	their	salary.	

As	 expansion	 has	 continued,	 the	 number	 of	 non-formal	 ECE	 educators	 has	 also	

proliferated.	The	 latest	education	statistics	reveal	400,000	non-formal	ECE	workers	

(teachers	and	managers)	whose	status	is	not	clear.		

Over	time,	the	growing	number	of	non-formal	ECE	workers	has	also	driven	the	

pressure	for	recognition	and	better	payment.	From	2016,	waves	of	protest	have	arisen.	

For	 ECE,	 this	 brought	 a	 unique	 opportunity	 since	 it	 meant	 the	 majority	 of	 the	

demonstrators	were	women.	As	this	chapter	is	written,	HIMPAUDI	(Himpunan	PAUD	

Indonesia),	 an	 association	 for	 non-formal	 ECE,	 has	 submitted	 a	 legal	 application	 to	

Indonesia’s	Mahkamah	Konstitusi	(Constitutional	Court)	to	request	a	judicial	review	on	

Article	 2.1.	 of	 the	 Law	on	Teachers	 and	 Lecturers	 (14/2005)	 on	 the	 basis	 of	 equal	

recognition	between	formal	and	non-formal	ECE	services	(Constitutional	Court,	2019).	

The	growing	consciousness	about	ECE	workers	is	an	important	feature	in	Foucault’s	

discipline.	At	a	glance,	the	demonstrations	might	seem	to	oppose	the	very	power	that	
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turned	women	 into	ECE	workers.	However,	 the	 resistance	also	shows	 “the	effect	of	

apparatus	apart	from	the	[wo]men	themselves”	(Mitchell,	1991,	p.	xii).	

Chapter Summary 

“Do	you	ever	feel	that	you	are	not	a	‘teacher’?”	I	asked	Rita	the	question.	The	most	
difficult	question	for	me	to	ask.	Not	only	because	I	thought	it	could	offend	her,	but	
it	was	a	disturbing	question	for	me	as	well.	She	asked	me	back	what	I	meant	by	
the	question,	so	I	had	to	spell	it	out,	put	it	into	the	context	of	the	law,	produced	in	
a	place	that	felt	to	be	a	lightyear	away	from	Atambua’s	reality.		

“Do	you	think	I	am	not?”	She	cleverly	replied	my	question	with	a	question,	
asking	for	my	subjective	opinion.	Quickly	I	shrugged	and	said:	“Of	course	you	
are.”	She	returned	my	answer	with	a	smile	and	said:	“That	what	counts.”	 	

—(December	2015)	

What	 makes	 a	 teacher?	 By	 looking	 at	 multiple	 strands:	 development	

programme,	 training	 mechanism,	 the	 process	 of	 self-transformation,	 socio-cultural	

practices,	and	resistances,	I	have	traversed	through	the	process	of	teacher	training,	and	

recognised	 it	 as	 a	 discursive	 practice,	 that	 is	 continuously	 negotiated	 through	

interactions,	and	instability	of	discourses.		

In	this	chapter,	I	have	shown	how	the	Posyandu	cadres	are	transformed	into	

ECE	teachers	through	methods	of	discipline.	Formal	training	provided	by	development	

organisations	 plays	 an	 important	 role	 in	 facilitating	 women’s	 boundary	 crossing.	

Exposure	 to	 materials,	 certification,	 and	 the	 pressure	 to	 immediately	 perform	 the	

teaching	 role	 in	 the	 classroom	 rapidly	 shifted	 their	 identity.	 In	 this	 process,	 the	

depoliticised	training	is	more	focused	on	producing	a	high	quantity	of	teachers	without	

looking	 at	 the	 teachers’	 background,	 socio-cultural	 norms,	 and	 teachers’	 legal	

institution	under	Indonesia’s	education	system.	In	this	light,	the	shift	from	cadres	to	

teachers	only	serves	 the	need	of	achieving	 the	 target	of	having	ECE	centres.	On	the	

other	hand,	 the	 feeling	of	being	 inadequate	teachers	turns	women	into	the	mode	of	

self-empowerment,	 allowing	 deeper	 transformation	 and,	 as	 shown	 by	 the	 ECE	

workers’	 demonstrations,	 a	 possibility	 for	 resistance.	 However,	 considering	 the	

Indonesian	 socio-cultural	 norms	 of	women	 performing	 community	 labour,	 to	what	

extent	the	quest	for	better	recognition	and	payment	can	rely	on	transformation?	And	

how	can	resistance	bring	benefits	to	teachers	like	Rita?		
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Teaching	 is	a	profession	that	 is	always	 in	 the	process	of	beginning.	Once	the	

women	completed	their	introductory	training	–	no	matter	what	they	felt	about	their	

mastery	over	the	training	material	–	and	stepped	into	the	classroom,	they	entered	the	

world	of	practice,	 to	 face	the	children.	How	do	they	navigate	the	classroom?	Would	

their	training	suffice?	I	investigate	this	question	further	in	Chapter	7.		
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Chapter 7: To Be Alongside a Child 

Educators…are	obliged	to	create	a	meaningful,	fun,	creative,	dynamic	and	

dialogue-based	education	atmosphere.	(GoI,	2003,	Article	40)	

She	 may	 feel	 enriched	 or	 drained,	 filled	 or	 crowded,	 expanded	 or	

obliterated,	 empowered	 or	 commandeered,	 eager	 or	 barely	 tolerant,	

receptive	or	trapped,	attuned	or	bombarded,	welcoming	or	rejecting,	and	so	

on.	(Kraemer,	1996,	p.	774)	

	

Introduction 

Women’s	 role	 as	 ECE	 educators	 is	 governed	 by	 discursive	 practices	 that	 affect	

projection	on	to	the	bodies	of	the	children.	Prior	to	independence,	for	example,	women	

had	to	cultivate	a	nationalist	identity	to	make	children	independent	(memerdekakan	

anak),	to	prepare	children	as	the	new	nation’s	generation	instead	of	prioritising	their	

sense	of	individualism	(Suwignyo,	2012).	During	the	New	Order	times,	ECE	teachers	

were	also	involved	in	disciplining	children,	to	be	obedient	citizens	who	could	recite	

Pancasila	and	memorise	the	history	of	Indonesia’s	nationalism	(Thomas,	1981).	In	ECE	

expansion,	 the	 ideal	 of	 a	 “global	 childhood”	 emerged	 with	 the	 introduction	 of	

universalised	 developmentally	 appropriate	 practice	 (DAP)	 and	 the	 child-centred	

approach	 delivered	 by	 the	 transnational	 network	 of	 development	 (Adriany,	 2013;	

Formen	&	Nuttall,	 2014;	Newberry,	 2012a).	 Through	 the	 belief	 in	 the	 centrality	 of	

children,	 female	 teachers	were	positioned	as	 “powerless	 adults”	 (Adriany	&	Warin,	

2014)	producing	an	awkward	relationship	between	the	empowerment	of	the	children	

and	their	female	teachers	(Newberry,	2012b)	

After	describing	the	emergence	of	teachers’	identity	in	Chapter	6,	in	this	chapter	

I	progress	with	 classroom	 interactions	–	 the	 space	where	knowledge	and	 skills	 are	

practised	and	are	practised	in	interactions	with	children	with	children,	as	the	target	of	

the	whole	programme.	In	Chapter	6,	I	explored	how	the	PKK	female	voluntary	cadres	

were	transformed	into	teachers	through	training.	One	aspect	of	the	training	was	the	

principle	of	the	child-centred	approach,	which,	in	the	thinking	of	the	government,	is	

believed	to	be	“the	right	approach”	(DoNE,	2006,	p.	iii).		
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Attached	to	the	idea	of	ECE	expansion	are	the	practices	that	aim	to	reproduce	

neoliberal	principles.	For	centuries,	 the	pedagogy	of	the	child-centred	approach	has	

been	present,	embedded	in	the	influence	of	Friedrich	Fröbel	and	Maria	Montessori	in	

Indonesia’s	 kindergarten	 curriculum	 (Dewantara,	 1959;	 Thomas,	 1992);	 however,	

with	the	influence	of	aid	organisations,	the	concept	has	been	reinvented,	repackaged,	

and	redistributed	in	the	form	of	DAP.	Presented	as	prescribed	attitudes	extracted	from	

studies	in	the	US,	DAP	claims	universal	application	and	becomes	“a	revered	concept”	

in	ECE	(Grieshaber	&	Ryan,	2005).	In	many	developing	countries,	including	Indonesia,	

the	concept	has	been	introduced	as	part	of	global	development	parcels,	mainly	by	the	

World	Bank	(Penn,	2002),	 then	endorsed	and	spread	 through	 the	network	of	other	

organisations	 such	 as	 UNESCO,	 UNICEF,	 Plan	 International	 and	 Save	 the	 Children	

(Adriany,	2018b).		

Maternalism	is	both	the	vehicle	and	the	product	of	ECE	expansion.	In	Chapter	

6,	I	also	presented	how	knowledge	is	invigorated	through	maternal	guilt	–	a	feeling	of	

failure	that	haunted	Rita,	a	teacher	from	the	Raihun	Nakmutis	centre,	with	the	question	

of	whether	her	care	had	helped	children	to	grow	and	reach	their	best	or	impeded	their	

potential.	 Jo	Ailwood	 (2017)	 argues	 that	 the	 feeling	 that	Rita	 expressed	 represents	

maternalist	sentiments	in	ECE	as	a	“wicked	problem.”	Maternalism	entangles	multiple	

interests,	is	heavily	normalised	and	thus	not	easily	recognised;	it	is	a	“dark	matter”47	

as	 Sumsion,	 Bown	 and	 Press	 (2011)	 term	 the	 pervasive	 normalisation.	 Diverse	

opinions	 have	 emerged,	 ranging	 from	 scholars	 who	 believe	 maternalism	 to	 be	 an	

obstruction	of	 teachers’	well-being	and	recognition	(e.g.,	Andrew	&	Newman,	2012;	

Goldstein,	 1998;	 Sumsion,	 2004)	 to	 those	 who	 demand	 more	 careful	 and	 robust	

examinations	 beyond	 defaming	 motherly	 care	 (Ailwood,	 2017;	 Moss	 et	 al.,	 2013;	

Osgood,	2012).		

My	aim	was	to	analyse	women’s	subjectivities	based	on	observations	of	their	

interactions	with	 children.	This	 idea	was	based	on	 the	definition	of	maternalism	 in	

relation	to	children	(Baraitser,	2008;	Hollway,	2001;	O'Reilly,	2010).	Data	 is	mainly	

based	 on	 my	 observations	 and	 conversations	 with	 two	 female	 teachers:	 Rita	 and	

	
47	Dark	matter,	originally	a	concept	 in	astronomy,	 is	a	metaphor	used	by	Sumsion,	Bown,	and	Press	
(2011)	for	ideology	and	practices	that	normalise	maternalism	in	ECE.	Maternalism	as	Dark	Matter	is	
depicted	as	a	‘gravitational	pull,’	so	deep	that	it	frequently	difficult	to	detect	and	disrupt	in	relation	to	
ECE	policy.		
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Meliana.	From	them,	I	set	their	practices	next	to	the	questions	of	how	and	in	which	

direction	 the	 maternal	 sentiments	 are	 spoken,	 highlighting	 differences	 and	

convergences.	

Multiple	 theories	 are	 used	 to	 explain	 this	 chapter.	 Judith	 Butler’s	 (1990)	

concepts	of	agency	and	performativity,	as	a	process	of	subordination	of	the	subject	by	

discourse	 conducted	 in	 a	 repetitious	manner,	 is	 used	 to	 describe	how	 the	 teachers	

position	themselves	in	their	practices.	Through	the	reiteration,	they	were	made	aware	

of	 the	 incomplete	 feeling	 and	 futility	 that	 forced	 them	 to	 swing	 between	 the	 two	

discourses,	 to	 mix	 and	 reformulate	 the	 ingredients	 to	 meet	 their	 needs.	 Their	

incompleteness	 is	 also	 explained	 through	 postcolonial	 theorisation,	 using	 Homi	

Bhabha’s	(1984,	1994)	hybridity	as	an	“in-between”	strategy.		

Like	 many	 places	 in	 the	 world,	 in	 Basar	 Oan,	 maternalism	 was	 valorised	

because	 of	 the	 centrality	 of	 the	 mother’s	 role	 in	 child	 caring	 and	 managing	 the	

household.	 As	 I	 presented	 in	 Chapter	 4	 and,	 to	 a	 lesser	 extent,	 Chapter	 6,	 the	 ECE	

expansion	 has	 mobilised	 women	 as	 maternal	 subjects	 with	 maternal	 subjectivity.	

However,	 the	 belief	 in	 community	 (including	women)	 as	 consisting	 of	 autonomous	

individuals	combined	with	insensitive	and	weak	technical	mechanisms	(Yulindrasari	

&	Ujianti,	2018),	and	the	fact	that	ECE	is	also	embedded	in	its	specific	social-historical	

and	cultural	contexts,	allowed	different	maternal	subjectivities	to	appear.		

In	this	chapter,	I	argue	that	although	women’s	participation	in	ECE	is	associated	

with	 answering	 and	 performing	 the	 task	 of	 motherly	 carer	 for	 children	 –	 how	

maternalism	 speaks,	 as	 a	 discursive	 practice	 –	 the	 meanings	 produced	 from	 the	

motherly	acts	vary,	incoherent,	competing	but	also	hybridised.	“Caring,”	as	a	practice,	

is	a	socio-cultural	construct	that	can	produce	diverse	and	unequal	experiences	from	

one	place	to	another.		

This	chapter	consists	of	four	sections.	The	first	two	provide	background	on	the	

child-centred	 approach	 and	 Timorese	 childhood,	 the	 third	 section	 highlights	 how	

discourses	 subjectify	 teachers	 into	 “good”	 and	 “evil”	 teachers,	 while	 the	 fourth	

provides	the	postcolonialist	interpretation	based	on	complementarity	gained	from	the	

tensions	between	the	good	and	the	evil.		
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Rescuing Children from Their Own Homes 

Child-centred approach and the othering process. 

In	 her	 article,	 Newberry	 (2012a)	 argues	 that	 the	 rise	 of	 ECE	 centres	 produces	 a	

transnational	complex	of	connectedness	or	a	“global	assemblage”	(Newberry,	2012a).	

In	 Raihun	 Nakmutis,	 this	 assemblage	 was	 expressed	 in	 complex	 governmentalised	

feelings	that	somehow	an	ECE	centre	in	an	Indonesian	borderland	is	part	of	the	same	

discourse	 spoken	 and	 practised	 in	 big	 cities	 of	 Western	 countries.	 From	 this	

assemblage,	the	child-centred	approach	becomes	the	main	ingredient	and	tool	for	ECE	

intervention	in	pedagogy.		

In	 Indonesia,	 the	presence	of	a	child-centred	approach	has	been	accentuated	

since	the	implementation	of	the	Beyond	Centres	and	Circles	Time	(BCCT)	approach.	

Produced	by	the	Creative	Centre	for	Childhood	Research	and	Training	in	Florida,	BCCT	

offers	a	range	of	sequential	activities	to	guide	teachers	in	organising	learning;	it	was	

purchased	by	MoEC	under	the	World	Bank’s	influence	(World	Bank,	2006b),	BCCT	is	

the	epitome	of	neoliberalist	penetration	in	Indonesia’s	ECE	(Adriany,	2018b).	Content-

wise,	 BCCT	 adheres	 to	 DAP,	 a	 framework	 produced	 and	 regulated	 by	 the	 National	

Association	 for	 Education	 of	 the	 Young	 Children	 (NAEYC),	 based	 in	 the	 US.	 DAP	 is	

claimed	to	provide	“universal”	and	“scientific”	guidance	to	care	providers	in	attending	

to	a	child’s	social-emotional,	physical,	and	cognitive	needs	based	on	their	specific	age-

based	 behaviour	 (Bredekamp	&	Copple,	 2006).	 At	 the	 heart	 of	 the	 approach	 is	 the	

cultivation	of	the	self-disciplining,	autonomous,	liberal,	and	efficient	child	(Newberry,	

2010).	 

Although	 BCCT,	 as	 a	 copyrighted	 property,	 was	 only	 allowed	 to	 be	 used	

between	2005	and	2009,	in	reality	the	influence	went	beyond	the	expiry	date.	During	

my	 fieldwork	 from	 2014	 to	 early	 2016,	 BCCT	was	 still	 being	 used	 as	 the	 primary	

reference	 for	 the	 teachers	 of	 Raihun	 Nakmutis.	 In	 the	 context	 of	 Timor,	 BCCT	 is	

understood	 mostly	 as	 teaching	 guideline	 that	 emphasises	 the	 value	 of	 child-

centredness.	 Its	 introduction	 coincided	 with	 the	 popularity	 of	 active,	 joyful	 and	

effective	 learning,	 a	 form	 of	 learner-centred	 pedagogy	 (LCP),	 which	 had	 been	

campaigned	for	earlier	for	primary	level	education.		

The	most	 influential	 legacy	 of	 BCCT	was	 the	 strong	 belief	 about	 the	 correct	

responses	to	children’s	development	and	training	based	on	timing	and	sequences.	ECE	
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centres	was	 campaigned	 to	 provide	 children	with	 care	 and	 stimulation	 as	 early	 as	

possible	 for	 the	 sake	 of	 their	 neural,	 physical,	 and	 emotional	 growth.	 In	 this	

perspective,	BCCT	“saved”	the	teachers	from	the	fear	of	making	incorrect	judgements.	

This	 attitude	 is	 also	 related	 to	 ECE	 campaigns	 done	 mostly	 by	 emphasising	 early	

childhood	 as	 a	 sensitive,	 irreversible	 and	 critical	 period,	 hence,	 burdening	 care	

providers	with	the	“wrongful	conduct”	that	could	impede	such	a	precious	period.	On	

the	 other	 hand,	 there	 was	 a	 fear	 cultivated	 in	 regard	 to	 children’s	 premature	

development,	which	meant	children	should	be	prevented	from	learning	some	skills	too	

early.	 This	 fear	 of	 mistakes	 regulated	 teachers	 actions	 based	 on	 the	 safety	 of	

developmentalism	as	a	principle	of	appropriateness	and	timing	of	responses	(Formen,	

2018).	Consequently,	teachers	could	potentially	become	passive	readers	of	children’s	

development	 tables	 and	 matrices	 that	 limited	 them	 from	 thinking	 about	 other	

possibilities.		

In	the	broader	context,	the	influence	of	DAP	also	produced	binary	values	with	

the	consequence	of	Othering	practice	(Adriany	&	Saefullah,	2015).	Training	on	BCCT,	

for	example,	ignited	feelings	of	empowerment	among	teachers	who	were	grateful	to	

have	 “right”	knowledge	and,	 thus,	be	responsible	 for	 their	community	reform	–	not	

only	to	provide	better	learning	for	children,	but	also	to	educate	the	parents,	as	shown	

in	my	fieldnote	below:	

Fieldnote:	I	just	arrived.	Bringing	three	cups	of	tea	and	some	biscuits	from	the	
kitchen,	Julietta	appeared	from	the	back	room,	rejoining	our	conversation.		

“What	is	the	hardest	thing	you	face	in	running	the	ECE?”	I	asked	them	my	
favourite	question.	

“The	parents.	We	try	to	‘educate’	the	parents	about	the	importance	of	early	
learning	to	young	children.	We	want	the	children	to	play	and	enjoy	their	time	
here	in	school,	while	learning,	of	course.	Sometimes	the	parents	cannot	see	those	
things	[playing	and	having	fun	times]	as	part	of	learning.	They	always	want	their	
children	to	learn	to	read	and	write.	As	if	they	were	in	primary	school.	That	is	
wrong!	It	is	our	task	to	remind	them	about	the	consequences;	you	know	‘the	
poison’	that	damages	children’s	brains	when	they	learn	to	read	and	to	write	too	
early.”	Rita	explained.	

Out	of	curiosity,	I	asked	them	further	about	teaching	reading	and	writing:		
“So,	you	don’t	teach	the	children	here	[in	the	centre]	reading,	writing	and	

simple	math?	What	is	your	reason?”		
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The	question	turned	out	to	be	a	little	bit	too	blunt,	so	blunt	that	Julietta	looked	
very	shocked.	She	looked	me	in	the	eyes,	checking	whether	I	was	joking	or	testing	
her.	I	kept	a	plain	face	to	show	her	that	my	question	was	genuine.		

“Of	course	not!	Wah,	apparently,	you	are	so	outdated	(ketinggalan	jaman).	
Don’t	you	know	that	it	has	been	proven	that	teaching	those	things	[reading	and	
writing]	to	children	too	early	may	expose	their	brains	to	some	serious	risks?!”	
She	replied	with	sharp	accentuation	on	each	word.		

