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This thesis was written as part of the PhD programme in Bildung and Pedagogical
Practices at the Western Norway University of Applied Sciences (HVL) in Bergen,

Norway.

Furthermore, this research project belongs to Research Area 8 (“Families,
Generations and Belonging”) at the Kindergarten Knowledge Centre for Systemic
Research on Diversity and Sustainable Futures (KINDknow). The latter received
funding through the Norwegian Research Council’s FINNUT programme (grant
number 275575) and is led by Elin Eriksen @degaard. The KINDknow research centre
focuses on the professional and institutional practices that children are entangled
with in the institutions that they participate in. Since KINDknow views professional
practice in kindergartens as “relational, unpredictable and political” (Western
Norway University of Applied Sciences, 2022, para. 2) and the field of early childhood
education and care plays a key role in the discourse on sustainable futures (Clark et
al., 2020; @degaard, 2021; Siraj-Blatchford & Pramling-Samuelsson, 2016; United
Nations, 2012), this research project also aligns with the attainment of the United

Nations Sustainable Development Goals (SDGs).

In addition, this project is associated with the research group “Kindergarten as an
arena for cultural formation” led by Liv Torunn Grindheim and Ruth Ingrid Skoglund.
It is associated with HVL’s research programme “Sustainability, participation and

diversity” at the Faculty of Teacher Education, Culture and Sports.
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Preface: A Personal Introduction

My interest in intergenerational engagements and programmes arose from my
experience and knowledge of the European Union-funded Together Old and Young
(TOY) project, which I was introduced to whilst pursuing my master’s thesis in
Dublin, Ireland in 2014. Several years later, as I browsed the results of the TOY
Project’s initiatives, particularly the document “Reweaving the tapestry of the
generations: An intergenerational learning tour through Europe” (TOY Consortium,

2013b), one excerpt caught my attention:

In the Western world, children live in a separate world from older
people. Apart from family members, they don’t come into contact with
older people. So this is a way of bringing them into contact with older
people, other than grandparents. For older people it brings something
new, brings life to them. (Leila, coordinator, “The Dice: young meet
old,” the Netherlands, TOY Consortium, 2013b, p. 3)

This excerpt was notable for several reasons. First, coming from a culture in which
homes for older adults are uncommon and grandparents help to rear their
grandchildren whilst the parents work, it speaks of an experience that is very different
from my own. Second, the excerpt specifically mentions “the Western world,” which
evoked non-Western intergenerational experiences. I also reflected on how
intergenerational experiences are part of everyday lived experiences where I come
from, but that there is not a lot of research documenting these. I took this as a space
of possibilities, and a space of research inquiry. This led me to think about differences
in intergenerational experiences in different countries. How are these experiences
similar? What happens when young children and older adults meaningfully interact?
How do younger children and older adults interact in different countries? What
stories do they share with each other? These questions comprised the roots of the

current research project.

In addition, I also had personal reasons to pursue my research inquiry, as my parents
had recently become grandparents to my brother’s son and I wanted them to have
meaningful and intentional interactions with him. Furthermore, as an early childhood
educator, I believe in the importance of the social and relational aspects of younger

children’s lives and that social interactions lead to development in people of all
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generations, whether they are young children or older adults. Lastly, I believe that the
current research project contributes to the United Nations Sustainable Development

Agenda goals of stronger institutions and greater well-being for all generations.

At the onset of the pandemic in 2020, I was in the middle of parent meetings to
distribute and collect consent forms for a participatory research project that I co-
designed with staff members at a kindergarten in Norway. However, all the planning
fell through and I could not continue the way that we planned. The pandemic resulted
in pivot after pivot in my research project. As a “pandemic PhD,” I developed many
skills, values, and virtues, as I could not do everything that I wanted to do—
theoretically, methodologically, or professionally. In response, I held on to what was
most important to continue: the “whys” or reasons why I started my PhD research

project in the first place.

Many people consider a PhD dissertation a capstone of their career. However, for me,
this research project is also a passion project. It is something that I truly believe in

and will most likely continue to work on for the rest of my career.



Summary

Intergenerational interactions between young children and older adults are an
important arena for learning, development, and cultural formation. Furthermore,
intergenerational interactions encompass different settings, such as institutional
programmes and community and family engagements. However, there is still a critical
lack of research in early childhood education and care on how to better understand
these intergenerational engagements. In this light, the focus of the current research
project is to explore intergenerational engagements and programmes in early
childhood settings, including early childhood education and care institutions and

family and community settings.

The rationale for the research project is rooted in a value position where
intergenerational meetings and programs for intergenerational meetings are seen as
a possible strengthening and enrichment of childhood experiences and kindergarten

practices that are in line with the UN sustainable development goals.

The purpose of the thesis is to develop a better understanding of and knowledge about
intergenerational meetings by examining the conditions and practices for
intergenerational meetings in Norway and the Philippines. The study features ideas,
projects, and programs for intergenerational meetings and engagements as everyday
practice during the COVID-19 pandemic. The reason for directing attention to
generational meetings is done within the framework of kindergarten, childhood, and

family research.

The theoretical framework is largely based on cultural-historical perspectives. Critical
perspectives inspired by indigenous and visibility studies, as well as perspectives from
childhood research, have also been found necessary to be able to analyze the various
contexts to discuss findings and contribute to seeing future opportunities for new

research and practice in the findings.

The dissertation is article-based and consists of five sub-studies and five articles based
on a multi-method design. The thesis uses a scoping review, video analysis,
questionnaires, focus group interviews, and theory generation. The results are

described in the following sections.



The first article entitled “Spaces for transitions in intergenerational childhood
experiences examines children's voices in intergenerational research” (Oropilla,
2021) is a scoping study that points to several research gaps: there is a need to know
more about children's experiences in intergenerational meetings and the educational
potential intergenerational meetings have for children in kindergarten. The study also

shows that we know little about how such meetings take place in different cultures.

The second article entitled “Strengthening the call for intentional intergenerational
programmes towards sustainable futures for children and families” is a conceptual
contribution to research on intergenerational engagements and programmes
(Oropilla & @degaard, 2021). The article highlights intergenerational engagements
and programs as a dynamic, complex, relational, and dialogic system of actors and
institutions. The theoretical contribution challenges the design that draws attention
to the importance of older people's experiences with intergenerational meetings,
engagements and programmes. The article highlights some current areas of conflict
in research on intergenerational engagements. There could be conflicts between
generations. This requires shared responsibility and equal involvement of all actors,
institutions, and society. From a sustainability perspective, it is not enough that one
generation gets or takes responsibility for the future. The article is a further
development of a cultural-historical holistic perspective that can guide culturally
sensitive people and create a greater balance between children and the elderly in

research design.

The third article entitled “Kindergarten practitioners’ perspectives on
intergenerational programs in Norwegian kindergartens during the COVID-19
pandemic: Exploring transitions and transformations in institutional practices”
(Oropilla, @degaard & Quinones, 2022), considers how 64 kindergarten employees
with experience from intergenerational programs (generasjonsmeoter) reflected on
obstacles and new opportunities to be able to continue intergenerational programmes
during the COVID- 19 pandemic. The study showed that the staff proposed several
new and creative educational measures to be able to continue with generational
meetings in a time of crisis, for example using digital communication and outdoor

activities.
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In the fourth article entitled “Intergenerational learning and Sikolohiyang Pilipino:
Perspectives from the Philippines” (Oropilla & Guadana, 2021), intergenerational
learning is presented through the lens of Sikolohiyang Pilipino (Filipino psychology).
The article is a contribution to an expanded understanding of non-Western
indigenous psychological perspectives. Using the theoretical framework of
Sikolohiyang Pilipino, the article identifies Filipino indigenous values as a key to
understanding family and community as important arenas for intergenerational
learning in the Philippines. The article challenges current assumptions about
intergenerational research and enables a deeper understanding and cultural

sensitivity in the development of pedagogy in Philippine culture.

The fifth article entitled “Visibilizing everyday intergenerational engagements:
Philippines in 2020 lockdown” (Oropilla, @degaard & White, 2022), documents and
examines videos taken by families in the Philippines during the COVID-19 pandemic.
The article explores what kind of learning was made visible through the videos - by
whom and for whom. This study is an acknowledgement of the importance of visual
data in creating meaning and understanding, both for what the families chose to film
and for what they chose to share with researchers. The visual narratives show the
participants' digital competence and self-representations. The analysis showed that

both the children and the grandparents were engaged in self-representations.

The thesis offers a new lens on research on intergenerational engagements and
programmes that has most often had a rational and a value position on strengthening
the quality of life for elderly individuals. The thesis contributes a new
conceptualization for research design that includes both children's and older adults'
experiences and perspectives in intergenerational meetings. The thesis provides an
expanded understanding and new knowledge about intergenerational engagements
and programmes linked to two local contexts during the COVID-19 pandemic. The
study brings up a discussion about promoting solidarity between generations. The
thesis points toward new research and creative pedagogy, both through educational
practices in families and kindergartens, and pointing further to the intergenerational

design of spaces, materials, and infrastructure.
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Sammendrag

Rasjonale for forskningsprosjektet er forankret i en verdiposisjon der
generasjonsmgter og programmer for generasjonsmeter ses som en mulig styrking og
berikelse av barndomserfaringer og barnehagepraksis som er i trdid med mal om

barekraftig utvikling.

Formalet med avhandlingen er & utvikle bedre forstaelse for og kunnskap om
generasjonsmgter, giennom a granske vilkar og praksis for generasjonsmater i Norge
og pa Filipinene. Studiens objekt er ideer, prosjekter og programmer for
generasjonsmgter og generasjonsmgter som hverdagspraksis under Covid-19
pandemien. Grunnen til & rette oppmerksomheten mot generasjonsmeater er gjort

innenfor en ramme av barnehage- barndom- og familieforskning.

Det teoretiske rammeverket bygger i stor grad pa kulturhistoriske perspektiver. Ogsa
kritiske perspektiver inspirert fra urfolks og synliggjerings studier, samt perspektiver
fra barndomsforskning er funnet nedvendig for & kunne analysere de ulike
kontekstene og for & drefte funn og bidra til & se fremtidige muligheter for ny

forskning og praksis i funnene.

Avhandlingen er artikkel basert, og bestar av fem delstudier og fem artikler som
bygger pa et multimetodisk design. Avhandlingen tar i bruk béde scoping review,
videoanalyse, sporreskjema, fokusgruppesamtaler og teorigenerering basert pa

caseeksempler. Resultatene er som fglger:

Den forste artikkelen undersgker forskningsfronten med en interesse for barns
stemmer i studier om generasjonsmgter; Oropilla, C. T. (2021). Spaces for transitions
in intergenerational childhood experiences. Denne ‘scoping’ studien peker pa flere
forskningshull. Vi trenger a vite mer barns erfaringer i generasjonsmater og om det
pedagogiske potensiale generasjonsmgter har for barn i barnehage. Studien viser ogsa

at vi vet lite om hvordan slike mater foregar i ulike kulturer.

Den andre artikkelen er et konseptuelt bidrag til forskning om generasjonsmeoter;
Oropilla, C. T., & @degaard, E. E. (2021). Strengthening the call for intentional

intergenerational programmes towards sustainable futures for children and
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families. Artikkelen fremhever generasjonsmgter og programmer som et dynamisk,
komplekst, relasjonelt og dialogisk system av akterer og institusjoner. Det teoretiske
bidraget utfordrer design som retter oppmerksomheten pa betydningen eldres
erfaringer med generasjonsmgter. Artikkelen lofter frem noen aktuelle
konfliktomrader i forskning om generasjonsmgter. Det vil kunne vaere konflikter
mellom generasjoner. Dette krever delt ansvar og lik involvering av alle aktarer,
institusjoner og samfunn. I et barekrafts perspektiv er det ikke nok at én generasjon
far eller tar ansvaret for fremtiden. Artikkelen er en videreutvikling av et
kulturhistorisk helhetsperspektiv som kan veilede kultursensitive og skape en storre

likevekt mellom barn og eldre i forskningsdesign.

Den tredje artikkelen; Oropilla, C. T., @degaard, E. E., & Quinones, G. (2022).
Kindergarten practitioners’ perspectives on intergenerational programs in Norwegian
kindergartens during the COVID-19 pandemic: Exploring transitions and
transformations in institutional practices, tar for seg hvordan 64 barnehageansatte
med erfaring fra intergenerasjonell programmer reflekterte over hinder og nye
muligheter for & kunne fortsette genererasjonsmgtene under Covid-19 pandemien.
Studien viste at personalet foreslo flere nye og kreative pedagogiske tiltak for a kunne
fortsette med generasjonsmgter i en krisetid, for eksempel ved hjelp av digital

kommunikasjon og utendgrs aktiviteter.

I den fjerde artikkelen; Oropilla, C. T., & Guadana, J. (2021). Intergenerational
learning and Sikolohiyang Pilipino: Perspectives from the Philippines, presenteres
intergenerasjonell laering gjennom linsen til Sikolohiyang Pilipino (filippinsk
psykologi). Artikkelen er et bidrag til en utvidet forstdelse av ikke-vestlig
urfolkspsykologisk perspektiv. Ved & bruke det teoretiske rammeverket til
Sikolohiyang Pilipino, identifiserer artikkelen filippinske urfolks verdier som en
nokkel til & forstd familie og samfunn som viktige arenaer for intergenerasjonell
leering pa Filippinene. Artikkelen utfordrer dagens antakelser om intergenerasjonell
forskning og muliggjer en dypere forstaelse og kultursensitivitet i utviklingen av

pedagogikk i filippinsk kultur.

