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 This study proposes a rights-based instructional planning 
approach for teachers serving indigenous learners, 
particularly those assigned to schools in Higaonon 
communities (IPEd). The content of the paper focuses on the 
following:(1) assumptions about Higaonon indigenous 
learners; (2) components of the right-based instructional 
planning approach; and (3) facilitating and hindering factors 
that may affect the implementation of the right-based 
instructional planning approach. The researcher used an 
exploratory research design to develop the proposed planning 
approach. It was conducted in Higaonon communities in the 
Municipality of Esperanza, Agusan Del Sur, Philippines. The 
responses of the selected school officials, IPEd teachers, 
Higaonon tribal leaders, parents, students, and external 
stakeholders. The responses of the selected school officials, 
IPEd teachers, Higaonon tribal leaders, parents, students, and 
external stakeholders. This paper strongly believes that 
shifting from a culture-based to right-based IPEd teaching 
approach is expected to lay down positive changes in all 
aspects of life for indigenous learners, including social, 
economic, education, civic, and political, as they begin to 
understand and protect the inherent rights to ancestral 
domains, cultural integrity, self-governance, and social justice 
which are accounted for them. The early inculcation of 
Indigenous Peoples Rights Act (IPRA) law into their identity 
formation through school curriculum is projected to eradicate 
all forms of discrimination, exclusion, alienation, 
disintegration, and vulnerabilities in mainstream societies. 
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INTRODUCTION 

Quality education has been considered a top priority of almost all countries worldwide (Masino 
et al., 2016; Grant, 2017). Educational planners, curriculum experts, school administrators, management 
decision-makers, and development policymakers have continuously forwarded educational reforms 
and programs to realize the targeted goals of the universal right to education. They have merged several 
educational principles and ideas to develop a solid and clear pathway for equipping learners with 21st-
century skills and competencies responding to globalization-induced demands. In the international 
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context, following the universal and collective commitment stipulated in the 2030 Sustainable 
Development Goals- Quality Education, countries must strike out barriers that impede meaningful 
progress and equitable education (Saini et al., 2023). They are obliged to put high financial investment 
in the education sector as it largely contributes to the upskilling and reskilling of human capital. 
Essentially, this 2030 SDGs Goal 4 sets a road map that guides member countries to “ensure inclusive 
and equitable quality education and promote lifelong learning opportunities for all” (Fedulova et al., 
2019; Medina-Garcia et al., 2020; Saini et al., 2023).  

In the Philippines, the institutionalization of the K-12 program in the present educational system 
maneuvers the focus of the educational commitment to making the learners globally competitive 
individuals (Sarvi et al., 2015; Magallanes et al., 2021). This program significantly shifted the primary 
concentration of learning activities from teacher-centered instruction to a learner-centered pedagogy. 
However, despite the global call to achieve universal primary education, there are still learners who 
have been deprived not of the right to education but a right to govern their educational systems 
(Littlebear, 2009). They are still left behind with equitable and real opportunities as they are forced to 
take educational pursuits they could not genuinely identify with. They still feel inferior and often 
discriminated against since educational policies and programs do not substantially reflect their 
subjectivity, making them unattached and disconnected from the DepEd’s educational vision and 
aspirations (Cornelio & de Castro, 2016).   

The abovementioned scenario is very typical for indigenous learners living in hard-reaching areas 
in the Philippines, just like the case of Higaonon in the Municipality of Agusan Del Sur, Philippines. The 
Higaonon is one of the ethnolinguistic communities found in North-Central Mindanao. They settle in the 
upland areas of the Bukidnon plateau, Misamis Oriental, and the hinterlands of Surigao del Norte, 
Agusan Del Sur, and Lanao Del Norte (Cajetas-Saranza, 2016). They are nomads moving from one 
mountain to another in search of fertile soil, water, and food (Department of Agriculture, 2021). Unlike 
other indigenous cultural communities (ICCs), Higaonon prefers to live on the top of the mountains and 
continue to live in their forest homes. Demographically, Higaonon is the second-largest cultural 
community in Agusan Del Sur. They are called the “people of the wilderness” since they continue to live 
in mountainous and remote villages in Esperanza, Agusan del Sur, despite the globalization that has 
settled in the present society. They are also known as the “weavers of peace” as these peace-loving 
people can exhibit their cultural integrity and role as mediators to address internal conflicts, entreating 
the wisdom of the tribe’s council of leaders.  

Presently, Higaonons have become stalwart defenders of their ancestral homelands, fervent 
preservers of their rich cultural and self-governing system, particularly the ancient way of addressing 
conflicts that truly maintain their peaceful community (Garcia, 2020). These indigenous peoples (IPs) 
have been longing for an education that enables them to be rooted in their identity, culture, and 
community, an education that helps them expand their capabilities and choices, and an education that 
governs and respects their agencies. That lack of a specific approach to indigenous learners’ needs and 
community demands has resulted in underachievement, demotivation, and alienation.  

Responding to this problem, the Department of Education (DepEd) has institutionalized the 
National Indigenous Peoples Education Policy Framework to increase enrolment and reduce the 
learning gap between indigenous and non-indigenous learners (DepEd, 2011). This national curriculum 
framework is said to have subscribed to the rights-based approach (RBA) that significantly values 
participation, inclusion, and empowerment principles. Indigenous learners are regarded as rights-
holders, while the DepEd is the duty-bearer. The response was further intensified as the DepEd recently 
institutionalized the “Indigenous Peoples Education Curriculum Framework'' through DO 32 s. 2015, 
which guides private and public schools as they interact with indigenous learners in the localization, 
indigenization, and enhancement of the K to 12 in light of their social and educational settings (DepEd, 
2015).  

However, despite the institutionalization of culture-based education, there still have been limited 
opportunities for many indigenous communities in the country. Moreover, they lack adequate 
knowledge and skills to venture into the mainstream economy, thus experiencing political and socio-
economic exclusion (Oxtero, 2022). The present system fails to provide the basic needs of ICCs/IPs 
necessary for preserving cultures, protecting ancestral lands, and developing knowledge and skills 
(Malata-Silva, 2018). In this sense, it is asserted that the failure to increase learners’ level of 
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understanding in learning areas is caused by a lack of an instructional planning model that best 
explicates the subscription to RBA as a development framework. That limited idea of using RBA in 
education has made the IPEd framework an old wine in a new bottle. An instructional planning approach 
designed to explicate RBA was proposed in the present study to address this. The proposed instructional 
planning approach argues that the deepened understanding of rights would allow indigenous learners 
to hold tightly on to their sovereignty as stipulated by the Philippine constitution and Indigenous 
Peoples Rights Act (IPRA) law. The increased comprehension of the rights to cultural integrity, ancestral 
domain, social justice, and self-governance could lead to the recognition, respect, and promotion of the 
indigenous learners’ rights and multi-dimensional well-being, thus empowering them toward national 
development (Rosnon & Talib, 2019). The proposed rights-based instructional planning approach for 
IPEd has also been formulated to shift education roles from liberal to liberating functions.  

The present K-12 curriculum adheres to liberal education, a holistic approach to education that 
provides an understanding of individuals’ well-being (Sergio, 2012). However, as argued, the function 
seems static and unadvanced in fulfilling legitimate human rights since education is an inherent and 
universal right to enjoy and not to fight for. On the other hand, the proposed instructional approach is 
anchored on liberating education, which permits Higaonon learners to gradually strike out the inferior 
status influenced by the homogenous standards introduced and promoted by mainstream society. This 
liberating education would make them more critical in decision-making processes that greatly concern 
their communal and individual lives. This kind of education recognizes the importance of making 
indigenous learners agents of transformation to correct the long-overdue historical injustices, end 
pervasive and persistent marginalization, and overthrow frequent discrimination (Scardua & Galvão, 
2017). The present study proposes a rights-based instructional planning approach to help Higaonon 
learners achieve a liberating education toward empowerment. The principal objectives were as follows: 
1. To describe the assumptions about Higaonon learners under the rights-based instructional planning 

approach 
2. To determine the components of the rights-based instructional planning approach. 
3. To examine the enablers and constraints that may affect the implementation of the rights-based 

planning approach. 
 
LITERATURE REVIEW  
Rights to Ancestral Domains on Instructional Planning 

Ancestral domain is one of the four features of rights-based instructional planning for IPEd. As 
defined by IPRA law (RA 8371), ancestral domain pertains to all areas owned by the IPs; these constitute 
inland waters, natural resources, compromising lands, and coastal areas. It also covers pasture, forests, 
agricultural, residential, ancestral lands, and other lands that are owned individually, whether declared 
alienable or disposable. The law further states that hunting grounds, burial grounds, worship areas, 
bodies of water, mineral and other natural resources, and lands the IPs traditionally had access to, are 
covered although they no longer occupy these areas (De Vera, 2007). This definition of IPRA law was 
further expanded by the National Commission on Indigenous Peoples (NCIP), which is a government 
agency that explicates ancestral domains/lands as territories, including not only the physical 
environment but the general environment, such as the spiritual and cultural connections of the 
indigenous peoples to the areas that they have claims of ownership (Abeto et al.,2004; Erasga, 2008). 
Thus, the IPs can use the ancestral domain as a powerful weapon to claim their rights to self-
determination and governance (Erasga, 2008). In support by Wetzlmaier (2012), highlighted that “land 
is life,” which means it is beyond the source of livelihood for IPs.  