I	kept	my	face	straight	and	tried	not	to	sound	offended	but	felt	ridiculous	for	
asking	the	question.	Their	puzzled	looks	and	surprise	told	me	that	I	had	just	
stepped	outside	the	boundary	of	what	was	assumed	to	be	the	“right”	knowledge.	
Maybe	they	were	wondering	what	sort	of	doctoral	student	I	was.	Intellectuals	
would	not	ask	this	kind	of	question;	they	should	have	known.	For	this	belief,	
almost	like	a	faith,	was	very	popular	among	ECE	practitioners.	Now,	they	
probably	thought	that	I	had	just	migrated	in	from	a	different	planet,	a	light	year	
away	from	the	established	wisdom	of	ECE.	(11	September	2015)	

The	fieldnote	above	shows	how	ECE	also	produced	a	subjugating	effect	on	the	

knowledge	 and	 practices	 of	 parenting	 in	 Basar	 Oan.	 The	 “enlightened”	 centre	

positioned	 its	 teachers	 with	 the	 task	 of	 reforming	 community	 practices	 to	 stop	

damaging	 children’s	 potential.	 The	 unequal	 staff–parent	 relationship	 has	 been	

discussed	 by	ECE	 scholars	 (Burman,	 2005;	Hughes	&	MacNaughton,	 2000;	Osgood,	

2012).	 Hughes	 and	 MacNaughton	 (2000)	 argue	 parents’	 knowledge	 tends	 to	 be	

discriminated	 against	 because	 they	 are	 seen	 as	 inadequate,	 supplementary	 and	

unimportant.	 Looking	 at	 the	 bigger	 development	 relationships,	 the	 application	 of	

universalised	 developmentalism	may	 perpetuate	 binary	 judgements	 because	 of	 its	

reduced	sensitivity	to	issues	like	social	equality,	social	justice	or	democracy	(Soto	&	

Blue	Swadener,	2002).	Adriany	(2015),	 for	example,	believes	that	the	application	of	

child-centred	pedagogy	 in	ECE	may	 subjugate	 Indonesian	parenting	 styles	with	 the	

label	“oppressive.”		

In	 Basar	 Oan,	 in	 contrast	 to	 the	 teachers,	 parents	 were	 assumed	 to	 be	

uninformed	as	to	child-centred	values.	Further,	as	I	explain	later	in	this	chapter,	they	

were	also	thought	to	be	abusive,	careless,	and	hopeless	in	terms	of	raising	their	own	

children.	The	chicken	dance	practice	I	mentioned	in	Chapter	5,	for	example,	was	also	

carried	out	as	a	cleansing	ritual	to	free	children	from	the	stress	and	oppression	of	home	

and	to	prepare	them	for	fun	learning	activities.	Referring	to	Hughes	and	MacNaughton	

(2000)	above,	embedded	in	the	Othering	practice	are	unequal	relationships.	However,	

in	relation	to	Indonesian	contexts	of	inequality,	modern	development,	and	widespread	
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cultural	stigma,	this	inequality	reproduces	the	perception	of	Timorese	as	a	“savage”	

culture48,	done	through	the	hands	of	the	Timorese	themselves.		

Procedures over skills. 

Despite	my	critique	above	about	child-centredness	and	its	effect	on	reproducing	the	

other,	 I	have	 to	admit	 that	 teachers’	positive	 response	 to	BCCT	was	also	because	 it	

allowed	them	to	consume	new	knowledge	and	skills	rather	than	being	forced	to	follow	

procedures.	 In	 2014,	 the	 vacuum	 of	 teachers’	 knowledge	 was	 replaced	 by	 the	

enactment	of	Kurikulum	2013	(K13)	or	the	2013	curriculum. 49	In	terms	of	substance,	

the	2013	curriculum	may	not	seem	comparable	to	BCCT.	The	K13	was	meant	to	replace	

the	 2004	 curriculum	 Kurikulum	 Berbasis	 Kompetensi	 (KBK)	 associated	 with	

kindergarten	 learning.	 Meanwhile,	 BCCT,	 in	 the	 beginning	 of	 ECE	 expansion,	 was	

purchased	 to	 equip	 the	new	non-formal	ECE	with	 learning	 that	was	more	oriented	

towards	non-formal	active	play	 (DoNE,	2006).	The	K13	was	meant	 to	 converge	 the	

curriculum	dualism	between	formal	and	non-formal	ECE.		

When	 I	did	my	 fieldwork	 from	2014	to	2016,	 the	curriculum	was	still	brand	

new.	The	training	for	the	new	curriculum	only	started	in	late	2015	with	Rita	as	the	only	

participant	from	Raihun	Nakmutis,	followed	by	Meliana	and	Désideria,	a	year	later	in	

2016.	 Freshly	 returned	 from	 the	 training,	 Rita	 said	 that	 she	 could	 not	 tell	 the	

differences	between	the	old	BCCT	and	the	new	Kurikulum	2013,	besides	some	changing	

terminologies,	 which	 in	 her	 opinion,	 were	 non-essential.	 A	 similar	 expression	 also	

came	from	Meliana	who	thought	the	new	curriculum	was	more	interested	in	rules	and	

procedures	 than	guiding	her	with	organising	 learning.	 For	both	 teachers,	 the	BCCT	

approach	still	provided	them	with	a	better	grip	on	delivering	child-centred	learning	

than	the	K13.	The	teachers’	judgements	were	well	grounded.	The	procedural	demands	

from	 the	 new	 curriculum	 only	 made	 their	 teaching	 more	 complicated	 in	 an	

administrative	 sense.	 The	 complex	 procedures	 required	 by	 the	 current	 curriculum	

contributed	very	little	to	helping	teachers	with	pedagogic	skills;	instead,	they	tended	

to	recreate	the	government’s	authoritative	tone	around	what	was	“important,	correct,	

	
48	I	continue	the	discussion	later	in	this	chapter.	
49	Despite	the	official	title	of	“2013	Curriculum”	or	Kurikulum	2013,	the	new	curriculum	for	ECE	level	
was	only	issued	in	2014.		
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useful	and	needing	to	be	learnt	by	and	taught	to	every	individual”	(Formen,	2018,	p.	

152).	

Timorese Childhood: In Between the Cane and Gold 

Discipline as violence. 

One	of	the	most	frequently	cited	adages	among	Timorese	raising	children	is	di	ujung	

rota	 nada	 emas	 or	 “there	 is	 gold	 at	 the	 end	 of	 a	 rattan	 cane.”	 Literally,	 the	 saying	

indicates	that	battering	a	child	with	a	rattan	cane	is	what	it	takes	to	discipline	them.	In	

general,	it	advocated	the	use	of	rough	discipline	to	raise	a	child	into	a	valuable	adult.	

The	disciplining	can	 include	 the	use	of	verbal	and	non-verbal	means	 to	make	 them	

obedient	 and	 to	 prevent	 them	 from	 behaviour	 that	 potentially	 humiliates	 and	

denigrates	 their	 families	 in	 the	eyes	of	 the	community	 (Adi,	2009;	Ashmad,	Giroud,	

Bait,	&	Ragalawa,	2012;	Shore,	2009).	Adi	(2009)	reported	that	for	centuries,	children	

in	NTT	have	been	subject	to	mockery,	insults,	curses,	and	physical	punishments.	

Most	available	texts	are	produced	with	the	mindset	of	categorising	the	rough	

discipline	based	on	external	definitions	of	what	counts	as	“violence,”	instead	of	looking	

at	 it	 as	 an	 unstable	meaning	 (Accomazzo,	 2012).	 For	 outsiders	 like	me,	 this	 harsh	

practice	towards	children	was	indeed	disturbing	and	could	be	beyond	comprehension.	

From	the	available	literature	on	violence	against	children	in	Timor	or	NTT,	many	times,	

the	culprit	was	adults’	lack	of	awareness	of	child	rights	and	the	psychological	impacts	

of	 violence,	 or	 their	 conflation	 between	 the	 expression	 on	 parental	 love	 and	 their	

obligation	 of	 disciplining	 a	 child	 (see	 Rianto,	 2009;	 Shore,	 2009;	 World	 Vision	

International	 [WVI],	 2012).	 The	 term	violence	 also	 tends	 to	 have	 a	mix	 of	 different	

meanings.	The	WVI	report	 (2012),	 for	example,	defines	violence	as	 “all	 forms	of	 ill-

treatment	of	 children	either	physically,	 emotionally,	 sexually;	neglect	 and	negligent	

treatment;	and	exploitation	of	children	which	can	result	in	harm	or	bad	conditions	for	

their	safety,	life,	dignity,	and	development”	(p.	5).	The	definition	puts	different	forms	

of	violence	into	the	same	category	regardless	of	the	level	of	acceptance,	frequency,	and	

motives.		

In	 Raihun	 Nakmutis,	 the	 teachers	 disagreed	 with	 the	 practice	 of	 corporal	

punishment.	They	believed	that	to	intentionally	hurt	and	inflict	pain	on	young	children	

was	unacceptable.	However,	there	was	a	legitimate	question	about	the	loss	of	authority	
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that	 forces	 them	 to	 moderate	 their	 discipline.	 Julietta,	 for	 example,	 believed	 that	

teachers	could	still	shout	at	the	children	as	long	as	they	used	proper	and	“fine”	words	

–	not	swearing,	 threatening,	or	 insulting	 the	children.	Only	 then,	 children	could	see	

them	 as	 respected	 figures	 of	 authority.	 In	 the	 classrooms,	 as	 I	 later	 show,	 a	

commanding,	 assertive,	 and	 dominating	 voice	 became	 a	 strategic	 instrument	 for	

teachers	 to	discipline	children,	 to	 socialise	 them	with	rules	 (tahu	aturan)	and	good	

manners	(tahu	adat);	otherwise,	they	would	be	unfit	members	of	their	society.		

“Bodok” kid. 

In	Basar	Oan,	I	frequently	heard	children	described	as	bodok	or	stupid.	Sometimes,	it	

happened	 when	 a	 child	 behaved	 foolishly	 or	 was	 acting	 up,	 resisting	 teachers	 or	

wasting	opportunities.	The	word	was	randomly	and	frequently	used	by	adults	towards	

children,	 without	 any	 known	 reasons	 (to	 my	 knowledge),	 that	 it	 sounded	 almost	

meaningless	instead	of	hurtful	or	humiliating.	So,	I	thought	that	must	just	be	the	way	

adults	say	things	about	the	children.		

The	 conception	of	 children	as	 “stupid”	human	beings	 is	 a	 social	marker	 that	

opposes	 them	 to	 adults,	 an	 “institutionalised	 construction…	 that	 mentally	 and	

physically	control[s]”	them	(Cannella	&	Viruru,	2004,	p.	64).	Among	Indonesian	ethnic	

cultures,	 calling	 children	 stupid	 is	 a	 common	 practice,	 rendering	 their	 cultural	

incompetence.	In	Javanese	culture,	for	example,	the	notion	of	dhurung	jowo	or	“not	yet	

Javanese”	is	used	to	characterise	small	children	who	are	unaware	about	the	dangers	of	

fire,	 a	 sharp	knife,	 broken	glass	 and	 the	 like,	 or	bigger	 children	who	are	 still	 badly	

behaved	and	picking	on	siblings.	On	the	other	hand,	children	who	understand	their	

responsibility	to	their	families	and	master	polite	speech	registers	are	considered	to	be	

wis	 jowo	 (already	 Javanese;	 Abdulgani	 &	 Frederick,	 1974;	 H.	 Geertz,	 1961;	 Smith-

Hefner,	1988).	A	similar	conception	is	also	found	among	the	Bonerate	community.	On	

that	 island,	 off	 of	 the	 South	 Sulawesi	 coast,	 children	 are	 generally	 characterised	 as	

bodoh	 (stupid)	 because	 of	 their	 unstable	 emotions,	 spontaneous	 acts,	 including	 in	

expressing	their	aggression	in	quarrelling,	nagging	or	fist-fighting	(Broch,	1990).		

My	observations	and	my	personal	experience	captured	some	moments	where	a	

child	reacted	or	did	not	react	to	older	people’s	instructions.	The	most	memorable	was	

when	I	was	watching	Putra,	reflected	in	a	fieldnote	below:	
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Fieldnote:	Putra	was	a	4-year-old	boy	playing	close	to	a	two-metre-deep	ditch	at	
the	back	of	the	house.	He	was	trying	to	walk	on	a	narrow	path	copying	what	Arya,	
his	friend,	did	the	day	before.	There	was	a	moment	where	Putra	came	too	close	to	
the	edge,	so	that	I	thought	he	might	lose	his	balance,	fall,	and	hit	the	rocky	
bottom.		

I	shouted	several	times:	“Putra!	Hati-hati!”	[be	careful!]	but	he	just	ignored	me.	
For	several	times,	I	moved	him	away	from	the	path,	but	he	kept	on	coming	back	–	
there	was	a	brief	moment	when	I	thought	he	was	challenging	me.	Knowing	what	
was	happening,	Arnold,	an	8-year-old	boy,	rose	from	his	chair.	He	walked	
towards	Putra	and	started	scolding	him.	Arnold	was	very	cross.	His	hand	was	
ready	to	hit	Putra’s	head	while	he	raised	his	voice	and	said	more	or	less:		

"Dasar	anak	bodok!	[Damn	you,	‘bodok’	kid]	Do	you	want	to	die	now?”	Arnold	
stared	intently	at	Putra,	who	immediately	stopped	being	silly	and	moved	away	
from	the	edge.	Arnold	dragged	Putra	to	his	mother	who	lived	across	the	street	
but	did	not	say	anything.	I	did.	(15	November	2015)	

I	was	amazed	at	Arnold’s	transformation.	I	always	thought	Arnold	as	calm	and	

timid,	but	he	suddenly	turned	into	a	figure	of	authority.	The	event	gave	me	a	hint	of	the	

construct	of	discipline	that	affected	a	child’s	recognition	of	authority.	Regardless	of	my	

age	and	my	claim	to	being	an	adult,	my	meek	approach	was	useless	to	stop	Putra	from	

potentially	 injuring	 himself.	 As	 a	 child,	 he	 immediately	 could	 recognise	 Arnold’s	

gesture:	 harsh,	 strict,	 firm,	 assertive	 but	 also	 protective.	 Arnold’s	way	was	 also	 an	

experience	that	could	awaken	all	of	his	senses:	it	was	strikingly	heard,	intensely	shown,	

and	almost	physically	felt.		

The	 sociology	 of	 Timorese	 childhood	 is	 still	 extremely	 under-researched.	

Despite	 the	 premature	 claim	 of	 violent	 childhood	 produced	 by	 some	 research	

sponsored	by	development	 organisations	 (see	Rianto,	 2009;	WVI,	 2012),	 children’s	

subjective	interpretation	of	abuse	and	authority	has	remained	uncovered.	Many	adults	

truly	appreciated	the	rough	discipline	practised	by	 their	parents.	Alex,	 for	example,	

attributed	his	resilience	to	the	“hard	lessons”	(dididik	dengan	keras)	from	his	father.	

Many	 children	 whom	 I	 spoke	 to,	 did	 not	 recognise	 being	 hit	 or	 ridiculed	 by	 their	

parents	as	violence	either,	at	least	in	a	way	that	has	always	been	categorised	by	others.	

A	child	as	young	as	four	years	old	could	even	talk	openly	about	his	experience	of	being	

battered	 by	 his	 mother	 with	 a	 plain	 face;	 as	 if	 the	 punishment	 was	 nothing	

extraordinary.		

Defining	violence	is	easier	than	understanding	it	on	a	day-to-day	basis.	From	

my	 experience	 in	 Basar	 Oan,	 I	 became	 aware	 about	 the	 subjective	 and	 unstable	
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meanings	of	violence.	Disciplining	a	child	may	involve	physical	punishments	that	may	

be	 categorised	 as	 a	 violent	 act	 by	 outsiders.	 I	must	 admit	 that	witnessing	 physical	

violence	or	listening	to	intimidating	threats	were	the	most	difficult	experiences	of	my	

fieldwork.	 However,	 in	 terms	 of	 rough	 discipline,	 the	 relationships	 are	 not	 shaped	

merely	by	abusive	adults	and	abused	children.	Many	parents	did	not	recognise	such	an	

allegation	 just	 as	 the	 children	did	not	 recognise	 the	wrongful	 act	 imposed	on	 their	

bodies.		

Othering,	 as	 previously	 shown	 by	 my	 explanation	 in	 the	 section	 “rescuing	

children,”	is	the	effect	of	the	introduction	of	ECE	and	its	novel	ideology	on	child	rearing.	

However,	the	subjugating	practices,	despite	marginalising	Timorese	representation	at	

the	national	scale,	did	not	stop	the	disciplining	practices	due	to	the	relation	between	

“abusive”	adults	and	the	bodok	children.	Instead,	the	tensions	could	potentially	deepen	

the	impact	of	othering	to	the	postcolonial	condition,	enmeshing	individuals	in	a	hybrid	

of	being	“both	self	and	other”	(Ashcroft,	1994).	Up	to	this	point,	I	have	described	the	

overall	situation	and	tensions:	the	child-centred	approach	and	the	local	child-rearing	

practices.	 I	 draw	 this	 tension	 further	 in	 the	 classroom	 to	 explore	 how	 the	 two	

discourses	interact,	shape,	and	complement	each	other	by	using	the	stories	of	Rita	and	

Meliana,	teachers	from	the	Raihun	Nakmutis	centre.		
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In the Classroom  

	

	

“Naughty children are nothing extraordinary.” 

In	Raihun	Nakmutis	ECE	Centre,	Rita	was	the	most	senior	teacher.	Having	attended	

more	than	a	dozen	trainings,	she	was	also	the	most	trained	compared	to	the	other	three	

teachers.	She	was	quite	popular	among	other	teachers	in	the	district,	especially	after	

being	 involved	 in	 peer-teaching	 strengthening	 activities.	 She	 had	 represented	 the	

centre	 and	Belu	District	 in	 various	 teaching	 competitions	 at	 the	province	 and	 even	

national	level.		

Believing	in	the	value	of	child-centredness,	Rita	was	determined	to	transform	

herself,	 to	 become	 a	 good	model	 for	 others.	 She	 had	 to	 refrain	 from	 shouting	 and	

intimidating	children	and	to	show	teaching	that	was	“active,	fair,	and	not	angry”	–	a	

process	that	was	far	from	easy.	She	said:		

We	 are	 not	 allowed	 to	 use	 coercion.	 We	 have	 to	 hold	 back	 our	 emotion,	

[although]	it	gives	us	a	tight	chest.	If	we	can	hold	it,	hold	it;	 if	we	cannot,	we	

Figure	7:	Illustration	of	Raihun	Nakmutis’	Classroom			
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have	to	go	outside	and	calm	ourselves.	Bad	tempered	teachers	are	not	good	for	

the	children’s	characters.	This	is	what	we	do	for	our	children.	(10	October	2015)	

Rita’s	account	shows	how,	in	order	to	be	recognised	as	a	caring	teacher,	she	had	

to	suppress	what	she	had	learned	from	a	tradition	that	normalised	shouting	at	children	

and	 how	 “unnatural”	 it	 felt	 for	 her	 to	 pursue	 the	 calm,	 kind	 and	 patient	 image	 of	

teacher,	what	Swadener	(1992)	terms	as,	“the	hegemony	of	nice”	(cited	in	Goldstein,	

1998)	–	how	“caring”	has	defaulted	into	a	particular	feminine	manner	of	“nice.”	In	the	

ECE	 setting,	 this	 reductionist	 view	 forces	 and	 normalises	 female	 teachers	 as	

maternalist	figures	who	always	smile,	give	warm	hugs,	and	are	supportive,	responsive	

and	kind	(Goldstein,	1998).	This	occludes	any	other	possibilities	of	maternal	care,	in	

Rita’s	case,	her	own	cultural	identity.		

For	her	transformation,	Rita	had	to	renounce	the	traditional	way	of	looking	at	

children,	 which	 centred	 around	 the	 idea	 of	 bodok	 children,	 culturally	 incompetent	

humans	whose	behaviour	needed	to	be	disciplined.	Her	new	conception	took	her	on	a	

journey	of	new	meanings.	A	child	was	not	stupid,	representing	the	evolutionist	culture	

of	the	wild	savage	(Jenks,	2005;	Spyrou,	2018),	but	“a	pioneer,	explorer,	constructor	

and	developer	of	 independence”	 (Langford,	2010,	p.	116).	The	 conception	of	 active	

childhood	also	requires	transposition	of	her	caring	methods.	 In	her	view,	children’s	

naughtiness	 should	 never	 be	 countered	 by	 corporal	 discipline	 or	 any	 verbal	

intimidation.	 From	 the	 training	 and	 also	 her	 own	 experiences,	 she	 reflected	 how	

“shouting”	to	scare	children	and	instilling	obedience	through	fear	tended	to	be	“short-

lived”	and	superficial.		

Crossing	 the	boundary	 to	be	more	child	centred,	Rita	struggled	 to	embody	a	

coherent	flow	of	meanings	and	to	disconnect	child-centredness	from	the	disciplining	

lexicon.	As	shown	in	her	response	to	my	question	about	children’s	character	–	what	

made	children	what	they	were:	

We	need	to	understand	children	in	their	realm,	to	know	them	better.	Naughty	

children	are	nothing	extraordinary	because	they	[the	children,	behave]	just	like	

their	age.	That	is	their	time	to	be	naughty….	Uhm.	Maybe	not	“naughty”	but	just	

“active”…	“very	active”	and	cannot	stay	still.	We	cannot	shout	at	them.	I	do	not	

think	we	can	anymore.	Because	by	shouting	we	limit	their	right.	They	have	to	

be	free…	to	play.	We	cannot	say	“no”	to	play.	However,	[first]	we	have	to	train	

ourselves	 not	 to	 get	 angry,	 not	 to	 hit	 them.	 Naughty	 children	 are	 just	
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“hyperactive”	 children.	 Although	 other	 children	 can	 be	 quieter,	 they	 [the	

naughty	 one]	 just	 cannot.	 [to	 this	 type	 of	 children]	 we	 have	 to	 give	 them	

“punishment”….	well,	not	punishment.	However,	something…	a	“lesson”…	that	

can	make	them	stay	still.	(10	October	2015)	

In	Rita’s	response	above,	her	grappling	with	the	child-centred	approach	was	apparent.	