Den femte artikkelen; Oropilla, C.T., @degaard, E. E., & White, E.J. (2022).
Visibilizing everyday intergenerational engagements: Philippines in 2020
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lockdown, dokumenterer og analyserer videoer tatt av familier pa Filipinene under
Covid-19 pandemien. Artikkelen utforsker hva slags leering som ble synliggjort
gjennom videoene — av hvem og for hvem. Denne studien er en anerkjennelse av
betydningen av visuelle data for & skape mening og forstaelse, bade for hva familiene
valgte a filme og for hva de valgte & dele med forskerne. De visuelle narrativene viser
deltakernes digitale kompetanse og selvrepresentasjoner. Analysene viste at bade

barna og besteforeldrene var engasjert i selvrepresentasjonene.

Avhandlingen setter en ny linse pa forskning om generasjonsmgter, som oftest har
hatt et rasjonale og en verdiposisjon om & styrke livskvaliteten hos eldre.
Avhandlingen bidrar til ny konseptualisering for forsknings design som ensker a gi
oppmerksomhet bade til barns og eldre voksenes erfaringer og perspektiver i
generasjonsmgter. Avhandlingen gir en utvidet forstdelse og ny kunnskap om
generasjonsmeater og programmer knyttet til to lokale kontekster under en tid med
Covid-19 pandemi. Studien bringer opp en diskusjon om a fremme solidaritet mellom
generasjoner. Avhandlingen peker fremover mot ny forskning og kreativ pedagogikk,
béde gjennom pedagogiske praksiser i familier og i barnehager, og gjennom & peke

videre til intergenerasjonelle design av rom, materialer og infrastruktur.
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1.Introduction

This dissertation features the outcomes of a study on intergenerational engagements
and programmes involving young children and older adults conducted during the
lockdown associated with the COVID-19 pandemic. In this dissertation, I seek to
explore intergenerational engagements and programmes involving young children
and older adults in early childhood settings where children participate the most, such
as kindergartens and families, particularly during the time of a pandemic. I argue that
these engagements and programmes are learning arenas for all generations involved,
but there must be a nuanced understanding of the material and social conditions of

their implementation.

Intergenerational interactions are long-standing and deeply ingrained in our
everyday lives: varied, contextual, and often deeply rooted in the time, cultures, and
histories in which they are located. In recent years, there has been a growing interest
in the potential of including intergenerational practices in educational institutions to
propel learning (Campillo et al., 2020; Kaplan, 2002). Scholars have indicated that
there are various terminologies, definitions, and understandings of intergenerational
practices across different fields (Kuehne & Melville, 2014; Mannion, 2012). Beyond
educational institutions, various informal and nonformal intergenerational contact
zones in which members of different generations can meet, interact, work, and build
relationships are also being identified (Kaplan et al., 2020). These intergenerational
contact zones are location-based and geographically bound, including communities,
parks, recreational zones, educational environments, residential settings, and family
life settings. The concept of intergenerational contact zones parallels the concept of
“intergenerational space,” which denotes a geographical “site that has been designed
for the purpose of facilitating and promoting interaction between members of
different generational groups (most commonly the young and the old)” (Vanderbeck
& Worth, 2015, p. 1). This concept of intergenerational contact zones will be further

discussed in Sections 1.1 and 1.2.

However, despite growing interest in the topic, there is a lack of substantial empirical

and theoretical studies that can inform intergenerational practices in different



disciplines (Jarrott et al., 2019; Kuehne & Melville, 2014). Available conceptual
models are still limited, and there is a lack of a coherent intergenerational theory to
fully understand the applied theory behind actors, processes, and relationships within
intergenerational practices (Vanderven, 2011). Furthermore, Findsen and Formosa
(2011) have indicated unresolved issues in the field of intergenerational practice: the
need for a methodological framework to have a “common ‘knowledge foundation’ (a
rationale) for intergenerational activities” (p. 182) to prevent misunderstanding
between concepts and strategies. Furthermore, Findsen and Formosa (2011)
identified that specialized training is needed for teachers or facilitators involved in
intergenerational practices to cater to the varied ages, attitudes, and capabilities of all
involved in intergenerational practices and activities. Thus, it has also been suggested
that different fields of study would benefit from closer collaboration and a more
interdisciplinary approach to fully understand and assess the potential of
intergenerational practices (Withnall, 2017). Last, they indicated that cultural
sensitivity is required to implement these practices and activities in different
geographical contexts, especially in light of increasingly multi-ethnic and
multicultural societies (Findsen & Formosa, 2011). Therefore, I sought to explore the
pluralities and diversity of intergenerational learning contexts through the current

research project.

1.1. Intergenerational Learning in Early Childhood Institutions
In this research, I discuss that early childhood education and care (ECEC)

institutions, such as families and kindergartens or early childhood settings, are
intergenerational contact zones that offer opportunities and space for theoretical,
digital, and pedagogical intergenerational engagements that lead to learning and
development for all involved. This research project is an extension of
intergenerational work in the field of early childhood education and care, in which

intergenerational learning could be fostered.

In this research project, the terms “intergenerational” and “generations” are located
within an emerging field of research that focuses on initiatives to gather younger and
older generations through relational, purposeful, intentional, and meaningful

interactions. Through informal engagements in family and community settings or
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more formal and organised programmes in age-based institutions, this emerging field
of intergenerational research has its roots as a social response to the observed
widening gap between the youngest and oldest generations in the early 1970s
(Newman, 1995). Factors that contribute to this widening gap include shifts in
demographics, an increase in age-based institutions, and labour migration (Newman,
1995, 1997). This social response was accompanied by an acknowledgement of the
need for interdisciplinary solutions—a joint response and initiatives from the fields of
psychology, education, and gerontology that concern child and adult development

(Larkin & Newman, 2013).

In a review of the related literature on intergenerational research, the terms
“intergenerational programming,” “intergenerational practice,” “intergenerational
activities,” and “intergenerational learning” appear to be used interchangeably and
refer to the same concept. According to Generations Working Together and Beth

Johnson Foundation (2009), intergenerational practice aims

to bring people together in purposeful, mutually beneficial activities
which promote greater understanding and respect between
generations and contributes to building more cohesive communities.
Intergenerational practice is inclusive, building on the positive
resources that the young and old have to offer each other and those
around them (para 2.)
According to a report published by the St. Monica Trust, “intergenerational activities
are social engagements and interactions, bringing together younger and older
generations for a common purpose. They build on the strengths that different
generations must offer, nurture understanding and mutual respect, and challenge
ageism. Both parties have the opportunity to give as well as receive, and to feel a sense
of ownership and achievement. In addition, it aims to put a smile on everyone’s face”
(Dutton, 2018, p. 4). Intergenerational learning has also been described as bringing
together young children up to nine years with older people so that they can learn
together and from each other, socialise and have fun together (TOY Consortium,
2013a). Another definition provided by the Together Old and Young (TOY) learning

module is as follows:



A learning partnership based on reciprocity and mutually involving
people of different ages where the generations work together to gain
skills, wvalues and knowledge. Activities are labelled as
Intergenerational Learning when they fulfil the following three

criteria:
. Involve more than one generation,
. Planned in purpose and progressive, mutually beneficial learning which...
. Promotes greater understanding and respect between generations and,

consequently, community cohesion.
(Together Old & Young, 2020, p. 1)

Similarly, intergenerational learning has also been defined as purposefully bringing
together older adults and younger people for their mutual benefit through activities
that aim to increase interactions, and the exchange of knowledge, and skills (Airey &
Smart, 2015; Wadsworth & Whitehouse, 2007, Cartmel et al., 2018). The European
Map of Intergenerational Learning network defined intergenerational learning as “a
way that people of all ages can learn together and from each other. Intergenerational
learning is an important part of lifelong learning, where the generations work together
to gain skills, value, and knowledge. Beyond the transfer of knowledge,
intergenerational learning fosters reciprocal learning relationships between different
generations. Intergenerational learning helps to develop social capital and social
cohesion. Intergenerational learning is one way of addressing the significant
demographic change we are experiencing across Europe and is a way of enhancing
intergenerational solidarity through intergenerational practice” (European Map of

Intergenerational Learning network, n.d., p. 1).

For this research project, I have reconciled these interchangeable terms with the
understanding that “intergenerational learning” is an output of intergenerational
engagements and programmes?! with practices and activities in specific location-based
spaces in recognition of the fact that there are contexts in which formal
intergenerational activities do not exist. Thus, in this project, “intergenerational

engagements” refers to more informal interactions between young children and older

1 Both internationally accepted spellings of “programs” and “programmes” are used in this dissertation because
some journal articles followed British English conventions, whilst others used American English conventions. In
this kappe, however, British English conventions are maintained for consistency.
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adults that occur in family and community contexts. “Intergenerational
programmes,” on the other hand, refer to more formal engagements that necessitate
collaboration between or amongst institutions such as kindergartens and elderly
homes. In both contexts, “young children” refers to children in the early childhood
age group (0—6 years of age), and “older adults” refers to people who are 50 years and
older to include those who became grandparents earlier in life and elderly individuals.
These operational definitions are used in the publications included in this thesis and

are the main units of analysis overall.

Having these operational definitions provides scope and delimitation of the research
while also offering place-based understandings of the intergenerational practices and
interactions in institutions wherein most of the youngest children participate on a
daily basis—the family and early childhood education and care institutions. Early
childhood institutions—or the institutions where young children participate in the
most—are not only arenas for learning but also for cultural and formative
development, which is also known as Bildung or danning in Norwegian (Jdegaard &
White, 2016). Bildung has many meanings, but one that is usually connected to

kindergartens posits the following:

“The concept of bildung can therefore be broadly described as both the
process (bildung as a verb) as well as the result of learning (bildung as
gained by education). To gain bildung as a result of formal (school and
universities) or informal education (movements and non-
governmental organizations) raises important questions concerning
what was worth learning, and for whom.”

(Odegaard & White, 2017, p. 1).

As such, in light of seeing Bildung in intergenerational engagements and
programmes, formal, nonformal and informal learning processes are indicative of a
holistic view of the cultural formation of everyone involved within the process. Hence,
intergenerational learning from these engagements and programmes is part of the

Bildung or the process of cultural formation.

Research projects acknowledge the benefits of intergenerational engagement and
programmes (Agate et al., 2018; Airey & Smart, 2015; TOY Consortium, 2013b;
Wadsworth & Whitehouse, 2007; Cartmel et al., 2018). It has been found that all
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parties that participate in intergenerational activities derive considerable benefits
from it. In an article published by EuroChild.org (2016), they listed some of the
benefits that young children, senior citizens, and the community gain from
intergenerational activities. These include opportunities for young children to learn
about community traditions, local history, and values and opportunities for the
elderly to feel more valued and useful to society. In addition, he cited improvements
in mental and physical health and a reduction in fears and prejudices within society.
These findings align with The Lancet’s recommendation to invest in intergenerational
efforts toward children’s well-being (Clark et al., 2020) and the United Nations’

(2002) push to establish a society for all ages.

In line with the benefits of intergenerational practices, intergenerational endeavours
strongly contribute to the aims and goals of the UN Sustainable Development Goals
(SDGs), in which strong institutions and collaborative efforts are highly regarded.
Indeed, ECEC plays a key role in the discourse on sustainable futures (Clark et al.,
2020; @degaard, 2021; Siraj-Blatchford & Pramling-Samuelsson, 2016; United
Nations, 2012). Of the 17 SDGs, eight are closely linked to intergenerational studies:
SDG 1 (no poverty), SDG 2 (zero hunger), SDG 3 (good health and well-being), SDG
4 (quality education), SDG 10 (reduced inequalities), SDG 11 (sustainable cities and
communities), SDG 16 (peace, justice, and strong institutions), and SDG 17
(partnerships for the goals). Achieving the SDGs necessitates cooperation between
different sectors, actors, and institutions to work towards “the Future We Want”

(United Nations, 2012), which this research project highlights.

However, the benefits and lessons learned from intergenerational engagements and
programmes are not easily visible. In addition, intergenerational engagements and
programmes consist of many actors, each of whom has capabilities and agency. This
must be considered, along with different elements that shape social conditions, which
either help or hinder these intergenerational engagements and programmes from
occurring in complex and cultural- and context-specific systems. One such context is
the pandemic occasioned by the COVID-19 virus in 2020, which also had implications

for the design and methodology of this research project.



1.2. The Pandemic as an Intergenerational Contact Zone

While Kaplan et al. (2020) outlined intergenerational contact zones as location-based
and geographically bound as discussed in an earlier section, in this research project,
I have come to think of the pandemic as an intergenerational contact zone beyond a
physical place but as a theoretical and in some cases a digital place where

engagements happen.

When I first conceptualised this research project, I sought to work directly with young
children and older adults in a participatory study in which we could cocreate visual
materials. In the process, learning through intergenerational engagements and
programmes involving young children and older adults could be made more visible.
However, the conditions of the pandemic made data generation with young children
and older adults nearly impossible, as both groups needed to be protected and the
latter was at the highest risk during the pandemic (Centers for Disease Control and
Prevention, n.d.). Nevertheless, I decided to persevere and include the pandemic as a
historical and contextual component that had an inevitable impact on
intergenerational engagements and programmes. The pandemic provided a much
more significant call to the relevance and importance of intergenerational solidarity
in different age groups (Gilligan et al., 2020). The way to move forward and overcome
difficulties and challenges was through each other’s support and by viewing changes

resulting from the pandemic in terms of both challenges and possibilities.

The coronavirus pandemic crisis of 2020 impacted global nations and local
communities in many ways from schools and kindergartens closing temporarily and
finding new ways to function, workforce dynamics shifting to virtual platforms, and
some country borders closing. Plans for trips, birthday parties, and other events were
cancelled as everyone was asked to stay home and practice social distancing to prevent
the spread of the virus. Families all over the world were forced to stay home and work
or study from their households. As further discussed in Articles 3 and 5 in this
dissertation, countrywide school closures in 188 countries affected 1.5 children and

youth (UN Sustainable Development Group, 2020).