The ancestral domain is a well-defined territory claimed by a certain community that supported 
their biological and economic needs and was the basis of their cultural identity (Prill-Brett, 1994; 
Bandara, 2007; Erasga, 2008). Several programs have been initiated to uphold the rights of IPs to their 
ancestral domain, such as the Community-based Forest Management (CBFMA) program (Magno, 2001); 
the long-term access and user rights through a Certificate of Ancestral Domain Claim (CADC) (de Castro, 
2013); and the so-called Protected Area Community-based Resource Management Agreement 
(PACBRMA) (Van der Ploeg et al., 2016). Conversely, despite these programs recognizing their inherent 
rights to control their ancestral lands, IPs still face many challenges concerning their AD rights. The land 
is a central issue affecting IPs’ autonomy and survival of their identities. The prevailing socio-economic 
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struggles in some rural areas have undermined the meaning of land as home and bearers of cultural 
identity (Wetzlmaier, 2012). In his paper, Molintas (2004) divulged several stories provided by IPs 
regarding how individuals and businesses familiar with the previous land ownership system 
fraudulently divided and titled ancestral lands. Even the requirement for any extractive activities in 
ancestral domains, such as Free Prior and Informed Consent (FPIC), was easily bypassed, manipulated, 
or poorly implemented by companies and government agencies (Backlund, 2013). This exploitation 
negatively impacted the ancestral domains (Wetzlmaier, 2012; Sarmiento, 2012; Peliño & Maderazo, 
2012). In consonance with these situations, Santiago (2018) also identified that aside from difficulties 
encountered in land titling, “development aggression” is an additional burden to the IPs related to land 
ownership.  

Responding to these, NCIP (1997), through its administrative order, mandated the preparation of 
an ancestral domain sustainable development and protection plan (ADSDPP) following IPs’ customary 
practices, laws, and traditions to their exercise, enforcement, and realization of these rights. This 
ADSDPP was a framework constructed through a rights-based approach to development that aimed to 
operationally recognize, promote, and protect the fundamental human rights, which are inherent rights 
of a person as a human being and rights as indigenous peoples (Abansi, 2011).  

Including rights to ancestral domains in the school-based curriculum gave IPs an overview of their 
inherited rights over land and natural resources. It is believed that, through inclusion, indigenous 
learners would not only be aware of the natural resources they own, but they would become more 
responsible for taking their obligations of protecting and preserving their inherited land rights to be 
passed on to the next generation of cultural and duty bearers. Additionally, being acquainted with their 
ancestral domains would help IPs in identity formation as they try to embody the richness and 
uniqueness of their own cultures (Singh & Reyner, 2011),  
 
Rights to Cultural Integrity on Instructional Planning 

Cultural homogenization becomes a major problem in preserving Indigenous knowledge systems 
and practices (IKSPs) and indigenous learning systems (ILSs) of the IPs. Due to globalization, the loss 
and possible extinction of their cultures would have a major negative impact on the identity-formation 
of every indigenous learner (Backlund, 2013). Given this scene, cultural integrity is another salient 
feature of rights-based instructional planning. As the definition provided by RA 8371, cultural integrity 
is the all-inclusive and integrated commitment of IPs to their unique customs, beliefs, traditions, 
indigenous knowledge systems, and practices, as well as the declaration of their identity as peoples 
(NCIP, 1997). Cultural integrity clearly defines the ways and hows in the life of the IPs that must be taken 
as their natural rights in the country.  

Cruz (2017) explained that indigenous knowledge of traditional expressions, practices and beliefs 
is an important community right of IPs that must be respected and protected. It echoes Sections 32 and 
34 of R.A. 8371, which aids the protection of the intellectual property rights of indigenous people and 
communities (Champagne, 2013). Cultural rights are human rights; depriving or restricting individuals 
of their cultures is also robbing them of their human dignity. These rights have proven valuable for the 
IPs to exercise their rights over ancestral domains (Holder, 2008). 

On the contrary, the preservation of IKSPs and ILSs and the enjoyment of cultural rights received 
little importance in the national legislation of the Philippines since there was no well-explained 
provision that was fully devoted to the protection of traditional knowledge (R.A. 8293) (Aldeguer, 
2014). The works produced through traditional knowledge and conventional forms of intellectual 
property like patents, trademarks, and copyrights did not have the same level of legal protection. 
Consequently, IPs’ bearers of traditional knowledge in the Philippines were not completely safeguarded 
or abused by outsiders for financial benefit.  

Apart from cultural loss in intellectual property rights of traditional knowledge, Nieto (1992) 
stated that minority children were confronting some problems in school, such as pain, alienation, 
isolation, and rejection, as the curriculum used was not taken from and structured from the lived 
experiences that these students may be going through. It is argued that students performed better and 
were more academically and socially successful when their culture was recognized, portrayed favorably 
in the school curriculum, and used as a fundamental source of information. May feel that whatever was 
not valued by the school was not worth learning (Nieto, 1992). It was further clarified by Ahmed & 
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Narcy-Combe (2011) in her study, in which she examined the importance of inclusion and recognition 
of cultures in school curricula. She found out that cultural representation in the academic curriculum 
ensures the learning success of the students. Substantially, it means that the inclusion and recognition 
of cultural identity in the schools created a positive measure of the success and existence of the students 
in schools (Ahmed, 2010). Apart from ancestral domain and self-governance, this feature is the node of 
all ICCs /IPs' learning systems. Including those IKSPs and ILSs in the school, the curriculum hopes to 
bring about an inclusive environment for the indigenous learners to value their own cultural heritage 
and indigenous learning practices that make up their embodiment in society. Ma Rhea (2004) found that 
education plays an important role in preserving and maintaining ICCs /IPs’ local knowledge, and she 
reported the evidence showing the reliability of documentation of traditional knowledge in education 
curricula.  
 
Rights to Self-Governance and Self-Determination on Instructional Planning  

The third salient feature of rights-based instructional planning is self-governance or the right to 
self-determination. This feature entails the independent mechanism of ICCs /IPs to govern and manage 
their own spheres and take up their own space in society through their socio-political structures without 
discrimination. IPRA law states that “self-governance refers to the rights of ICCs /IPs to pursue their 
economic, social, and cultural development, promote and protect the integrity of their values, practices, 
and institutions.” Among the three salient features, this serves as a bloodline that runs into the ancestral 
domains and cultural integrity. The ability to use and control ICCs /IPs’ own organizational and 
community leadership manifests great importance in their rights to ancestral domain and cultural 
integrity. It was supported by Daes (1994), in which she discussed the interconnectedness of ancestral 
domain, cultural integrity, and self-determination. In the context of the IPs, she said that autonomous 
governance is viewed as a way to strengthen participatory democracy with the ability to manage the 
development of their peculiar cultures, including the utilization of land and resources. It entails having 
the capacity to uphold and advance established institutions or make use of independent domains of 
governmental or administrative authority suitable for their needs.  

Daes, as cited in Nordin & Witbrodt (2016), voiced her statement that the right to freely negotiate 
one's political position and representation in the state is an essential component of self-determination 
for IPs. It is referred to as "belated state-building," whereby IPs can join forces with other state members 
on mutually agreeable circumstances. Similarly, it is necessary to acknowledge self-determination in all 
forms as a fundamental prerequisite for IPs to exercise their fundamental rights and control their own 
destiny (Cobo, 1987). For ICCs/IPs to decide what their collective life means and what direction it should 
go, the right to self-determination is necessary. However, as Kuokkanen (2011) argued, colonization and 
global capitalism have gravely debilitated the IPs' political structures. 

The self-government models and structures of IPs in modern scenarios are mostly based on global 
capitalism, such as economic-based development that includes extensive land extraction, privatization, 
and commodification. The development projects are usually accompanied by environmental 
degradation, trade liberalization, resource exploitation, militarization, and violence that are destructive 
and detrimental to the traditional livelihood and maintenance of IPs’ own political, social, and cultural 
systems. In this case, as national governments commit to new international economic treaties, the right 
to self-determination has been called into question and compromised. Such disengagement led to 
assimilation, dispossession, and subjugation patterns. In these regards, instructional planning, including 
self-governance and authentic indigenous leadership in the school-based curriculum, provides a good 
measure for the ICCs /IPs to perceive their self-empowerment. Their political leadership system can 
positively influence the curriculum development interwoven with their heritage and cultural 
appropriateness. Indeed, recognizing their community leadership and tribal membership in the 
curriculum can lead to inclusion and increase participation at the same time through established 
connections in classroom discussions and strong partnerships between the school and the whole 
ICC/IPs.  
 
 Rights to Social Justice on Instructional Planning  

The last salient feature of rights-based instructional planning is social justice. Due to the 
implementation of IPEd instructional planning to recognize the IPs’ distinct characteristics and identity, 
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educational programs must highlight the rights, protections and privileges enjoyed by IPs and the rest 
of the citizenry. The school must be a primary avenue where fundamental human rights and freedom 
are guaranteed to all members of the IPs as already accorded to every member of society. Educational 
programs provided by educational institutions must emphasize the rights, protections, and privileges 
enjoyed by IPs and the rest of the citizenry with the proper implementation of IPEd instructional 
planning as a recognition of the IPs' distinctive characteristics and identity. All IPs must have access to 
the same basic freedom and rights at school as members of society.  

Although families significantly influence children's values, classroom activities reinforce clear, 
repeated, and subtly nuanced social messages about what is and is not valued. These messages have 
serious repercussions for children and a society that aspires to equality and justice for all. To establish 
a more equitable learning environment, teachers need to examine the value-laden signals embedded in 
everyday activities and develop classroom practices and pedagogies that address educational 
inequalities faced by vulnerable children. Since children build beliefs about fairness and their sense of 
identity within the greater world, it is also imperative that they combat injustice and create equity-based 
pedagogies (Hyland, 2010).  

Relating social justice to the context of IPs, schools must put value on the principles of equity and 
non-discrimination. Despite their identities and differences, students must be treated fairly and entitled 
to exercise their rights. In her paper, Hyland (2010) distinguished two ways to highlight equity 
pedagogies in the classrooms: culturally relevant teaching and critical pedagogy. The main objective of 
culturally relevant teaching is educational liberation for groups. Both children's personal and cultural 
knowledge are crucial to the school curriculum. Critical pedagogy sought to investigate the critical 
knowledge of power among all oppressed groups, including investigating several injustices, in contrast 
to culturally relevant instruction. Additionally, this pedagogy seeks to equip students with the skills 
necessary to engage in social action while examining the classroom's institutional framework and how 
it interacts with the local community.  