She	replaced	“naughty”	with	“active”	and	“punishment”	with	“lesson.”	The	replacement	

made	me	 think	 that	 when	 she	 said	 “very	 active”	 or	 “hyperactive”	what	 she	meant	

actually	was	very/hyper	“naughty.”	Rita’s	reply	reflects	the	influence	of	child-centred	

discourse	in	reshaping	her	language	control	(Carabine,	2001;	Weedon,	1987),	showing	

what	 could	 be	 accepted	 (active	 children	 and	 lesson)	 and	 what	 could	 not	 (naughty	

children	and	punishment)	and	an	area	that	could	not	easily	merged	(make	them	stay	

still).	However,	equally	important	was	how	she	perceived	that	she	could	not	anymore	

say	“no”	to	children’s	desire	to	play.	Her	sentence	showed	how,	as	a	teacher,	her	task	

was	to	follow	children’s	will.		

Walkerdine	 (1990)	 argues	 that	 the	 liberation	 of	 a	 child	 does	 not	 mean	 the	

liberation	of	women.	Aligning	herself	with	the	child-centred	approach	of	teachers	as	

children’s	 learning	 facilitators,	 Rita	 suppressed	 her	 teaching	 role’s	 opportunity	 to	

become	a	creator	of	knowledge.	Instead,	she	was	“caught,	trapped	inside	a	concept	of	

nurturance”	(p.	19)	turning	her	into	a	role	that	was	"passive	to	the	child’s	active;	she	

works	to	his	play.	She	is	the	servant	of	the	omnipotent	child,	whose	needs	she	must	

meet	at	all	times	–	the	price	of	autonomy	is	the	woman”	(p.	24).		

“To be like children from Java.” 

The	idea	for	this	section	came	after	listening	to	my	interviews	with	Rita	several	times.	

It	struck	me	how	frequent	she	mentioned	Java	in	her	responses.	When	I	asked	her	what	

her	vision	for	children	was,	she	replied:	“I	want	children	[here]	to	be	like	children	from	

Java.	They	were	more	orderly,	more	gentle,	disciplined”	(10	October	2015).		

For	 Timor,	 child-centred	 approach	 has	 to	 come	 from	 “somewhere”	 –	 an	

intermediary	place	between	Washington,	D.C.	or	New	York	and	Atambua.	For	many	

teachers,	 ECE	 in	 general	was	 a	 programme	brought	 in	 by	 people	 from	 Jakarta.	 For	

decades,	 Jakarta	 has	 been	 a	 place	 where	 instructions	 were	 made	 before	 being	

circulated	to	the	regions.	Many	of	Rita’s	references,	whether	it	was	to	conform	or	to	

reject,	compared	Atambua	with	Java.	She	stated:	
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Timorese	children	are	not	the	same.	They	are	not	like	those	children	from	big	

cities	from	Java…	Children	from	Java	are	very	“refined”	(alus),	they	are	easier	to	

control.	 Although	 [their	 teachers]	 speak	 softly,	 they	 listen	 [to	 what	 their	

teachers	 say].	 But	 children	 from	 here?...	aduh,	 it’s	 not	 going	 to	 be	 easy!	 (10	

October	2015)	

As	a	Javanese,	I	knew	what	she	meant	by	the	stereotype	of	Javanese	as	refined	beings,	

although	I	disagree	about	the	absence	of	coercion	in	Javanese	childhoods.	In	Javanese	

culture,	 discipline	 is	 known	 to	 be	 an	 exercise	 of	 self-internalising,	 regulating,	 and	

constraining.	Meanwhile,	kasar	(rough),	for	the	Javanese,	means	the	absence	of	good	

manners,	 the	 turmoil	 of	 emotions,	 the	 straightforwardness	 of	 criticism,	 the	

rebelliousness	 of	 disagreement,	 the	 openness	 of	 conflict,	 and	 the	 lack	 of	 civilised	

diplomacy.	From	when	they	are	babies,	Javanese	are	socialised	to	a	specific	register	of	

speech	 that	 emphasises	 politeness,	 fear,	 embarrassment	 and	 reluctance	 (H.	 Geertz,	

1961;	Smith-Hefner,	1988).	However,	avoiding	kasar	does	not	mean	that	child-rearing	

is	without	coercion;	instead,	slapping,	shaming,	pinching,	and	actual	beatings	are	also	

used.		

The	divide	between	alus	and	kasar	in	Javanese	culture	is	interpreted	in	gender-

based	caring	–	the	maternal	woman	is	different	from	the	paternal.	For	the	mothers,	

their	relationship	to	the	children	is	believed	to	be	based	on	trisna	or	love,	the	“bulwark	

of	strength	and	love	to	whom	one	can	always	turn”	(H.	Geertz,	1961,	p.	107)	who	can	

always	anticipate	her	child’s	requirements	or	desires	even	before	the	child	feels	any	

discomfort	(Smith-Hefner,	1988);	meanwhile	the	father	is	only	expected	to	be	seneng	

or	“to	enjoy”	the	child	as	an	object	of	his	affection	from	as	a	distant	authoritative	figure	

(Djajadiningrat-Nieuwenhuis,	1987;	H.	Geertz,	1961).		

From	Rita’s	 statement,	 there	seemed	 to	be	no	significant	difference	between	

how	 maternal	 caring	 was	 prescribed	 either	 by	 the	 child-centred	 approach	 or	 the	

Javanese	philosophy.	The	notion	of	alus	emerged	as	her	misinterpretation	about	the	

child-centred	approach	within	the	subtle	context	of	Javanese–Timorese	tension.	The	

difference	between	the	child-centred	approach	and	the	Javanese	caring	approach	lies	

in	 the	 objective	 attached	 to	 the	 children.	 The	 child-centred	 approach,	 despite	 the	

myriad	 of	 interpretations,	 positions	 the	 children	 as	 “active	 individuals”	 (Chung	 &	

Walsh,	2000;	Georgeson	et	al.,	2015),	meanwhile	the	Javanese	prioritise	cultivation	of	

polite	manners	and	respect	for	the	child	as	a	future	member	of	the	society	(Errington,	



Chapter	7:	To	Be	Alongside	a	Child	
	

	184	

1984;	H.	Geertz,	1961;	Hughes-Freeland,	2001;	Smith-Hefner,	1988;	Sutarto,	2006).	In	

this	 way,	 Rita’s	 belief	 in	 the	 need	 for	 adults’	 coercive	 authority	 despite	 her	 child-

centred	practice	could	be	explained.		

In	the	past,	Javanisation,	a	process	through	which	Indonesia’s	traditions	were	

reduced	and	refracted	through	only	a	Javanese	lens	(Elmhirst,	1999;	Errington,	1992),	

was	 intensively	 practised	 by	 Soeharto	 in	 non-Javanese	 regions,	 mainly	 through	

repressive	but	obvious	methods,	such	as	by	resettling	Javanese	people	to	other	islands	

(known	as	transmigrasi),	appointing	Javanese	leaders	to	be	posted	as	governors	and	

district	 heads	 in	 non-Javanese	 regions	 like	 Timor,	 and	 extending	 Javanese	 beliefs,	

values	 and	 modes	 in	 speech	 and	 political	 attitudes	 (Elmhirst,	 1999).	 To	 the	 non-

Javanese	cultures,	this	process	was	highly	repressive.	Any	ethnic	sentiments	that	could	

cause	social	and	political	fissures	were	silenced	by	the	militaristic	style	of	governance	

(Gayatri,	2010).	This	practice	decreased	as	Soeharto	stepped	down	in	1997	and	was	

replaced	with	the	sentiment	towards	a	decentralised	system	that	allowed	bottom-up	

aspirations.	However,	this	does	not	mean	the	production	of	biases	stopped,	as	Sutarto	

(2006)	 states:	 “In	 many	 respects,	 Javanese	 culture	 merges	 with,	 or	 reaches	 an	

accommodation	with,	 aspects	 of	 other	 cultures”	 (p.	 39).	 In	 this	 context,	 the	 culture	

“merges”	with	the	child-centred	approach.		

Rita’s	perception	about	the	importance	of	being	alus	may	reflect	the	Javanese	

bias	 in	 Indonesia’s	 child-caring	 –	 how	 the	 discourse	 of	 the	 child-centred	 approach	

could	 be	 penetrated	 and	 (mis)understood	 based	 on	 the	 language	 of	 the	 dominant	

culture.	The	 Javanisation	of	 child-caring	 spread	 through	 the	 child-centred	practices	

that	favoured	the	achievement	of	control	over	bodily	movements,	emotions,	focus,	and	

mastery	of	language;	but,	by	projecting	alus	as	an	achievement,	Rita	perpetuates	the	

Timorese	culture	as	the	rough	culture	–	the	opposite	of	Javanese’s	refined	culture.		

"I learnt I could use my voice.” 

Meliana	was	the	least	trained	teacher	with	limited	exposure	to	technical	teaching	skills.	

With	her	status	as	a	teacher	aide,	she	did	not	get	an	immediate	opportunity	for	training.	

She	 said	 there	was	 no	 sharing	mechanism	 for	 the	 training	 content	 or	 experiences.	

Materials	were	kept	by	the	teacher	who	attended	the	course	although	sometimes	they	

put	an	extra	copy	in	the	centre.	So,	what	she	principally	did	was	to	watch	and	learn	

from	 Désideria,	 the	 main	 teacher.	 From	 Désideria’s	 actions	 in	 leading	 the	 session,	
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moving	from	one	activity	to	another,	controlling	the	pace	and	timing,	Meliana	had	to	

learn	while	 taking	 care	 of	 the	 children	 in	 the	 back.	 She	was	 never	 at	 the	 centre	 of	

students’	attention;	all	children’s	eyes	were	always	on	Désideria,	not	her.		

Since	my	 first	 day	of	 observing	Basar	Oan,	 I	 learnt	 that	Meliana	was	known	

among	the	children	as	the	“witch”	(nenek	sihir).	Alex	once	said	that	Meliana	was	the	

only	teacher	who	could	say:	“I	will	poke	your	eyes	out	of	your	socket!”	(cungkil	lu	pung	

mata!)	or	"Can	you	shut	up,	or	I	will	sew	your	lips	together!"	(bisa	diam	ko	tidak?	Ibu	

Guru	jahit	lu	pung	mulut	supaya	diam!).	Meliana	was	far	from	shy	in	performing	the	

role	of	an	“evil”	 teacher.	Most	of	the	time,	she	did	not	have	to	say	anything,	 instead	

staring	intently	at	children	until	they	gave	up	and	stopped	acting	up.	In	the	day-to-day	

classroom,	Meliana’s	name	was	used	as	a	spell	to	shush	boisterous	classrooms.	When	

“Ibu	Meliana!”	was	mentioned,	children	would	immediately	sit	still.	Meliana	was	a	tool	

for	the	centre	in	disciplining	the	children.	Even	Rita	used	her	name	whenever	she	felt	

helpless	with	the	children.		

Unlike	Rita	or	Désideria	who	attended	more	training,	Meliana’s	lack	of	exposure	

to	 ECE	 jargon	meant	 her	 language	 sounded	more	 unprocessed	 and	 unsettling	 than	

other	teachers’	expressions.	Without	sufficient	support,	she	struggled	in	making	sense	

of	what	happened	in	the	classroom.	An	example	of	this	was	her	expression	about	the	

power	of	teachers	over	children:	"I	learnt	that	by	being	a	teacher,	children	listen	to	me.	

We	can	direct	the	children	to	do	some	tasks,	making	rules,	watching	them.	We	can	ask	

them	to	do	whatever	we	like”	(December	2015).	From	her	words,	I	sense	a	different	

experience	to	Rita’s.	If	Rita’s	concern	for	children	reflected	“maternal	powerlessness”	

(Ruddick,	1980),	Meliana	showed	herself	to	be	a	woman	who	discovered	her	dominant	

maternal	and	teaching	power	in	governing	a	child.	This	was	confirmed	when	she	told	

me	what	she	had	learned	after	2	years	of	being	a	teacher	aide:	when	she	discovered	

her	voice	as	a	powerful	device	to	give	an	order,	to	scare	children	but	also	to	play	with	

them.	Her	 voice	 became	very	helpful	 because	 teaching	 younger	 age	 children	was	 a	

difficult	task,	for	they	kept	challenging	the	teachers’	authority.	As	she	expressed	it:	

When	 we	 want	 them	 to	 do	 something,	 they	 do	 not	 want	 to	 do	 anything.	

Meanwhile,	the	active	ones	run	around	like	crazy,	we	have	to	chase	them	all	the	

time	and	ask	them	to	sit	and	do	some	task…	it	 is	 just	tricky.	However,	then	I	

learnt	that	I	could	use	my	voice.	(December	2015)	
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Meliana	then	gave	an	example	of	how	she	used	her	deep	scolding	voice	to	show	scorn	

for	the	children.	She	raised	her	voice	coarsely	as	if	she	was	snapping	at	a	child:	

“You!	GET	UP!”…If	we	only	said	to	children	with	our	meek	voice:	“come	here	

sweetie,	come	here	sweetie”	 they	would	not	 listen!	We	have	to	be	a	 little	bit	

intimidating	at	them	so	that	they	would	listen	to	us.	(December	2015)	

After	she	discovered	her	voice,	teaching	became	more	bearable.	She	found	herself	to	

be	 more	 “useful”	 although	 it	 meant	 she	 had	 to	 be	 the	 “bad	 cop”	 for	 the	 children.	

However,	Meliana	insisted	that	she	only	used	her	voice	to	bluff,	since	she	would	never	

approve	the	use	of	corporal	punishment.	In	her	opinion,	severe	corporal	punishment	

was	 more	 of	 a	 man’s	 job	 when	 the	 child	 is	 already	 big	 enough	 to	 learn	 from	 an	

intolerable	mistake	or	stupidity.	

“This is our upbringing.” 

Meliana	saw	what	she	did	to	be	a	reflection	of	the	Timorese	way	of	speaking.	She	said:	

We	[the	Timorese]	speak	coarsely	because	that	is	who	we	are.	People	said	we	

are	rough	[kasar],	but	we	are	rough	at	the	superficial	level	[di	luarnya	saja]:	The	

way	we	speak,	our	voice	intonations,	our	figures,	our	facial	expressions.	That	is	

our	 upbringing;	 we	 speak	 as	 if	 we	 are	 continuously	 yelling	 at	 each	 other...	

[laughs].	Inside,	we	are	not	that	rough.	We	are	honest	people	and	do	not	like	to	

deceive	anyone	with	our	motives.	If	we	are	too	soft	like	[she	speaks	with	a	soft	

voice]	“come	here,	come	here,	sweetie,”	they	[the	children]	would	never	listen.	

(December	2015)	

Meliana	did	not	deny	 that	Timorese	 child	 caring	 is	 rough	 (Anderson,	 1990).	

However,	different	 from	Rita,	Meliana	did	not	 show	a	 sign	of	 feeling	 inferior	 to	 the	

other	culture.	She	clearly	expressed	that	there	was	nothing	wrong	with	acting	rough	

because	that	was	the	way	they	were	(“because	that	 is	who	we	are”	and	“that	 is	our	

upbringing”).	As	a	Javanese,	I	could	translate	her	comment	of:	“we	are	honest	people	

and	do	not	like	to	deceive	anyone”	as	a	satirical	statement	that,	as	Timorese,	they	do	

not	have	any	colonising	agenda	compared	to	the	Javanised	values	that	appear	to	be	

refined	yet	are	brutally	repressive	in	practice.		

Reading	 Meliana’s	 honest	 statement	 on	 the	 use	 of	 rough	 techniques	 is	 like	

swimming	against	the	international	development	current	that	fostered	a	certain	way	

of	 valuing	 children	 to	 project	 a	 middle-class	 consumerist	 culture	 (Adriany,	 2013;	
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Newberry,	2010;	Penn,	2005).	In	my	experience,	the	strong	influence	of	child-centred	

discourses	 made	 it	 difficult	 to	 hear	 Meliana’s	 expression	 without	 judging	 her	 in	 a	

particular	way.	As	the	scale	of	ECE	based	on	this	widespread	value	becomes	larger	and	

wider,	 so	 is	 the	 shape	 of	 the	 knowledge	 that	 it	 produces.	 On	 the	 other	 hand,	 her	

knowledge	provides	a	rare	account	of	a	discourse	that	gets	subjugated	and	silenced	by	

the	proponents	of	globalised,	modernised,	and	universalised	childhood	promoted	by	

many	cultural	layers,	from	the	Western	ideas	of	the	market	and	equality	of	rights	to	

Javanese	 insistence	on	refined	behaviour.	Her	position	as	a	 teacher	aide	gave	her	a	

certain	 degree	 of	 freedom	 to	 understand	 the	 content	 and	 context	 in	 a	much	more	

coherent	manner.	However,	Meliana’s	decision	was	not	without	its	risks.	Her	strong	

view	 on	 Timorese	 rough	 caring	 only	 allowed	 her	 to	 be	 an	 antagonist	 “evil-witch	

teacher,”	which	made	her	maternal	desire	to	care	for	children	much	more	difficult	to	

understand	for	parents	and	also	for	children.	This	story	becomes	the	focus	of	the	next	

section.	

 “Of course, I am sad!” 

I	had	been	told	that	the	centre	had	received	complaints	about	Meliana	from	parents	

because	their	children	were	afraid	of	her.	Putera,	a	4-year-old	boy,	refused	to	go	to	the	

centre	because	he	was	terrified	of	Meliana.	To	my	surprise,	Meliana	was	fully	aware	of	

this	problem,	but	she	did	not	know	exactly	why	the	children	were	afraid	of	her.		

Like	 other	 teachers,	Meliana’s	motivation	 to	 teach	was	 deeply	maternalistic.	

Her	response	when	I	asked	her	about	her	motivation	in	teaching	was:		

(I	 was)	 happy,	 [in	 the	 centre,	 there	were]	 so	many	 children;	 they	 [look]	 so	

happy;	so,	I	wanted	to	join	them	and	[be]	near	them	and	be	very	happy…	I	feel	

like	having	my	children.	(December	2015)	

The	relationship	between	Meliana’s	maternal	motivation	and	her	positioning	 in	 the	

classroom	reflected	a	disjuncture	in	Western	patriarchal	control	of	feminine	caring.	In	

this	thinking,	maternal	women	are	considered	to	be	the	best	candidate	for	child	caring	

because	of	their	submissiveness,	patience,	and	self-denial	(Cannella,	1997).	Meliana’s	

case	disrupted	this	connection.	Despite	her	maternal	reason,	she	performed	a	different	

character,	showing	the	strength	of	her	subjectivity	in	producing	meanings	from	and	

also	 for	 lived	 reality	 (Weedon,	 1987).	 Moreover,	 the	 inconsistency	 between	 her	

maternal	 desire	 and	 the	 realisation	 of	 that	 desire	 puts	 her	 caring	 practice	 into	
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question,	as	represented	by	the	parents’	complaint.	Her	intimidating	manner	towards	

children	was	not	only	not	recognised	as	an	expression	of	maternal	caring,	but	it	was	

also	 “abjected”	 because	 it	 “disturbs	 identity,	 system,	 order”	 (Kristeva,	 1982,	 p.	 4).	

Instead,	 the	 children’s	 testimony,	 screaming	 and	 tears	 were	 considered	 to	 be	 the	

primary	indication	of	her	malicious	acts,	which	were	considered	wrong	because	her	

“unfeminine”	 teaching	 manner	 was	 considered	 to	 be	 malicious	 and	 against	 child-

friendly	principles.	As	a	caring	woman,	she	had	to	stay	submissive,	non-ambitious	and	

only	follow	what	the	children	wanted.		

At	the	same	time,	the	teachers	and	even	the	parents	were	still	aware	that	her	

rough	disciplining	technique	was	still	very	much	needed.	As	shown	in	my	fieldnote	in	

the	beginning,	Meliana	was	still	a	useful	tool	which	could	be	deployed	anytime	to	force	

the	children	to	sit	and	listen	to	instructions	–	the	so-called	being	engaged,	which	has	

replaced	 the	 authoritarian	 measure	 of	 making	 children	 obedient,	 which	 is	 still	 a	

fundamental	feature	of	the	reality	of	Indonesia’s	classroom	regime	(Bjork,	2005).	In	

ECE,	the	notion	of	school	readiness	as	the	main	objective	for	early	learning	(GoI,	2003)	

has	not	even	 translated	 into	a	proper	definition	and	measurement	aligned	with	 the	

principle	of	 learner-centredness.	 In	Basar	Oan,	 this	was	often	understood	as	young	

children’s	cognisance	of	the	classroom	culture	where	children	are	expected	to	be	well	

behaved	and	understand	the	teachers’	authority.	However,	with	the	pressure	towards	

the	 norms	 of	 the	 child-centred	 approach,	 Meliana’s	 approach	 was	 kept	 only	 as	 a	

secondary	method.	On	the	surface,	everybody	disagreed	with	her	conduct,	but	secretly	

they	still	believed	in	the	effectiveness	of	her	technique.	

The	fact	that	the	children	were	afraid	of	her	broke	her	heart:	“of	course	I	am	

sad.	I	love	children	and	the	fact	that	they	are	scared	of	me;	it	makes	me	sad”	(December	

2015).	She	also	told	me	stories	about	Eka	and	Celine,	two	small	children,	who	were	

screaming	 and	 hysterically	 crying	 when	 they	 saw	 Meliana	 on	 their	 first	 day.	 The	

children’s	 reactions	made	her	know	her	position.	 She	 also	had	been	 told	 about	 the	

parents’	complaints	and	warned	that	she	better	be	very	gentle.	The	centre	did	not	want	

to	lose	their	students	because	of	her.	In	the	first	few	days	of	the	school	year,	Meliana	

often	opted	to	stay	outside,	watching	children	from	a	distance,	gradually	entering	the	

children’s	space	before	she	could	finally	sit	with	them	in	the	classroom.	I	asked	her	if	

she	 smiled	 at	 those	 scared	 children.	 She	 said	 she	had	done	more	 than	 smiling.	 She	

tickled,	teased,	and	acted	foolishly	with	them	until	they	started	smiling	at	her.	Meliana	
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did	not	always	perform	 the	 role	of	 the	 “witch”	 teacher.	There	were	some	moments	

captured	in	my	observation	where	she	was	gentle	to	many	children,	letting	them	lay	

their	heads	on	her	 lap	while	she	was	reading	them	a	book.	She	said	she	 loved	 little	

children	more	than	the	big	ones	because	the	little	children	were	clingier.	They	stayed	

around	her	more	often,	giving	her	a	sensation	of	being	their	mother.		