During this time, children in Norway were given the chance to voice their concerns,

and the government held a press conference to answer children’s questions and
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concerns. The children had different kinds of concerns and worries—what should they
do about cancelled birthday parties, when will school be reopened, what about their
travel plans with their families? There was also a question about how to interact and
communicate with their grandparents who were most at risk (Centers for Disease
Control and Prevention, 2021) and who lived in separate households, cities, and even
countries. The concerns they voiced were responses to the regulations to be physically
distant—resonating with a dilemma of how to have continued contact during a
difficult time. The Norwegian government’s response to the children’s questions
urged them to be creative and use different virtual platforms such as Skype, Zoom,
Facetime, and Facebook messenger to talk to grandparents, which was also the
response of an early childhood expert in a newspaper article (Draegeba, 2020).
Nevertheless, news outlets around the globe featured stories and social media posts
featuring younger generations' lack of access to grandparents in elderly home

institutions (Sidner, 2020; Welsh, 2020).

Societal regulations and policies during the pandemic created dilemmas as the
conditions brought about new sets of demands. The dilemma came in the form of
implications of the COVID-19 pandemic to research. A theme that emerged from
pandemic research in different parts of the world was the pandemic’s impact on
children’s well-being and productivity, which led to the term “learning loss” being
coined (Engzell et al., 2021; Khan & Ahmed, 2021; Kuhfeld et al., 2022). The Global
Education Evidence Advisory Panel (GEEAP), which is co-hosted by the Foreign,
Commonwealth and Development Office; the United Nations International Children's
Emergency Fund (UNICEF) Office of Research - Innocenti; and the World Bank,
released the report “Prioritizing Learning During COVID-19,” which discussed
learning loss as an impact of school closures on children (Global Education Evidence
Advisory Panel, 2022). This report also argued that learning loss must be immediately
addressed due to its long-term economic effects on children’s potential earnings in
the future, particularly in “low and middle-income countries.” The report
recommended the recovery of learning losses by keeping schools open but reducing
infection transmission, equipping and supporting teachers, and adjusting instruction
methods (Global Education Evidence Advisory Panel, 2022). The GEEAP also called

on governments from all over the world to build on lessons learned during school
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shutdowns by leveraging existing technologies and supporting and strengthening
parental engagement. This call for parental engagement resonated with this research
project, as the report mentioned that parents had to take on a larger role to cope
during the COVID-19 pandemic by overseeing their children’s activities more closely,
maintaining communication with schools, and navigating remote learning activities

(Global Education Evidence Advisory Panel, 2022).

However, was there truly a “learning loss” during the pandemic? Perhaps we should
see learning from a different perspective or through different lenses. Perhaps there is
invisible learning occurring in home and community settings (Vanderbeck & Worth,
2015). In this research project, I suggest that the pandemic could be considered an
intergenerational contact zone filled with learning opportunities as well as challenges.
Members of all generations had to cope with this difficult, transitional time, but there
were efforts in different places and countries, as was the case in the Philippines in
Articles 4 and 5, that were not as visible as others as it happened within the confines
of their households and communities. These opportunities and initiatives for

intergenerational learning needed to be brought out into the limelight.

Similarly, the decision to continue intergenerational research during a pandemic was
accompanied by transitions, transformations and developments in my research
design. How could I continue with the research project and generate knowledge that
would foster intergenerational engagements and programmes in the field of early
childhood education and care? To answer this, I discuss different understandings of
the terms “generations” and “intergenerational” in the next section and the pluralities
and diversity of intergenerational experiences, particularly in the light of the
transitions and transformations in social and material conditions to contextualise this
research project. I also provide the “state of the art” on intergenerational research that
is relevant to this research project. Finally, I present the research questions and aims

addressed in this project.

1.3. Definitions and Understandings of “Generations” and

“Intergenerational”

The term “generations” has different political and social connotations in various fields

of study. Three classifications have been found to be useful: (a) generations as
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positions in family lineages, (b) generations as birth cohorts (or historical locations),
and (c) generations as historical participation (Alwin & McCammon, 2007). The first
category is familial in nature and related to kinship. The second is rooted in the work
of Mannheim (1952, 2017), which defines a generation as a group with a shared social
and historical location and thus the possibility of shared experiences, behaviours,
culture, and norms that are relevant to a specific time period. Mannheim’s work on
this concept of generations gave rise to the idea of social generational units in relation
to collective social changes and is used in political discourses, such as those related to
Baby Boomers, Gen X, and Millennials (Milkman, 2017). One generational group that
is significant in this research project is the “sandwich generation,” which refers to the
generations between the youngest and the oldest ones (Chisholm, 1999; Estioko et al.,
2022; Miller, 1981; Williams, 2004). Adult children of elderly individuals, parents of
young children, health care workers, and early childhood practitioners are part of the
sandwich generation, which plays an important role in intergenerational

relationships.

In the field of Childhood Studies, “generations” is a core concept, as age-based
categories accompany discourses of power relations that separate one age category
from the other or result in one generation being rendered powerless compared to the
other (James & James, 2012). In other words, generations could be understood as a
“socially constructed system of relationships among social positions in which children
and adults are the holders of specific social positions defined in relation to each other
and constituting in turn, specific social (and in this case generational) structures.”
(Alanen, 2001, p. 12). This understanding of generations is rooted in a critique of a
pervading use of different life-stages—such as adulthood and childhood—with
markers and development benchmarks and milestones in child development studies
(Penn, 2005). For a long time, developmental childhood theories categorised children
based on their ages and stages of working towards rationality—that is being able to
use logical reasoning (James & Prout, 1990; Penn, 2005). Within this pervading
theme, children were seen as incomplete, and irrational and had yet to learn to think
logically, while adults had already acquired logical thinking skills. As such, children
were always in an inferior position relative to adults: “child development ceases at

some point in late adolescence when the child has become a fully rational adult”
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(Penn, 2005, p. 44). Childhood Studies put forwards an alternative view within a
generational framework where “the nature of childhood in any given society can only
be fully understood in relation to adult assumptions about, and behaviour towards,
children” (Mayall, 2002 in Penn, 2005, p.45). In this conceptualisation, children are
occupiers and inhabitants of a particular generational position in relation to a
nonchild category (i.e., older adults) and are thus part of a particular generational
category ordering or “generationing” (Alanen, 2009; Alanen & Mayall, 2001). This
entails the understanding that these social structure categories always coexist, as one
position cannot exist without the other, and that the intergenerationality of these
social categories is relational in nature (Alanen & Mayall, 2001)—there is, as such,
mutual interdependencies and positions of shared agencies within these
relationships. Through a relational approach and understanding of generations, the
utilization of false dichotomies of adult-child relations is avoided and
interdependencies of agency between and among generations are underscored

(Abebe, 2019; Leonard, 2016; Punch, 2020).

The term “intergenerational” is also laden with political, historical, and social
meanings. In the field of economics, it is largely paired with socioeconomic mobility
and the transmission of wealth (Black et al., 2005) and refers to “the relationship
between the socioeconomic status of parents and the status their children will attain
as adults” (Organization for Economic Co-operation and Development, 2010, p. 184).
According to this view, intergenerational mobility pertains to the ability of people to
move up or down the “social ladder” in terms of income and wealth over time. In law
and sociology, the term “intergenerational” is usually paired with “justice” and
“equity” and “concerns the extent and the character of moral relations among
different generations” (Duckworth, 2013, p. 1484). These concepts are related to
intergenerational equity, which posits that past, present, and future generations share
the common natural environment of the earth; this entails the fair distribution of
economic, social, and environmental well-being between and among different

generations (de Paiva Duarte, 2013).

In recent years, intergenerationality has also been used in design, urban planning,

and other creative fields. For example, it is used in placemaking in neighbourhoods
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(Sutton & Kemp, 2002), in cocreating games in workshops (Rice et al., 2012), and in
creating mobile books for storytelling (Druin, 2009). In these studies, children’s
cultures are seen as valuable sources of inspiration that also appeal to parents and
older generations. Intergenerational design principles take into account the usability
of the user interface, and its function to foster formal, nonformal, informal, structured

or unstructured encounters between and/among generations (Kaplan et al., 2007).

In addition, the term “intergenerational” also has a long history in the field of
gerontology, as discussed by Brownell and Resnick (2005). They dissected its
etymology and compared it with the terminology “multigenerational.” Based on the
premise that people are social beings who are in relation to or have relationships, they
found that “multigenerational relationships” in the gerontology literature appeared
most frequently in reference to the static system of two or more generations in familial
traditions and household living arrangements. In contrast, “intergenerational” is used
to refer to relationships within the context of social interactions, programmes, and
policies between (and, in some cases, amongst) members of different generations
(Brownell & Resnick, 2005). Furthermore, Kaplan et al. (2017) asserts that the word

”»

“intergenerational” highlights what takes place in between generations—the
interaction, cooperation, and the exchange—which is indicated by the prefix “inter.”
That being said, both terminologies are frequently used in programs, policies and

research that aim to bring together different generations.

1.4. Policy Contexts for Intergenerational Engagements and
Programmes

1.4.1. Global demographic trends
In light of changing demographics across the globe, policies are drafted and executed
to address the demands of the time. It has been found that population ageing is a
global phenomenon (United Nations Department of Economic and Social Affairs
Population Division, 2020). In 2022, there were reportedly 771 million persons over
the age of 65 years globally—approximately 10% of the world population (United
Nations Department of Economic and Social Affairs Population Division, 2022). This
number is projected to more than double in the next three decades: by 2050, the

number of persons above 65 years old will be almost the same as the number of
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children under age 12 (ibid). Europe and Northern America had the largest proportion
of population aged 65 and above at 19%, followed by Australia and New Zealand at
16.6% (ibid). Interestingly, it has been found that population ageing has been fastest
in Eastern and South-Eastern Asia and Latin America and the Caribbean (United

Nations Department of Economic and Social Affairs Population Division, 2019).

There are many factors accounting for the phenomenon of population ageing. In some
countries, the rapid growth of the older population results mainly from sustained high
levels of fertility in the past, while the continued reduction of premature mortality of
successive generations is the main driver in other countries (United Nations
Department of Economic and Social Affairs Population Division, 2022). In Europe,

for example, there are three trends identified that cause demographic changes:

. continuing increases in longevity as a result of considerable progress made
in health care and quality of life in Europe;

. the continuing growth in the number of workers over 60, which will stop
only approximately 2030, when the baby-boomer generation will become
"elderly";

. continuing low birth rates, due to many factors, notably difficulties in

finding a job, the lack and cost of housing, the older age of parents at the
birth of their first child, different study, working life and family life choices.

(European Commission, 2005, p. 1)

The World Bank writes that while global population aging could be considered a
triumph of development as a result of an increase in life expectancies and falling
fertility, countries will need to adapt social protection and job policies and
programmes to address challenges and reap potential benefits from the phenomenon
(World Bank, 2022). For example, many European nations are experiencing
transformations in family and workplace structures where there are more older adults
than younger people. Certain life events such as finishing degrees, acquiring jobs, and
having children are experiences much later in life. These phenomena demanded new
policies to support families and societies with the new emerging challenges of finding

jobs, providing income, housing issues, and caregiving arrangements.

Social and economic changes occur alongside the global trend of ageing societies and

nations. The United Nations Department of Economic and Social Affairs Population
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Division (2020) listed the following social and economic transformations that impact

environments and policies:

. Declines in fertility,

. Changes in patterns of marriage,

. Increased cohabitation and divorce,

. Increased levels of education among younger generations,
. Continued rural-to-urban and international migration,

. Rapid economic development for some contexts

Sanchez (2006) suggests that initiatives promoting intergenerational solidarity
through programmes have been found effective and “no doubt be very helpful” (p.
108) in addressing some of the challenges brought about by the identified changes
and transformations. The European Commission (2005) has also reached the same
conclusion that “dealing with these changes will require the contribution of all those
involved: new forms of solidarity must be developed between the generations, based
on mutual support and the transfer of skills and experience” (p.6). These positive
statements are explicitly in support of promoting intergenerational initiatives into

fruition.

As aresponse, the European Commission has funded a number of projects that aimed
to promote intergenerational solidarity such as the previously mentioned Together
Old Young (TOY) Project2 in seven European countries from 2012-2014 which had a
particular focus on including children 0-8 years of age in intergenerational learning
projects (TOY Consortium, 2013a), which is very unique to this project as most of the
projects have a particular focus on the ageing aspect of older adults. Another project
that the European Commission co-financed in 2015-2017 as a response to European
challenges for smart, sustainable, and inclusive growth through the Erasmus+
programme for education, training, youth and sport was VASIE - Active Ageing and
Intergenerational Solidarity in Europe. Another example of a project that the
European Commission funded is an intergenerational game called the Power of

Community that was created through the DECIDE Project after receiving funding

2The TOY Project is now very active in documenting and promoting intergenerational learning through their TOY
Online Course under the auspices of the organisation International Child Development Initiatives (ICDI).
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from Horizon 2020 (European Commission, n.d.). The Power of Community game
was conceptualised in response to the many transitions and transformations that
need to happen to modern societies as it has been pointed out that many of the places
where the young and the old traditionally interact are slowly disappearing resulting
in fewer opportunities for shared learning experiences (Generations Working
Together, 2019). As such, intergenerational learning through a digital game is also
suggested as an approach to attain Sustainable Development Goals, and as a
recognition that intergenerational learning is a valuable strategy in designing smart
and age-friendly cities and supporting renewable energies (European Commission,
n.d.).