Singh (2011) argued that students must feel accepted and valued, though their cultures are 
different from the norm because if they feel alienated at school, students might have a sense of cultural 
embarrassment and distrust of their teachers. The mismatched perspective could result in 
confrontation, miscommunication, hostility, alienation, poor self-esteem, and school failure. As he 
recommended, teachers must develop and modify the curriculum based on their cultural background to 
create a more positive and productive school experience for all children. Culturally relevant instruction 
encourages students to reflect on social justice issues covered in class, empowering them to think 
critically and break free from ignorance and fear. A sense of dedication to addressing issues like cultural 
survival, social justice, decolonization, historic trauma, and cultural dissonance as vital components of 
the educational process is boosted by culturally adapted curricula (McConnell, 2013). 
 
METHODS 

The study used exploratory research design to develop a rights-based instructional planning 
approach. Since the instructional planning approach for Higaonon learners is still nonexistent, the 
researchers explored their perspectives, rights, and lifeways through qualitative techniques. The study 
was conducted among IPEd-implementing schools in the following barangays of Municipality of 
Esperanza, Agusan Del Sur. Varied qualitative data collection techniques were employed, such as semi-
structured interviews, focus group discussions (FGDs), classroom observations, and short-term 
community immersion to collect the needed information. Examined were the responses of the selected 
school officials, IPEd teachers, Higaonon tribal leaders, parents, students, and external stakeholders. 
Content and thematic analyses were utilized to analyze the obtained data. The results of the interviews 
were analyzed using content and thematic analyses to determine the possible facilitating and hindering 
factors that may affect the instructional planning implementation. Force Field Analysis (FFA) was 
employed.  

Furthermore, the researcher subscribed to Pe-Pua & Protacio-Marcelino (2000). With the IPEd 
teachers’ assistance, permissions for interviews and short-term community immersion were secured 
from the tribal chieftain, leaders, local government of Esperanza, and NCIP. Rapport-building methods 
and techniques were undertaken to get the trust and participation of the Higaonon communities in the 



 
Copyright © Ernesto Jr. L. Bastida et al. 

INTERNATIONAL JOURNAL OF ASIAN EDUCATION, Vol. 4, No. 3, September 2023 

 

IJAE Page 178 

needed research procedures. These methods include asking around, exchanging stories, indigenous 
facilitated discussion, participant observation, visiting, and residing in the research setting. 
 
RESULTS AND DISCUSSION 

The present IPEd curriculum framework puts more weight on the importance of culture-based 
education in teaching Higaonon learners. This culture-based education is documented to have increased 
participation and engagement and fostered inclusion as learners could easily connect themselves to the 
teaching and learning process. However, it is argued that with this curriculum framework, 
empowerment, which is the long-overdue desire of indigenous communities, would not be significantly 
realized as culture is just one of the four rights bundles enumerated in IPRA law. The said curriculum 
must also consider other factors that affect the lives of indigenous learners aside from cultural integrity 
to achieve empowerment. These factors include ancestral domains, self-governance, and social justice. 
Having these four bundles of rights incorporated in the curriculum, specifically in instructional planning, 
learners would become more empowered and dignified as rights-holders with the end view of 
strengthening the morale of the indigenous communities and eliminating barriers such as 
marginalization, exclusion, and discrimination.  

The rights-based instructional approach for teaching indigenous learners is hinged on one 
relevant law in the Philippines that legitimizes indigenous peoples' important roles as rights holders. 
The IPRA law embodies the rights and aspirations and provides a legal framework for protecting and 
developing the ICCs/IPs. It is ratified to advance the rights of ICCs/IPs within the context of national 
development and unity and to safeguard their economic, social, and cultural well-being. In this context, 
the IPRA law has become the basis to enrich the indigenous learners’ educational systems, ensuring that 
the education is appropriate, relevant, and responsive to their individual or collective’ needs and 
subjectivity. The rights-based IPEd instructional approach is espoused in the IPRA, namely the 
protection and sustainable development of ancestral lands and domains; protection and promotion of 
social justice and human rights; self-determination and governance; and protection and preservation of 
culture, traditions, and institutions. In this regard, learners are projected to grow into empowered 
individuals as they become truly knowledgeable on their inherent rights for combating various barriers 
that impede the attainment of inclusive and sustainable development.  

 
Assumptions about Indigenous Learners Under Rights-Based Instructional Approach 

It includes the assumed characteristics that must be developed, nurtured, and promoted by the 
learners within themselves. The rights-based instructional planning responds to the abovementioned 
assumptions about wider societies and Higaonon communities, more so, to the learners’ individual and 
communal empowerment responsibilities. As a center of the educative process, learners must become 
the epitome of holistically developed, functionally literate, and rightfully empowered individuals who 
are well-versed in their rights and responsibilities towards self-empowerment, leading to national 
development. Under the rights-based IPEd instructional planning, learners must be conditioned to 
become the holders of rights, protectors of social justice, defenders of self-determination, stewards of 
ancestral domains, and bearers of cultural integrity.  
 
Holders of Rights 

Following the universal right to quality education, this assumption explicates that every Higaonon 
learner is a genuine right holder who can make legitimate claims over inherent and guaranteed civil, 
social, economic, and political rights. In this instructional planning, learners are accustomed to their 
rights and commanded to constantly appreciate, exercise, promote, and protect in any possible and valid 
way. Furthermore, rights-based instructional planning emphasizes the relevance of IPRA law as a basis 
for establishing the Higaonons’ educational systems, particularly in curriculum development. This 
rights-based instructional planning intends to overturn the inferiority and peripheral status of the 
Higaonon communities towards enhancing their well-being and progressively enriching their quality of 
life.   
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Protectors of Social Justice 
This rights-based IPEd instructional planning considers Higaonon learners as protectors of social 

justice who have the absolute right to exercise freedom and privileges enjoyed by the rest of the 
citizenry to create an organized human interaction and achieve long-term prosperity. The rights-based 
instructional planning also emphasizes that the state should actively foster an inclusive environment in 
all spheres of life, including education, politics, the workplace, and larger societies. All Higaonon 
learners are constitutionally entitled to fundamental universal human rights. In addition, this 
assumption holds that every Higaonon learner deserves equal protection to economic, political, and 
social rights, which can be achieved through freedom from discrimination, entitlement to basic services, 
and partnership with non-government and private organizations, educational institutions, and national 
or local agencies. This feature of the instructional planning aims to correct the historical injustices and 
discrimination experienced by the Higaonon communities. The freedom from discrimination, the right 
to equal opportunity and treatment, the right to basic services for women, children, and youth, and the 
integrated system of education/right to education are among the rights under social justice and human 
rights. 
 
Defenders of Self-Determination 

The rights-based IPEd instructional planning ensures that the absolute sovereignty and personal 
agency of the Higaonon learners shall be appreciated, respected, and promoted at all times. The learners' 
knowledge, attitudes, and skills must be enhanced concerning the integrity of their values, practices, 
and institutions. In this way, learners would take greater responsibility for their actions and the law, 
allowing them to freely pursue their future economic, social, and cultural development. To develop 
indigenous political structures, which is a requirement for having a significant representation in 
decision-making bodies and other local legislative councils and to take part in the formulation, 
implementation, and evaluation of policies, plans, and programs, Higaonon learners must also be 
exposed to their accepted justice systems, conflict resolution institutions, peace building processes or 
mechanisms, and other customary laws and practices within their respective communities.. This feature 
of the instructional planning aims to end the marginalization and exclusion experienced by Higaonon 
communities. The rights under self-governance and determination include using their generally 
recognized justice systems, conflict resolution institutions, peace-building processes or mechanisms, 
and other customary laws and practices within their communities (IPRA, 1997). They also include the 
authentication of indigenous leadership titles and certificates of tribal membership.  
 
Stewards of Ancestral Domains 

The rights-based IPEd instructional planning entitles the Higaonon learners to be the stewards of 
their recognized, ancestral domains. The entitlement includes the preservation and acknowledgment of 
their ownership over the community properties, including the lands, forests, pasture, residential, 
agricultural, and other lands privately owned, whether they are disposable or not, as well as hunting 
grounds, burial grounds, places of worship, bodies of water, mineral and other natural resources, and 
lands that may no longer be solely occupied by Higaonons but to which they have historically had access 
(IPRA, 1997). In this rights-based instructional planning, learners, at an early age, must be taught to 
appreciate and claim ownership of their communal properties by emphasizing that the ancestral domain 
is the source of traditional knowledge and indigenous learning systems. It also includes incorporating 
unique features of the ancestral domains such as sacred places, traditional hunting and fishing grounds, 
land and natural resources, and ecological balance by protecting flora and fauna, watershed areas, and 
other reserves.  

This rights-based curriculum responds to the situation of the Higaonons, who persistently 
experience injustices despite the implementation of the law since the year 1997. Such instructional 
planning intends to end the long-overdue exploitation and excessive extraction of their ancestral 
territories. The rights under ancestral domains include ownership, the right to develop lands and 
natural resources, the right to remain in territories in the event of displacement, the right to safe and 
clean air and water, the right to claim portions of the reservation, the right to resolve conflicts, the right 
to transfer land or property among members of the same ICCs/IPs, and the right to the redemption of 
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all transferred property to a non-IP where the transfer is tainted by vitiated consent or for an 
unconscionable consideration or price.    
 
Bearers of Cultural Integrity 

The rights-based instructional planning emphasizes Higaonon learners’ cultural background as a 
basis for instructional pedagogy and instructional materials development and design. Incorporating 
cultural integrity into the learning activities establishes participation and connection to the learners’ 
agencies responding to the problem of alienation from educational systems. It means learners are 
provided with an education that utilizes their language in some learning areas and teaching methods 
appropriate to their unique backgrounds. In the rights-based curriculum, learners are recognized as 
legitimate holders of intellectual property rights on the cultural practices, traditions, belief systems, and 
intangible and tangible cultural representations. The restitution of cultural, intellectual, religious, and 
spiritual property that has been taken without their free and prior informed agreement or in violation 
of their laws, traditions, and practices is one of the lessons that students are taught to safeguard to 
ensure their rights are upheld. Such a feature responds to the alienation and disconnection of Higaonon 
communities from the learning systems. The rights under cultural integrity include rights to establish 
control of their education and learning systems, protection of indigenous cultures, traditions, and 
institutions, recognition of cultural diversity, recognition of customary laws and practices governing 
civil relations, to name, identity, and history, protection of community intellectual rights, to indigenous 
spiritual beliefs and traditions, and protection of sacred places, indigenous knowledge systems, and 
practices and to develop own science and technologies, protection of biological and genetic resources, 
to sustainable agro-technological development, and to receive funds for archeological and historical 
sites and artifacts (IPRA, 1997). 
 