	

Towards a Possibility: “Children! If You are Going to Fart, You Must Tell 

Me!” 

When	I	observed	the	classroom	for	the	first	time,	I	saw	a	classroom	that	always	felt	

incomplete	and	never	had	the	sense	of	tension	arising	from	being	child	centred	and	

having	discipline.	In	the	previous	section,	I	highlighted	the	tension	coming	from	Rita	

and	Meliana.	This	focus	of	this	section	is	more	on	finding	a	possibility	for	integration,	

producing	a	unique	learning	environment.	To	proceed,	below	is	a	fieldnote	as	the	basis	

of	analysis.		

Fieldnote:	Rita	drew	a	picture	of	grass	with	a	black	marker	pen.	The	children	
were	sitting	on	the	floor	facing	her.	She	asked:	“Children,	who	among	you	have	
seen	grass	in	your	yard?”	I	did	not	see	any	child	answering	her	question.	They	did	
not	seem	interested.	At	the	back,	three	boys	and	a	girl	were	playing	a	game:	they	
pretended	to	cry.	With	knees	folded	and	arms	tucked,	their	faces	were	facing	
down.	First,	they	sobbed,	but	then	they	became	quiet.	Whenever	their	friend	was	
fooled	by	their	act,	checking	what	was	happening	with	them,	the	three	of	them	
laughed	out	loud.	Then	they	started	chasing	each	other.	Rita	did	not	seem	to	like	
what	they	were	doing	ignoring	her.	She	then	talked	in	a	stronger	voice:	“Let	us	do	
the	clown	claps”	(tepuk	badut)	–	but	the	response	was	bitterly	low.	Children	did	
not	care	about	the	clown	claps.		

Rita	was	so	unimpressed	with	her	students	this	time	that	she	said:	“If	you	are	
still	chaotic	like	this,	I	call	Ibu	Meliana!	Ibu	[Rita]	will	go	and	teach	the	Class	A	so	
that	Ibu	Meliana	will	teach	you!	What	about	that?”	Ibu	Meliana	was	a	teacher	
from	Class	A.	She	rarely	smiled	and	had	a	strong,	intimidating	voice.	It	was	
obvious	that	Rita	used	Meliana	as	a	threat	to	make	the	children	more	obedient	to	
her	instructions.	Rita	continued	with	her	topic	of	“Plants.”	

She	asked	the	children:	“Who	has	seen	grass	in	the	yard?”	the	children	still	did	
not	care	about	grass	or	plants,	but	Rita	kept	continuing:	“Have	you	seen	the	grass	
being	plucked	out	from	the	ground?”	Most	of	the	students	were	not	engaged.	
Again,	four	students	at	the	back	started	making	noise.	Again,	Rita	threatened	the	
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children:	“Okay,	children.	If	this	is	what	you	want,	I	will	leave	you	now	to	the	
hand	of	Ibu	Meliana!”	

When	she	heard	her	name	mentioned,	Meliana	got	up	from	where	she	was	
sitting	and	walked	to	Class	B	of	Rita	and	her	students.	Now	she	was	standing	next	
to	the	bookshelves	intently	glaring	at	the	Class	B	students.	Meliana	did	not	shout	
or	yell	at	the	children;	yet,	her	voice	sounded	menacing,	so	the	children	started	
paying	attention:	“You	should	listen	to	whatever	Ibu	Guru	says!	Stop	talking	
among	yourselves!”	–	the	class	went	quiet,	and	Meliana	went	back	to	her	students	
of	Class	A.	

Rita	had	the	attention	of	the	children	that	she	needed	until	a	child	complained	
about	a	shriek:	“Ibu!	Risky	just	farted!”	Soon	after,	all	the	children	covered	their	
nose	with	the	tip	of	their	collar.	They	made	faces,	frowned	and	some	started	
laughing	again.	Rita	looked	disappointed	now	with	her	children’s	distracted	
attention.	She	was	trying	to	stay	calm	and	said:	“Children!	If	you	are	going	to	fart,	
you	have	to	tell	me	–	then	you	should	go	outside	and	fart	out	there,	so	your	
friends	would	not	have	to	suffer	from	your	odour!”	Before	Rita	could	finish	her	
sentence,	another	child	was	pointing	the	finger	at	his	friend:	“Celine	also	farted,	
Ibu!”	The	girl,	Celine,	was	not	happy	with	the	accusation	so	she	started	throwing	a	
punch	at	the	boy.	The	boy	responded	with	another	punch.	Now	they	both	were	
crying.		

From	the	chaos,	Rite	was	half	screaming:	“Children!	Order,	please!	Ares,	why	
did	you	punch	Celine?	We	are	going	home	soon!	You	should	ask	for	an	apology!”	
While	trying	to	focus	her	attention	on	Celine	and	Ares,	another	boy	stood	up	and	
walked	away	from	the	classroom.	Knowing	her	student	was	leaving,	Rita	shifted	
her	attention:	“Eka!	Eka!	Eka!	Come	back	here.	We	have	to	pray	first	before	you	
can	go	out!”	In	the	end,	Rita	had	brought	together	the	two	fighting	children.	She	
forced	them	to	shake	hands	in	front	of	the	classroom	and	made	them	promise	not	
to	fight	again.	The	two	had	their	cheeks	wet	with	their	tears.	Meanwhile,	Eka,	who	
ignored	Rita’s	order	to	stay	inside	the	classroom,	was	already	with	his	mother	in	
the	schoolyard,	asking	for	lollies.	As	I	turned	around,	I	saw	Meliana	watching	
everything	without	saying	any	words.	(12	November	2015)		

In	our	day-to-day	conversations,	Rita	and	Meliana	had	complained	about	and	critiqued	

each	other	as	if	they	were	coming	from	opposing	camps.	Rita	accused	Meliana	of	being	

too	disruptive	of	the	child-friendly	environment	that	she	envisioned.	She	saw	Meliana	

and	her	knowledge	as	outdated.	Meanwhile,	Meliana	equated	Rita’s	refined	approach	

with	helplessness	towards	children,	which	had	contributed	to	nothing	but	a	chaotic	

classroom.	 Raihun	 Nakmutis	 indeed	 only	 had	 a	 small	 space;	 when	 children	 were	

running	 around	 and	 screaming	 at	 a	 deafening	 level,	 I	 felt	 as	 if	 I	 was	 trapped	 in	 a	

whirling	washing	machine	with	a	full	marching	band.	Sometimes	children	were	taken	
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outside	too,	to	vent	their	energy,	to	see	some	pigs	or	to	count	butterflies	flying	around	

the	 shrubs.	 In	 Indonesia,	 schooling	 is	 deeply	 associated	 with	 classroom	 practices.	

Children	are	allowed	to	be	outside	only	for	a	few	hours,	 for	physical	exercise,	some	

excursions	 (visiting	 the	 pigs	 and	 the	 butterflies),	 and	 during	 recess.	 The	 limited	

development	 budget	 and	 reliance	 on	 personal	 household	 or	 public	 property	 also	

constricts	the	space.	

From	 the	 fieldnote,	 it	 is	 evident	 that	both	Rita	and	Meliana	were	using	each	

other	to	exert	their	identity	as	good	or	scary	teachers.	Rita	was	the	face	which	made	

Raihun	 Nakmutis	 recognisable	 as	 ECE	 in	 the	 image	 of	 “the	most	 beautiful	 garden”	

(Taman	 yang	 paling	 indah)	 where	 children	 could	 play	 and	made	 friends	 (Adriany,	

2013;	Dewayani,	2011;	Formen,	2018).	As	an	educator,	she	represented	herself	as	a	

progressive	and	caring	professional	who	was	fluent	in	the	child-centred	approach.	In	

Rita’s	interpretation,	the	main	task	of	an	educator	was	to	engage	students	in	a	non-

violent	 manner	 and	 facilitate	 democratic	 practices	 in	 the	 classroom,	 to	 nurture	

children’s	confidence.	However,	the	non-violent	approach	did	not	always	ensure	the	

children	were	engaged	or	interested	in	what	she	said,	which	contested	her	position	as	

an	authority.	Instead,	she	looked	to	Meliana	for	help	so	that	she	could	proceed	with	the	

teaching	plan.	Without	Meliana’s	 intervention,	her	 facilitative	child-centred	practice	

was	completely	ignored	and	only	ridiculed	by	the	children.	As	the	children’s	acting	up	

became	uncontrollable,	I	only	realised	that	the	event	occurred	simultaneously	with	the	

absence	of	Meliana.	

Despite	their	using	each	other,	no	one	was	overly	certain	about	their	roles.	This	

nuance	emerges	as	the	teachers	were	involved	in	performativity.	Based	on	the	idea	of	

gender,	Judith	Butler	(1990)	simplified	the	definition	of	performativity	as:	“persistent	

impersonation	 that	passes	as	 the	real”	 (p.	xxxi)	 referring	 to	a	process	of	 stylisation	

through	repetition	of	 “an	act	 that’s	been	going	on	before	one	arrived	on	 the	scene”	

(Butler,	1988).	In	performing	their	pedagogical	role,	being	nice,	for	Rita,	had	been	as	

much	of	a	challenging	struggle	as	being	“evil”	had	for	Meliana.	As	a	teacher	who	had	

been	trained	in	child-centred	pedagogy,	Rita	was	embedded	in	discursive	institutions	

that	set	her	behaviour	in	particular	direction.	However,	her	vexation	with	children’s	

behaviour	 represented	her	 challenging	 shift	 to	make	 the	 children	 the	 centre	 of	 the	

learning,	and	to	surrender	her	authority.	The	disengaged	children	who	kept	ignoring	

her	 authority	 were	 indeed	 not	 the	 best	 image	 to	 represent	 Indonesia’s	 obedient	



Chapter	7:	To	Be	Alongside	a	Child	
	

	192	

classroom	 (Bjork,	 2005)	 is	 immersed	 in	 a	 “textbook	 culture”	 of	 fixed	 boundaries	

(Leigh,	1999).	Her	turning	to	Meliana	for	help	was	a	sign	of	her	being	“in	between”	

prioritising	 children	 (no	 matter	 how	 ignorant	 they	 were)	 and	 the	 classroom	

effectiveness	 of	 having	 quiet	 and	 docile	 children.	 Similarly,	 the	 scared	 children	

contradict	the	image	of	the	Centre	as	a	happy	and	playful	space,	an	aspiration	of	ECE.	

In	Meliana,	a	fragmented	maternal	subject	emerged	as	a	tension	between	her	desire	to	

be	close	to	the	children	and	to	make	her	teaching	role	relevant	to	other	teachers.	Both	

are	 examples	 of	 teachers’	 struggle	 with	 the	 hyper-rational	 appearance	 of	

performativity	 (Ball,	 2003)	 –	 pursuing	 ideological	 objectives,	 never	 complete,	 and	

continuously	changing.		

Performativity	 produces	 resistance,	 a	 space	 where	 the	 idea	 of	 selfhood	 is	

produced	(Powell	&	Gilbert,	2007).	I	argue	that	in	showing	resistance,	it	also	allows	a	

postcolonial	reading	to	the	space,	not	as	a	resistance	but	as	an	“insistence”	that	could	

go	 under	 the	 radar	 of	 the	 authority’s	 narrative.	 This	 appeared	 strongly	 from	Rita’s	

story	with	the	farting	children.	I	was	laughing	while	watching	Rita	struggle	with	the	

farting	children.	I	realised	the	irony.	I	never	asked	why	she	asked	the	children	to	ask	

for	 her	 consent	 before	 farting	 outside,	 but,	 to	me,	 that	was	 a	moment	 of	 parody,	 a	

resistance	 “that troubles	 the	 voice,	 the	 bearing,	 the	 performativity	 of	 the	 subject”	

(Butler,	1997,	p.	34).	 In	 this	 light,	 resistance	 intersects	with	 insistence.	Different	 to	

resistance,	 insistence	 does	 not	 mean	 rejection	 through	 observable	 articulation.	

Insistence	 lies	 on	 the	 emphasis	 on	 identity,	 a	 strategy	 of	 centring	 marginalised	

existence	(Ashcroft,	1994).	Wanting	to	be	a	good	teacher	means	that	she	had	to	deal	

with	her	own	disappointment	from	not	becoming	an	authority	who	could	control	her	

classroom	and	the	children’s	knowledge.	By	instructing	children	to	ask	permission	to	

fart,	she	did	not	betray	her	self-projection	as	a	faithful	child-centred	pedagogue.	The	

procedural	mechanism	for	getting	her	permission	before	the	children	could	fart	was	

evidence	of	her	parodical	 insistence	on	authority	amidst	 the	 impossibility	of	such	a	

request.	

As	the	child-centred	force	and	rough	discipline	met	in	a	tiny	Raihun	Nakmutis	

classroom,	 the	 configuration	 was	 revealed	 in	 loudly	 intense	 and	 always	 shifting	

fragmentations.	Rita’s	 kindness	 to	 children	disfigured	Meliana’s	 evil	 persona,	while	

Meliana’s	 rough	 discipline	 rendered	 Rita	 as	 powerless.	 The	 combination	 of	 the	

different	 values	 allows	 a	 double	 reading	 which	 derives	 from	 Bhabha’s	 (1994)	
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“borderline	 engagement.”	 A	 narrative,	 in	 this	 sense,	 could	 be	 interpreted	 as	

“consensual	as	conflictual”	(Bhabha,	1994b,	p.	86)	with	no	certain	point	of	stability.	

From	 the	 mixed-ness	 (Bhabha,	 1994b;	 Huddart,	 2006),	 the	 normative	 objective	

attached	 to	 notions	 of	 development	 or	 progress	 could	 be	 put	 into	 contestation.	

Although	 each	 practice	 (Rita	 as	well	 as	Meliana)	was	 far	 from	 the	 firm	 and	 simple	

categorisation	 imagined	 by	 the	 education	 authority,	 each	 still	 could	 be	 recognised	

through	 the	 practice	 of	 othering	 that	 creates	 a	 binary	 relationship	 (Hughes	 &	

MacNaughton,	 2000).	 However,	 as	 I	 reread	 the	 fieldnote,	 I	 realised	 that	 Rita	 and	

Meliana	could	be	interpreted	to	be	collaboratively	performing	a	symbiotic	positioning	

–	 an	 intersubjective	 conversational	 phenomenon	 (Davies	 &	 Harre,	 1990)	 which	

allowed	the	centre	to	be	a	site	of	hybridised	practice	to	fill	each	other’s	gaps	and	to	

actively	produce	narratives	that	were	multiple	and	consumable	by	more	than	a	single	

interpretation	–	including	myself	as	a	researcher.		

Chapter Summary 

In	this	chapter,	I	have	highlighted	the	tensions	between	the	implementation	of	a	child-

centred	discourse	in	Atambua	and	the	rough	discipline	that	had	been	perceived	to	be	

the	dominant	child-rearing	practice	in	Basar	Oan.	I	have	provided	an	overview	of	child-

centred	 pedagogy	 and	 the	 process	 of	 Othering.	 I	 have	 also	 shown	 that	 despite	 the	

external	 judgement	 of	 violent	 childhood,	 the	 normalisation	 of	 physical	 and	 verbal	

methods	in	disciplining	a	child	is	a	result	of	discursive	practice	that	binds	children	and	

adults	into	a	dyadic	relationality.		

The	 institutional	 tension	 is	 further	 reflected	 in	 the	 classroom	 dynamics	

between	 teachers.	 This	 tension	 produces	 complex	 narratives	 of	 women	 that	 may	

enrich	 the	 feminist	 idea	 of	 caring.	 From	 their	 different	 backgrounds,	 the	 teachers	

showed	the	wealth	of	competing	discourses	and	subjectivity	about	women	in	ECE,	a	

rare	sight	amidst	the	hegemonic	claim	of	child-centred	discourse.	From	the	discourses,	

I	 have	 shown	how	 the	 child-centred	 approach	 impoverished	 the	 teachers	 from	 the	

perspective	 of	 authority.	 Their	 reduced	 authority	 is	 a	 contradiction	 of	 the	 feminist	

argument	 for	 control	 as	 women’s	 critical	 instrument	 in	 dealing	 with	 the	

mysteriousness	 of	 childhood	 (Baraitser,	 2008;	 O’Reilly,	 2010;	 Ruddick,	 1980).	

Performing	 the	 role	 of	 facilitator,	 female	 teachers	 became	passive,	with	 the	 task	 of	

meeting	the	children’s	interests	perpetuating	women’s	subjugation.		
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This	chapter	has	also	offered	a	possibility	to	destabilise	the	feminist	vilification	

of	maternalism	as	a	 construction	of	 feminine	 caring.	 I	 contest	 this	view	by	offering	

Meliana’s	case	as	a	possibility	 for	culture	to	shape	maternal	caring	that	 is	different,	

multiple,	 fragmented,	 but	 can	 be	 complementary	 and	 productive.	 In	 combination,	

teachers	produce	 the	classroom	as	a	generous	hybrid	site,	 to	survive	 the	regulative	

gaze	 of	 the	 government	while	 negotiating	 its	 cultural	 relevance	 to	 the	 community.	

Congruent	to	this	idea,	this	chapter	has	further	complexified	the	Othering	process	that	

has	 been	 pointed	 out	 by	 poststructuralist	 scholars	 (see	Adriany	&	 Saefullah,	 2015;	

Hughes	 &	 MacNaughton,	 2000).	 The	 process	 of	 Othering	 inevitably	 produces	

marginalisation;	however,	using	the	postcolonial	condition	of	becoming	“both	self	and	

other”	(Ashcroft,	1994),	the	same	hybrid	process	has	also	enabled	inclusive	options	for	

recruiting	teachers	who	could	negotiate	the	tensions.		

Finally,	 the	 stories	presented	 in	 this	 chapter	have	provided	me	with	 several	

follow-up	questions.	The	first	is	my	realisation	of	the	idea	of	poststructural	instability	

surrounding	 the	 child-centred	 approach	 and	 the	 feminist	 influence	 that	 produced	

examinations	 on	 its	 impacts	 on	women	 as	 carers	 (Ailwood,	 2007;	 Langford,	 2010;	

Osgood,	2012)	assuming	the	stability	of	the	childhood	construct	at	the	centre.	Inspired	

by	 childhood	 in	 Timor,	 I	 am	 intrigued	 by	 the	 question:	 “what	would	 happen	 if	 the	

Timorese	children	did	not	want	to	be	at	the	centre?”	
	
The	second	question	is	related	to	the	neoliberal	ideas	that	flow	throughout	this	

thesis.	Lucey,	Melody,	and	Walkerdine	(2003)	have	argued	about	the	idea	of	“uneasy	

hybrids”;	that	somehow	hybridity	empowers	socio-cultural	possibilities,	but	is	more	

challenging	for	the	psychic	economy.	Assuming	the	creativity	of	poststructuralist	and	

postcolonial	subjects,	how	would	they	adjust	to	market	pressure?	In	turn,	how	does	

market	pressure	enable	their	creative	forms	of	being?	
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Chapter 8: Conclusion  

	

	

…one	of	the	tasks	that	seems	immediate	and	urgent	to	me,	over	and	above	

anything	else,	is	this:	that	we	should	indicate	and	show	up,	even	where	they	

are	hidden,	all	 the	relationships	of	political	power	which	actually	control	

the	social	body	and	oppress	or	repress	it.	What	I	want	to	say	is	this:	it	is	the	

custom,	at	least	in	European	society,	to	consider	that	power	is	localised	in	

the	 hands	 of	 the	 government	 and	 that	 it	 is	 exercised	 through	 a	 certain	

number	of	particular	institutions,	such	as	the	administration,	the	police,	the	

army,	and	the	apparatus	of	the	state….	But	I	believe	that	political	power	also	

exercises	 itself	 through	the	mediation	of	a	certain	number	of	 institutions	

which	look	as	if	they	have	nothing	in	common	with	the	political	power,	and	

as	if	they	are	independent	of	it,	while	they	are	not.	

-	(Michel	Foucault,	Noam	Chomsky	debates	with	Michel	Foucault		(1971))	

	

	

Figure	8:	Rita’s	T-shirt	says	it	all	
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In	previous	chapters,	I	argue,	under	the	neoliberalist	influence,	ECE	expansion	does	not	

operate	 purely	 based	 on	 technical	 calculation	 of	 project	 plans,	 campaigns	 and	

measurements,	 but	 it	 also	 works	 through	 the	 existing	 socio-cultural	 conditions,	

institutions	as	well	as	the	shape	of	moral	sentiments	that	have	been	produced	by	the	

long	history	of	governmentality.	Under	the	neoliberal	influence,	this	governmentality	

is	manifested	in	transformed	and	disciplined	subjects	and	subjectivities.	

My	two	objectives	in	this	concluding	chapter	are	interlinked.	First,	my	aim	is	to	

draw	 lessons	 from	 an	 ethnographic	 case	 study	 in	 Atambua	 of	 West	 Timor	 on	 the	

implementation	 of	 ECE	 expansion	 in	 Indonesia.	 Second,	 drawing	 on	 the	 idea	 of	

governmentality	as	a	network	and	ensemble	of	multiple	approaches	and	procedures	

(Gordon,	1991),	my	aim	is	to	offer	a	number	of	policy	options	for	the	implementation	

of	ECE.	I	begin	by	reflecting	upon	the	methodological	approach	taken	in	this	study,	and	

then	move	on	to	review	the	findings	from	the	data	chapters	and,	finally,	to	outline	the	

implications	for	ECE	and	development.	
 