However, while the European Commission has been explicit that public policies in
European nations must take these demographic changes a political priority, there are
many differences in terms of translating intergenerationality to national policies.
Sanchez (2006) has mentioned some countries in Europe such as the United
Kingdom, the Netherlands, Sweden, Germany and Spain which are more advanced

than others in setting up and promoting intergenerational initiatives.

There is a wide range of the different forms and kinds of intergenerational
programmes in various settings. Some categories that can be used to organize these

are the following:

e Intergenerational shared sites, also known as colocation, which refer to
settings where multiple generations receive care as part of the services of a
setting. Many intergenerational programmes fall under this umbrella,
“including joint facilities consisting of a nursing home and child care center,
an adult day service center and child care center, a community center that
incorporates programs serving children, youth, and adults (and with age-
integrated programming), a senior center within a school, etc.” (Kaplan et
al., 2017, p. 15)

e Intergenerational communities, which refer to organized groups of people
who each have an important role to play within the system. Families,

neighbourhoods, facilities, structures, and services within communities
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that different generations have relationships within their everyday lives fall
under this broad category (Generations United, 2014).

e Intergenerational contact zones, already mentioned several times in
preceding sections, refer to “spatial focal points for different generations to
meet, interact, build relationships (e.g., trust and friendships), and, if
desired, work together to address issues of local concern” (Kaplan et al.,
2017, p. 17). Some examples of places that could be considered contact
zones include community gardens, schools, parks, libraries, clubhouses,
and museums, among others.

e Intergenerational activity refers to single, one-time activity that does not
necessarily have the regularity of other intergenerational programmes

(Kaplan et al., 2017).

It is also noteworthy that while intergenerational programmes are not limited to
engagements between the youngest and the oldest, many include early childhood
settings. Parallel to population ageing, national policies are also focused on
developing early childhood programmes in light of the 2030 Sustainable
Development Goals. Early childhood has long been identified as the foundation for
sustainable development and a pathway to sustainable development goals (Lo et al.,
2017; Clark et al., 2020). Childhood is a crucial time for opportunities and addressing
risks and vulnerabilities. Many longitudinal studies report evidence on the benefits of
having healthy childhoods that extend to older ages: hence, nations worldwide have

invested heavily in early childhood programmes (Clark et al., 2020).

In the same vein, early childhood is also being strengthened to mitigate challenges
arising from migration, which is also a global phenomenon (Lo et al., 2017). In
Norway, for example, kindergartens are recognized as arenas where citizens are
formed and where culture and values are transmitted (Jdegaard & Kriiger, 2012).
Kindergartens in Norway have operational guidelines in the form of the Norwegian
Framework for Kindergartens, which is locally referred to as Rammeplan (Norwegian
Directorate for Education and Training, 2017). Many guidelines in the Rammeplan

point towards the importance of social collaborations, caring for the environment and
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for others in the community—which are important to the formation of good citizens.
The word generation is mentioned once to explain the concept of sustainability and
its importance to future generations, but nothing in specific about intergenerational

engagements or activities.

On the other hand, in a different part of the world, the Association of Southeast Asian
Nations (ASEAN)3 echoes the United Nations recommendations to urge member
nations to transform the findings of demographic changes into innovative policies
offering different forms of intergenerational support in their report on Old-Age
Income Security in ASEAN Member States—Policy Trends, Challenges and
Opportunities (International Labour Organization (ILO) and ASEAN, 2020).
Notably, these initiatives specifically target the housing, employment, health care and
social protection needs of older persons. Subsequently, translation to policy is
targeted specifically to older adults: for example, in the Philippines, the Senior
Citizen’s Act was expanded in 2003 (Republic Act 9257) and in 2010 (Republic Act
9994) to urge the executive wing of the government to come up with different
programmes to cater to the needs of older persons. The Philippine Plan of Action for
Older Persons (PPAOP), in place in 1999-2004, was the predecessor of the Senior
Citizens Act of the Philippines and its expansions. While the PPAOP included
“intergenerational harmony” as one of the six policy principles guiding its
implementation (Thang et al., 2003, p. 52), not much is mentioned about
intergenerational relations, apart from providing economic and social support to
senior citizens. One could view policies on filial support as an intergenerational
practice as adult children of the older adults in Asian countries such as Singapore and
the Philippines are mandated to take care of their ageing parents (Serrano et al.,
2017). For example, Article 15, Section 4 of the Philippine constitution states that “it
is the duty of the family to take care of its older person members while the State may
design program of social security for them.” In Singapore, “adult children must pay
each Singaporean parent who is aged at least 60 years, either a monthly allowance, or

a lump sum, for maintenance” (Serrano et al., 2017, p. 789). However, while the

3 The ASEAN is a political and economic union of 10 Member States: Brunei Darussalam, Cambodia, Indonesia,
Lao PDR, Malaysia, Myanmar, Philippines, Singapore, Thailand and Viet Nam established on 8 August 1967.
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practice of providing monetary support is considered an intergenerational contract, it
has been pointed out that its implementation is undocumented and difficult in low-
income countries (Serrano et al., 2017). Furthermore, problems in implementation
point towards weak government mechanisms supporting its citizens as families are
dependent on and forced to care for the ageing (ibid). The forced nature of this kind
of intergenerational contract could quickly escalate and widen the gap between
generations, especially in light of civil or criminal violations for children who are not

able to comply with the law.

In terms of looking at early childhood policies in Asian countries such as the
Philippines, intergenerational engagements and programmes are not part of the
services mandated by the law. The Early Years Act (EYA) of 2013 (Republic Act 10410,
2013) recognizes ages 0-8 as a crucial stage of development and discusses the
institutionalization of a governing body for the early years in the Philippines. While
this Republic Act mandates the creation of different kinds of early childhood
programmes in different settings (i.e. center-based programmes, home-based
programmes, family childcare programmes, parent education and home visiting
programmes), there is no explicit mention in support of intergenerational
engagements between young children and older adults. However, children’s
engagements with grandparents are among the suggested activities in the national

early learning curriculum (ECCD Council, 2019).

Kaplan et al. (2017) note that most intergenerational programmes in Western
countries tend to focus on fostering intergenerational support systems and
relationships among people who are not biologically related. On the other hand, Asian
societies tend to focus on strengthening intergenerational solidarity within family
contexts (Kaplan et al., 2017). This has been observed in the review of laws and
policies above. In addition, it is observable that laws pertaining to young children are
separate from those pertaining to older adults and mentions of intergenerational aims
are few and far between, and mostly coming from laws and policies pertaining to older
adults. As such, intergenerational support and programmes seem to cater to older

adults more than they do to young children.
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1.4.2. Global pandemic and war in Ukraine
The COVID-19 pandemic that hit us globally had effects on population trends and how
social and economic policies are being drafted and implemented. The global life
expectancy rates fell to 71 years in 2021 compared to 72.8 years in 2019 as older adults
were most susceptible to the worst effects of the virus (United Nations Department of
Economic and Social Affairs Population Division, 2022). Moreover, the pandemic
restricted all forms of human mobility, including international migration, which
historically mitigated fertility levels in some contexts (ibid). UNESCO (2021; 2022)
has also reported that the COVID-19 pandemic exacerbated already existing
inequalities in access to quality education due to full or partial school closures, which
they reported had negatively affected learning opportunities in terms of formal
schooling and well-being of children worldwide. This is particularly true in light of
unequal access to digital tools to participate in online or remote classes—hence, “it
was unlikely that online and remote learning in general can be adapted to prevent
large human capital losses, especially for children in poor and disadvantaged
households” (Loayza et al., 2020, p. 6). This global situation had repercussions for
how intergenerational engagements and programmes are implemented, which will be

discussed further in the section on the state-of-the-art.

Furthermore, in Europe, the war in Ukraine has also exacerbated the effects of the
pandemic, but also translated to difficult intergenerational situations. Families have
been torn apart—some children, parents and grandparents who used to live together
were forced to live in different countries. As of late, there are approximately 7.9
million refugees from Ukraine across Europe, of which approximately 4.9 million are
registered for temporary protection (United Nations, 2023). While this war did not
play a part in my research project, I find the importance of including it in
contextualizing policy challenges to intergenerational engagements and
programmes—while nations are still transitioning to refugee situations,
transformations and changes to policies will have to be made to address potential

challenges that the situation will pose.

In this section, I have discussed policy contexts in implementing intergenerational

engagements and programmes, and how these are translated into programmes in
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different parts of the world. It is clear that intergenerational engagements and
programmes come in many forms in light of the laws and policies governing their
implementation and conception which arguably views intergenerationality as a policy
strategy to attain sustainable development goals. I align with this view in my research
project; but I also highlight the conception of most intergenerational programmes to
benefit older adults more than children in the early years, which is also apparent in
how laws and policies are drafted. In my view, there should be a way to include and

visibilize both into the discussion. This will be discussed more in the next section.

1.5. Research Rationale
As previously discussed, the conception of this research project is rooted in a value
position where intergenerational engagements and programmes are viewed from a
strengths and capacity perspective and aligned with attaining sustainable
development goals. In such a view, systems-thinking and relational thinking are
espoused to achieve equitable and sustainable futures for children and families in
local and global nations. This topic also aligns itself with the call for establishing a
relational pedagogy of hope that is critical, emancipatory, and relational (Wals, 2020)
in light of education for sustainability. In bringing possibilities of intergenerational
engagements and programmes into early childhood settings, I hope to raise more
awareness and spark new conversations and discourses around the topic by
suggesting that there are voices that might not always be heard, lives that might not
always be seen, and agents that might not always be empowered in these systems.
Thus, in offering a systemic way of viewing intergenerational engagements and
programmes, I hope to offer an overview of the system to see possibilities for
identifying which agents and spaces need more empowerment, and what social and
material conditions should be considered to do so. While this view could seem
normative, the intent is not to be prescriptive of how intergenerational engagements
and programmes should be but to identify spaces to focus on for further work and to
appreciate the complexities of the entanglements and relations in these systems. In
doing so, the hope is to make it easier for a person to locate themselves in these
entanglements and see how they can further affect change for the betterment of the

systems in different contexts.
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It is important to note that this value-positioning also comes from an
acknowledgement that social relations are important for development and learning as
espoused by Vygotsky (1978a; 1978b), but that due to histories of changing
demographics and societal conditions, there is an increasing trend of generational
divide (Newman, 1995). This is also evident in the sharp increase in literature on
violence and abuse within family settings, which was only then just “discovered” as a
social and sociological problem separate from what was previously considered rare
and confined to mental illness offenses in the 1980s (Gelles, 1979; 1998). From this
book on family violence, Richard Gelles proceeded on writing many more books in
this interest that documented different accounts of violence and abuse in kinship
relationships, including children, parents, and elderly individuals. From this
awareness came a heightened interest in what was not yet visible—generational
conflict, tensions, and trauma—within the confines of family and smaller
communities where individuals live their lives. Research and literature on
generational conflicts in different settings such as the workplace and online
representations (Giancola, 2006; Gravett, 2007; Taneja et al., 2018), generational
wealth and housing inequity (Shaviro, 2008; Bensgton et al., 2013; Arundel, 2017;
Hurley et al., 2017; Christophers, 2018), and generational violence (Robboy &
Anderson, 2011; Smith et al., 2011; Kong et al., 2021) have become prevalent. Negative
attitudes towards different generations became just as prevalent and problematic
(Jarrott, 2011). Soon enough, there was a call for efforts to bring generations closer
together (Newman, 1995; Vanderbeck, 2007). This call could be considered the turn
toward visibilizing4 the potentials and possibilities of intergenerational practices in
the face of histories and episodes of generational trauma. The response to this call,
then, could be argued as a turn towards normativity. However, beyond normativity, I
subscribe to the belief that it is a movement towards more hopeful societies working
together towards better shared futures for all. This research project acknowledges that

this movement for intergenerational solidarity could be considered not always good

4 Visibilization is elaborated in Section 2.8., as well as in Article 5 of this dissertation.
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and positive for all, nor is it easy and uncomplicated to understand, conceptualize and

implement, not least in a field such as early childhood education and care.

It may be naive to think that this research could contribute to this movement, but
most academic research could be argued to have a normative facet in that impact and
implications for the greater good are highlighted. I believe research on
intergenerational engagements and programmes features the inherent good and that

it is necessary considering the "wicked problems" our societies are facing.

The concept of wicked problems has many different interpretations and
understandings in different disciplines (Lonngren & Van Poeck, 2021). One of the
earliest accounts of wicked problems comes from Rittel and Webber (1973), who

describe wicked problems as having ten characteristics enumerated below:

1. There is no definitive formulation of a wicked problem,

Wicked problems have no stopping rule (that is, there is no specific point of

completion)

Solutions to wicked problems are not true or false, but good or bad,

There is no immediate and no ultimate test of a solution to a wicked problem,

Every solution to a wicked problem is a ‘one-shot’ operation,

Wicked problems do not have an enumerable or exhaustively describable set

of potential solutions, nor is there a well-described set of permissible

operations that may be incorporated into the plan,

Every wicked problem is essentially unique,

. Every wicked problem can be considered to be a symptom of another problem,

9. The existence of a discrepancy representing a wicked problem can be explained
in numerous ways. The choice of explanation determines the nature of the
problem’s resolution

10. The planner has no right to be wrong.

N

AN

%

(Rittel & Webber, 1973, pp. 161-167)

In their paper, Rittel and Webber (1973) also alluded that wicked problems come
about from tensions and conflicts of thoughts, values, and cultures of different groups
of individuals, which make societal planning and policy-making difficult. There must
be ongoing negotiations and reconciliations to obtain favourable responses—and even
favourable responses will not be beneficial to all, just some—in turn creating more
wicked societal problems to be addressed. Furthermore, they write that there is
neither a theory that “can locate societal goodness, nor one that might dispel
22



wickedness, nor one that might resolve problems of equity that rising pluralism is

provoking” (p. 169).