Components of Rights-Based Instructional Planning Approach 

Figure 1 shows the recommended instructional planning approach. Its enhanced explicit 
instructional approach features the processes and practices teachers must follow to successfully 
interface the competencies of the K-12 curriculum and indigenous communities. This approach also 
demonstrates spiral progression, in which students are exposed to a wide range of ideas, disciplines, 
and subjects until they master them through repeated study but with a new level of complexity. The 
basic principles of the topic will be introduced through indigenous knowledge and learning systems as 
the most basic and simple concepts to which learners can easily connect. These same concepts are 
developed and explained from the point of view of indigenous knowledge to a more scientific 
explanation in increasing levels of complexity and sophistication. While the following series of steps in 
instruction is prototypically developed for the case of Higaonon learners, this can still be adopted in 
other ICCs/IPs in the country.  
 
Appreciation 

It is the first phase of instruction, where teachers introduce the topic/ lesson through indigenous 
knowledge and learning systems to ensure that what is taught is worth learning, explain the value of 
this content model and its applications and scaffold learning by engaging learning in activities that allow 
them to appreciate their background and agency. It is the part where learners begin to appreciate their 
subjectivities, which would be a starting point for a meaningful learning experience.  
 
Presentation 

The second phase of classroom instruction requires teachers to give learners an overview of 
expected learning outcomes, content and performance standards, and learning activities that learners 
are expected to perform and accomplish after the established motivating environment. In this part, 
teachers open the lesson/topic to the learners gradually to make lessons clear by modeling for learners 
how to start and succeed on a task and giving them ample time to practice. 
 
Discussion 

It is the third phase of instruction, where teachers proceed to open-ended, collaborative exchange 
of ideas among students to enhance thinking, learning, problem-solving, understanding, or reasoning 
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skills. The important concepts and ideas about the present topic/ lesson and acceptable evidence of 
learning are presented and demonstrated by the teachers to establish instructional conversations and 
substantive conversations, leading to a democratic way of thinking.  
 
Application 

It is the fourth phase of instruction, where teachers use varied activities for the learners to apply 
what they have learned from the previous phase. The teachers must guide the learning application until 
the learners can perform the tasks independently. This guided learning practice shall be premised on 
the learners’ interests, needs, and abilities. It must be done through individual or group learning 
activities where learners construct knowledge and deepen their understanding of the concepts. 
 
Connection 

It is the fifth phase of instruction, where teachers establish connections with new learning 
experiences and outcomes to the learners’ individual and communal rights, specifically in terms of 
ancestral domains, cultural integrity, self-governance, and social justice. The constructed knowledge 
and acquired skills are enhanced by determining their commonalities and enhancing the cognitive 
process of connecting with the learners’ legal, social, or ethical principles of freedom or entitlement. 
 
Amplification 

It is the sixth phase of instruction, where teachers intensify the learners’ experiences to ensure 
they perform the new skill correctly. Teachers also provide activities that require students to take 
charge of what they have practiced in class and try to apply it correctly in "real-life" situations. In 
contrast to the application phase, teachers allow students to complete learning tasks independently 
through extended learning practice. It directs students to create objectives, track and assess their 
academic development, and manage their motivation for learning. 

 
Reflection 

This sixth phase intends for learners to appreciate the value of reflecting on their learning and 
deciding whether it has been effective. It focuses on the learners’ expectations, perceptions, 
assumptions, knowledge, and understanding of the acquired learning experiences from the previous 
phases. By encouraging learners to think back on the activities they have participated in, they become 
more interested in studying the "why" behind their tasks or activities rather than merely the "how" of 
doing them. It makes learning more sentimental and memorable for scaling up and further use.  

 
Figure 1. Rights-Based Instructional Planning Approach 
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For instance, the science teacher may apply the previously discussed instructional approach when 
teaching living and non-living things, as shown in Table 1. The content and performance standards are 
still tantamount to the DepEd curriculum for the said topic since those are non-negotiable. 
 

Table 1. Teaching Living and Non-living Things Using Rights-based 
 Instructional Planning Approach 

 
Component Student Activity 

Appreciation 
Indigenous learners shall list down things that they can see in their environment 
outside the classroom. They may include things that manifest life and do not 
have the characteristics of being alive. 

Presentation 

Indigenous learners shall group the things they listed and explain the 
deliberation process they made for grouping. After that, the teacher will check 
if the grouping process is correctly executed and explain the rationale behind 
the activity related to “living and non-living things.” 

Discussion 
Indigenous learners shall participate in the discussion actively as the teacher 
explains the important ideas and concepts about the “living and non-living 
things.” 

Application 
Indigenous learners shall classify the things provided by the teachers following 
the concepts discussed. They shall also enumerate and explain the importance 
of “living and non-living things” in the world. 

Connection 
Indigenous learners can connect the enumerated importance to their right to 
the ancestral domain. They shall be able to understand simply the provisions 
stipulated in the IPRA law regarding communal property and natural resources. 

Amplification 
Indigenous shall be able to create an album of living and non-living things with 
short explanations focusing on the characteristics that make them living or non-
living things. 

Reflection 
Indigenous learners shall be able to design simple ways to protect the “living 
and non-living things” in the album for cultural preservation and ancestral 
domain protection. 

 
The proposed instructional planning approach was guided by Martha Nussbaum’s Theory of 

Social Justice and Human Rights. Based on her theory, capabilities are closely linked to rights 
(Nussbaum, 2003). The language of rights can be précised and supplemented by the language of 
capabilities. She argued that rights secure people in selecting religious beliefs, political participation, 
and exercising freedom of speech. Securing rights puts people in a position to function effectively to 
achieve social justice.  
 
Enabling and Hindering Factors that Affect its Implementation 

The researcher enumerated the factors that would facilitate and hinder the implementation of 
rights-based instructional planning using Force Field Analysis. In Force Field Analysis (FFA), issues are 
framed in restraining forces—pressures that sustain the status quo—and driving forces—pressures 
that drive change in the desired direction. Dubey (2017) described a good force field analysis, which 
helps the change agents decide when and how to take an action and see when not to take any action. 
The FFA has outlined the enablers and constraints that affect the implementation of the rights-based 
IPEd curriculum. Some highlights of community immersion and participant observation were placed in 
the discussion to explain the findings further.  
 
Community-Related Enabling Factors 

The community-related factors that positively affect the education of the Higaonons are the active 
support of tribal chieftains and elders, task specialization of tribal leaders, the presence of native 
Higaonon teachers, and students’ willingness to learn. Jacob et al. (2018) stated that tribal elders from 
the tribe are a valuable source for promoting more responsible and respectful public education systems. 
Their knowledge and long-standing relationship with places within the lands upon which schools are 
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built must be carefully considered to transform public education. The results are also consistent with 
the findings of Diamente (2016), in which he found that the community is very supportive of the school's 
needs regarding IPEd program implementation.  
 
School-Related Enabling Factors 

The school-related enabling factors include teachers’ motivation and goal orientation through 
immersion, teachers’ community engagement, and school-community partnership. As reflected from the 
interviews, teachers play significant roles in teaching Higaonon students and building a strong 
partnership between the school and the community; with the help of the tribal leaders and elders, 
implementing the IPEd curriculum in schools would be greatly reinforced. Diamente (2016) cited the 
conduct of Pamantukaw as a way of advocating the IPEd program and home visitation to connect with 
the community. He explained that Pamantukaw refers to the process of teaching the learners the cultural 
practices of the Higaonon communities. It is usually performed by tribal elders with the assistance of 
the teachers. To strengthen the established relationship between the school and community, teachers 
and school heads conduct home visitations for friendly talk and general exchange of ideas about life.  
 
Administration-Related Factors 

To effectively implement the IPEd program in schools, a Consultative Advisory Body (CAB) and a 
teaching support program from LGU must be created. The importance of CAB is greatly manifested in 
the curriculum since representatives from the communities would strongly voice out the educational 
needs of the IPs. According to Pelino & Maderazo (2012), marginalized groups become more 
marginalized in the curriculum development process since the needs and concerns of these cultural 
minorities have been disregarded in curriculum development to protect the interests of the state 
intentionally.  
 
Stakeholders-Related Enabling Factor 

It was identified that teaching volunteers from non-government organizations is also a factor that 
significantly contributes to implementing the IPEd program. It can be deduced from the interview 
results that these stakeholders have brought positive change to Higaonon communities through their 
programs, such as providing educational support to deserving Higaonon students. Adebayo (2013), as 
cited in Yaro et al. (2017), mentioned that educational stakeholders are all direct and indirect 
participants communicating their vested interest in the educational outcomes. They could also affect 
how efficiently processes for enhancing quality and good decision-making work to raise the quality of 
the educational system.  
 
Environment-Related Enabling Factor 

The richness of natural resources in ancestral domains has been considered as one of the enabling 
factors. As drawn from the results, this identified factor was included in implementing the IPEd 
curriculum since ancestral domains could be used to improve the education of the IPs. Diamante (2016) 
argued that learning was everywhere and every moment in the ancestral domain, the learning space in 
the IP system of education. For IPs, that land is life and sacred is fundamental to their worldview as the 
source of their IKSPs must be nurtured and protected. Similarly, Battiste & Henderson (2009) also stated 
that learning from place explains how IPs record their knowledge by traveling, recalling narratives that 
delight and instruct them, remembering events as markers of history, and offering continuity in learning 
and identity. The rules are essential to the interaction with all life, to the physical and spiritual survival, 
as land is a fabric made from the threads of tales and ceremonies contributed by several community 
members. 
 
Community-Related Constraining Factors 

The community-related constraining factors identified are the lack of recorded history and 
cultures, unapproved certificates of ancestral domain titles, child labor and early marriage, loss of self-
esteem and lack of futuristic vision, lack of livelihood opportunities, and the lack of identification 
documents. In connection, Singh & Reyner (2011) argued that the NCIP’s low-performance record in 
terms of processing CADC applications and issuing Certificate of Ancestral Domain Title (CADT) in 
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ARMM, especially of the IPs in Maguindanao poses a problem for the implementation of IPEd program 
in the Philippines. Gollnick and Chinn (2006) mentioned that the lack of identification documents is a 
challenge that hinders students’ participation in education.  
 