Case study: analysis to contingencies 

The	strength	of	this	thesis	is	its	breadth	of	coverage.	This	study	has	benefitted	from	the	

ethnographic	case	study	approach	as	an	exploratory	research	done	through	boundary-

seeking	process	(Kushner,	2015;	Stake,	2005).	Case	study	encourages	comprehension	

of	phenomenological	 realities	 to	produce	a	more	 fluid	 alternative	way	of	 looking	at	

development	from	an	‘unusual’	angle.	In	this	thesis,	case	study	provided	a	flexibility	to	

understand	 the	 experience	 of	 development	 from	 the	 level	 of	 impact	 looking	 up	 to	

policy.	It	enabled	a	record	of	a:	“rich,	vivid	and	nuanced	account	of	particular	actors	

and	events	in	context”	(Kushner,	2015,	p.	64).	ECE	in	this	research	was	presented	as	

part	of	development	interventions	in	education.	Case	study	also	enabled	this	research’s	

interdisciplinary	 positioning,	 which	 lies	 in	 between	 education	 and	 development.	

Through	the	case	study	approach,	the	flow	of	ECE	expansion	from	the	global	stage	to	

the	 implementation	in	a	community	was	made	possible.	As	a	 flexible	approach,	case	

study	bridges	theories	and	practices	by	prioritising	narrative	productions	combined	

with	theoretical	disciplines	for	analysis.		

Using	case	study	as	methodology	is	not	without	risk.		As	Kushner	(2015)	warns,	

case	study	offers	contingencies	analysis	as	the	‘antidote’	to	the	literal,	which	refers	to	
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case	study	as	a	method	taken	to	conform	a	particular	hegemonic	opinion	or	a	pre-set	

framework.	In	this	research,	ethnographic	work	set	a	moral	mandate	on	what	needed	

to	 be	 ‘deciphered’	 through	 witnessing,	 experiencing,	 feeling,	 and	 empathy;	

nevertheless,	 understanding	 relationships	 and	multiple	 streams	 of	 knowledge	were	

neither	 easily	 nor	 immediately	 construed	 after	 the	 fieldwork	 completed.	 The	

ethnographic	 experience	 provided	 me	 with	 a	 new-way-of-looking	 and	 feeling;	 to	

comment	on	policy	and	statistics.	It	was	through	tracing	these	multiple	contextualities,	

feelings	 and	 thinking	 amidst	 the	 overall	 situatedness,	 that	 the	 boundary	 (i.e.	 ECE	

expansion)	was	set.		

A	contribution	this	thesis	makes	to	the	ECE	and	development	literature	is	its	

fine-grained	study	of	the	interactions	between	multi-level	policies,	workers,	and	their	

life	settings.	To	some	extent,	it	opens	up	the	private	and	ordinary	lives	of	these	people.	

Positioning	my	participants	in	this	thesis,	I	followed	Said’s	(1979)	argument,	that	truth	

is	 no	more	 than	 a	 set	 of	 representations	 that	 certain	 power	 promotes	 and	 puts	 in	

circulation.	An	act	to	portray	and	speak	on	behalf	of	others,	representation	is	“always	

discursively	situated	and	implicated	in	relation	to	power”	(Kincheloe	&	McLaren,	2005,	

p.	 327).	 Practising	 this	 idea	means	 that	 the	 data	 presented	 is	 always	 a	 product	 of	

situatedness	because	we	are	always	diluted	by	our	own	biases.	Our	capacity	is	also	still	

limited	 and	 incomplete	 for	 describing	 subjects	 and	 realities	 of	 lived	 experience	

(Clifford	&	Marcus,	 1986a;	Mortensen	&	 Kirsch,	 1993;	 Schwandt,	 2011);	 hence,	 no	

author	can	or	should	ever	claim	full	representation	(Denzin	&	Lincoln,	2005).		

Theoretical Contributions and Considerations	 

Feminist	 poststructuralist	 theory	 was	 very	 helpful	 to	 complexify	 the	 development	

narratives	in	relation	to	ECE.	Foucault’s	power	was	especially	important	to	understand	

the	 fluidity	of	 subjects	as	capable	beings	and	 to	destabilise	 the	boundaries	between	

victors	 and	 the	 victims.	 Poststructuralist	 insistence	 on	 subjective	 truth	 and	 the	

possibility	 of	 ‘self’	 as	 a	 transformational	 process,	 a	 dynamic	 situation	 of	 being	 and	

becoming,	 whether	 it	 is	 governmentalized,	 disciplined,	 subjectified,	 but	 also	

productive,	 enabled,	 and	 free.	 The	 ‘selves’	 in	 this	 thesis	 were	 the	 living,	 breathing	

artefacts	 that	 embody:	 “the	 terrain	 	 of	 struggle,	 the	 terrain	 of	 resistance”	 (Ball	 &	

Olmedo,	2013,	p.	85).	
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By	following	the	subjectivity	of	the	non-formal	ECE	workers,	this	thesis	wishes	

to	 contribute	 to	 the	wealth	 of	 poststructuralist	 studies	 on	 Indonesia	 by	 connecting	

studies	done	by	 focusing	on	development	 through	subjective	knowledge	production	

(e.g.,	Jakimow,	2017;	Latif,	2004;	Li,	2007;	Philpott,	2000)	and	those	targeting	ECE	as	

part	of	its	interventions	(e.g.,	Adriany	&	Saefullah,	2015;	Newberry,	2010).	This	thesis	

was	able	to	trace	the	journey	of	ECE	from	global	movement,	the	stream	of	history,	to	

the	reality	of	implementations	by	taking	the	perception	of	owners	and	their	responses	

to	policy	to	teachers	in	dealing	with	students.	From	the	global	to	the	implementation	

levels,	 the	 narratives	 on	ECE	were	 not	 neutral.	 Encompassing	 various	 assumptions,	

problematisation	and	agenda,	there	was	no	coherent	rationality	that	remained	intact	

either.	 Instead,	 this	 research	 highlighted	 the	 presence	 of	 continuous	 negotiations,	

whether	they	were	about	political	interests,	gender	relations,	religious	and	maternalist	

sentiments	 or	 economic	 motivations	 at	 multiple	 levels	 that	 include	 relationships	

between	multilateral	organisations,	donors	and	state	government,	state	and	citizens,	

household	 and	 community,	 to	 the	 micro	 family	 level	 interactions.	 The	 principle	 of	

subjectivity	also	allowed	this	research	to	be	a	polyvocal	space	that	did	not	privilege	a	

researcher’s	narrative	over	others.	My	researcher’s	voice	only	held	 the	commentary	

status	(Tsing,	1996),	similar	to	the	encountered	diversity	of	opinions	(remember	Alex	

and	Julietta,	or	Rita	and	Meliana)	with	no	intention	of	producing	a	single	coherent	and	

integrated	flow.		

This	research	also	exemplifies	the	complex	tensions	between	theories	and	their	

applications	in	an	ethnographic	fieldwork	outside	European	and	American	settings	that	

revealed	 the	 globalised	 symptom	of	neoliberalism.	This	 interconnection	produced	a	

particular	theoretical	struggle	that	connects	European	and	North	American	countries	

and	 Indonesia	 through	 neoliberalism	 and	 Foucauldian	 theories	 of	 governance.	

However,	 this	 assumption	 on	 connection	 and	 similarity	 should	 never	 be	 read	 as	

identical	 material	 conditions	 between	 the	 two	 categories	 of	 countries.	 Instead,	 the	

interconnection	 must	 be	 cautiously	 used	 by	 rendering	 colonialism	 as	 historical	

experiences,	 a	 political	 influence	 on	 contemporary	 lives,	 and	 the	 reality	 of	 global	

division	of	labour.	The	use	of	these	theoretical	positions	helped	to	disrupt	discourse,	

however,	 should	 be	 taken	 not	 to	 draw	 the	 same	 meanings	 from	 developed	 and	

developing	 countries.	 This	 concern	 has	 been	 discussed	 by	 previous	 scholars	 who	
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combined	poststructuralism	and	postcolonialism	(e.g.,	Escobar,	2012;	Philpott,	2000;	

Spivak,	1999).		

The	impacts	of	this	colonial	history,	including	Indonesia’s	internal	colonialism	

in	the	form	of	authoritarianism,	were	very	apparent	in	shaping	the	governmentalised	

feelings	 among	 ECE	 workers,	 especially	 in	 performing	 responses	 to	 the	 central	

government’s	 policy,	 guideline,	 and	 practices.	 There	were	 strong	 tensions	 between	

obedience	as	the	results	of	worries	and	fears	and	the	positive	“will	to	improve”	 	(Li,	

2007)	towards	the		ECE	expansion.	The	tensions	were	too	difficult	to	unravel	that	they	

produced	 particular	 “conduct	 of	 conduct”	 (Gordon,	 1991,	 p.	 2).	 	 In	 Indonesia,	 the	

institutional	 transformations	 into	 the	 status	 of	 “democratic	 country”	 has	 not	

automatically	 transformed	 the	 people	 into	 democratic	 subjects	 (see	 Aspinall,	 2013;	

Hadiz	 &	 Robison,	 2005;	 Heryanto	 &	 Hadiz,	 2005).	 As	 Heryanto	 (1995)	 argues,	 in	

Indonesia:	“power	presents	itself	in	excessive	violence	and	naked	brutality”	(p.	40).	Its	

coercive	 character	 was	 made	 known	 and	 felt	 to	 Indonesians	 and	 not	 veiled	 or	

historically	distant	as	Foucault	originally	illustrated	it.	In	my	fieldwork,	coercion	still	

deeply	 engrained	 at	 the	 back	 of	my	 participants’	minds.	 The	 ECE	workers’	 “will	 to	

improve”	was	still	 loaded	with	 the	conception	of	 “good	citizens”	 that	prioritised	 the	

global	 and	 state	 interests	 and	 knowledge	 over	 their	 own	 reality	 and	 needs.	 The	

rampant	colonialist	practices	in	Indonesia’s	policy	and	day-to-day	rhetoric	perpetuate	

and	normalise	subjugation	of	women	or	the	inferiority	of	Eastern	Indonesian	people.	

Postcolonialism	is	very	useful	 to	understand	this	struggle	by	allowing	hybridity	and	

interpolation	strategy	to	survive	within	the	narrative	of	the	master.		

Enabling Early Childhood Education Services in a Poor Community 	

The	central	argument	in	this	thesis	is	that	it	took	more	than	formal	policy	framework	

to	make	ECE	services	available	in	a	poor	community.	By	arguing	on	this	ground,	I	do	

not	 intend	 to	 underestimate	 the	 strong	 influence	 of	 global	 and	 national	 policy	 in	

providing	 guidance,	 direction	 and	 financial	 support	 to	 the	 implementation	 of	 early	

learning	even	in	remote	places	like	Atambua.	Policy,	in	this	thesis,	did	both	constitute	

historical	 continuity	 and	was	 being	 constituted	 by	 history	 and	 interactions,	mainly	

among	multilateral	development	organisations	and	between	those	organisations	and	

the	 Indonesian	 state’s	 government.	 The	 policy	 on	 ECE	 expansion	worked	 not	 on	 a	

neutral	 basis;	 instead,	 it	 operated	 based	 on	 specific	 governmentalised	 conditions,	
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which	was	the	context	of	the	research	of	Indonesian	citizens	as	historical	development	

subjects.		The	stories	of	Alex	and	his	dream	to	be	a	responsible	person	for	his	family	

and	 community	 provide	 a	 fine-grain	 neoliberal	 transformation	 in	 producing	 an	

entrepreneurial	 developer	 at	 the	 level	 of	 community.	 Alex	 represents	 the	

“responsibilised	 individuals”	 (Davies	 &	 Bansel,	 2007,	 p.	 251)	 who	 believes	 his	

involvement	as	well	as	struggles	in	ECE	are	nonetheless	the	product	of	his	own	choices.	

Choice,	reflecting	on	his	spiritual	story,	did	not	have	to	be	made	from	the	same	

materiality	 as	 the	 technical	 rationality	 of	 development	 experts	 as	 long	 as	 the	

knowledge	 produced	 the	 desired	 effect.	 In	 Alex’s	 story,	 despite	 the	 presumed	

disconnections,	 the	alignment	between	non-scientific	 faith,	development	rationality,	

and	children’s	future	with	the	same	fabric	of	“the	will	to	improve”	(Li,	2007)	represents	

the	thick	and	tangled	discursive	networks	that	overlap	and	trigger	similar	reactions.	

Borrowing	Bauman’s	(2000)	phrase:	“it	does	not	matter	anymore	where	the	giver	of	

the	command	is	–	the	difference	between	‘close	by’	and	‘far	away’	or	for	that	matter	

between	the	wilderness	and	the	civilised,	orderly	space,	has	been	all	but	cancelled”	(p.	

11).	It	does	not	matter	what	or	who	motivated;	regardless	of	the	source,	the	result	–	

his	 orientation,	 the	 drive	 for	 his	 decision	 –	 led	 him	 to	 open,	 available	 and	 “noble”	

practices	like	ECE,	as	his	choice	was	based	on	his	specific	“innocent”	rationality.	The	

human	capital	cost–benefit	analysis	provided	Alex	with	a	clear	trajectory	of	children’s	

future	and,	thus,	the	introjection	of	his	desires,	hopes,	ideals	and	fears	–	his	narratives	

of	“doing	good.”	These	were	fashioned	in	such	a	manner	that	they	appeared	to	be	so	

morally	worthy	to	be	pursued	that	they	outweighed	his	own	struggles.		

In	 neoliberalist	 practice,	 a	 successful	 entrepreneur	 is	 an	 individual	who	 can	

deploy	his	or	her	creativity	and	converge	resources.	This	entrepreneurial	character	is	

reflected	in	Alex’s	role	as	project	bricoleur	–	an	individual	who	is	always	on	the	hunt	

for	project	resources	–	not	necessarily	for	the	sake	of	his	direct	private	financial	gain	

or	wealth	accumulation,	but	to	mix	and	match	for	the	sustainability	of	his	ECE	centre.	

Familiarity	with	a	wide	variety	of	approaches	and	an	extended	network,	gave	Alex	a	

certain	 status	 in	 his	 community.	 At	 this	 point,	 complexities	 arose.	 Development	

projects	and	government	agencies	idealise	individual	entrepreneurial	developers	like	

Alex	for	his	social	awareness	and	empowered	decision	to	solve	community	problems.	

His	willingness	was	considered	social	capital	(Putnam,	1993)	that	had	been	eagerly	

awaited	 by	 many	 development	 organisations	 which	 perceived	 economic	
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entrepreneurial	behaviour	as	an	ethical	method	in	addressing	community	problems.	

However,	on	the	other	side,	his	involvement	in	ECE	meant	narrowing	down	the	space	

of	his	own	productivity.	In	turn,	his	low	earnings	deprived	his	family	and	affected	his	

status	 as	 the	 breadwinner	 and	 the	 head	 of	 the	 family.	 At	 a	 glance,	 men’s	 family	

responsibilities	seem	to	contradict	their	individual	pursuits.		

Family,	kinship,	and	intimate	relationships	are	inescapable	from	neoliberalist	

reconfiguration	projects	(Oksala,	2013).	To	sustain	their	ECE	centre,	Alex’s	family	had	

to	 be	 broken	 down	 into	 smaller	 individual	 units,	 to	 stretch	 its	 productivity	 for	

maximum	economic	results.	Julietta,	his	wife,	emerged	from	being	a	secondary	earner	

to	become	the	only	reliable	earner	supporting	the	family.	As	her	financial	role	became	

more	significant	for	the	family,	Julietta’s	position	of	negotiation	with	her	husband	also	

increased.	 However,	 the	 shift	 in	 financial	 capacity	 did	 not	 change	 the	 overall	

household’s	job	divisions.	The	social	norm	of	the	harmonious	family	was	still	deeply	

planted	in	the	heteronormativity	that	valued	a	gendered	division	of	labour.	As	the	only	

woman	 in	 the	 family,	 Julietta	 played	 a	 double	 role	 as	 earner	 and	 caregiver	 for	 her	

family.	Within	their	household,	Julietta,	without	a	doubt,	became	the	strongest	person	

in	 the	 family.	 However,	 her	 public	 role	 remained	 restricted.	 Oksala	 (2013)	 states:	

“Women’s	traditional	role	in	the	family	has	been	to	surrender	their	self-interest	so	that	

their	husbands	and	children	can	attain	 their	 autonomous	 subjectivity”	 (p.	42).	This	

research’s	timeframe	did	not	allow	enough	time	to	observe	changes	in	the	children.		

Shaping	 entrepreneurial	 desires,	 surveillance	 becomes	 a	 key	 feature	 for	

disciplining	the	entrepreneur	self	so	that	it	can	determine	his	or	her	survival	(Davies	

&	Bansel,	2007).	The	chicken	dance	was	chosen	as	a	reaction	to	surveillance.	The	dance	

was	used	to	counter	a	political	allegation	that	Alex	was	using	the	centre’s	block	grants	

for	 fictitious	 ECE	 activities.	 Alex’s	 consciousness	 of	 being	 “monitored”	 by	 some	

nameless	ghosts	is	an	important	feature	of	his	reaction;	instead	of	feeling	monitored,	

he	decided	to	“embrace”	the	surveillance	by	showing	the	symbol	of	what	he	thought	

childhood	was	supposed	to	be	like	out	in	the	open.	The	loud	and	brassy	tune	combined	

with	children	wriggling	and	flapping	their	arms	was	a	crude	and	undebatable	display	

of	childhood	served	in	a	pronounced	Timorese	flavour.	Alex’s	strategy	can	be	read	with	

a	postcolonial	interpretation.	His	counter-strategy	was	an	articulation	of	self-care	not	

only	to	survive	a	possible	demise,	but	also	to	reinscribe	and	interpolate	the	space	in	a	
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graspable	manner,	so	that	witnesses	were	created	out	of	ordinary	passers-by	to	act	in	

his	defence.		

Last	but	not	least,	the	strongest	feature	of	neoliberal	governmentality	in	ECE	

provision	 is	 the	 shift	 towards	 a	 market-oriented	 approach	 towards	 students.	 The	

process	did	not	take	place	through	discriminatory	means	such	as	privileging	the	better	

income	parents	and	rejecting	poorer	parents;	instead,	it	happened	through	a	gradual	

process	to	improve,	to	fashion	the	centre	and	to	deploy	certain	images	of	the	centre,	

processes	 that	were	 thought	 to	be	part	of	a	natural	and	 internal	desire	of	 teachers,	

parents,	and	owners.	The	market	shifted	as	the	richer	parents	began	to	see	the	Raihun	

Nakmutis	centre	as	a	cheaper	solution	for	their	children’s	preschool.	This	confirmed	

Ball	and	Vincent’s	(2005)	argument	about	the	ECE	market	as	hierarchical	and	classed	

with	niched	and	nuanced	relations.	It	is	difficult	to	pinpoint	if	this	market	awareness	

was	recognised	when	they	decided	to	set	up	the	centre	in	the	first	place.	The	family	

recognised	 the	hardship	 that	was	 incurred	along	 the	way	as	 the	overall	meaning	of	

doing	good	for	society.		

Deployed	mainly	through	a	temporal	and	fragmented	community-based	project	

approach,	 I	 presented	 the	genealogy	of	non-formal	ECE	 teachers	 that	was	different	

from	centralised	recruitment	for	guru	with	full	teacher	professional	status.	The	formal	

status	of	professional	 teachers	 in	 Indonesia	 is	 known	 to	be	 granted	after	 a	 lengthy	

procedure	 involving	4	years	preservice	 training,	 accumulating	144	 credit	units	 and	

continuous	certification	processes.		

Focused	 mainly	 in	 opening	 ECE	 centres	 to	 meet	 targeted	 commitments,	

teachers	 were	 recruited	 using	 female	 voluntary	 cadres	 as	 the	 readily	 available	

materials	with	relationships,	knowledge	networks	and	historical	paths	imbricated	in	

society	as	the	effect	of	power.	The	voluntary	cadres	were	officially	targeted	for	their	

affiliations	 with	 Posyandu	 on	 the	 assumption	 of	 empowerment	 and	 knowledge	

improvement,	but	they	were	also	sought	after	for	their	altruistic	caring	“voluntarism”	

which	represents	the	“conduct	of	conducts”	and	as	the	artificial	circulatory	network	in	

a	community-based	social	welfare	system.		

The	 neoliberalist	 human	 capital	 principle	 was	 applied	 in	 a	 discriminatory	

manner	 in	 terms	 of	 gendered	 productivity	 in	 relation	 to	 ECE.	 The	 theory	 has	 been	

critiqued	 for	 promoting	 productivity	 that	 foregrounds	 masculinist	 values	 and	

behaviour	 (Acker,	 1995;	 Osgood,	 2012;	 Reay	 &	 Ball,	 2000).	 In	 the	 scheme	 of	
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Indonesia’s	ECE	expansion,	 female	 volunteers	were	 exempted	 from	 the	 logic	 of	 the	

remuneration	system	in	order	to	make	the	ECE	expansion	work	and	to	maintain	it	in	a	

low-cost	manner.	Their	improved	knowledge	was	not	a	calculable	economic	input	to	

increase	their	economic	productivity	value.	Training	offered	the	feeling	of	becoming	a	

professional;	yet,	the	altruistic	value	attached	to	development	projects	contributed	to	

maintaining	women	as	selfless	providers	of	social	work.	The	privatised	ECE	also	meant	

the	responsibility	for	workers’	remuneration	was	deflected	from	the	government	as	

the	 education	 authority	 to	 private	 owners	 and	 parents,	which	 became	problematic	

when	the	centre	cannot	afford	to	pay	their	staff.		