From my viewpoint, the intergenerational transmission of wealth inequity and
violence, and the resulting inequalities, poverty, and other societal problems are
complex wicked problems that intergenerational engagements and programmes can
help mitigate. In this research project, I see intergenerational solidarity through
engagements and programmes as learning and development opportunities for all
involved, not just within institutional settings, but also in everyday lived experiences.
Intergenerational solidarity is also something that the WHO, UNICEF, and the Lancet
Commission identified as necessary in creating a future for children and their families
(Clark et al.,, 2020). I align with Arjen Wals’ (2015) stand on education and
sustainability that entails different forms of learning, including collaborative learning,
transformative learning, transdisciplinary learning, anticipatory learning, and social
learning not limited to classroom settings. These kinds of learning “require 'hybridity’
and synergy between multiple actors in society and the blurring of formal, nonformal
and informal education [and] opportunities for this type of boundary learning expand
with an increased permeability between units, disciplines, generations, cultures,
institutions, sectors and so on” (Wals, 2015, p.15). Having been given the chance to
have a conversation with Arjen Wals about my research project, he shared with me
(and I agree) that in many ways, finding solutions to wicked problems is inevitably
normative, and necessarily relational and intergenerational in nature. He proposes
that we take a more critical standpoint on how education functions, currently and how
we can create more opportunities for societies to be together and learn from each

other.

On a personal level, I have not had many meaningful intergenerational engagements
with my grandparents as I grew up in the capital of the Philippines while they resided
in their respective provinces, and because all of them passed away quite early on. As
such, I am left wondering about what might have been and could have been if I had
more opportunities to be with them. I had few precious memories, but I do remember
each one quite vividly. Not all of my engagements with my grandparents have been

pleasant—in hindsight, I reflect on not being able to openly and freely discuss my
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thoughts with them. I recall not being able to oppose the belief systems that they so
adamantly wanted to pass on to myself and my cousins. I remember being conflicted
with my own liberal thoughts but not being able to disclose or defend my own
viewpoints because they constantly reminded me that I was still young and had much
more to learn about the world. For a long time, I have been very skeptical of forced
intergenerational interactions. I have questioned the intent behind relations that
come with a lot of emotional baggage. However, I have many friends and relatives
who have had many pleasant intergenerational interactions—such as my cousin, who
was primarily raised by our maternal grandparents. For a long time, I sought to
understand this struggle, which led to me taking a programme on family life and child
development for my bachelor’s. I have learned more about family systems and
theories surrounding human relations in part to reconcile some of my personal
tensions. My viewpoint for a longtime was that of the younger unheard voice. I needed
to understand the different conditions surrounding intergenerational engagements
and programmes. In many ways, I needed to rationalise the inherent good in these
intergenerational engagements and programmes as I moved along in my professional

and personal life.

My studies helped me unravel some tensions. I have alluded to this in the preface of
this dissertation, as well. I do, however, acknowledge that my knowledge based on my
studies is mostly based on Western thought, practices, and theories. These tensions
led me to reflect on my position on intergenerational engagements and programmes.
Knowing that not all intergenerational engagements are the same and that these
relationships have complex layers, I sought to unravel some theoretical and cultural
tensions by contributing to determining how to make it easier to have
intergenerational engagements and programmes by determining the actors and social
conditions within the activity systems. In addition, is it possible to include traces of
my own culture and upbringing in understanding intergenerational engagements and
programmes in the field of early childhood education and care? What are the many
forms of intergenerational engagements and programmes, and what are the
conditions for making these happen? What is necessary to continue building hopeful

pedagogies?
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1.6. State-of-the-Art on Intergenerational Research
Intergenerational engagements and programmes come in many forms depending on
the places and landscapes of cultures, locations, and social conditions. In this section,
emerging trends in the most recent (the last five years, 2018-2022) publications on
intergenerational initiatives are discussed. The themes emerging are related to 1)
place-based initiatives as learning arenas for young children and older adults such as
formal, informal, and nonformal intergenerational practices, 2) kinship
intergenerational relations and 3) time-based conditions for intergenerational

initiatives, such as the implications of the COVID-19 pandemic.

1.6.1. Place-based initiatives
The most recent intergenerational research includes a literature review on the rise
and profile of “‘shared site intergenerational programmes” that have proliferated in
countries such as the United States (Jarrott & Lee, 2022). There are different types
and forms of shared site intergenerational programmes that foster strong
relationships between younger generations and older adults in shared spaces with
shared resources and beyond familial contexts as a response to a multitude of societal
problems. Jarrott and Lee (2022) conducted a national survey to profile the
characteristics, purpose, and challenges of 95 shared sites in the United States. They
found that the model of shared site intergenerational programmes can be further
optimized, as Americans prefer care institutions that cater to multiple generations,
such as programmes that involve collaboration between early childhood centres and
elderly homes. However, they also found that practitioners in these programmes
required stronger training and access to better evaluative and management resources
(Jarrott & Lee, 2022). Furthermore, they also proposed the strengthening of public

policies to establish more shared sites (Jarrott & Lee, 2022).

There have also been more publications on the benefits of intergenerational
programmes in the early years. One example is a study that explored children’s
attitudes towards older people as a result of participation in intergenerational
programmes in early years (Kirsh et al., 2021). While they used both quantitative and
qualitative methods to evaluate programme implementation and aims, they

concluded that the qualitative data that they collected were more effective for
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assessing empathy and coping. Kirsh et al. (2021), on the other hand, used qualitative
interviews to identify factors that contribute to the sustainability of intergenerational
playgroups in Australia. They found that programme sustainability depended on (1)
mutual benefits between and amongst different generations, (2) the presence of
playgroup facilitators with strong knowledge and skills, and (3) specific strategies to

promote more interactions with families (Kirsh et al., 2021).

In line with the exploration of different location-based intergenerational contact
zones (Kaplan et al., 2020), more publications have featured the importance of
intergenerational learning that takes place in family and community settings
(Azevedo, 2020; O’Neill, 2020; Smith & Kaplan, 2020; Sobko & Chawla, 2020;
Winkels et al., 2020; Yamamoto & Thang, 2020; Zang, 2020; Zheng, 2020). Some
examples of the places and spaces used included forest landscapes in Pennsylvania,
English centres in Hong Kong, community cooking and food preparation sites in
South Africa, and parks in urban areas in Portugal (Kaplan et al., 2020). Landscapes
and places that are often overlooked in community settings could be refreshed and
transformed when viewed from an intergenerational lens (Kaplan et al., 2020). They
have also identified many possible activities where intergenerational engagements
and programmes could occur such as in traditional tea practices or digital gaming
platforms (ibid). The examples included in the book spoke of many possibilities that
are not exhaustive, such as community pools, gardens, libraries, hospitals,
museums—and many more that could be further explored and utilized. It is notable,
however, that intergenerational initiatives in broader settings mostly involve school-
age children rather than children from the early years. This further raises the question

of how children in the early years can participate in intergenerational initiatives.

1.6.2. Kinship intergenerational relations
Familial intergenerational relations are also potent areas for learning. Stephan (2021)
performed a scoping review to better understand how familial interactions align with
the three core principles of designed intergenerational learning experiences outlined
by Schmidt-Hertha (2014): learning about one’s own generation and other
generations, reciprocal and equal exchanges, and shared commitments. Another

important result is that there is a distinction in reciprocal and equal exchanges
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between adjacent generations (i.e., parent—child relationships) and nonadjacent
generations (i.e., grandparent-grandchild relationships, which are sometimes also

referred to as “book-end generation relationships”; Stephan, 2021):

For intergenerational learning experiences between children and their
parents, emphasis is placed on enhancing the process of
communication to allow for equal participation and input in the
learning process. In contrast, intergenerational learning experiences
between grandchildren and grandparents are marked by the mutual
expectation of emotional and psychological safety, in the sense that
both parties are able to be vulnerable and accepted by the other. (p.

453)

However, while intergenerational engagements within family and kinship settings
could be beneficial, they could also be perceived as having negative outcomes. A
review of the related literature found that grandparent-grandchild relationships have
both negative and positive implications for the psychological functioning of early
adults (Michatek-Kwiecien, 2022). A recommendation is to promote the importance
of grandparent-grandchild relationships to address this concern. This is particularly
true for grandparents who have been forced to raise their grandchildren for various
reasons—such as job migration (Ingersoll-Dayton et al., 2018) and parental drug and
alcohol abuse and possession (Taylor et al., 2019; Hansen et al., 2022). As a result,
many familial intergenerational relationships can cause stress, anxiety, and
depression (Hansen, 2019; Liu & Cong, 2019; Hale et al., 2021). In addition, there are
pilot programmes that aim to empower grandparents, as well as other relatives as

caregivers through a series of trainings (Cox & Hayslip, 2022; Littlewood, 2022).

1.6.3. Intergenerational relations during the pandemic
In the aforementioned studies, intergenerational engagements and programmes in
institutional, family, and community settings are viewed as beneficial (Giraudeau &
Bailly, 2019) and considered arenas for learning, cultural formation, social inclusion,
and belonging (Kaplan et al., 2020; Kernan & Cortellesi, 2019). In this connection,
these engagements that promote intergenerational learning (Hoff, 2007) are part of
lifelong learning that give value to informal, nonformal, and formal learning in
various settings and contexts (Kernan & Cortellesi, 2019). In this subsection, I focus
the literature review on the impact of the COVID-19 pandemic on intergenerational
initiatives.
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The pandemic had many implications for engagements between the young and the
old. Different ways and methods had to be utilized to be able to communicate with
one another while still following strict regulations keeping humans physically apart.
Digital apps are one of the most popular means used to push through with activities

(Shah et al., 2020; Rafter, 2020; Flynn, 2022).

However, many studies have documented the detrimental implications of the
pandemic on human relations. For example, there were inequalities in terms of access
to digital tools that would enable them to communicate with other people (Beaunoyer
et al., 2020; Robinson et al., 2020). This was also a concern for older adults who found
it difficult to quickly transition to digital apps and platforms (Loke & Wiinsche, 2022).
Furthermore, there were reports of further loneliness (Krendl & Perry, 2020; Smith
et al, 2020) and mental exhaustion (Berg-Weger & Morley, 2020), particularly for
adults.

For children, the pandemic restricted their social circles and the pandemic shaped a
“new normal” for them (Barnett et al., 2021)—most children had remote learning
activities, and ECEC settings had difficulties engaging with families who had their
own challenges in their local settings (ibid). There were lost connections between
children, their families, and early childhood practitioners, which pointed to systemic
conditions and demands that needed to be addressed (ibid). Other emerging themes
emerging from research on children and childhood geographies during the time of the
pandemic revealed four viewpoints: (1) minimisation of COVID-19 among children
and invisibilisation of childhood; (2) hypervulnerability of children at risk; (3)
spatial/mobility restrictions and expansions; and (4) socioeconomic inequalities
(Cortés-Morales et al., 2021). As such, there were many diverse realities and plural
experiences of the pandemic around the world. During a time when social and
material conditions have changed for everyone, we are encouraged to ask “how
children in diverse and particular contexts are communicating with peers, family
members, and institutions with which they are engaged, and how we as researchers
can reach and engage them in research interactions that make sense to them” (Cortés-

Morales et al., 2021, p. 388).
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For some, while it was not ideal, there were many positive points to their social
situations during the pandemic. Some were able to create more meaningful relations
and opportunities to make deeper connections. There were some reports of increased
contact between grandparents and grandchildren during this difficult time (Mcdarby
et al., 2021). In some workplaces, while there were challenges in having to transition
to digital and virtual processes, there were some efforts to have positive
intergenerational interactions in these platforms that mitigated the challenges faced
(Urick, 2020). For some, it was also a time to learn new hobbies, such as gardening,
arts and crafts, and painting, as part of the repertoire of coping behaviours (Fullana
et al., 2020; Lades et al., 2020). In this light, while the pandemic brought on demands
to social situations to stay apart, the pandemic crisis could also be viewed as a contact
zone where engagements were arenas for learning and development, keeping in mind
that they might not have been available or ideal for everyone (Rogers-Jarrell et al.,
2021). However, in visibilizing some contexts and circumstances, we help address the

invisibility of lived experiences that have been noted by Cortés-Morales et al. (2021).

1.7. Extended Intergenerational Learning Contexts: Norway and the
Philippines

In this research project, I highlight the rich and diverse geographical contexts of the
intergenerational engagements and programmes in which young children participate.
Although there has been recognition of the diversity of intergenerational engagements
and programmes, some cultures and contexts are underrepresented in research. Two

such contexts are featured in this research project: Norway and the Philippines.

The decision to include both countries as research locales was pragmatic, as I am a
Filipina researcher based in Norway. I sought to highlight experiences from these
countries to ensure that both are represented in research projects and publications
connected to this thesis. This is in line with the need to fill the intergenerational space
with research from diverse geographical contexts (Vanderbeck & Worth, 2015),
especially since most intergenerational research that involves children is from the
United States, the United Kingdom, and Australia and the allied medical fields (i.e.,
gerontology, nursing, physiotherapy, etc.) rather than early childhood education and

care (Oropilla, 2021).
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I decided to explore intergenerational engagements in the Philippines and
intergenerational programmes in Norway due to the specificities of each country’s
context. My intention was not to compare these countries but rather to shed light on
differences in societal conditions, as discussed in the next sections. I recognize that
Norway and the Philippines are two very different countries and cultures. Apart from
their distinct geographical locations, Norway and the Philippines have different
societal models, which have implications for how young children and older adults

interact with each other, which I describe in the following sections.