Administration-Related Constraining Factors 

Results revealed that the lack of training and financial support for IP elders, mismatching of 
teaching assignments, mismatching of teaching assignments, inaccessibility to secondary education and 
provision of teacher transfer policy are the administration-related factors that hinder the goals of IPEd 
implementation. This is affirmed by Suazo & Montenegro (2018), who found out that IP elders, who 
were supposed to be part of the process and were essentially important stakeholders of the IPEd, were 
not tapped as resource persons due to financial constraints.  
 
School-Related Factors 

Insufficient training for IPEd Teachers, language gaps, lack of teachers’ exposure to IP-related 
activities, inappropriate curriculum, and the lack of awareness about the IPEd Program have been 
identified as the school-related constraining factors in implementing rights-based IPEd curriculum. The 
same situation has been discussed by Cucio & Roldan (2020), in which they averred that there is a lack 
of instructional resources and that since many of the books used at higher grade levels are written in 
English, teachers must translate their contents into the students' native tongues. It is supported by 
Villaplaza (2021), who found out that parents wanted school textbooks to be written in their mother 
tongue.  
 
Stakeholders-Related Factors 

The stakeholders-related constraining factors are the lack of alternative learning programs, 
inconstant dialogues between the Higaonon community, DepEd, and NCIP, lack of community research, 
and insufficient support of other external stakeholders (NGOs, Private Organizations). These identified 
factors are barriers to effectively implementing IPEd programs for the Higaonon community. In 
connection, Cucio and Roldan (2020) suggested that there must be a close partnership and synergy 
between the NCIP and the DepEd. Although NCIP has no mandate over public schools, the institution 
still needs to coordinate with the DepEd regarding important matters directly involving the IP 
communities, especially in developing curriculum and instructional materials that are culturally 
appropriate for a certain IP group.  
 
Environment-Related Factors 

Transportation and communication and armed conflict areas are also spotted as environment-
related constraining factors in implementing the IPEd curriculum, as these have become perturbing 
issues in the education of the Higaonons.  Transportation costs in and out of the community area are 
very expensive. Likewise, Cucio and Roldan (2020) affirmed that another challenge was the 
geographical location of the IPEd-implementing schools. Many of them have IPs in remote places, 
making it difficult for some teachers and those overseeing the program's operations. 
 
CONCLUSION 

Despite the serious and growing efforts of the DepEd to achieve inclusive education goals, 
educational disparities are still noticeable in the Philippine educational system, specifically in the case 
of indigenous learners. The culture-based IPEd has been taken as a new bottle for an old wine even if 
increased participation of indigenous learners in schools was documented when the IPEd program was 
implemented. Indeed, the lack of understanding and inclusion of the rights has made them more 
vulnerable to exclusion despite the inclusive efforts forwarded to them by various institutions. The 
proposed instructional planning approach, shifting from culture-based to right-based IPEd, is expected 
to lay down positive changes in all aspects of life for indigenous learners, including social, economic, 
educational, civic, and political, as they begin to understand and protect the inherent rights to ancestral 
domains, cultural integrity, self-governance, and social justice which are accounted for them. Having 
these four bundles of rights incorporated into instructional planning, indigenous learners would 
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become more empowered and dignified rights-holders. Grounded in the above conclusion, the following 
recommendations are offered by the researchers:  
1. There is a need for NCIP to cooperate closely with the DepEd regarding the kind of education to be 

delivered to Higaonon learners for the conduct of academic research on the Higaonons’ ancestral 
domains for successful process of contextualization, localization, and indigenization. Non-
government organizations, civil societies, private sectors, and government agencies are encouraged 
to extend their physical, financial, and material resources to push through some educational 
programs that positively affect the functional literacy rate of the Higaonons. 

2. Creation of items for para-teachers and teaching assistants who will be assigned to conduct remedial 
classes, teach cultural practices, coordinate with indigenous leaders and elders regarding school 
matters, conduct ancestral-domain-based research and cultural mapping for localizing and 
indigenizing learning resources, and assist school heads in developing an ancestral-based school 
management plan. 

3. Higaonon leaders, families, and learners must be engaged in designing a school curriculum and 
planning for educational programs to determine its possible implications for the empowerment 
vision of the Higaonon communities. School heads must include Higaonon leaders, families, learners, 
and IPEd coaches in the Annual School Improvement Plan for a more inclusive approach to school 
management. Furthermore, IPEd teachers are encouraged to deeply understand IPRA law to 
guarantee an empowering teaching-learning process in schools. It will be possible with the 
coordination of NCIP. 

 
ACKNOWLEDGMENT 

The researchers would like to acknowledge the participation of the Higaonon communities in the 
Municipality of Esperanza, Agusan Del Sur, Philippines. Also, they would like to extend their gratitude 
to the intellectual contributions of the IPEd focal persons, making the rights-based instructional 
planning approach possible.  

 
Funding and Conflicts of Interest 

The authors declare no funding and conflicts of interest for this research. 
 
REFERENCES 
Abansi, C. L. (2011). ADSDPP as Roadmap to Sustainable Future of IP Communities. The Cordillera 

Review, 3(1-2), 165-190. https://thecordillerareview.upb.edu.ph/wp-
content/uploads/2021/03/7-TCR-III-1-and-2_Abansi_ADSDPP-as-Roadmap-to-Sustainable-
Future-of-IP-Communities.pdf  

Abeto, R., Calilung, Z., Talubo, J. P., & Cumatang, B. (2004). Community mapping in the Philippines: a 
case study on the ancestral domain claim of the Higa-onons in Impasug-ong, Bukidnon. 
In Regional Community Mapping Network Workshop, Quezon City, Philippines. 
https://www.researchgate.net/profile/Joan-Pauline-
Talubo/publication/42766188_Community_Mapping_in_the_Philippines_A_Case_Study_on_the
_Ancestral_Domain_Claim_of_the_Higa-onons_in_Impasug-
ong_Bukidnon_httpsdlcdlibindianaedudlchandle105355440/links/624c73caef01342066596a
cf/Community-Mapping-in-the-Philippines-A-Case-Study-on-the-Ancestral-Domain-Claim-of-
the-Higa-onons-in-Impasug-ong-Bukidnon-https-dlcdlibindianaedu-dlc-handle-10535-
5440.pdf  

Adebayo, F. A. (2013). Stakeholders’ perception of teachers’ integrity in elementary schools in 
Nigeria. Literacy Information and Computer Education Journal, 4(4), 1123-1128. 
https://infonomics-society.org/wp-content/uploads/licej/published-papers/volume-4-
2013/Stakeholders-Perception-of-Teachers-Integrity-in-Elementary-Schools-in-Nigeria.pdf  

Ahmed, K. (2010). Identity and Cultural Recognition in the Curriculum: A Rationale. kata, 12(1), 1-14. 
https://doi.org/10.9744/kata.12.1.1-14   

Ahmed, F. & Narcy-Combes, M. (2011). An Analysis of Textbooks from a Cultural Point of View. TESOL 
Journal Vol. 5, pp. 21-37. Retrieved from https://tesol-international-journal.com/wp-
content/uploads/2013/11/A3_V5_TESOL.pdf.   