By	 maintaining	 their	 status	 as	 volunteers,	 women’s	 contribution	 was	

undervalued,	 thus	 distorting	 the	 private	 optimisation	 of	 the	 domestic	 division	 of	

labour	(Joshi	&	Davies,	1993).	ECE	has	also	been	known	for	 its	double	standards	 in	

regard	 to	women’s	productivity.	Arguments	 in	 favour	of	women’s	productivity	only	

limitedly	render	their	status	as	parents	who	need	child-care	services	 in	order	to	be	

economically	 productive	 (see	 Chang	 et	 al.,	 2006;	 Halim,	 Johnson,	 &	 Perova,	 2017).	

Pursuing	 this	 female	 labour	 participation	 narrative	 has	 also	 been	 promoted	 at	 the	

expense	of	 female	ECE	workers,	 foreclosing	 their	 status	as	mothers	who	also	work	

(Osgood,	 2012).	 This	 means	 the	 ECE	 projection-based	 rate	 of	 return	 attached	 to	

children’s	futures	is	attained	by	normalising	volunteerism	and	removing	women’s	own	

human	capital	from	the	overall	ECE	scheme.		

The	 practice	 of	 using	 volunteers	 provides	 critical	 infrastructure	 for	 the	

community-based	 ECE	 centres.	 Borrowing	 from	 Edward	 (2002),	 the	 prefix	 infra	 in	

infrastructure	 points	 at	 the	 invisible	 system	 that	 “reside[s]	 in	 a	 naturalised	

background,	as	ordinary	and	unremarkable	to	us	as	trees,	daylight,	and	dirt”	(p.	2).	The	

women	volunteers	from	Posyandu	represented	the	stable	condition	and	continuity	of	

how	 things	 “worked”	 in	 society.	 Having	 voluntary	 women	 was	 a	 display	 of	

intersectionality	 between	 maternalistic	 works	 and	 institutionalised	 social	 welfare,	

normalised	under	the	practice	of	the	patriarchal	family	in	a	familyist	state	(Newberry,	

2010;	 Shiraishi,	 1997).	 In	 Alex	 and	 Julietta’s	 recruitment	 story,	 cadres	 and	 their	

voluntary	characters	were	not	entirely	natural	options;	the	decision	materialised	from	

knowledge	learnt	from	their	involvement	in	a	new	ECE	project.	At	the	bigger	scale,	the	

use	of	women	as	volunteers	marked	the	historical	continuity	of	women’s	influential	

contribution	 to	 Indonesian	 society,	 from	 serving	 their	 community	 through	 the	



Chapter	8:	Conclusion	
	

	204	

informality	 of	 rewang	 economy	 (inter-household	 network	 of	 help)	 in	 the	 past	 (N.	

Sullivan,	1994),	women’s	 informal	work	was	 firmly	 institutionalised	and	harnessed	

under	Soeharto’s	regime.	In	post-Soeharto	times,	this	network	of	Posyandu	cadres	was	

transformed	 into	 a	 critical	 infrastructure,	 a	 part	 of	 the	 ECE	 global	 assemblage	

(Newberry,	2010).	

As	Posyandu	cadres,	these	women	were	sought	after	because	of	their	presumed	

familiarity	with	the	scientific	modern	approach	to	children.	At	the	level	of	community,	

this	 was	 associated	 with	 the	 systematisation	 of	 the	 health	 approach	 to	 children’s	

growth,	 as	 what	 they	 did	 in	 Posyandu.	 Science,	 as	 an	 entry	 point	 for	 extending	

volunteers’	work,	 is	 also	part	 of	 donors’	modernisation	projects	 –	 a	 “governmental	

assemblage”	 (Li,	 2007,	 p.	 81).	As	part	 of	 health	 interventions,	 the	 cadres’	 positions	

were	 rendered	 both	 visible	 and	 invisible:	 visible	 at	 the	 level	 of	 the	 community	 for	

community	health	posts;	but	invisible	for	policy	planners	as	they	were	inherently	part	

of	the	Posyandu	as	a	unit	of	development	interventions.		

For	 development	 organisations,	 the	 cadres	 were	 considered	 a	 point	 of	

convergence	 for	 services	 encompassing	 health,	 nutrition,	 education	 and	 parenting	

practices.	 In	 this	 convergence	view,	volunteers	become	a	discourse	of	 “in	between”	

that	could	bridge	multiple	early	childhood	sectors	through	the	role	of	neighbourhood	

housewives	(I	will	explain	this	further),	without	causing	much	disruption	to	the	overall	

professional	 system.	 Despite	 their	 unclear	 professional	 and	 legal	 status	 under	

Indonesia’s	 education	 or	 health	 regulations,	 cadres	who	were	 trained	 in	 ECE	were	

valued	 as	 cost-effective	 objects	 of	 training	 intervention	 as	 they	 were	 expected	 to	

transcend	the	formal	boundaries	of	spatial	institutional	(e.g.,	hospital,	health	centres,	

schools,	neighbourhoods)	and	professions	(e.g.,	medics,	nurses,	teachers,	counsellors).		

The	 cadres,	 under	 the	 assumption	 of	 docile	 bodies	 –	 bodies	 that	 can	 be	

manipulable	and	taught	to	act	–	were	trained	by	government	and	donor	organisations	

for	only	a	few	days	after	which	they	could	teach	in	newly	opened	centres.	The	training	

was	insufficient	and	narrowly	interpreted	and	organised	as	formal	technical	and	linear	

transfer	of	knowledge	from	point	x	to	point	y	resulting	in	z.	The	training	did	not	look	

at	the	fine	details	of	the	cadres’	background	profile,	their	multiple	situatedness,	and	

what	 the	 consequences	 could	 be	 of.	 Organised	 in	 a	 discontinued	 and	 fragmented	

manner,	 the	 government	 and	many	development	 agents	were	 acutely	 aware	of	 the	

insufficiency	of	their	training	quality	(e.g.,	Aboud,	Proulx,	&	Asrilla,	2016;	Brinkman	et	
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al.,	2017).	However,	regardless	of	the	low	quality,	the	training	was	effective	in	enabling	

a	new	sense	of	identity.	From	Rita’s	story,	regardless	of	her	lack	of	readiness	and	the	

extensive	 topics	 covered	 in	 her	 initial	 training	 experience,	 the	 activity	 instilled	 her	

with	new	subjectivity	as	a	teacher.	Her	formality	of	training	was	central,	not	as	a	means	

to	 equip	 her	 with	 sufficient	 knowledge	 and	 turn	 her	 into	 a	 competent	 teacher	

overnight,	but	to	cultivate	particular	discourses	of	ethics,	authority	and	morality	from	

her	 new	 subjectivity	 (Rose,	 1996).	 Hence,	 regardless	 of	 Rita’s	 anxiety	 about	 her	

insufficient	 knowledge,	 her	 position	 as	 an	 object	 of	 intervention	 and	 the	 knowing	

subjects	taught	her	enough	for	her	to	ask	the	right	questions,	define	a	problem	and	to	

recognise	a	possible	solution	when	she	saw	it	(Philpott,	2000).	As	a	mother,	the	new	

knowledge	 intersected	with	 her	 personal	 child-rearing	 experiences	 producing	 self-

blaming	as	a	biological	mother’s	maternal	guilt.	

From	 Rita’s	 story,	 I	 demonstrated	 how	 the	 training	 was	 used	 almost	 like	 a	

moment	of	commencement	that	inaugurated	her	as	a	new	teacher.	A	piece	of	paper,	

the	training	certificate,	became	a	powerful	tool	to	establish	her	identity	as	a	teacher.	

The	certificate	was	a	form	of	authorisation	of	her	authority	as	an	ECE	teacher;	Rose	

(1996),	on	the	rise	of	disciplinary	professions,	posits:	“the	emergence	of	credentialized	

forms	in	the	professionalization…	the	invention	of	…	modes	of	training…	that	centred	

in	particular	upon	 the	moral	 formation	of	 those	who	would	exercise	 rule”	 (p.	311).	

From	attaining	a	certificate,	Rita	entered	into	a	new	relationship	and	knowledge,	with	

certain	 restrictions	 but	 also	 freedom.	 In	 practice,	 research	 has	 revealed	 that	

credentials	did	not	 reflect	 teachers’	 practices	 (Brown,	2009;	Yulindrasari	&	Ujianti,	

2018).	 However,	 as	 Dahlberg,	 Moss	 and	 Pence	 (2013)	 argue,	 certificates	 remind	

teachers	 about	 the	 authority	 which	 granted	 them	 authority.	 In	 Indonesia,	 the	

certificate	also	symbolised	the	material	mundanity	of	teachers’	“certification”	(italics	

intended)	 in	 the	teaching	professionalisation	system.	Either	as	a	portfolio	or	higher	

education	 diploma,	 certificates	 could	mean	 the	world	 to	 teachers	who	were	 in	 the	

middle	of	the	certification	process	(Formen,	2018;	Rosser	&	Fahmi,	2016;	Yulindrasari	

&	Ujianti,	2018).	

This	thesis	has	demonstrated	how	the	ECE	expansion	affects	female	teachers’	

caring	 relationships	 with	 children,	 especially	 after	 the	 introduction	 of	 the	 child-

centred	approach.	Under	the	influence	of	neoliberalism,	the	practice	of	care	was	often	

diminished,	 subjugated	 and	 even	 fully	 excluded	 from	 teachers’	 professionalisation	
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(Ailwood,	2017;	Langford	et	 al.,	 2017;	Osgood,	2012;	Yulindrasari	&	Ujianti,	 2018).	

Langford	et	al.	(2017)	argue	that	the	forms	and	presence	of	care	between	parents	and	

children	 and	 ECE	 workers	 indicate	 a	 form	 of	 dependent	 relationships	 beyond	 the	

market	 construction	 of	 clients	 and	 service	 providers	 and	 the	 emphasis	 on	 the	

independence	of	a	child.	However,	 this	does	not	mean	the	neoliberalist	 influence	 in	

Indonesia’s	ECE	expansion	does	not	change	any	meanings	and	practices	of	care	in	ECE	

classrooms.	 On	 the	 contrary,	 the	 child-centred	 approach	 introduced	 in	 the	 ECE	

expansion	 has	 been	 known	 for	 its	 objective	 of	 transforming	 the	 teacher–student,	

adult–children	relationship	(Adriany,	2013;	Newberry,	2012b).	Adriany	(2018b),	for	

example,	argues	that	the	child-centred	approach	was	the	epitome	of	the	neoliberalist	

hegemonic	influence	in	Indonesia’s	ECE.		

Learning	 from	 Raihun	 Nakmutis’	 classroom,	 I	 have	 highlighted	 the	 tensions	

between	two	competing	child-rearing	discourses:	child-centred	pedagogy,	introduced	

mainly	through	the	BCCT	approach,	and	the	local	child-rearing	beliefs	and	practices	

that	demanded	the	use	of	rough	discipline	to	establish	order	and	to	grow	resilient	and	

obedient	 individuals	 amidst	 the	precarious	 living	 conditions.	 Established	 as	part	 of	

ECE	expansion	and	trained	by	transnational	organisations,	Raihun	Nakmutis	perceived	

their	main	 responsibility	was	 to	 educate	parents	 about	 the	 importance	of	 the	 right	

caring	practices	so	that	children	could	be	 liberated	from	unnecessary	suffering	as	a	

result	of	wrong	treatment	and	misunderstandings.	However,	 in	day-to-day	practice,	

the	presence	of	child-centred	pedagogy	in	the	centre	had	to	compete	with	the	practices	

of	 yelling,	 shouting,	 and	 threatening	 children.	 The	 child-centred	 approach	 was	

associated	with	 teachers	who	patiently	 and	kindly	 facilitated	 children’s	 interests.	A	

teacher	who	was	believed	to	have	a	child-centred	approach,	represented	by	Rita,	had	

to	suppress	her	anger,	accept	children’s	ignorance	and	risk	losing	her	adult	authority;	

meanwhile,	a	disciplined	teacher,	represented	by	Meliana,	was	feared	because	of	her	

intimidating	and	threatening	voice,	giving	an	impression	of	unlimited	authority.		

Despite	 their	 differing	 approaches	 to	 children,	 the	 two	 teachers	 believed	 in	

maternalist	values	as	their	primary	reference	in	guiding	their	actions.	As	a	pedagogue	

who	believed	in	child-centred	values,	Rita	had	to	openly	renounce	her	own	tradition	

of	looking	at	children	as	culturally	incompetent	humans	whose	behaviours	needed	to	

be	disciplined	in	order	to	be	socially	accepted.	To	discipline	and	represent	herself	in	

her	new	role,	she	had	to	learn	to	speak	with	new	vocabulary,	replacing	naughty	with	
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active	 or	 hyperactive	 –	 a	 form	 of	 “ventriloquism”	 (Ball,	 2003)	 –	 a	 presenting	 and	

representing	performance	under	pressure,	which	happens	when	“educators	can	seem	

to	be	embodying	or	performing	a	given	policy	intention	but	they	neither	believe	in	it	

nor	feel	able	to	resist	it.”	(Osgood,	2006,	p.	7).	Meanwhile,	for	a	disciplined	teacher	like	

Meliana,	being	kind	was	not	worth	it,	if	it	only	taught	children	about	disorder	and	to	

disrespect	 adults’	 authority.	 Control	 was	 an	 important	 feature	 of	 the	 women’s	

interactions	 with	 children;	 without	 control	 of	 her	 authority,	 a	 female	 teacher	 was	

easily	recognised	as	a	weak	figure	by	children,	who	did	not	deserve	their	attention.	

Interestingly,	in	favour	of	disciplinary	practice,	Meliana	deeply	believed	that	it	was	her	

task	as	a	 loving	mother	 to	make	sure	 that	 the	children	knew	the	 rules	and	became	

resilient	people.	Her	interpretation	reveals	the	possibility	for	multiple	meanings	to	be	

drawn	from	maternalism.	Regardless	of	their	competing	values	in	in	their	treatment	of	

children,	at	a	practical	 level,	 the	 two	perspectives	could	be	used	as	complementary	

tactics	 –	 a	 hybrid	 practice	 –	 to	 answer	 the	 multiple	 demands	 of	 showing	 the	

government	the	importance	of	a	child-centred	approach	as	well	as	responding	to	the	

disciplinary	needs	of	the	community.		

Implication for Early Childhood Education and Development 

My	findings	suggest	that	the	influence	of	neoliberal	principles	in	the	ECE	expansion	did	

not	 provide	 a	 clear	 pathway	 of	 equity	 improvement;	 instead,	 it	 has	 “re-inscribed,	

intensified	and	continued	to	create	injustices	and	inequity”	(Smith	et	al.,	2016,	p.	130).	

The	 neoliberalist	 ideology	 on	 bottom-up	 autonomy	 assumed	 homogeneous	 society	

where	 everybody	 is	 in	 egalitarian	 position.	 However,	 this	 does	 not	 mean	 that	

neoliberalism	did	 not	 produce	 any	 opportunity.	 From	my	 fieldwork,	 I	 realised	 that	

there	were	some	opportunities	that	could	lead	to	transformations	of	ECE	and	ECE	as	a	

development	program.		

Many	development	workers,	as	I	was,	are	not	aware	of	the	market	mechanism	

that	underpins	the	ECE	policy.	Most	of	the	time,	they	are	also	not	in	the	best	position	

in	 terms	 of	 knowledge	 and	 practices.	 Many,	 (again,	 like	 I	 was),	 work	 in	 education	

without	any	real	experience	of	being	in	an	actual	ECE	centre,	 let	alone	a	centre	in	a	

poor	community.	In	this	context,	development	work	requires	critical	inputs	from	the	

perspective	of	ideology	or	philosophy	as	well	as	practical	pedagogy.		
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The	 norm	 of	 bottom-up	 approaches	 can	 be	 used	 as	 an	 opportunity	 to	

understand	what	is	needed	by	ECE	centres,	teachers,	parents	and	children.	To	reduce	

poverty,	ECE	should	stop	exploiting	female	ECE	workers.	The	operational	funds	or	BOP	

can	be	used	to	address	this	issue.	The	BOP	needs	to	stop	marginalising	teachers	and	

include	their	payment	a	funded	component,	at	least	to	the	extent	of	minimum	wages,	

so	 that	 teachers	could	participate	 in	a	 financially	productive	profession	and	remain	

committed	to	their	teaching	roles,	instead	of	doing	the	work	as	an	extension	of	their	

domestic	roles.	Covering	teachers’	payments	also	may	reduce	the	burdens	on	owners,	

which	stretches	their	already	limited	financial	capacity.			

Training,	 teaching	 approach,	 and	 teaching	 materials	 can	 benefit	 from	 the	

postcolonial	decolonising	practices	that	insist	on	a	genuine	and	more	honest	meaning	

of	bottom-up	autonomy.	Cannella	and	Viruru	(2004)	argue:	“decolonial	practices	offer	

knowledges	 from	 the	 margin,	 unthought-of	 perspectives/life	 experiences,	 hidden	

histories,	 and	 disqualified	 voices	 as	 positions	 from	 which	 to	 reconceptualize	

discourses,	individual	values,	and	actions.”	(p.	93).	By	decolonialisation,	dichotomous	

categories	 of	 colonial	 and	 the	 colonised	 are	merged,	 so	 are	 classifications	 between	

theories	and	practices.		In	providing	training,	ECE	projects	should	be	more	sensitive	to	

the	local	teachers’	conditions	and	capacity.	They	no	longer	merely	consist	of	“imported,	

foreign”	people	from	the	better-off	regions	(usually	Jakarta	or	large	provinces	in	Java),	

who	came	only	for	one-off	training	sessions.	Instead,	trainers	must	possess	familiarity	

with	local	knowledge	and	conditions,	sensitivity	and	flexibility	with	practices,	as	well	

as	continuity	of	facilitation	based	on	their	day-to-day	needs.	Teachers’	reflexivity	also	

needs	to	be	acknowledged	so	that	they	can	be	more	aware	about	their	important	roles	

in	co-constructing	children’s	critical	knowledge	based	on	their	real	experiences	and	

negotiated	visions	about	children’s	future	and	not	only	based	on	homogenising	charts	

or	diagrams	of	child	development.			

Final conclusion 

This	thesis	provides	a	view	from	the	margin	to	the	centre	to	answer	what	is	it	like	when	

a	development	idea	that	was	mostly	cooked	at	the	centre,	whether	by	‘centre’	it	means	

Jakarta,	Dakar,	Washington	D.C.,	or	New	York,	hits	the	ground	at	the	margin.	My	wish	

is	to	make	characters	 like	Alex,	 Julietta,	Rita	or	Meliana	come	alive,	so	that	they	are	

lives	 behind	 the	 ‘number’.	 The	 social	 and	 cultural	 norms,	 which	 work	 through	
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development	 and	 ECE,	made	 their	 involvement	 into	 something	 that	 they	 could	 not	

easily	 ‘undo’	or	 ‘abandon’.	They	are	 ‘people	who	 live	with	 the	consequences’	–	 that	

outlast	the	development	projects	that	 introduce/make/train	them	to	be	“good”	ECE	

workers.	They	are	still	 there,	 in	a	small	 town	of	Atambua,	 teaching,	struggling,	 long	

after	 those	 development	 projects	 are	 gone.	 What	 I	 have	 described	 here	 is	 a	

phenomenon	of	ECE	expansion	as	part	of	development	programming	that	 is	messy,	

complex	and	tension-ridden.	This	thesis	is	in	no	way	resolves	all	the	problems	of	ECE	

access	through	its	set	of	recommendations.	My	wish	is	to	acknowledge	and	to	share	

my	 ‘discomforts’	 from	witnessing	(and	now,	knowing)	their	struggle,	and	to	claim	a	

space	for	recognition	of	that	struggle.
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Appendix B: Participant Information Sheet (PIS) 

 

PARTICIPANT INFORMATION SHEET (PIS) 

(School Manager: Request for ECE Center & Individual Participation) 

 

 

Title: 

Finding voices telling stories: A journey of researching Early Childhood Education in Atambua, 

West Timor – Nusa Tenggara Timur, Indonesia 

 

 

Dear School Manager, 

My name is Yulida Pangastuti, and I am a doctoral student from the Faculty of Education, 

University of Auckland. I am currently working on my thesis research that will look at the 

adaptation process, implementation and other responses to the Early Childhood Education (ECE) 

in Atambua community. I am particularly interested in the interactions and transformation from 

policy to practices generated school managers, teachers and families through the day-to-day 

activities. The emphasis of my research is ‘to understand’ and ‘not to judge’ individual or 

professional performance. 

I am writing to invite you to be part of my research. To participate as a school manager, 

you will be asked: to grant me a permission to collect data from your center; to invite parents so 

I can inform them about their children’s involvement in my research; to nominate two teachers 

from your school to be my research participants; and to participate in the observation and 

interview sessions.  

To do the observation, I will be present in your centre and, especially, in the classrooms 

to listen and to watch some learning sessions delivered by you and your teachers. I will not 
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interrupt the educational process or ask you and your teachers to do activities that you do not 

usually do with the classroom, the children, or the parents. The total observation will take 

approximately 24 hours, distributed to two hours per day, three days in a week, for a month. In 

conducting the observations, I will only make some notes using pen and paper, or computer 

laptop. No audio or video recording will be used during the observation. 