1.7.1. Intergenerational Programmes in Norway
Norway is a country that lies in Northern Europe, which is part of the northwestern
portion of the Scandinavian Peninsula. Spanning up 385,199 square kilometres of
surface area, Norway is home to a population of just over 5 million inhabitants, 17%
of whom come from immigrant backgrounds (Statistics Norway, 2022). Norway has
a history of being in union with other Scandinavian countries such as Denmark and
Sweden. From 1905 until the present, Norway has seen rapid development in terms
of per capita income since the advancement of its oil, fishing, and energy industries,
as well as technology and computer science industries. This development over the
past few decades impacted the labour force as it created more job opportunities for

the inhabitants (Statistics Norway, 2022a).

Norway is a welfare state that provides social care and protection from cradle to grave
to its citizens and residents. This means that the government is primarily responsible
for the welfare of its citizens, including the health, education, and care of children,
elderly individuals, and people with different needs. Funded by taxes and duties paid
by Norwegian residents, “the development of the welfare state has meant that the
public sector has assumed responsibility for care and welfare services that were
previously provided by the family” (Statistics Norway, 2021, p. 38). Social services
such as early childhood institutions, which are called barnehages in Norwegian, are

available for children aged 1—5. The field of early childhood education and care in

5 Barnehage is the Norwegian term for ECEC institutions in Norway. Its plural form is barnehager. It is usually
translated to “kindergarten” in English.

30



Norway is one of the most active stakeholders and supporters of the 2030 Sustainable
Agenda, as the Norwegian government attaches high importance to the attainment of
the SDGs. As previously mentioned, the Rammeplan provides kindergartens in
Norway with operational guidelines to foster cultural formation (Bildung) (@degaard
& Kriiger, 2012). While Bildung is not specifically defined in the Rammeplan, it is a

very important concept connected to how humans and citizens are formed.

Similar to barnehage for young children, the Norwegian government has different
social welfare institutions for older adults, especially the oldest, who are locally
referred to as eldre. According to a 2020 report by Statistics Norway, a significant
portion of the state’s budget funds of 130.5 billion Norwegian kroner were allocated
to the care of the elderly in home care settings and institutional nursing care settings,

as the Norwegian population is aging at a rapidly increasing pace (Gleditsch, 2020).

Given that Norway makes age-based social service institutions available to residents,
initiatives such as intergenerational programmes can be implemented. Examples of
intergenerational programmes in Norway include those coordinated by Livsglede for
Eldre, a nongovernmental organization (Depui-Bakke, 2020) that caters to the well-
being of elderly individuals. Their intergenerational programmes involving young
children and the elderly are called generasjonsmeoter, which translates to
“generational meetings” (Oropilla & Fahle-Johansen, 2021). In this kind of
programme, kindergarten children walk with their teachers to elderly homes to bring
joy by singing and dancing with the elderly and the care staff. Different institutions
also prepare different activities for the young and old to share—for example, some
share snacks with each other, while others prepare puzzles, board games, or art
activities. It is worth noting that these programmes are implemented with the elderly
population’s well-being as the main motivation. As an example, Livsglede for Eldre
was started by nursing students to organize volunteers in elderly homes and to
promote public health services available to the elderly and later to children of partner
kindergartens (Livsglede for Eldre, n.d.). On their website, they identify happiness,
safety, engagement, and team play as their values towards bringing the enjoyment of
life to the elderly (Livsglede for Eldre, n.d.)
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In addition, while these programmes are being implemented through partnerships
with kindergartens, the values and motivations of kindergartens differ from one
setting to the other. Research that captures these ongoing intergenerational
engagements, programmes, and meetings in Norway is few and far between,
particularly in coming from the field of ECEC. Thus, these programmes were the focus
of a sub-study for one of the articles (Article 3) in this dissertation, particularly
transitions and transformations in the context of the COVID-19 pandemic that

emerged in 2020.

While the Norwegian Framework for Kindergartens underlines the importance of
introducing children to “persons, places, and institutions in the local community”
(Norwegian Directorate for Education and Training, 2017, p. 56), kindergarten
teachers can have different interpretations of this which do not necessarily include
generational meetings. Hence, there is a seeming gap in Norwegian policy documents
for the early years supporting generational meetings that are already practiced in

some Norwegian institutions.

1.7.2. Intergenerational Engagements in the Philippines
A country with a population of 110 million, the Philippines is an archipelago in South
East Asia. With a long history of having been under Spanish rule for more than 300
years, quickly followed by being under the influence of the American government, the
Philippines has experienced many transitions and transformations throughout the
years. In terms of population, while other developing countries are experiencing
rapidly aging societies, only 5.3% of the Philippine population comprises older adults
60 years old and above (Philippine Statistics Authority, 2020). In the Philippines,
multigenerational households are prevalent (Estioko et al., 2022; Oropilla &
Guadana, 2021; Philippine Statistics Authority, 2015). As such, it is within
multigenerational households where care is provided for the youngest and the oldest,
and as such, it is within these contexts where young children and older adults engage

and interact as part of their everyday lives.

Unlike other countries, the youngest children in the Philippines do not go to whole-
day institutions for care and education. Although some governmental offices are

mandated to administer early childhood programmes in the Philippines (Republic Act
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10410), not all children under age 5 were able to attend ECEC institutions in the past.
It was only in 2013 that the Enhanced Basic Education Act (Republic Act 10533) was
approved, which included a mandatory year in kindergarten for 5-year-olds before
primary school and added more years to secondary education. This programme,
which operates under the Department of Education, is more popularly known as the
K-12 programme. The mandatory educational ladder begins with one year of
preschool® (kindergarten) and 12 years of primary and secondary school. This means
that before the age of 5, young children attend preschool classes if their parents are
willing and able to pay for them out of pocket or if there are community (baranggay)
day care centres available in their area. Otherwise, young children stay in the

household during their formative years.

On the other hand, other age-based institutions (e.g., homes for the elderly) are
scarce, as care is primarily the responsibility of the family and not the public sector
(Estioko et al., 2022; Thang et al.,, 2003). As a result, the Filipino7 sandwich
generation has major economic and social responsibilities within the household; in
fact, some people are forced to look for jobs abroad to provide for the entire family.
This is particularly true in light of the phenomenon of internal and international labor
diaspora from the Philippines; as of the latest census, there are 1.83 million women
overseas Filipino workers (OFWs) all over the world (Philippine Statistics Authority,
2020; Mapa, 2022). Due to necessary labour migration, OFWs must parent from afar
with the help of new digital technologies, which is referred to as “transnational
parenting” (Uy-Tioco, 2007). In many cases, they must leave their children under the
care of the children’s fathers and extended family members such as grandparents, or
aunts and uncles (Uy-Tioco, 2007; Arlan et al., 2008; de Guzman, 2014). While this
caring situation is not ideal due to the involuntary nature of care conditions in some
circumstances, it is the most pragmatic means of sharing economic resources between

and among Filipino family members. In addition, there are also cultural values

6 In the Philippines, early childhood education is referred to as “preschool.”

7 The term “Filipino” is both an adjective and a noun; it is used to refer to things related to the Philippines,
Filipinos, or their language. As noun, it is used to refer to a person who is a native, inhabitant, or descendant of
the Philippines or one of the national languages of the Philippines.
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connected to this type of caring condition, which have been thoroughly elaborated in
Article 4 of this dissertation. In this article, I allude that this situation—the seemingly
systemic embeddedness of intergenerational engagements in family settings—might
not be easily understood using the lens of Western ideologies, in light of discourses of
family violence and abuse in Filipino households (Hindin & Adair, 2002; Alipio, 2014;
Antai et al., 2014). The COVID-19 pandemic exacerbated some of these difficult
situations which also included discourses on survival and equal access to technology
for education, communication, and information (Hapal, 2021; World Health
Organization, 2022). These discourses are more visible in the research literature than
the potentials of intergenerational engagements in family and community settings,
which are hardly represented, likely since these are part of everyday lives and are
taken-for-granted arenas for development. In this research project, I argue that
intergenerational learning that results from engagements between young children
and older adults within the family and household in the context of the Philippines
must be understood through the lens of local and indigenous psychology as further

explained in Articles 4 and 5.

1.8. Research Aims and Questions
Based on the contextualization presented in the previous sections, I describe my
research aims and questions in the current section. In this project, I aimed to explore
intergenerational engagements and programmes in the field of early childhood
education and care to better understand the social and material conditions during the
time of a pandemic. In doing so, I sought to contribute to filling research gaps with
theoretical, conceptual, methodological, and empirical contributions from the field of
early childhood education and care. Five sub-studies were conducted to achieve this
aim, resulting in five publications in this thesis. The overarching research questions

were as follows:

How can one identify and include all actors and elements forming the
social and material conditions of intergenerational engagements and
programmes in early childhood settings?

How are learning opportunities manifested in intergenerational
engagements and programmes between young children and older
adults?
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What impact has the pandemic had on intergenerational programmes
in Norway and intergenerational engagements in the Philippines?

Each of the publications answers these overarching research questions (see Table 1):

The first overarching research question is answered by all five articles. The second

overarching research question is answered by articles 2, 3, 4, and 5. Finally, the third

overarching research question is mainly answered by empirical articles 3 and 5.

In addition, the overarching research questions of this research project are addressed

by sub-questions that correspond with each publication. Table 1 shows an overview of

the five academic publications included in this dissertation, including research

questions, methods, participants, data, and analysis. These are discussed in further

detail in the methodological section of this kappe.

Table 1. Overview of academic publications

Article 1 Article 2 Article 4 Article 3 Article 5
Aim of the | How can one identify and include all actors and elements forming the social and material conditions of intergenerational engagements
project and programmes in early childhood settings?
How can one identify and include all actors and elements forming the social and material conditions of intergenerational engagements
0 . and programmes in early childhood settings?
verarching - — - — -
research qu are leaming opportunities manifested in intergenerational engagements and programmes between young
questions children and older adults?
What impact has the pandemic had on
intergenerational  programmes in  Norway and
intergenerational engagements in the Philippines?
Title Spaces for  Strengthening the Call for  Intergenerational Kindergarten Visibilizing everyday
Transitions in  Intentional learning and practitioners’ intergenerational
Intergenerational Intergenerational Sikolohiyang Pilipino  perspectives on engagements:
Childhood Programmes  towards (SP):  Perspectives intergenerational Philippines  in 2020
Experiences Sustainable Futures for  from the Philippines programmes in  lockdown
Children and Families Norwegian kindergartens
during the COVID-19
pandemic: exploring
transitions and
transformations in
institutional practices
Sub- How are children’s  How can we understand  How can  Which conditions can be ~ Whatkinds of learning we
questions voices listened to  intergenerational intergenerational considered “facilitating”or  made visible through
and collected in  programmes and learning be ‘hindering” to  the videos that the families
intergenerational engagements in early understood from a implementation of  produced?
research? childhood settings? How  non-Western and intergenerational How can we understand
can we visualize it? What  indigenous framework  programmes in  intergenerational
elements and actors are  such as Sikolohiyang ~ Norwegian kindergartens, ~ engagements  between
included in the visual Pilipino (SP) fromthe and how can these young children and older
model? How can these  Philippines? programmes be adults based on data
initiatives ~ contribute to implemented despite of represented by the
social sustainability? the COVID-19 pandemic,  families themselves?
and post pandemic?
Method Scoping literature ~ Conceptual work and  Conceptual workand ~ Online form and focus  Online form, participant-

review

literature review

literature review
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group discussion

generated videos,
visibilization,
pakikipagkwentuhan

(informal conversations)




Participants | Not applicable Not applicable Not applicable Online form: 59 early Two  multigenerational
childhood  practitioners ~ families ~ from the
from Philippines

27 municipalities

Online  focus  group

discussion:  six  early

childhood  practitioners

from three municipalities

Data Published articles Existing conceptual  Existing knowledge in  Participant responses Videos generated by the
models and grounding the literature 60-minute transcript of  participants and
theories the online focus group transcripts of informal

discussion conversations and
messages on  social
media messaging
platforms

Analysis Content thematic ~ Conceptual work Conceptual work Content thematic analysis ~ Critical visual analysis

analysis

1.9. Outline of the Thesis

The dissertation includes two parts. Part 1 is the kappe, which is widely used in the
Scandinavian context for the “narrative text that accompanies and explains the
articles” (Nygaard & Solli, 2021, p. 6) or the cloak or mantle that “adorns, embellishes,
and protects a body (of articles)” (Munthe, 2019, as cited in Nygaard & Solli, 2021, p.
7). There are several ways to name and structure the kappe. It is also sometimes
understood as the meta-text, introductory chapter, overarching text, synopsis, or
extended introduction or abstract, which provides a comprehensive overview of the
entire PhD project and ties together all the publications through the research

questions, aims, and conclusions (Nygaard & Solli, 2021).

Part 1 of the kappe includes five sections. Section 1 introduces, locates and
contextualises the topic of the research project. Section 2 discusses theoretical
perspectives and underpinnings, while Section 3 elaborates on the research design
and methodology used to generate and analyse data; ethical considerations are also
addressed. Next, Section 4 presents a summary of the publications and presents the
main findings through a one-page meta-text for each article. Finally, Section 5
discusses the implications of the findings, contributions, reflections,
recommendations, and concluding remarks. The appendices and references conclude

Part 1. These sections are followed by Part 2, which contains the original publications.
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2. Theoretical and Conceptual Framework

This section presents the epistemological, theoretical, and methodological basis of
this research project. First, I present concepts and discourses that surround research
on intergenerational learning and locate these within the realms of formal and
informal education. I then present a social epistemological framing of the overarching
project. I discuss Hedegaard’s (2008, 2009, 2012) cultural-historical wholeness
approach, which provides an overarching framework for understanding my
publications on intergenerational engagements and programmes, Rogoff’s (2014)
learning by observing and pitching in (LOPI), and concepts encompassing the
publications. In the process, I establish an argument for a nuanced view and

treatment of intergenerational learning in the early years.