https://thecordillerareview.upb.edu.ph/wp-content/uploads/2021/03/7-TCR-III-1-and-2_Abansi_ADSDPP-as-Roadmap-to-Sustainable-Future-of-IP-Communities.pdf
https://thecordillerareview.upb.edu.ph/wp-content/uploads/2021/03/7-TCR-III-1-and-2_Abansi_ADSDPP-as-Roadmap-to-Sustainable-Future-of-IP-Communities.pdf
https://thecordillerareview.upb.edu.ph/wp-content/uploads/2021/03/7-TCR-III-1-and-2_Abansi_ADSDPP-as-Roadmap-to-Sustainable-Future-of-IP-Communities.pdf
https://www.researchgate.net/profile/Joan-Pauline-Talubo/publication/42766188_Community_Mapping_in_the_Philippines_A_Case_Study_on_the_Ancestral_Domain_Claim_of_the_Higa-onons_in_Impasug-ong_Bukidnon_httpsdlcdlibindianaedudlchandle105355440/links/624c73caef01342066596acf/Community-Mapping-in-the-Philippines-A-Case-Study-on-the-Ancestral-Domain-Claim-of-the-Higa-onons-in-Impasug-ong-Bukidnon-https-dlcdlibindianaedu-dlc-handle-10535-5440.pdf
https://www.researchgate.net/profile/Joan-Pauline-Talubo/publication/42766188_Community_Mapping_in_the_Philippines_A_Case_Study_on_the_Ancestral_Domain_Claim_of_the_Higa-onons_in_Impasug-ong_Bukidnon_httpsdlcdlibindianaedudlchandle105355440/links/624c73caef01342066596acf/Community-Mapping-in-the-Philippines-A-Case-Study-on-the-Ancestral-Domain-Claim-of-the-Higa-onons-in-Impasug-ong-Bukidnon-https-dlcdlibindianaedu-dlc-handle-10535-5440.pdf
https://www.researchgate.net/profile/Joan-Pauline-Talubo/publication/42766188_Community_Mapping_in_the_Philippines_A_Case_Study_on_the_Ancestral_Domain_Claim_of_the_Higa-onons_in_Impasug-ong_Bukidnon_httpsdlcdlibindianaedudlchandle105355440/links/624c73caef01342066596acf/Community-Mapping-in-the-Philippines-A-Case-Study-on-the-Ancestral-Domain-Claim-of-the-Higa-onons-in-Impasug-ong-Bukidnon-https-dlcdlibindianaedu-dlc-handle-10535-5440.pdf
https://www.researchgate.net/profile/Joan-Pauline-Talubo/publication/42766188_Community_Mapping_in_the_Philippines_A_Case_Study_on_the_Ancestral_Domain_Claim_of_the_Higa-onons_in_Impasug-ong_Bukidnon_httpsdlcdlibindianaedudlchandle105355440/links/624c73caef01342066596acf/Community-Mapping-in-the-Philippines-A-Case-Study-on-the-Ancestral-Domain-Claim-of-the-Higa-onons-in-Impasug-ong-Bukidnon-https-dlcdlibindianaedu-dlc-handle-10535-5440.pdf
https://www.researchgate.net/profile/Joan-Pauline-Talubo/publication/42766188_Community_Mapping_in_the_Philippines_A_Case_Study_on_the_Ancestral_Domain_Claim_of_the_Higa-onons_in_Impasug-ong_Bukidnon_httpsdlcdlibindianaedudlchandle105355440/links/624c73caef01342066596acf/Community-Mapping-in-the-Philippines-A-Case-Study-on-the-Ancestral-Domain-Claim-of-the-Higa-onons-in-Impasug-ong-Bukidnon-https-dlcdlibindianaedu-dlc-handle-10535-5440.pdf
https://www.researchgate.net/profile/Joan-Pauline-Talubo/publication/42766188_Community_Mapping_in_the_Philippines_A_Case_Study_on_the_Ancestral_Domain_Claim_of_the_Higa-onons_in_Impasug-ong_Bukidnon_httpsdlcdlibindianaedudlchandle105355440/links/624c73caef01342066596acf/Community-Mapping-in-the-Philippines-A-Case-Study-on-the-Ancestral-Domain-Claim-of-the-Higa-onons-in-Impasug-ong-Bukidnon-https-dlcdlibindianaedu-dlc-handle-10535-5440.pdf
https://www.researchgate.net/profile/Joan-Pauline-Talubo/publication/42766188_Community_Mapping_in_the_Philippines_A_Case_Study_on_the_Ancestral_Domain_Claim_of_the_Higa-onons_in_Impasug-ong_Bukidnon_httpsdlcdlibindianaedudlchandle105355440/links/624c73caef01342066596acf/Community-Mapping-in-the-Philippines-A-Case-Study-on-the-Ancestral-Domain-Claim-of-the-Higa-onons-in-Impasug-ong-Bukidnon-https-dlcdlibindianaedu-dlc-handle-10535-5440.pdf
https://infonomics-society.org/wp-content/uploads/licej/published-papers/volume-4-2013/Stakeholders-Perception-of-Teachers-Integrity-in-Elementary-Schools-in-Nigeria.pdf
https://infonomics-society.org/wp-content/uploads/licej/published-papers/volume-4-2013/Stakeholders-Perception-of-Teachers-Integrity-in-Elementary-Schools-in-Nigeria.pdf
https://doi.org/10.9744/kata.12.1.1-14
https://tesol-international-journal.com/wp-content/uploads/2013/11/A3_V5_TESOL.pdf
https://tesol-international-journal.com/wp-content/uploads/2013/11/A3_V5_TESOL.pdf


 
Copyright © Ernesto Jr. L. Bastida et al. 

INTERNATIONAL JOURNAL OF ASIAN EDUCATION, Vol. 4, No. 3, September 2023 

 

IJAE Page 186 

Aldeguer, C. (2014). Laws on Infringement of Intellectual Property Rights, Philippines. Philippines (July 
26, 2014). https://www.zbw.eu/econis-
archiv/bitstream/11159/235833/1/EBP085106143_0.pdf  

Backlund, S. (2013). Ecuadorian indigenous youth and identities: cultural homogenization or 
indigenous vindication?. https://www.diva-
portal.org/smash/get/diva2:652733/FULLTEXT01.pdf  

Bandara, A. (2007). The nature of the Timuay justice and governance in Central Mindanao, Philippines. 
Europe Solidaire Sans Frontières. Retrieved December 18, 2007, from http://www.europe-
solidaire.org/spip.php?article5255. 

Battiste, M. (2009). Naturalizing Indigenous knowledge in Eurocentric education. Canadian Journal of 
Native Education, 32(1). https://doi.org/10.14288/cjne.v32i1.196482  

Cajetas-Saranza, R. (2016). Higaonon oral literature: A cultural heritage. US-China Education 
Review, 6(5), 302-310. 
https://pdfs.semanticscholar.org/517b/f13e1fa0214e8c51b807899d95bd5c8a600d.pdf  

Champagne, D. (2013). UNDRIP (United Nations Declaration on the Rights of Indigenous Peoples): 
human, civil, and Indigenous rights. Wicazo Sa Review, 28(1), 9-22. 
https://doi.org/10.5749/wicazosareview.28.1.0009  

Cobo, J. (1987). Study of the Problem of Discrimination Against Indigenous Populations’ (Cobo 
Report), UN Doc E/CN.4Sub.2/1983/21/Add.8, para 581. 
https://cendoc.docip.org/collect/cendocdo/index/assoc/HASH01a2/55590d02.dir/Martinez-
Cobo-a-1.pdf  

Cornelio, J. S., & de Castro, D. F. T. (2016). The state of indigenous education in the Philippines 
today. Indigenous Culture, Education and Globalization: Critical Perspectives from Asia, 159-179. 
https://www.researchgate.net/profile/Sachiko-Matsunaga-
2/publication/299509273_Teaching_and_Learning_to_Read_Kanji_as_L2_Why_Are_They_Diffic
ult/links/63c8752de922c50e99a52e81/Teaching-and-Learning-to-Read-Kanji-as-L2-Why-
Are-They-Difficult.pdf#page=167  

Cruz, C. (2017). Intellectual Property of Indigenous People (IP to IP) Challenges in Protecting 
Traditional Knowledge in the Philippines. Presented at the 10th DLSU Arts Congress Dela Salle 
University, Manila. https://www.dlsu.edu.ph/wp-content/uploads/pdf/conferences/arts-
congress-proceedings/2017/paper-7.pdf  

Cucio, M. R. R., & Roldan, M. D. G. Z. (2020). Inclusive education for ethnic minorities in the developing 
world: The case of alternative learning system for indigenous peoples in the 
Philippines. European Journal of Sustainable Development, 9(4), 409-409. 
https://doi.org/10.14207/ejsd.2020.v9n4p409  

Daes, E. I. A. (1994). Dilemmas posed by the UN Draft Declaration on the Rights of Indigenous 
Peoples. Nordic J. Int'l L., 63, 205. https://heinonline.org/hol-cgi-
bin/get_pdf.cgi?handle=hein.journals/nordic63&section=14  

de Castro, M. D. S. (2013). Assessing IPRA Knowledge and Participation in Ancestral Domain 
Management among the Agusanon Manobo. https://www.pssc.org.ph/wp-content/pssc-
archives/Aghamtao/2013/6-DE%20CASTRO%20ipra.pdf  

Department of Agriculture (2021). Mindanao Inclusive Agriculture Development Project (MIADP). 
https://www.da.gov.ph/wp-content/uploads/2021/12/MIADP-ESMF-P173866-NOVEMBER-
2021-VERSION-.pdf  

Department  of  Education  (2015). Adopting  the  Indigenous  Peoples  Education  Curriculum  
Framework. https://www.deped.gov.ph/2015/07/29/do-32-s-2015-adopting-the-
indigenous-peoples-education-curriculum-framework/  

Department of Education (2011). Adopting the National Indigenous Peoples Education Policy 
Framework. https://www.deped.gov.ph/2011/08/08/do-62-s-2011-adopting-the-national-
indigenous-peoples-ip-education-policy-framework/  

De Vera, D. (2007). Indigenous peoples in the Philippines. RNIP Regional Assembly, Hanoi, Vietnam. 
https://iapad.org/wp-content/uploads/2015/07/devera_ip_phl.pdf  

Diamante, C. R. (2016). Worldview as Basis for Indigenous Education System in the Philippines. Social 
Transformations, 1(1). https://www.socialtrans.de/index.php/st/article/view/5/3  

https://www.zbw.eu/econis-archiv/bitstream/11159/235833/1/EBP085106143_0.pdf
https://www.zbw.eu/econis-archiv/bitstream/11159/235833/1/EBP085106143_0.pdf
https://www.diva-portal.org/smash/get/diva2:652733/FULLTEXT01.pdf
https://www.diva-portal.org/smash/get/diva2:652733/FULLTEXT01.pdf
http://www.europe-solidaire.org/spip.php?article5255
http://www.europe-solidaire.org/spip.php?article5255
https://doi.org/10.14288/cjne.v32i1.196482
https://pdfs.semanticscholar.org/517b/f13e1fa0214e8c51b807899d95bd5c8a600d.pdf
https://doi.org/10.5749/wicazosareview.28.1.0009
https://cendoc.docip.org/collect/cendocdo/index/assoc/HASH01a2/55590d02.dir/Martinez-Cobo-a-1.pdf
https://cendoc.docip.org/collect/cendocdo/index/assoc/HASH01a2/55590d02.dir/Martinez-Cobo-a-1.pdf
https://www.researchgate.net/profile/Sachiko-Matsunaga-2/publication/299509273_Teaching_and_Learning_to_Read_Kanji_as_L2_Why_Are_They_Difficult/links/63c8752de922c50e99a52e81/Teaching-and-Learning-to-Read-Kanji-as-L2-Why-Are-They-Difficult.pdf#page=167
https://www.researchgate.net/profile/Sachiko-Matsunaga-2/publication/299509273_Teaching_and_Learning_to_Read_Kanji_as_L2_Why_Are_They_Difficult/links/63c8752de922c50e99a52e81/Teaching-and-Learning-to-Read-Kanji-as-L2-Why-Are-They-Difficult.pdf#page=167
https://www.researchgate.net/profile/Sachiko-Matsunaga-2/publication/299509273_Teaching_and_Learning_to_Read_Kanji_as_L2_Why_Are_They_Difficult/links/63c8752de922c50e99a52e81/Teaching-and-Learning-to-Read-Kanji-as-L2-Why-Are-They-Difficult.pdf#page=167
https://www.researchgate.net/profile/Sachiko-Matsunaga-2/publication/299509273_Teaching_and_Learning_to_Read_Kanji_as_L2_Why_Are_They_Difficult/links/63c8752de922c50e99a52e81/Teaching-and-Learning-to-Read-Kanji-as-L2-Why-Are-They-Difficult.pdf#page=167
https://www.dlsu.edu.ph/wp-content/uploads/pdf/conferences/arts-congress-proceedings/2017/paper-7.pdf
https://www.dlsu.edu.ph/wp-content/uploads/pdf/conferences/arts-congress-proceedings/2017/paper-7.pdf
https://doi.org/10.14207/ejsd.2020.v9n4p409
https://heinonline.org/hol-cgi-bin/get_pdf.cgi?handle=hein.journals/nordic63&section=14
https://heinonline.org/hol-cgi-bin/get_pdf.cgi?handle=hein.journals/nordic63&section=14
https://www.pssc.org.ph/wp-content/pssc-archives/Aghamtao/2013/6-DE%20CASTRO%20ipra.pdf
https://www.pssc.org.ph/wp-content/pssc-archives/Aghamtao/2013/6-DE%20CASTRO%20ipra.pdf
https://www.da.gov.ph/wp-content/uploads/2021/12/MIADP-ESMF-P173866-NOVEMBER-2021-VERSION-.pdf
https://www.da.gov.ph/wp-content/uploads/2021/12/MIADP-ESMF-P173866-NOVEMBER-2021-VERSION-.pdf
https://www.deped.gov.ph/2015/07/29/do-32-s-2015-adopting-the-indigenous-peoples-education-curriculum-framework/
https://www.deped.gov.ph/2015/07/29/do-32-s-2015-adopting-the-indigenous-peoples-education-curriculum-framework/
https://www.deped.gov.ph/2011/08/08/do-62-s-2011-adopting-the-national-indigenous-peoples-ip-education-policy-framework/
https://www.deped.gov.ph/2011/08/08/do-62-s-2011-adopting-the-national-indigenous-peoples-ip-education-policy-framework/
https://iapad.org/wp-content/uploads/2015/07/devera_ip_phl.pdf
https://www.socialtrans.de/index.php/st/article/view/5/3