Besides the observations, I would also like to interview you and two teachers from your 

centre. For about one hour, you will be asked some questions in a semi-structured format during 

the first interview session; in your second session, you can assert, change, or further elaborate 

your responses from your first interview; while the third will function as a debriefing session – in 

which I will provide you with a general impression and also validate your statements before 

finalization.  The second, as well as the third interview session, will be each run for a maximum of 

thirty minutes. To help me in attaining the information details, I will use an audio recorder for the 

interviews and will notify you when the recorder is ‘on' or ‘off'. Each time before beginning a 

session, you will be asked for your verbal consent regarding the interview process. You are allowed 

to refuse to be recorded; in this case, I will use a manual note taking method with a pen and paper. 

The data gathered will be used for my thesis and also for other publications (articles, paper 

and presentation). Due to the complexity and the relatively short period of data collection, I would 

not be able to share the complete observation field note with you. The interviews will also not be 

transcribed unless for some specific quotes.  

For confidentiality of your information, you will be assigned an alias, and your distinctive 

school profile will also be minimised. However, as you may have understood, due to the small 

sample size, your information may be identifiable at some smaller scale, and therefore, I cannot 

guarantee a full-anonymity. Data collected from the whole process will be electronically saved as 

a password-protected file stored on my laptop, while I am on the field, and also at the server of 

the University of Auckland for four years. At the final stage of my thesis, I too will provide you with 

a translated Executive Summary of my thesis and a full thesis in English will also be made available 

upon request.  

If you are interested in participating, you will have to sign a consent form for you and your 

school participation (see annex 2).  You are also allowed to withdraw your data or yourself from 
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the research without having to state a reason at any time before I complete the fieldwork and 

leave Atambua. With your capacity as a school manager, your withdrawal as a research participant 

will automatically withdraw your entire school and also the teacher from my research. However, 

due to the limited time, geographical distance and logistical matters, data previously collected 

from your centre will still be used by my research. In case you feel any discomfort due to my 

research activity, you can always discuss it with me or feel free to approach the village chief. 

As an expression of my gratitude for your participation as a school manager, you will be 

given an adult-size T-shirt and IDR 200,000 mobile credit voucher, while a set of hand puppets and 

a workshop on Hand puppets & storytelling will also be organised by me for your centre's 

participation.   

As for your teachers' participation, I would need two teachers who possess a sense of 

teaching ECE in your school environment. Their involvement can only be finalised after I meet 

them in person, to explain and to discuss issues that might arise during the process. 

Thank you very much for your time and help in making this study possible. If you have any 

questions, kindly contact me via the contact details provided below.  

 

 

Thank you in anticipation, and I look forward to meeting you. 

Yours faithfully,  

 

 

Yulida Pangastuti 

Doctoral Student, 

School of Critical Studies in Education 

Faculty of Education and Social Work,  

University of Auckland – New Zealand 

Email: y.pangastuti@auckland.ac.nz / Skype: *************** 
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New Zealand Address: The University of Auckland, Faculty of Education; Office: N 314 (Doctoral 

Space) Epsom Campus; Phone Number:  +64 9 6238899 Ext. 46303 

Indonesia Address (Private Residence):  ##############,  Indonesia; Phone Number: 

********* 

 

Attachment 1: Consent Form 

Attachment 2: Interview Questions 

Attachment 3: Observation Schedule 

 

 

Contact Details and Approval Wording 

For any queries regarding ethical concerns you may contact the chair, The University of Auckland 

Human Participants Ethics Committee, the University of Auckland, Research Office, Private Bag 92019, 

Auckland 1142 New Zealand. Tel. 09 373 7599 extension 87830 / 83761 Email: 

humanethics@auckland.ac.nz 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS COMMITTEE ON 24-

AUG-2015 for six years, Reference Number 015653 
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PARTICIPANT	INFORMATION	SHEET	

(Heads	of	Family)	

	

	

Project	Title:	

Finding	voices	telling	stories:	A	journey	of	researching	Early	Childhood	Education	in	

Atambua,	West	Timor	–	Nusa	Tenggara	Timur,	Indonesia	

	

To	Family	head,	

	

My	 name	 is	 Yulida	 Pangastuti,	 and	 I	 am	 a	 doctoral	 student	 from	 the	 Faculty	 of	

Education,	University	of	Auckland.	I	am	currently	working	on	my	thesis	research	that	

will	look	at	the	adaptation	process,	implementation	and	other	responses	to	the	Early	

Childhood	Education	(ECE)	in	Atambua	community.	I	am	particularly	interested	in	the	

interactions	and	transformation	from	policy	to	practices	relevant	to	early-childhood	

education	issues	within	family	households	through	day-to-day	interactions.			

	

To	 conduct	 the	 research,	 I	 am	 inviting	 you	 and	 your	 family	 to	 be	 my	 research	

participants.	To	participate	in	this	research,	you	will	be	asked:	to	make	sure	that	all	

your	 family	 members	 (including	 the	 children)	 agree	 to	 join;	 to	 provide	

accommodation	and	meals	for	me	inside	your	home	for	10	days;	to	be	observed	for	a	

period	of	10	days;	and	to	participate	in	interview	sessions	as	explained	below	

	

Before	 the	 observation	 starts,	 I	 will	 visit	 your	 family	 to	 personally	 meet,	

familiarise	and	also	to	discuss	regarding	any	discomfort,	if	there	is	any.	It	is	critical	to	

note	that	all	of	your	family	members	can	only	participate	in	this	research	voluntarily.	

They	need	to	be	made	aware	of	my	presence	and	activities.	During	my	10-days	stay,	
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you	will	not	be	asked	 to	provide	me	with	 special	 facilities	or	 to	perform	activities	

beyond	 what	 you	 usually	 have	 or	 do.	 My	 stay	 with	 your	 family	 will	 allow	me	 to	

observe	your	 family	 interactions	around	issues	of	ECE.	 I	will	be	pleased	 if	you	will	

enable	me	to	informally	communicate	with	your	family	members,	to	be	involved	in	

their	routines	(e.g.	shop	for	groceries	in	the	market,	help	with	kitchen	duties,	take	the	

child/children	to	schools).	My	observation	will	take	approximately	110	hours	for	ten	

days.	 I	 will	 manually	 note	 down	 my	 observation	 by	 using	 pen	 and	 paper	 or	 my	

computer	 laptop.	 In	 this	 case,	 no	 audio	 or	 video	 recording	will	 be	made	 explicitly	

during	 the	 process.	 Through	 a	 series	 of	 observations	 on	 childcare	 practices	 and	

communication	patterns,	I	am	hoping	that	I	will	be	able	‘to	understand’	the	nature	of	

early	childhood	at	home	of	an	Atambuan	family.		

Besides	the	observation,	I	would	also	like	to	have	three	interview	sessions	with	

you,	your	spouse	and,	if	there	is	any,	other	non-parental	child	carers.	For	about	one	

hour,	you	will	be	asked	with	some	question	in	a	semi-structured	format	during	the	

first	 interview	 session;	 in	 your	 second	 session,	 you	 can	 assert,	 change,	 or	 further	

elaborate	your	responses	from	your	first	interview;	while	the	third	will	function	as	a	

debriefing	session	–	in	which	I	will	provide	you	with	a	general	impression	and	also	

validate	 your	 statements	 before	 finalization.	 	 The	 second,	 as	 well	 as	 the	 third	

interview	session,	will	be	run	for	a	maximum	of	thirty	minutes	per	session.	To	help	

me	 in	attaining	 the	 information	details,	 I	will	use	an	audio	recorder	device	 for	 the	

interviews	 and	 will	 notify	 when	 the	 recorder	 is	 "on"	 or	 "off".	 Each	 time	 before	

beginning	a	session,	you	will	be	asked	for	your	verbal	consent	regarding	the	interview	

process.	You	are	allowed	to	refuse	to	be	recorded;	in	this	case,	I	will	use	a	manual	note	

taking	method	with	a	pen	and	paper.	

	

The	interview	will	not	be	systematically	transcribed	although	I	may	use	some	

specific	 statements	 as	 direct	 quotes;	 meanwhile,	 the	 observation	 notes	 will	 be	



CRITICAL STUDIES IN EDUCATION 

Yulida Pangastuti – Doctoral Research 
 
 
	 	

Epsom Campus 
Gate 3, 74 Epsom Avenue 
Auckland, New Zealand 
Telephone 64 9 623 8899  
Facsimile 64 9 623 8898 
www.education.auckland.ac.nz 
   
The University of Auckland 
Private Bag 92601, Symonds Street 
Auckland 1150, New Zealand	

	

	262	

converted	into	field	notes.	Due	to	the	complexity	and	relatively	short	period	of	data	

collection,	I	will	not	be	able	to	share	the	complete	field	note	with	you.	However,	you	

and	 your	 family	members	will	 be	 individually	 provided	with	 a	 debriefing	 session	

regarding	my	general	findings	and	impressions.	This	opportunity	will	also	be	used	to	

check	 and	 to	 generate	 feedback	 from	 you	 and	 other	 family	 members.	 All	 data	

generated	 will	 be	 used	 for	 my	 thesis	 and	 other	 publications	 (articles,	 conference	

paper,	presentations).	

For	confidentiality	of	your	 information,	you	and	all	members	of	your	 family	

will	 be	 assigned	 an	 alias,	 and	 your	 distinguishable	 family	 profile	 will	 also	 be	

minimised.	However,	as	you	may	have	understood,	due	to	the	small	sample	size,	your	

information	 may	 be	 identifiable	 at	 some	 smaller	 scale,	 and	 therefore,	 I	 cannot	

guarantee	 a	 full-anonymity.	 Data	 collected	 from	 the	 whole	 process	 will	 be	

electronically	saved	in	password-protected	files	stored	on	my	laptop,	while	I	am	on	

the	field,	and	also	at	the	server	of	the	University	of	Auckland	for	four	years.	

At	the	final	stage	of	my	thesis,	I	will	send	you	a	translated	Executive	Summary	

of	my	thesis;	a	full	thesis	in	English	will	only	be	made	available	upon	request.		

If	you	are	interested	in	participating,	as	the	head	of	a	family,	you	will	need	to	

sign	a	consent	 form	on	behalf	of	your	family	household	expressing	the	approval	of	

your	family	as	a	whole	unit	(see	Annex	1a);	as	an	individual	participant,	you	and	your	

family	members	to	be	interviewed	will	have	to	sign	a	separate	consent	(see	Annex	

1b);	in	case	you	are	not	the	parent	or	legal	guardian	of	the	children	in	your	family,	a	

parent	/	legal	guardian	will	need	to	sign	to	consent	their	children's	participation	(see	

annex	1c).	

You	and	your	family	members	are	allowed	to	withdraw	your	specific	data	or	

your	participation	from	the	research	without	having	to	state	any	reason	at	any	time.	

A	withdrawal	 from	 any	member	 of	 your	 family	will	 automatically	 withdraw	 your	

whole	family.		However,	due	to	the	limited	time,	geographical	distance	and	logistical	



CRITICAL STUDIES IN EDUCATION 

Yulida Pangastuti – Doctoral Research 
 
 
	 	

Epsom Campus 
Gate 3, 74 Epsom Avenue 
Auckland, New Zealand 
Telephone 64 9 623 8899  
Facsimile 64 9 623 8898 
www.education.auckland.ac.nz 
   
The University of Auckland 
Private Bag 92601, Symonds Street 
Auckland 1150, New Zealand	

	

	263	

matters,	data	previously	collected	from	your	centre	will	still	be	used	by	my	research.	

In	case	you	feel	any	discomfort	due	to	my	research	activity,	you	can	always	discuss	it	

with	me	or	feel	free	to	approach	the	village	chief.	

As	 an	 expression	 of	 gratitude	 for	 your	 family	 participation,	 I	would	 like	 to	

contribute	to	your	grocery	and	power	bill	in	the	form	of	Rp.	500,000	vouchers.		School	

equipment	for	your	early	childhood	age	child/children	(a	bag,	a	set	of	uniform,	and	

some	 basic	 stationaries),	 two	 adult-size	 T-Shirts	 and	 IDR	 100,000	 mobile	 credit	

voucher	will	also	be	provided	as	my	‘thank-you	gifts.'	In	the	case	of	withdrawal,	you	

will	 only	 receive	 grocery	 and	power	bill	 voucher	depending	on	 the	 length	of	 your	

participation.	

Thank	you	very	much	for	your	time	and	help	in	making	this	study	possible.	If	

you	have	any	questions,	kindly	contact	me	via	contact	details	below.		

	

Yours	faithfully,		

	

	

Yulida	Pangastuti	

Doctoral	Student,	

School	of	Critical	Studies	in	Education	

Faculty	of	Education	and	Social	Work,		

University	of	Auckland	–	New	Zealand	

Email:	y.pangastuti@auckland.ac.nz	/	Skype:	***************	

	

New	 Zealand	 Address:	 The	 University	 of	 Auckland,	 Faculty	 of	 Education;	

Office:	N	314	(Doctoral	Space)	Epsom	Campus;	Phone	Number:		+64	9	6238899	Ext.	

46303	
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Indonesia	 Address	 (Private	 Residence):	 	 ##############,	 	 Indonesia;	

Phone	Number:	*********	

	

Attachment	1a:	Consent	Form	–	Family	Head	

Attachment	1b:	Consent	Form	–	Individual	Family	Member	to	be	Interviewed	

Attachment	2:	Interview	Questions	

Attachment	3:	Schedule	of	Observation	

	

Contact	Details	and	Approval	Wording	

For	 any	 queries	 regarding	 ethical	 concerns	 you	may	 contact	 the	 chair,	 The	

University	 of	 Auckland	 Human	 Participants	 Ethics	 Committee,	 the	 University	 of	

Auckland,	Research	Office,	Private	Bag	92019,	Auckland	1142	New	Zealand.	Tel.	09	

373	7599	extension	87830	/	83761	Email:	humanethics@auckland.ac.nz	

	

APPROVED	 BY	 THE	 UNIVERSITY	 OF	 AUCKLAND	 HUMAN	 PARTICIPANTS	

ETHICS	COMMITTEE	ON	24-AUG-2015for	six	years,	Reference	Number		015653	
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PARTICIPANT INFORMATION SHEET 

(Teachers) 

 

 

 

Project Title: 

Finding voices telling stories: A journey of researching Early Childhood Education in Atambua, 

West Timor – Nusa Tenggara Timur, Indonesia 

 

To Teacher,  

 

My name is Yulida Pangastuti, and I am a doctoral student from the Faculty of Education, 

University of Auckland. I am currently working on my thesis research that will look at the 

adaptation process, implementation and other responses to the Early Childhood Education (ECE) 

in Atambua community. I am particularly interested in the interactions and transformation from 

policy to practices relevant to early-childhood education issues within family households through 

day-to-day interactions.   

To conduct the research, I am inviting you to be my research participants as a teacher. In 

this research, you will be asked: to allow me observing your classroom interactions including your 

teaching; to communicate my presence and activities to your students s through a language that 

they can easily understand; and, to participate in three-session interviews.  

To do the observation, I will be present in your class to listen and to watch learning 

sessions delivered by you. I will not interrupt the educational process or ask you to perform 

activities that you do not usually do with the classroom, the children, or the parents. The total 

observation will take approximately 12 hours, distributed to two hours per day, three days in a 

week, for two weeks. In conducting the observations, I will only be making some notes using pen 

and paper, or computer laptop. No audio or video recording will be used during the observation. 
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Besides the observations, I would also like to interview you. For about one hour, you will 

be asked some questions in a semi-structured format in the first interview session; in your second 

session, you could assert, change, or further elaborate your responses from your first interview; 

while the third will function as a debriefing session – in which I will provide you with a general 

impression and also validate your statements before finalization.  The second, as well as the third 

interview session, will be run for a maximum of thirty minutes per session. To help me in attaining 

the information details, I will use an audio recorder for the interviews and will notify you when 

the recorder is ‘on' or ‘off'. Each time before beginning a session, you will be asked for your verbal 

consent regarding the interview process. You are allowed to refuse to be recorded; in this case, I 

will use a manual note taking method with a pen and paper. 

Due to the complexity and the relatively short period of data collection, I will not be able 

to share the complete observation field note with you. The interviews will also not be transcribed 

unless for some specific quotes. The data gathered will be used for my thesis and also for other 

publications (articles, paper and presentation) 

For confidentiality of your information, you will be assigned an alias, and your distinctive 

profile will also be minimised. However, as you may have understood, due to the small sample 

size, your information may be identifiable at some smaller scale, and therefore, I cannot guarantee 

a full-anonymity. Data collected from the whole process will be electronically saved in password-

protected files stored on my laptop, while I am on the field, and also at the server of the University 

of Auckland for four years. At the final stage of my thesis, I too will provide you with a translated 

Executive Summary of my thesis. A full thesis in English will also be made available upon request.  

If you are interested in participating, you will have to sign a consent form for your 

participation (see annex 1).  You are also allowed to withdraw your data or yourself from the 

research without having to state a reason at any time before I complete the fieldwork and leave 

Atambua. Due to the limited time, geographical distance and logistical matters, data previously 

collected from your centre will still be used by my research. In case you feel any discomfort due 

to my research activity, you can always discuss it with me or feel free to approach your school 

manager. 
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As an expression of gratitude for your participation, you will be given an adult-size T-shirt and IDR 

200,000 mobile credit voucher; you will also be invited to storytelling and DIY Hand puppet 

workshop organised by me for your participation. 

 

Thank you very much for your time and help in making this study possible. If you have any 

questions, kindly contact me via the contact details provided below.  

 

Thank you in anticipation, and I look forward to meeting you. 

 

Yours faithfully,  

 

Yulida Pangastuti 

Doctoral Student, 

School of Critical Studies in Education 

Faculty of Education and Social Work,  

University of Auckland – New Zealand 

Email: y.pangastuti@auckland.ac.nz / Skype: *************** 

 

New Zealand Address: The University of Auckland, Faculty of Education; Office: N 314 (Doctoral Space) 

Epsom Campus; Phone Number:  +64 9 6238899 Ext. 46303 

Indonesia Address (Private Residence):  ##############,  Indonesia; Phone Number: ********* 

 

Attachment 1: Consent Form 

Attachment 2: Interview Questions 

Attachment 3: Observation Schedule 

 

 

Contact Details and Approval Wording 

For any queries regarding ethical concerns you may contact the chair, The University of Auckland 

Human Participants Ethics Committee, the University of Auckland, Research Office, Private Bag 92019, 
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Auckland 1142 New Zealand. Tel. 09 373 7599 extension 87830 / 83761 Email: 

humanethics@auckland.ac.nz 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS COMMITTEE ON 24-

AUG-2015 for six years, Reference Number  015653 
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PARTICIPANT INFORMATION SHEET 

(PARENTAL CONSENT – CHILDREN IN SCHOOL) 

 

 

Project Title: 

Finding voices telling stories: A journey of researching Early Childhood Education in Atambua, 

West Timor – Nusa Tenggara Timur, Indonesia 

 

To Teacher,  

My name is Yulida Pangastuti, and I am a doctoral student from the Faculty of Education, 

University of Auckland. I am currently working on my thesis research that will look at the 

adaptation process, implementation and other responses to the Early Childhood Education (ECE) 

in Atambua community. I am particularly interested in the interactions and transformation from 

policy to practices relevant to early-childhood education issues within family households through 

day-to-day interactions.   

To conduct the research, I will do a series of observations in your child’s ECE centre for 

approximately 12 schooling days or 24 hours (see annex 3 for schedule). During these times, I will 

be observing the whole interactions that may involve your child.  With this background, I am 

writing to notify you as his or her parent or legal guardian and requesting your consent for his or 

her participation too. 

To do the observation, I will be present in the classroom to listen and to watch the learning 

interactions. I will not interrupt your children’s educational learning. However, I may casually 

interact with him or her outside the classroom. During the observation times, I will only make 

some notes using pen and paper, or computer laptop. No audio or video recording will be used. 

The data gathered will be used for my thesis and also for other publications (articles, paper 

and presentation). Due to the complexity and the relatively short period of data collection, I will 

not be able to share the complete observation field note with you. However, I will provide a 
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general overview to all parents during a parenting session as my exit meeting before leaving 

Atambua.  

For confidentiality of your child’s information, she or he will be assigned an alias, and his 

or her distinctive profile will also be minimised. However, as you may have understood, due to 

the small sample size, his or her information may be identifiable at some smaller scale. Therefore, 

I cannot guarantee full anonymity. Data collected from the whole process will be electronically 

saved in password-protected files stored on my laptop, while I am on the field, and also on the 

server of the University of Auckland for four years.   

If you agree with your child's participation, you will have to sign a consent form (see annex 

1). In case you have an objection, you can also decline to give consent. In this case, your child will 

be temporarily seated in a different classroom when an observation takes place. It is essential to 

note that you are allowed to withdraw your child's participation from my research without having 

to say the reason at any time before I leave Atambua.  In case you feel any discomfort due to my 

research activity, you can always discuss it with me or feel free to approach the school manager.  

Thank you very much for your time and help in making this study possible. If you have any 

questions, kindly contact me via the contact details provided below. Thank you in anticipation, 

and I look forward to meeting you. 