Section 2 closely resembles two of the publications included in this dissertation, which
are conceptual in nature. One of the articles (Article 2) presents a conceptual
framework for understanding intergenerational engagements and programmes as
relational, intentional, and glocal concepts that contribute to the attainment of
sustainable futures. The other conceptual article (Article 4) argues for the use of a
non-Western local theory from the Philippines to understand intergenerational
engagements in the Filipino context. As I have already included lengthy theoretical
discussions in these publications, the discussion in Section 2 focuses on how these
theories and concepts related to the research project as a whole as a springboard for

the methodology section and to avoid repetition of published material.

In Figure 1, I have captured the subsequent theories and concepts in a metaphorical
visual to frame the overall research project. In this theoretical framework, I use the
metaphor of a tree; the seedling from which it sprouts represents the overarching
research questions, and the roots are the theoretical and conceptual underpinnings,
which lead to the trunk of intergenerational learning. In turn, the trunk leads to the
branches of different sub-studies, which used mixed methods; the apples represent
the resulting publications. The seeds within the apples represent the impact and
repercussions of the findings and future research. The “trunk,” the “branches,” the

“apples,” and “apple seeds” are discussed in the following sections of this kappe.
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Figure 1. Theoretical Framework

This study adopts a social epistemological view of intergenerational engagements and
programmes in early childhood settings based on @degaard & Kriiger’s work (2012).
In this view, early childhood settings are social and cultural engagement arenas with
different actors who have their own agendas, aims, views and desires. @degaard &
Kriiger (2012) point towards the meeting of different actors as part of cultural
formation that is an ever-present and continuous process of transitions and
transformations within a system. Building on @degaard & Kriiger (2012), taking on a
social epistemological view takes into account the social, cultural, historical and
political conditions that shape the contexts and environments that people take part
in. As such, this framing also opens up new knowledge and transdisciplinary

perspectives to understand a phenomenon or activity system. Each actor can “make
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major contributions to traditional, truth-oriented epistemology by introducing,
broadening, and refining new problems, new techniques, and new methodologies”
(Goldman, 2019, s. 2). Leaning on a social epistemological framing makes it possible
to bring in knowledge on intergenerational engagements and programmes from many
sources and actors from different fields and discourses such as cultural-historical
theories, childhood studies, decolonial studies, and visual studies (represented in
Figure 1) into one theoretical framework for understanding intergenerational
engagements and programmes. In doing so, an epistemology of collective agents
formed with an understanding that these agents or actors, which may not necessarily
have the same belief, but each contribute towards a blended group belief (Goldman,

2019).

My social epistemological stance manifests in the visual conceptual model (see Figure
2) that has been discussed and published in Article 2 of this dissertation. I took
inspiration from different fields and knowledge to come up with this model of

understanding intergenerational engagements and programmes.

' Institutional Perspectives

Early Childhood
Education and Care
Institution

+Teachers/Practitioners

// Place and Space

/- (Physical/Digital/
/’ Theoretical)
Society

Individual/ Actors
Perspectives

Y _Intergenerational
oung Engagements

Children/ and Programmes

Familyasan |
institution

« Parents, relatives

Culture

Values

\ Norms

\ Traditions
Rules

\ Laws

\ - Policies

\\ Environments

Older
Adults

Figure 2. The conceptual model developed and articulated in Publication 2:
From "Strengthening the call for intentional intergenerational programmes
towards sustainable futures for children and families” by C. T. Oropilla and E.E.

39



@degaard, 2021, Sustainability, 13(10), https.//doi.org/10.3390/su13105564.
Copyright 2021 by Authors. Reprinted with permission.

In Figure 2, there are four differently coloured overlapping circles—the circles
overlapping horizontally represent the perspectives of young children and older
adults, while the circles overlapping vertically represent the perspectives of
institutions such as families and early childhood education settings. The physical,
theoretical and digital place and space are represented as the bigger dotted circle that
is interwoven within the interactions of the overlapping element. One would be able
to observe that this bigger context that represents the wider societal perspective
penetrates within the actor circles and the overlaps of these circles. This is indicative
of the role of the wider societal context in intergenerational engagements and
programmes, and how these also affect each individual actor within the system. The
overlaps of the actors represent the interconnectedness and the relations that are
mediated by the artefacts, the activities and the motivations. Finally, the two arrows

surrounding these actors represent time and how time has a role within these systems.

In the process of drafting this visual conceptual model of intergenerational
engagements and programmes, I sought to make the actors and factors within these
systems more visible. I also sought to capture the relational aspect of the actors, which
shape the social and material conditions within these complex systems. I also sought
to find a way to capture the uniqueness of each unique intergenerational engagement

and programme.

As elaborated in Article 2, in which this conceptual model was published (Oropilla &
@degaard, 2021), this model is not static. That is, for every intergenerational
engagement or programme under analysis, there may be more or fewer elements that
collaborate to facilitate meetings between young children and older adults. Thus, the
model could be customized to have more or fewer circles to represent other
individuals or institutions. However, the constant elements are time and the societal
factors that are interwoven with intergenerational engagements and programmes.
The element of time is essential, as it often comes with the temporary nature of

engagements: each engagement is subject to changes, transitions, and
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transformations depending on the social, material, and environmental conditions and
thus is never the same. In this sense, intergenerational engagements and programmes
are often akin to snapshots in time in which the events of the time (i.e., history) play

a significant role in children’s and older adults’ lives.

While this conceptual visual model could represent intergenerational engagements
and programmes in practice, it is also anchored in theories and concepts from
different fields of study. In the succeeding sub-sections, I will discuss how the theories
and concepts are represented within this conceptual visual model of intergenerational

engagements and programimes.

2.1. Intergenerational Learning
The concept of intergenerational learning is central to the exploration of
intergenerational programmes and engagements. In this research project,
intergenerational learning is understood as an outcome of these engagements and
programmes from a cultural-historical standpoint. Intergenerational learning results
from interactions between younger and older generations as cultural customs,
traditions, and practices are shared and transferred (Rogoff et al., 2014; Rogoff, 2003;
Rogoff et al., 1975). Traditionally and historically, older generations were understood
to transmit knowledge and skills to younger generations. However, in this research
project, intergenerational learning is also seen as a reciprocal process in which
younger generations also have knowledge and skills that can inform older generations
(Schmidt-Hertha, 2014). Consequently, intergenerational learning aligns with the

concept of lifelong learning (Bostrom & Schmidt-Hertha, 2017), whereby

each individual, young or old, should be motivated and equipped to
engage in learning on a continuing basis throughout life, in formal and
informal settings; each has access to opportunities of lifelong learning;
and each is faced with incentives, both financial and social, to take
advantage of such opportunities. (Hasan, 1999, as cited in Bostrom &
Schmidt-Hertha, 2017, p. 53)

Schmidt-Hertha (2014) outlined core principles of intergenerational learning: (1)
learning more about one’s own generation and other generations, (2) reciprocal and
equal exchanges, and (3) shared commitments between involved parties. However,

Stephan’s (2021) scoping review revealed a fourth category that is essential to family

41



and community contexts: relationship building. This addition helps to legitimize
intergenerational learning in informal settings, which is often taken for granted.

These principles were used in analyses and discussions in some of the publications.

While these principles and concepts have become more widely used in research, they
have not yet been sufficiently theorised. Most intergenerational research is largely
practice-oriented rather than theory-based. Schmidt-Hertha (2014) proposed that
categorizing intergenerational activities and the types of intergenerational learning
can be seen as “an important first step on the way to an integrated theory of
intergenerational learning” (p.145). Accordingly, this research project contributes to
moving toward theory building and knowledge construction. According to Giraudeau
and Bailly (2019), several researchers and practitioners have used Erikson’s
psychosocial theory and Allport’s contact theory to build on intergenerational
research and practice. Furthermore, there are ongoing initiatives to develop an
intergenerational theory in society. Vanderven (2004) pointed to several areas that

needed to be considered:

e Combinatory aspects: How are people at different stages of life combined and
what are the characteristics of these combinations?

e Relationship and activity theories: How can a consideration of the interactions
between activity and relationship enhance intergenerational understanding?

e Cultural transmission: How can intergenerational theory consider the role of
older adults as transmitters of important experiences from their own
childhoods?

e Life span theory: How can we continue to modify and adapt Eriksonian theory
to the societal changes affecting people’s lifespan developmental trajectory?

e Relating to a relationship: How can intergenerational theory highlight the
dynamics inherent in a third person relating to a relationship between two
other persons?

e Reciprocal transformation: Can the hermeneutic concept of “reciprocal
transformation” further adumbrate the reciprocity inherent in the definition of

intergenerational relationships?
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e Matching through developmental tasks and assets: How can current concepts
of developmental tasks and developmental assets be incorporated into
intergenerational theory as a means of helping to make effective matches?

e Multigenerational relationships: Can we adapt intergenerational theory to the
possibility of multigenerational relationships involving three, or even four,
people belonging to different generations?

(Vanderven, 2004, p.92)

The areas that Vanderven (2004) pointed out as well as the core principles outlined
by Schmidt-Hertha (2014) are evident in the visual conceptual model. In Figure 3,
intergenerational learning is characterised as an outcome of intergenerational

engagements and programmes represented by the visual conceptual model.
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Figure 3. Intergenerational learning in the visual conceptual model. From
"Strengthening the call for intentional intergenerational programmes towards
sustainable futures for children and families” by C. T. Oropilla and E.E.
@degaard, 2021, Sustainability, 13(10), https://doi.org/10.3390/su13105564.
Copyright 2021 by Authors. Reprinted with permission.

In this representation, which is anchored in the field of early childhood education and
care, the concept of intergenerational learning is related to the concept of Bildung or

cultural formation (@degaard & Kriiger, 2012; degaard & White, 2017) resulting
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from intergenerational engagements and programmes. As argued in preceding

sections, intergenerational learning is necessary towards sustainable futures for all.

2.2. Cultural-Historical Paradigm

This research project leans on Vygotsky’s (1978b) social learning theory, in which an
individual’s psychological development results from their social interactions and
relationships and is cemented by social artefacts such as signs, symbols, and
linguistics (Vygotsky, 1978b). Thus, learning is by nature social and collaborative.
Social interaction is a key element in cultural historical theory, especially since “every
function in the child’s cultural development appears twice: first, on the social level,
and later, on the individual level; first, between people and then inside the child”
(Vygotsky, 1978b, p. 57). Social participation and social practice are the “deepest
foundation for the development of psychological knowledge and the supreme judge of
theory” (Dafermos, 2014, p. 156), according to Vygotsky. Furthermore, Vygotsky drew
attention to the importance of the harmony of children and the environments in which

they engage in social interactions (Vygotsky, 1978b).

Additionally, the concept of the zone of proximal development (ZPD) highlights the
importance of social relations for learning and development as children interact with
others (Vygotsky, 1978b). The concept of ZPD is helpful in understanding how
children learn and master concepts and skills with the help of and through
interactions with adults, usually teachers but also—as examined in this research
project—older adults (Schreiber & Valle, 2013). Furthermore, ZPD posits that
children learn and develop in different settings, not only in schools but also in family

and community settings, before they begin school:

That children’s learning begins long before they attend school is the
starting point of this discussion. Any learning a child encounters in
school always has a previous history. For example, children begin to
study arithmetic in school, but long beforehand they have had some
experience with quantity—they have had to deal with operations of
division, addition, subtraction, and determination of size.
Consequently, children have their own preschool arithmetic, which
only myopic psychologists could ignore. (Vygotsky, 1978a, p. 84)

By adopting a cultural-historical stance informed by Vygotsky’s ZPD, the current
research posits that intergenerational engagements and programmes are practices
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situated within institutions guided by cultural and historical traditions. Thus, these
practices are the main units of analysis of this project. Viewing intergenerational
engagements and programmes as part of a cultural-historical approach enabled a
critical examination of assumptions surrounding these programmes in the context of
specific historical and cultural settings and institutional practices, as well as the
dynamic roles and positions of all actors within the system. In other words,
intergenerational engagements and programmes were viewed as social processes that
necessitate participation in institutions and communities (Hedegaard, 2008, 2009;

Hedegaard & Fleer, 2013; Rogoff, 2003, 2014; Vygotsky, 1998).

In this research, intergenerational engagements and programmes are both
methodologically framed and contextually experienced as diverse, involve several
relating and participating actors, and differ depending on where the actor
engagements are ecologically, contextually, and culturally situated. Intergenerational
engagements and programmes can be understood in light of actors’ conflicting or
congruent intentions or motivations, institutional collaborations, and transitions and
transformations in activities and practices brought about by the temporality of time,
or the crisis context it comes with, within emerging glocal spaces and places of
possibilities. As such, I align with the premise that knowledge is within these social
processes and interactions. I also subscribe to the existence of multitudes of plural
realities being constructed through these systems, which I allude to throughout the

whole dissertation.

The cultural-historical paradigm has evolved and developed over the years through
researchers working on the different concepts that Vygotsky theorised. Two of these
researchers are Marianne Hedegaard and Barbra Rogoff, whose works are widely used
in the field of early childhood education and care but not in intergenerational studies.
I also discuss the concepts of artefacts and transitions and transformations as

relevant to this project.