 
Copyright © Ernesto Jr. L. Bastida et al. 

International Journal of Asian Education, Vol. 4, No. 3, September 2023 

 

IJAE Page 187 

Dubey, S. (2017). Force field analysis for community organizing. In Proceeding from ICMC 2017: The 
4th International Communications Management Conference (pp. 2-3). 
https://www.academia.edu/download/62504079/Dubey_2017_forcefieldanalysisinorganizin
g20200327-16023-sw0ghz.pdf  

Erasga, D. S. (2008). Ancestral domain claim: The case of the indigenous people in Muslim Mindanao 
(ARMM). Asia-Pacific Social Science Review, 8(1), 33-44. 
https://www.academia.edu/download/37976378/Erasga_Ancestral_Domain_Claim.pdf  

Fedulova, I., Ivanova, V., Atyukova, O., & Nosov, V. (2019). Inclusive education as a basis for sustainable 
development of society. Journal of social studies education research, 10(3), 118-135. 
https://www.learntechlib.org/p/216503/article_216503.pdf  

Garcia, V. (2020). Crusade for peace: a hope for Higaonon tribe to thrive. Accessed at 
http://www.piacaraga.com/2020/01/wednesday-january-15-2020_15.html.  

Gollnick, D. M., & Chinn, P. C. (2006). Multicultural in a Pluralistic Society. http://sullivanc-
module.weebly.com/uploads/1/6/5/2/16522976/multicultural_education.pdf  

Grant, C. (2017). The contribution of education to economic growth. Institute of Development Studies. 
https://opendocs.ids.ac.uk/opendocs/bitstream/handle/20.500.12413/13117/K4D_HDR_The
%20Contribution%20of%20Education%20to%20Economic%20Growth%20Final.pdf?sequen
ce=206&isAllowed=y  

Holder, C. (2008). Culture as an activity and human right: An important advance for indigenous 
peoples and international law. Alternatives, 33(1), 7-28. 
https://doi.org/10.1177/030437540803300102  

Hyland, N. E. (2010). Social justice in early childhood classrooms. Young Children, 65(1), 82-90. 
http://5mt.jude3pca.org.s3.amazonaws.com/2020/07/16153555/SJ-in-Early-Childhood.pdf  

Jacob, M. M., Sabzalian, L., Jansen, J., Tobin, T. J., Vincent, C. G., & LaChance, K. M. (2018). The gift of 
education: How Indigenous knowledges can transform the future of public 
education. International journal of multicultural education, 20(1), 157-185. 
https://doi.org/10.18251/ijme.v20i1.1534 

Kuokkanen, R. (2011). Self-determination and Indigenous women–“Whose voice is it we hear in the 
Sámi parliament?”. International Journal on Minority and Group Rights, 18(1), 39-62. 
https://www.academia.edu/download/85145527/8f343e2235f968403531d5855b5cddb102
69.pdf    

Littlebear, L. (2009). Naturalizing Indigenous knowledge: Synthesis paper. Canadian Council on 
Learning’s Aboriginal Learning Centre. 
https://scope.bccampus.ca/mod/resource/view.php?id=17937  

Ma Rhea, Z. (2004). The preservation and maintenance of the knowledge of Indigenous peoples and 
local communities: the role of education. Journal Of Australian Indigenous Issues, 7(1), 3-18. 
https://search.informit.org/doi/abs/10.3316/aeipt.196059  

Magallanes, K., Chung, J. Y., & Suyeon, J. A. N. G. (2021). A policy analysis of Philippine school system 
reform using advocacy coalition framework. Eurasian Journal of Educational Research, 96(96), 
136-152. https://ejer.com.tr/manuscript/index.php/journal/article/view/546/39  

Magno, F. (2001). Forest Devolution and Social Capital: State—Civil Society Relations in the 
Philippines. Environmental History, 6(2), 264-286. https://environmentalhistory.net/wp-
content/uploads/2012/07/6-2_Magno.pdf  

Malata-Silva, J. H. (2017). Community organizing participatory action research (COPAR) in curriculum 
development. ASEAN Journal of Community Engagement, 1(1), 3. 
https://scholarhub.ui.ac.id/cgi/viewcontent.cgi?article=1010&context=ajce  

Masino, S., & Niño-Zarazúa, M. (2016). What works to improve the quality of student learning in 
developing countries?. International Journal of Educational Development, 48, 53-65. 
https://www.sciencedirect.com/science/article/pii/S0738059315300146  

McConnell, S. (2013). Culturally tailored postsecondary nutrition and health education curricula for 
indigenous populations. International Journal of Circumpolar Health, 72(1), 21144. 
https://www.tandfonline.com/doi/pdf/10.3402/ijch.v72i0.21144%40zich20.2013.72.issue-
S2  

https://www.academia.edu/download/62504079/Dubey_2017_forcefieldanalysisinorganizing20200327-16023-sw0ghz.pdf
https://www.academia.edu/download/62504079/Dubey_2017_forcefieldanalysisinorganizing20200327-16023-sw0ghz.pdf
https://www.academia.edu/download/37976378/Erasga_Ancestral_Domain_Claim.pdf
https://www.learntechlib.org/p/216503/article_216503.pdf
http://www.piacaraga.com/2020/01/wednesday-january-15-2020_15.html
http://sullivanc-module.weebly.com/uploads/1/6/5/2/16522976/multicultural_education.pdf
http://sullivanc-module.weebly.com/uploads/1/6/5/2/16522976/multicultural_education.pdf
https://opendocs.ids.ac.uk/opendocs/bitstream/handle/20.500.12413/13117/K4D_HDR_The%20Contribution%20of%20Education%20to%20Economic%20Growth%20Final.pdf?sequence=206&isAllowed=y
https://opendocs.ids.ac.uk/opendocs/bitstream/handle/20.500.12413/13117/K4D_HDR_The%20Contribution%20of%20Education%20to%20Economic%20Growth%20Final.pdf?sequence=206&isAllowed=y
https://opendocs.ids.ac.uk/opendocs/bitstream/handle/20.500.12413/13117/K4D_HDR_The%20Contribution%20of%20Education%20to%20Economic%20Growth%20Final.pdf?sequence=206&isAllowed=y
https://doi.org/10.1177/030437540803300102
http://5mt.jude3pca.org.s3.amazonaws.com/2020/07/16153555/SJ-in-Early-Childhood.pdf
https://doi.org/10.18251/ijme.v20i1.1534
https://www.academia.edu/download/85145527/8f343e2235f968403531d5855b5cddb10269.pdf
https://www.academia.edu/download/85145527/8f343e2235f968403531d5855b5cddb10269.pdf
https://scope.bccampus.ca/mod/resource/view.php?id=17937
https://search.informit.org/doi/abs/10.3316/aeipt.196059
https://ejer.com.tr/manuscript/index.php/journal/article/view/546/39
https://environmentalhistory.net/wp-content/uploads/2012/07/6-2_Magno.pdf
https://environmentalhistory.net/wp-content/uploads/2012/07/6-2_Magno.pdf
https://scholarhub.ui.ac.id/cgi/viewcontent.cgi?article=1010&context=ajce
https://www.sciencedirect.com/science/article/pii/S0738059315300146
https://www.tandfonline.com/doi/pdf/10.3402/ijch.v72i0.21144%40zich20.2013.72.issue-S2
https://www.tandfonline.com/doi/pdf/10.3402/ijch.v72i0.21144%40zich20.2013.72.issue-S2


 
Copyright © Ernesto Jr. L. Bastida et al. 