 

Yours faithfully,  

 

 

Yulida Pangastuti 

Doctoral Student, 

School of Critical Studies in Education 

Faculty of Education and Social Work,  

University of Auckland – New Zealand 

Email: y.pangastuti@auckland.ac.nz / Skype: *************** 
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New Zealand Address: The University of Auckland, Faculty of Education; Office: N 314 (Doctoral 

Space) Epsom Campus; Phone Number:  +64 9 6238899 Ext. 46303 

Indonesia Address (Private Residence):  ##############,  Indonesia; Phone Number: 

********* 

 

Attachment 1: Consent Form 

 

 

Contact Details and Approval Wording 

For any queries regarding ethical concerns you may contact the chair, The University of Auckland 

Human Participants Ethics Committee, the University of Auckland, Research Office, Private Bag 92019, 

Auckland 1142 New Zealand. Tel. 09 373 7599 extension 87830 / 83761 Email: 

humanethics@auckland.ac.nz 

 

APPROVED BY THE UNIVERSITY OF AUCKLAND HUMAN PARTICIPANTS ETHICS COMMITTEE ON 24-

AUG-2015 for six years, Reference Number  015653 
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Appendix C: Consent Forms 

 

ANNEX 1:  CONSENT FORM – SCHOOL MANAGER 

THIS FORM WILL BE HELD FOR FOUR YEARS 

 

Project Title:  Finding voices telling stories: A journey of researching Early Childhood 

Education in Atambua, West Timor – Nusa Tenggara Timur, Indonesia 

 

Names 

of Researcher: 

• Yulida Pangastuti, Doctoral Student, Field Researcher 

• Prof. Saville Kushner FcSS, Professor of Public Evaluation, 
Main Supervisor & Principal Investigator 

• DR. Ritesh Shah, Senior Lecturer, Second Supervisor & Co-
Investigator 

 

Contact 

email address 

of the 

researchers 

• Yulida Pangastuti: y.pangastuti@auckland.ac.nz 

• Prof. Saville Kushner: s.kushner@auckland.ac.nz 
• DR. Ritesh Shah: r.shah@auckland.ac.nz  

I have read the Participant Information Sheet (PIS), and I have understood the nature of 

the research and why I have been selected. I have had the opportunity to ask questions and have 

them answered to my satisfaction. 

• I agree to take part in this research. 
• I agree to permit to research with my ECE centre 
• My participation is voluntary 
• I understand that I will be interviewed and observed 
• I understand that my statements will be analysed and used for Yulida Pangastuti’s PhD thesis 

or her other publications 
• I understand that I am free to withdraw my participation at any time without giving a reason 

and to withdraw any data traceable to me at any time before the completion of fieldwork  
• I understand that the data will be kept for four years 
• I agree/disagree with being audio recorded during the interview 
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• I wish to receive a summary of findings, which can be emailed or sent to me at this address:  
________________________________________________________________________ 

 

 

 

Name: ______________________________ 

 

Signature: ___________________________ Date: _____________________ 

 

Approved by the University of Auckland Human Participants Ethics Committee on 24-Aug-2015 for 

six years. Reference Number  015653
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ATTACHMENT 1a: FAMILY HEAD CONSENT FORM 

THIS FORM WILL BE HELD FOR FOUR YEARS 

 

Project Title:  Finding voices telling stories: A journey of researching Early Childhood 

Education in Atambua, West Timor – Nusa Tenggara Timur, Indonesia 

 

Names of Researcher: • Yulida Pangastuti, Doctoral Student, Field Researcher 
• Prof. Saville Kushner FcSS, Professor of Public 

Evaluation, Main Supervisor & Principal Investigator 
• DR. Ritesh Shah, Senior Lecturer, Second Supervisor & 

Co-Investigator 
 

Contact email address 

of the researchers 

 

 

• Yulida Pangastuti: y.pangastuti@auckland.ac.nz 
• Prof. Saville Kushner: s.kushner@auckland.ac.nz 

• DR. Ritesh Shah: r.shah@auckland.ac.nz  

I have read the Participant Information Sheet (PIS), and I have understood the nature of 

the research and why my family has been selected. I have had the opportunity to ask questions 

and have them answered to my satisfaction. 

• All individual members of my family agree to take part in this research. 
• Their participation is voluntary 
• I understand that there will be an observation in my house for ten days and some family 

members will be interviewed.  
• I understand that Yulida Pangastuti will stay with us for ten days.  
• I understand that the observation will be analysed and used for Yulida Pangastuti’s PhD 

thesis or her other publications 
• I understand that we are free to withdraw my participation at any time without giving a 

reason and to withdraw any before the completion of fieldwork. However, data that has 
been gathered beyond the withdrawals can still be used by this research 

• I understand that the data will be kept for four years 
• I wish to receive an executive summary of the thesis, which can be emailed or sent to me at 

this address: 
________________________________________________________________________

___ 
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ON THE BEHALF OF THE FAMILY,  

 

FAMILY HEAD NAME:______________________________ 

 

Signature: ___________________________ Date: _____________________ 

 

Approved by the University of Auckland Human Participants Ethics Committee on 24-Aug-2015.for 

six years. Reference Number  015653 
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ATTACHMENT 1b: CONSENT FORM - INDIVIDUAL FAMILY MEMBER TO BE 

INTERVIEWED 

THIS FORM WILL BE HELD FOR FOUR YEARS 

 

 

Project Title:  Finding voices telling stories: A journey of researching Early Childhood 

Education in Atambua, West Timor – Nusa Tenggara Timur, Indonesia 

 

Names of Researcher: • Yulida Pangastuti, Doctoral Student, Field Researcher 
• Prof. Saville Kushner FcSS, Professor of Public 

Evaluation, Main Supervisor & Principal Investigator 
• DR. Ritesh Shah, Senior Lecturer, Second Supervisor & 

Co-Investigator 
 

Contact email address 

of the researchers 

 

 

• Yulida Pangastuti: y.pangastuti@auckland.ac.nz 
• Prof. Saville Kushner: s.kushner@auckland.ac.nz 
• DR. Ritesh Shah: r.shah@auckland.ac.nz  

I have read the Participant Information Sheet (PIS), and I have understood the nature of 

the research and why I have been selected. I have had the opportunity to ask questions and have 

them answered to my satisfaction. 

• I, as a family member, agree to take part in this research. 
• My participation is voluntary 
• I understand that I will be interviewed in three sessions with the last meeting as a debriefing 

session  
• I know that there will be an observation in the place where I live for ten days  
• I understand that Yulida Pangastuti will stay with us for ten days.  
• I understand that my statements will be analysed and used for Yulida Pangastuti’s PhD thesis 

or her other publications 
• I understand that I am free to withdraw my participation at any time without giving a reason 

and to withdraw any data traceable to me at any time before the completion of fieldwork  
• I understand that the data will be kept for four years 
• I agree/disagree with being audio-recorded during the interview sessions 

 



CRITICAL STUDIES IN EDUCATION 

Yulida Pangastuti – Doctoral Research 
 
 
	 	

Epsom Campus 
Gate 3, 74 Epsom Avenue 
Auckland, New Zealand 
Telephone 64 9 623 8899  
Facsimile 64 9 623 8898 
www.education.auckland.ac.nz 
   
The University of Auckland 
Private Bag 92601, Symonds Street 
Auckland 1150, New Zealand	

	

	277	

 

Name: ______________________________ 

 

Signature: ___________________________ Date: _____________________ 

 

Approved by the University of Auckland Human Participants Ethics Committee on 24-Aug-2015 for 

six years. Reference Number  015653 
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ATTACHMENT 1c: CONSENT FORM – PARENTAL CONSENT AT HOME 

THIS FORM WILL BE HELD FOR FOUR YEARS 

 

Project Title:  Finding voices telling stories: A journey of researching Early Childhood 

Education in Atambua, West Timor – Nusa Tenggara Timur, Indonesia 

 

Names of Researcher: • Yulida Pangastuti, Doctoral Student, Field Researcher 

• Prof. Saville Kushner FcSS, Professor of Public 
Evaluation, Main Supervisor & Principal Investigator 

• DR. Ritesh Shah, Senior Lecturer, Second Supervisor & 
Co-Investigator 

 

Contact email address 

of the researchers 

 

 

• Yulida Pangastuti: y.pangastuti@auckland.ac.nz 
• Prof. Saville Kushner: s.kushner@auckland.ac.nz 

• DR. Ritesh Shah: r.shah@auckland.ac.nz  

I have read the Participant Information Sheet (PIS), and I have understood the nature of 

the research and why I have been selected. I have had the opportunity to ask questions and have 

them answered to my satisfaction. 

• As a parent or legal guardian of ______________________________, hereby give my 
consent on the behalf of the child 

• I understand that there will be observations in the place where the child lives for ten days  
• I understand that his or her activities will be analysed and used for Yulida Pangastuti’s PhD 

thesis or her other publications 
• I understand that the data will be kept for four years 
 

Name: ______________________________ 

 

Signature: ___________________________ Date: _____________________ 

 

Approved by the University of Auckland Human Participants Ethics Committee on 24-Aug-2015 for 

six years. Reference Number  015653	  
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ATTACHMENT 2a: SEMI-STRUCTURED INTERVIEW QUESTIONS  

(INDIVIDUAL FAMILY MEMBER) 

 

 

Session 1: Approximately 1 Hour 

You will be interviewed around these topics: 

• Could you help me describing what your ‘normal’ day like? What are your 
activities around [name of the young child]? 
• How do you see [name of the young child]? And why?  
• What do you think is your roles concerning [name of the young child] and what 
does it mean to you? 
• How do you want him/her to be? And why? 
• How do you see the ECE centre?  And why? 
• Could you describe what the ECE look like in your opinion?  

 

The interview questions may be re-formulated and posed differently depending on your 

initial response. My role mainly will be to listen to your information and to ask a more 

detailed elaboration. 

Session 2: Max 30 Minutes 

Highlights and summary of the previous interview will be read, and amendment, further 

elaboration may take place.  

Session 3: Max 30 Minutes 

Summary of the previous interviews will be read so are the changes made (in case of any 

further elaboration or amendment between course 1 & 2; a general impression and 

individual reflection in the form of a short personal portrayal will also be made) 
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ATTACHMENT 3: GENERAL PARTICIPANT OBSERVATION SCHEDULE   

& POINT OF OBSERVATION - FAMILY 

 

 

 

Daily Observations: 10 days / OBS - Family  

07.00 – 08.30  : Morning activities  

- Child: wake up time; shower; breakfast; general activity;  
- Adult: preparing breakfast; shower; breakfast; before work 

activities  
• How does the child wake up in the morning? What time 

does he/she wake up? Who does/do assist him/her with 
shower and breakfast? 

• Who does not interact with the child in the morning? 
What does she/he do instead? 

• What is for breakfast? Does the child have different kind 
of breakfast than adults? Do they have breakfast 
together? Who does have breakfast and who does not? 
 

08.30 – 10.30 : On school day – No OBS - Family observation 

Information to note: who takes the child to school; who 

stay at home 

 

10.30 – 16.00 : After school activities 

- Child: What the children do after school? With whom? 
Where?  

- Adult: Preparing lunch; child caring; cooking; groceries; inter-
adult interactions (who does/do take care of the home in the 
day time? What kind of attention is given to the child? Who 
does/do take care of the young child? How much time is spent 
for adult activities) 
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16.00  

- 20.00 

: Evening Activities 

- Child: what does the child do in the evening?  
- Adults: preparing dinner, OBS - Family activities 

(Who does/do take care of the home in the evening time? 

What kind of attention is given to the child? Who does/do take care 

of the young child? How much time is spent on adult activities? 

What is the difference between daytime and nighttime activities? ) 
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ATTACHMENT 1:  CONSENT FORM – TEACHER 

THIS FORM WILL BE HELD FOR FOUR YEARS 

 

Project Title:  Finding voices telling stories: A journey of researching Early Childhood 

Education in Atambua, West Timor – Nusa Tenggara Timur, Indonesia 

 

Names 

of Researcher: 

• Yulida Pangastuti, Doctoral Student, Field Researcher 
• Prof. Saville Kushner FcSS, Professor of Public Evaluation, Main Supervisor & 

Principal Investigator 
• DR. Ritesh Shah, Senior Lecturer, Second Supervisor & Co-Investigator 

 

Contact 

email address 

of the 

researchers 

• Yulida Pangastuti: y.pangastuti@auckland.ac.nz 
• Prof. Saville Kushner: s.kushner@auckland.ac.nz 

• DR. Ritesh Shah: r.shah@auckland.ac.nz  

I have read the Participant Information Sheet (PIS), and I have understood the nature of 

the research and why I have been selected. I have had the opportunity to ask questions and have 

them answered to my satisfaction. 

• I agree to take part in this research. 
• My participation is voluntary 
• I understand that I will be interviewed in three different sessions and observed for some 

time  
• I understand that my statements will be analysed and used for Yulida Pangastuti’s PhD thesis 

or her other publications 
• I understand that I am free to withdraw my participation at any time without giving a reason 

and to withdraw any data traceable to me at any time before the completion of fieldwork  
• I understand that the data will be kept for four years 
• I agree/disagree with being audio recorded during the interview 
• I wish to receive a summary of findings, which can be emailed or sent to me at this address: 

       

_______________________________________________________________________________ 
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Name: ______________________________ 

 

Signature: ___________________________ Date: _____________________ 

 

Approved by the University of Auckland Human Participants Ethics Committee on 24-Aug-2015 for 

six years.  

Reference Number 015653	
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ATTACHMENT 2: SEMI-STRUCTURED INTERVIEW QUESTIONS (TEACHER) 

 

Session 1: Approximately 1 Hour 

• Could you describe what is the current situation of ECE in your community here 
and why? 

• Could you tell me about your initial involvement with ECE issue?  
• What are specifically your roles in ECE within the ECE and how do you see them?  
• How do you see other parties involved in ECE? Who are they? What do they do?  
• What does becoming a school manager mean to you? Against your different roles 

in your family/home/ community? 
• What is the expectation to ECE from parents / parents / village / educational 

authority?  
• Could you describe what is a ‘normal day’ look like in your classroom?  
• How do you see the children? Who are they to you?  
• How do you think the children see you?  
• What are your motivation and goals? 

 

The interview questions may be re-formulated and posed differently depending 

on your initial response. My role mainly will be to listen to your information and to ask a 

more detailed elaboration.  

Session 2: Max 30 Minutes 

Highlights and summary of the previous interview will be read, and amendment, 

further elaboration may take place.  

Session 3: Max 30 Minutes 

Summary of the previous interviews will be read so are the changes made (in case 

of any further elaboration or amendment between course 1 & 2; a general impression and 

individual reflection in the form of a short personal portrayal will also be made) 
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ANNEX 1c: CONSENT FORM – PARENTAL CONSENT FOR SCHOOL OBSERVATION 

THIS FORM WILL BE HELD FOR FOUR YEARS 

 

Project Title:  Finding voices telling stories: A journey of researching Early Childhood 

Education in Atambua, West Timor – Nusa Tenggara Timur, Indonesia 

Names of Researcher: • Yulida Pangastuti, Doctoral Student, Field Researcher 

• Prof. Saville Kushner FcSS, Professor of Public 
Evaluation, Main Supervisor & Principal Investigator 

• DR. Ritesh Shah, Senior Lecturer, Second Supervisor & 
Co-Investigator 

 

Contact email address of the 

researchers 

 

• Yulida Pangastuti: y.pangastuti@auckland.ac.nz 

• Prof. Saville Kushner: s.kushner@auckland.ac.nz 
• DR. Ritesh Shah: r.shah@auckland.ac.nz  

I have read the Participant Information Sheet (PIS), and I have understood the nature of 

the research and why I have been selected. I have had the opportunity to ask questions and have 

them answered to my satisfaction. 

• As a parent or legal guardian,  I give my consent on the behalf of ________________  
• I understand that there will be observations in school for 12 school days in a month time 
• I understand that I can withdraw my child’s participation anytime without giving a reason  
• I understand that the observation will be analysed and used for Yulida Pangastuti’s PhD 

thesis or her other publications 
• I understand that the data will be kept for four years 

 

 

Name: ______________________________ 

 

Signature: ___________________________ Date: _____________________ 

 

Approved by the University of Auckland Human Participants Ethics Committee on 24-Aug-2015 for 

six years.  

Reference Number 01565
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Appendix D: Provision of ECE based on Streams and types 

	

	

Formal1	

	

Non-Formal	 Informal	

Kindergarten	 RA	/BA	 Nursery2	 Playgroup3	
Other	Similar	Unit	

Family	

Environment6	

Pos-PAUD4	 Religious	Forms5	 	

	

Ministry	in	

charge	

	

Education	
Religious	

Affairs	
Education	

	

Target	

&	

official	age	

	

	

Children	

(4-6	y.o)	

	

Class	A:	4-5	y.o	

Class	B:	5-6	y.0	

	

	

Children		

(3	month	–	6	y.o)	

	

	

Children	

2-6	y.	o		

with	priority	for	the	3-

4	y.o	

	

	

Children	

3	month	–	2	y.o,	and/or	

3-6	y.o	who	are	not	

covered	by	play	group	

and	kindergarten	

	

	

Children	

(2-6	y.o)	

	

Parents,	parents	to-be,		

and	Carers	

	

Teacher-

Student	

Ratio	

	

	

1	for	20	

	

<	2	y.o:	1	for	4	

2–4	y.o:	1	for	8	

4-6	y.0:	1	for	15	

	

2-4	y.o:	1	for	8	

	

n.a.	

	

2–4	y.o:	1	for	8	

4-6	y.0:	1	for	15	

	

n.a.	

	

Frequency	

	

	

5-6	days	per	week,	150	-	180	

minutes	per	day	or	900	mins	

/	week		

	

	

Everyday	

Full	day:		7	-	17			

Half	day:7-	12	/	12	–	17	

	

	

2-4	y.o:	360	mins/week	

	

0-2	y.o:	120	mins	/	week	

2-4	y.o:	360	mins	/	week	

4-6	y.o:	900	mins	/	week		

	

0-2	y.o:	120	mins	/	week	

2-4	y.o:	360	mins	/	week	

4-6	y.o:	900	mins	/	week		

	

Regular	parent	group		

meeting	
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Seasonal		

(e.g.	harvesting	season)			

	

Minimum	

Facilities	

	

	

Classroom;	Principal	Office;	

Teacher	 Office;	 Kitchen;	

Storage;	 Teacher	 Toilet;	

Student	 Toilet;	 outdoor	

space;	 teaching	 equipment	

&	education	toys	

	

	

Lockable	rooms;	multi-

purpose	room	with	

reading	materials	&	toys;	

admin	room;	kitchen;	

student	toilet’	adult	

toilet;	sink	(to	wash	

hands);	first	aid	room;	

storage;	equipment	for	

clean	healthy	living	

behaviour	(e.g.	tooth		

brush,	broom);	cutlery;	

bathroom	with		water,	

soap,	towel;	mattresses;	

basic	furniture;	indoor	&	

outdoor	educational	toys	

	

	

Space:	Min.	3m2	/child	

Indoor	&	outdoor	

activity	space;	

handwashing	facility;	

student	toilet;	indoor	&	

outdoor	toys;	rubbish	

bins	

	

can	use	public	facilities,	

such	as	village	hall,	

church	or	mosque;	

education	toys	

	

Space:	Min.	3m2	/child	

Indoor	&	outdoor	activity	

space;	handwashing	facility;	

student	toilet;	indoor	&	outdoor	

toys;	rubbish	bins;	cupboards,	

desks,	foldable	chairs	for	

children;	storage	for	education	

toys;	white	board;	rug	

	

Home-based;	or	centre-

based	meeting	

	

Educator’s	

Edu	

Qualification	

	

	

School	Principal:		

4-year	 H.E.	 diploma	 (any	

degree)	

	

Teacher:	

4-year	 H.E.	 diploma	 in	 Edu	

/Psy.	

	

Teacher	Aide:	

2-year	H.E.	diploma	in	ECE	

	

Manager	

2-year	 H.E.	 diploma	 or	

high	school	

	

Teacher:	

4-year/undergraduate	

H.E.	 diploma	 in	 ECE	 or	

Edu	 /	 Psy	 with	 ECE	

teacher	 certification	

	

Manager	

2-year	 H.E.	 diploma	 or	

high	school	

	

Teacher:	

4-year/undergraduate	

H.E.	 diploma	 in	 ECE	 or	

Edu	 /	 Psy	 with	 ECE	

teacher	 certification	

	

Manager	

Not	mentioned	

	

	

Educator:	

Posyandu	 /	 Family	

Planning	cadres	

Community	members	

	

Manager	

2-year	 H.E.	 diploma	 or	 high	

school	

	

Teacher:	

4-year/undergraduate	 H.E.	

diploma	 in	 ECE	 or	 Edu	 /	 Psy	

with	 ECE	 teacher	 certification	

issued	by	an	accredited	H.E.		

	

	

Meetings	 or	 home	 visits	

could	be	led	by		

	

Manager,	 Educators,	

Supervisors,	 the	 ECCE	 /	

Kindergarten	 	 association	

(HIMPAUDI	or	IGKTKI)	
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Sources:	1MoNE	(2011b);	2MoEC	(2015g);3	MoEC	(2015c);4MoEC	(2015f);5MoEC	(2015e,	2015d);6MoEC(2012a)		

	

	

	

Admin:	high	school	

	

issued	 by	 an	 accredited	

H.E.		

	

Teacher	Aide:	

2-year	 H.E.	 diploma	 or	

high	school	diploma	with	

ECE	 teaching	 aide	

certification	 issued	by	an	

accredited	H.E.		

	

Junior	 Teacher	 Aide:	

high	 school	 with	 ECE	

carer	 certification	 issued	

by	an	accredited	H.E.		

	

	

issued	by	an	accredited	

H.E.		

	

Teacher	Aide:	

2-year	 H.E.	 diploma	 or	

high	 school	 diploma	

with	 ECE	 teaching	 aide	

certification	 issued	 by	

an	accredited	H.E.		

	

Junior	 Teacher	 Aide:	

high	 school	 with	 ECE	

carer	 certification	

issued	by	an	accredited	

H.E.		

	

Teacher	Aide:	

2-year	 H.E.	 diploma	 or	 high	

school	 diploma	 with	 ECE	

teaching	 aide	 certification	

issued	by	an	accredited	H.E.		

	

Junior	 Teacher	 Aide:	 high	

school	 with	 ECE	 carer	

certification	 issued	 by	 an	

accredited	H.E.		

	

Using	 religious	 teachers	 as	

resources	
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