INTERNATIONAL JOURNAL OF ASIAN EDUCATION, Vol. 4, No. 3, September 2023 

 

IJAE Page 188 

Medina-García, M., Doña-Toledo, L., & Higueras-Rodríguez, L. (2020). Equal opportunities in an 
inclusive and sustainable education system: An explanatory model. Sustainability, 12(11), 
4626. https://doi.org/10.3390/su12114626  

Molintas, J. M. (2004). The Philippine indigenous peoples' struggle for land and life: challenging legal 
texts. Ariz. J. Int'l & Comp. L., 21, 269. 
https://repository.arizona.edu/bitstream/handle/10150/659142/13_21ArizJIntlCompL_269_
2004.pdf    

National Commission on Indigenous Peoples. (1997). Indigenous Peoples Right Act  Law. Food and 
Agriculture Organization of the United Nations. https://faolex.fao.org/docs/pdf/phi13930.pdf  

Nieto, S. (1992). Affirming diversity: The sociopolitical context of multicultural education. Longman, 10 
Bank Street, White Plains, NY 10606. https://eric.ed.gov/?id=ED361440  

Nordin, R., Witbrodt, M. A., & Sayuti, M. (2016). Paternalistic approach towards the Orang Asli in 
Malaysia: Tracing its origin and justifications. Geografia, 12(6). 
https://search.proquest.com/openview/866284943ce59e37c56b00d18e40c502/1?pq-
origsite=gscholar&cbl=4916363  

Nussbaum, M. (2003). Capabilities as fundamental entitlements: Sen and social justice. Feminist 
economics, 9(2-3), 33-59. https://philpapers.org/archive/NUSCAF.pdf  

Oxtero, Irish Angcao. (2022). Implementation of Indigenous Peoples (IPEd) Program in Agusan del 
Sur: A Case Study. Asian Journal of Research in Education and Social Sciences, 4(2). 
https://myjms.mohe.gov.my/index.php/ajress/article/view/18461/9825 

Peliño, G. J., & Maderazo, M. E. (2012, 30 April). Mining, conflict and death of Ips in Tampakan. 
Tampakan Forum Press Statement. Retrieved 29 June 2012 from 
http://www.piplinks.org/tampakan%3A-stop-divide,-let-b%2526%2523039%3Blaans-decide  

Pe‐Pua, R., & Protacio‐Marcelino, E. A. (2000). Sikolohiyang pilipino (Filipino psychology): A legacy of 
Virgilio G. Enriquez. Asian journal of social psychology, 3(1), 49-71. 
https://doi.org/10.1111/1467-839X.00054  

Prill-Brett, J. (1994). Indigenous land rights and legal pluralism among Philippine highlanders. Law 
and Society Review, 687-697. https://doi.org/10.2307/3054089  

Rosnon, M. R., & Talib, M. A. (2019). Indigenous education rights: The Malaysian case. International 
Journal of Academic Research in Business and Social Sciences, 9(10), 149-167. 
https://www.researchgate.net/profile/Mohd-Roslan-
Rosnon/publication/340451570_Indigenous_Education_Rights_The_Malaysian_Case/links/5f3
f98cc458515b72938d5c0/Indigenous-Education-Rights-The-Malaysian-Case.pdf  

Saini, M., Sengupta, E., Singh, M., Singh, H., & Singh, J. (2023). Sustainable Development Goal for Quality 
Education (SDG 4): A study on SDG 4 to extract the pattern of association among the indicators 
of SDG 4 employing a genetic algorithm. Education and Information Technologies, 28(2), 2031-
2069. https://link.springer.com/article/10.1007/s10639-022-11265-4  

Santiago, A. (2018). Cordillera Indigenous Peoples’ Right to Land. Office of the United Nations High 
Commissioner for Human Rights. 
https://www.ohchr.org/Documents/Issues/IPeoples/EMRIP/RightToLand/SantiagoPhilippin
esCordillera.pdf  

Sarvi, J., Munger, F., & Pillay, H. (2015). Transitions to k–12 education systems: experiences from five case 
countries. Asian Development Bank. https://eprints.qut.edu.au/215353/1/transitions-k12-
education.pdf  

Sarmiento, B. S. (2012, July 1). Mining firm, not tribesmen, to blame for atrocities in Tampakan. 
Mindanews. Retrieved 1 July, 2012 from http://www.mindanews.com/top-
stories/2012/07/01/mining-firm-nottribesmen-to-blame-for-atrocities-in-tampakan/. 

Scardua, M. P., & Galvão, A. (2017). Liberating Education: The Dissident Voice of a Good Enough 
School. Journal of Contemporary Issues in Education, 12(1). https://doi.org/10.20355/C5HG62  

Sergio, M. R. S. (2012). K-12 education reform: Problems and prospects. Ateneo de Naga University 
Gibon, 9, 70-80. https://www.adnu.edu.ph/urc/download/p070p080.pdf   

Singh, N. K. (2011). Culturally appropriate education theoretical and practical implications. Honoring 
our heritage: Culturally appropriate approaches to Indigenous education, 11-42. 
http://jan.ucc.nau.edu/jar/HOH/Honoring.pdf#page=23  

https://doi.org/10.3390/su12114626
https://repository.arizona.edu/bitstream/handle/10150/659142/13_21ArizJIntlCompL_269_2004.pdf
https://repository.arizona.edu/bitstream/handle/10150/659142/13_21ArizJIntlCompL_269_2004.pdf
https://faolex.fao.org/docs/pdf/phi13930.pdf
https://eric.ed.gov/?id=ED361440
https://search.proquest.com/openview/866284943ce59e37c56b00d18e40c502/1?pq-origsite=gscholar&cbl=4916363
https://search.proquest.com/openview/866284943ce59e37c56b00d18e40c502/1?pq-origsite=gscholar&cbl=4916363
https://philpapers.org/archive/NUSCAF.pdf
https://myjms.mohe.gov.my/index.php/ajress/index
https://myjms.mohe.gov.my/index.php/ajress/article/view/18461/9825
http://www.piplinks.org/tampakan%3A-stop-divide,-let-b%2526%2523039%3Blaans-decide
https://doi.org/10.1111/1467-839X.00054
https://doi.org/10.2307/3054089
https://www.researchgate.net/profile/Mohd-Roslan-Rosnon/publication/340451570_Indigenous_Education_Rights_The_Malaysian_Case/links/5f3f98cc458515b72938d5c0/Indigenous-Education-Rights-The-Malaysian-Case.pdf
https://www.researchgate.net/profile/Mohd-Roslan-Rosnon/publication/340451570_Indigenous_Education_Rights_The_Malaysian_Case/links/5f3f98cc458515b72938d5c0/Indigenous-Education-Rights-The-Malaysian-Case.pdf
https://www.researchgate.net/profile/Mohd-Roslan-Rosnon/publication/340451570_Indigenous_Education_Rights_The_Malaysian_Case/links/5f3f98cc458515b72938d5c0/Indigenous-Education-Rights-The-Malaysian-Case.pdf
https://link.springer.com/article/10.1007/s10639-022-11265-4
https://www.ohchr.org/Documents/Issues/IPeoples/EMRIP/RightToLand/SantiagoPhilippinesCordillera.pdf
https://www.ohchr.org/Documents/Issues/IPeoples/EMRIP/RightToLand/SantiagoPhilippinesCordillera.pdf
https://eprints.qut.edu.au/215353/1/transitions-k12-education.pdf
https://eprints.qut.edu.au/215353/1/transitions-k12-education.pdf
http://www.mindanews.com/top-stories/2012/07/01/mining-firm-nottribesmen-to-blame-for-atrocities-in-tampakan/
http://www.mindanews.com/top-stories/2012/07/01/mining-firm-nottribesmen-to-blame-for-atrocities-in-tampakan/
https://doi.org/10.20355/C5HG62
https://www.adnu.edu.ph/urc/download/p070p080.pdf
http://jan.ucc.nau.edu/jar/HOH/Honoring.pdf#page=23


 
Copyright © Ernesto Jr. L. Bastida et al. 

International Journal of Asian Education, Vol. 4, No. 3, September 2023 

 

IJAE Page 189 

Suazo, M., & Montenegro, G. (2018). Implementation of a culture-based education. American 
International Journal of Research in Humanities, Arts and Social Sciences, 18, 146-152. 
http://iasir.net/AIJRHASSpapers/AIJRHASS18-231.pdf  

Van der Ploeg, J., Aquino, D. M., Minter, T., & Van Weerd, M. (2016). Recognising land rights for 
conservation? tenure reforms in the Northern Sierra Madre, The Philippines. Conservation and 
Society, 14(2), 146-160. 
https://digitalarchive.worldfishcenter.org/bitstream/handle/20.500.12348/753/3990_2016_
vanderPloeg_Recognising.pdf?sequence=1&isAllowed=y  

Villaplaza, L. (2021). Level of Implementation of Indigenous Peoples Education Program in  Agusan 
Del Sur, Philippines. Asia Pacific Journal of Cotemporary Education and Educational Technology. 
Volume 7 (1), pp. 20-33. https://apiar.org.au/wp-
content/uploads/2021/03/3_APJCECT_V7I1_pp20-33.pdf  

Wetzlmaier, M. (2012). Cultural impacts of mining in indigenous peoples' ancestral domains in the 
Philippines. ASEAS-Austrian Journal of South-East Asian Studies, 5(2), 335-344. 
https://www.ssoar.info/ssoar/bitstream/handle/document/33405/ssoar-aseas-2012-2-
wetzlmaier-Cultural_impacts_of_mining_in.pdf?sequence=1  

Yaro, I., Arshad, R., & Salleh, D. (2017). Relevance of stakeholders in policy implementation. Journal of 
Public Management Research, 3(1), 25-2. 
https://www.academia.edu/download/73624510/8613.pdf   

http://iasir.net/AIJRHASSpapers/AIJRHASS18-231.pdf
https://digitalarchive.worldfishcenter.org/bitstream/handle/20.500.12348/753/3990_2016_vanderPloeg_Recognising.pdf?sequence=1&isAllowed=y
https://digitalarchive.worldfishcenter.org/bitstream/handle/20.500.12348/753/3990_2016_vanderPloeg_Recognising.pdf?sequence=1&isAllowed=y
https://apiar.org.au/wp-content/uploads/2021/03/3_APJCECT_V7I1_pp20-33.pdf
https://apiar.org.au/wp-content/uploads/2021/03/3_APJCECT_V7I1_pp20-33.pdf
https://www.ssoar.info/ssoar/bitstream/handle/document/33405/ssoar-aseas-2012-2-wetzlmaier-Cultural_impacts_of_mining_in.pdf?sequence=1
https://www.ssoar.info/ssoar/bitstream/handle/document/33405/ssoar-aseas-2012-2-wetzlmaier-Cultural_impacts_of_mining_in.pdf?sequence=1
https://www.academia.edu/download/73624510/8613.pdf