2.2.1. Hedegaard’s Cultural-Historical Wholeness Approach
This research project also drew on Mariane Hedegaard’s (2008, 2009, 2012) and
Hedegaard et al.’s (2008) work on the cultural-historical wholeness approach, which

builds on and is rooted in the work of Vygotsky (1978b) and Leontiev (1978).
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Hedegaard’s (2012) concepts of institutional practice and activity settings focus on
activities and social situations within and across early childhood institutional settings.
She also posited that children learn and develop through participation in institutional
practice and across different institutions (e.g., kindergartens, families). This
viewpoint is important for my research project as I sought to understand
intergenerational engagements and programmes in the different institutions where
the youngest children participate. Figure 4 represents one part of the visual
conceptual model presented earlier. This part of the conceptual model has a particular
focus on the institutional perspectives in intergenerational engagements and
programmes. Hedegaard’s (2008, 2009) work has been particularly helpful as she
writes about studying children’s participation within these two main institutions.
Furthermore, Hedegaard worked on children’s transitions between these institutions
and the transformations that transpire from them (Hedegaard & Fleer, 2013). I took
these viewpoints into account in how I organized and designed my research, which is
also evident in my operational definitions and in how I conceptualised the visual

model.
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Figure 4. Institutional Perspectives on Intergenerational Engagements and
Programmes. From "Strengthening the call for intentional intergenerational
programmes towards sustainable futures for children and families” by C. T.
Oropilla  and  EE. @degaard, 2021,  Sustainability, 13(10),
https.//doi.org/10.3390/su13105564. Copyright 2021 by Authors. Reprinted
with permission.
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Hedegaard’s cultural-historical wholeness approach posits that ZPD manifests
through the incorporation of children, parents, and teachers’ viewpoints into
participation in institutional practices. She provided three levels of understanding to
view the learning and development process as a whole: societal perspective,
institutional perspective, and individual perspective (Hedegaard, 2008). Together,
these perspectives characterize children’s development and the many ways they
participate in different settings (Hedegaard, 2020). Her model also considers
positions, motives, and conflicts that ultimately lead to children’s development; these
have already been tested in ECEC contexts in Denmark and extended by researchers
in Australia. Hedegaard’s model is distinctive and valuable because it accounts for
children’s perspectives and participation within activity systems. Researchers who
use this model are urged to pay particular attention to this dynamic and positionality

of children through careful observation:

Children develop through participating in everyday activities in
societal institutions, but neither society nor its institutions (i.e.,
families, kindergarten, school, youth clubs, etc.) are static; rather, they
change over time in a dynamic interaction between a person’s
activities, institutional practice, societal traditions and discourse, and
material conditions. Several types of institutional practices in a child’s
social situation influence that child’s life and development. At the same
time, children’s development can be seen as sociocultural tracks
through different institutions. Children’s development is marked by
crises, which are created when change occurs in the child’s social
situation via biological changes, changes in everyday life activities and
relations to other persons, or changes in material conditions.
(Hedegaard, 2009, p. 72)

Furthermore, a wholeness perspective considers different processes that occur within
and between different institutions and structures in the form of societal traditions,
institutional practices, and personal activities (Hedegaard, 2020). The cultural-
historical wholeness approach also accounts for the transitions or changes that
children experience as they navigate varied practices within and between different
institutions, which is relevant to the sub-study on understanding intergenerational

programmes in Norway. Furthermore, scholars have used Hedegaard’s model to
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analyze motives, competences, and learning within different institutional settings.
Thus, this “wholeness approach” considers different institutional practices and
activities in institutions in which children participate, such as families and
kindergartens (Hedegaard, 2008, 2009). As such, conceptualizing intergenerational
engagements and programmes takes these three perspectives into account, which is
elaborated on in Article 2. The wholeness approach will also be used in this research
project as a method to organize reflections coming from the publications in this study.
Furthermore, the concept of motive is viewed as interlinked with intentions behind
intergenerational engagements and programmes, particularly of individual actors

within the activity system.

In drawing up the visual conceptual model, I have extended Hedegaard’s (2008;
20009; 2012) model to understand different actors who contribute to intergenerational
engagements and programmes (see Figure 2). In Article 2 (Oropilla & @degaard,
2021), I discuss the rationale for extending her wholeness model, as I found that it
does not fully capture the essence of intergenerational engagements and programmes.
As such, in Table 1, I have specified the main elements represented and visualized in
my conceptual model in relation to Hedegaard’s (2008; 2009; 2012) Wholeness

Approach model with three levels of perspectives for understanding.

Table 2. Wholeness approach and intergenerational visual model concepts

and actors

Individual perspectives Young children
Older adults

Institutional perspectives Early childhood education and care
institutions
- Teachers or practitioners
Families
- Parents/relatives

Societal perspectives Places and spaces (physical, digital, and
theoretical)
Cultures, values, norms, traditions,
rules, laws, policies, and environments

Time

Leaning on Hedegaard’s (2008; 2009; 2012) work, intergenerational engagements

and programmes are regarded as complex activity systems in which younger children,
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older adults, practitioners, and families act, interact, and contribute to their learning
and development. From this perspective, children and adults are viewed as active
participants and agents in their institutions; thus, they contribute to their own
conditions for learning and development in everyday practice (Hedegaard, 2009,
2018; Rogoff, 2003), which Hedegaard also refers to as activity settings (Hedegaard,
2012). Hedegaard (2008) used the concept of activity to refer to children’s intentions
and motives as they participate in institutions mediated by practices (Hedegaard,

2012).

As previously discussed, the visual conceptual model accounts for the social and
material conditions contextualizing these intergenerational meetings and indicates
the importance of considering temporality to analyse and articulate my
understanding of these engagements and programmes. I utilize this conceptual model

to discuss and reflect on the results of this research project.

Furthermore, this visual model captures the collaborative and relational nature of
engagements and programmes, as well as the society, cultures, norms, values,
policies, and traditions in which they are located and that form children’s social
situation of development (Hedegaard, 2009). In the process, I captured the need for
cultural sensitivity to understand and interpret these engagements and programmes,
as each country, place, and institution creates different conditions for children to

participate, learn, and develop.

2.2.2. Rogoff’s Learning by Observing and Pitching In (LOPI)
Whilst Hedegaard focused on children’s learning in formal institutional settings, I
also acknowledge in this project that learning and development occur in
intergenerational engagements in family and community settings. Rogoff (2014)
posited that children learn by intently observing and contributing to endeavours or
activities in the community to which they belong. Thus, with LOPI, learning
opportunities for children are embedded in everyday life experiences because they can
contribute and use available materials in their immediate informal and nonformal
environments and community settings. LOPI was used as an analytical framework in
one empirical article in this dissertation. I also drew from LOPI in the development

of my conceptual model. Furthermore, LOPI has been an important concept in Article
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5 in this dissertation that discusses intergenerational engagements within multi-

generational families in the Philippines.

Rogoff suggested that this form of informal learning is prevalent in many indigenous-
heritage communities in the United States, Mexico, and Central America (Rogoff,
2014), which resonates with the context of the Philippines. Rogoff (2014) contrasted
LOPI, formerly known as “intent community participation,” with what she called
“assembly-line instruction,” a “widespread way of organizing Western schooling” in
which adults attempt to control children’s attention, motivation, and learning (p.69).
The use of predominantly Western concepts of learning and development, such as
formal institutional schooling, often overlooks the strengths and important role of
cultural communities in these processes (Rogoff et al., 2017). Cultural values,
practices, and learning opportunities are not necessarily recognized and visibilized
when they occur in everyday life and immediate settings (Rogoff et al., 2017).
Furthermore, well-meaning researchers who include participants from diverse
cultural and non-normative backgrounds seldom adjust their research methods,
procedures, and interpretation to make them appropriate for the settings where data
are generated (Rogoff et al., 2017). Thus, in this research project, my approach aligns
with Rogoff et al.’s (2017) call to understand and interpret experiences and
engagements according to the context in which they are located. Rogoff et al. (2017)
highlighted the importance of using a strengths-based approach, cultural sensitivity,
and appropriateness, which must be reflected in research and how research is

conducted.

2.2.3. Artefacts
Within the cultural-historical paradigm, Gould and Cohen’s (1994) concept of
artefacts is also relevant. While it may have different meanings in different fields of
study, it is understood in this research project as cultural tools or materials to which
the main users assign both cognitive and affective content (Gould & Cohen, 1994).
Wartofsky (1979) categorized artefacts into three categories: 1) primary artefacts,
which are physical entities used in production, 2) secondary artefacts, which are forms
of representations of primary artefacts and 3) tertiary artefacts, which emerge when

“the forms of representation themselves come to constitute a ‘world’ (or ‘worlds’) of
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imaginative practice” (p. 202). Overall, artefacts are understood to be location-based
and related to local culture. In this research project, artefacts can be understood as
tools with facilitating functions that contribute to learning in intergenerational
engagements and programmes. They can also take the form of everyday objects in
children and older adults’ environments, signs, language, and models (Jdegaard &

Pramling, 2013; Vygotsky, 1978a; Whitehouse et al., 2021).
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Figure 5. Artefacts entangled within intergenerational engagements and
programmes. From "Strengthening the call for intentional intergenerational
programmes towards sustainable futures for children and families” by C. T.
Oropilla  and  EE. Qdegaard, 2021,  Sustainability, 13(70),
https.//doi.org/10.3390/su13105564. Copyright 2021 by Authors. Reprinted
with permission.

In this research project, I lean on Hedegaard & @degaard’s (2020) work on artefacts

as historical and meaningful entities that can inspire intergenerational collaborations,

conversations, explorations, and practices in glocal contexts. My study considers

artefacts as embedded in intergenerational engagements and programmes as activity
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systems as visually represented in Figure 5. From this viewpoint, I see artefacts as
part of the intersections where different generations meet. In addition, I see artefacts
as having mediating functions within the activity setting and practices, and as such
the use of artefacts poses opportunities and collaborations between young children

and older adults as evident in Articles 3 and 5 in this dissertation.

2.2.4. Transitions, Transformations and Time
As previously discussed, Hedegaard’s model is particularly useful for understanding
transitions and transformations in intergenerational engagements and programmes
due to the societal conditions of the time of the pandemic. These concepts are central
to my research project; transitions and transformations have resulted from the

ongoing international crisis represented by the COVID-19 pandemic.

In this project, transitions are understood as changes that have occurred, which in
turn led to transformations in practices within the settings or environments in which
one participates. In other words, I see that these two concepts are interrelated and co-
dependent with each other and the concept of time. Thus, the concepts of transitions
and transformations are contingent on the social conditions of development,
including policies and regulations that are relevant to this particular period of time.
This is represented by the two arrows representing time in the visual conceptual

model (Figure 6).
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Figure 6. Time, Transitions and Transformations. From "Strengthening the call
for intentional intergenerational programmes towards sustainable futures for
children and families” by C. T. Oropilla and E.E. @degaard, 2021, Sustainability,
13(70), https://doi.org/10.3390/su13105564. Copyright 2021 by Authors.
Reprinted with permission.

The concept of time is key in intergenerational engagements and programmes as

“ime 1s a continuum that generations continuously journey on.
Intergenerationality necessitates a consideration of the events of the past,
present and the future. There should be an acknowledgement that, while time
is continuous and never-ending, it is fleeting and temporary.
Intergenerational thinking should always consider the changes that time

brings.”
(Article 2, Oropilla & @degaard, p. 7)

As such, in this research project and in intergenerational engagements and
programmes, the temporality of time necessarily comes with many transitions and

transformations.
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In the field of early childhood, research on transitions has been linked to the change
that children must go through as they move on to participate from one institution to
another as they grow older. These transitions typically pertain to children moving
from infancy at home to early childhood settings (White et al., 2020) and from early
childhood settings to primary school (Purtell et al., 2020). This concept is also the
unit of analysis for children who will participate in early childhood services for the
first time in a new landscape such as the experiences of children from migrant families

(Picchio & Mayer, 2019).

Seeing transitions and transformation from a cultural-historical theoretical
perspective provides a framework for understanding transitions that acknowledges
“the complexity inherent in understanding the multiple transactional factors that
influence each child’s learning and transition experiences and the diversity that exists
within groups as well as between groups of children” (Peters, 2014, p. 105). This is
particularly true if one thinks of development as linked to how Vygotsky (1998) links
it with the crisis of age: that children experience crisis as they transition from one age
to the other and from one setting to the other. This process is “a variety of internal
development processes... [that] operate only when the child is interacting with people
in his [sic] environment and in cooperation with his peers” (Vygotsky, 1978, p. 90).
As such, development could be thought of as changes as people participate in their
communities (Rogoff, 2003), and transitions and transformations stem from changes
in the demands and practices embedded in children’s social situations (Hedegaard
2014, 2008, 2009). Hedegaard (2014) explains that demands and conditions in social
situations can be broadly understood as the forces surrounding children and their
surroundings that are located in their activity settings. In this research project,
transitions and transformations to intergenerational engagements and programmes
are related to the changes posed by the pandemic, which is elaborated in Articles 3

and 5 in this dissertation.
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2.3. Childhood Studies

It is important to note that concepts from Childhood Studies8 have also been essential
in the conceptualization of this model, particularly how children are seen and how
research is conducted. Figure 7 was my starting point as I was drafting the visual
conceptual model. This interacting nature of the young and the old was also my
starting point when I first started conceptualizing this research project. I leaned on
Childhood Studies for knowledge on children’s rights, voices and agency, which I
believe (and still believe) is an essential part of understanding intergenerational
engagements and programmes. This has been discussed and made evident in Article
1 in the scoping literature review to investigate how children’s voices are listened to
in intergenerational studies, and in the discussion in Article 2, where the perspectives,
agency, voices, and backgrounds of young children and older adults are recognized as

part of the whole activity system of intergenerational engagements and programmes.
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Figure 7. The starting point of the conceptual model: children and older adults
perspectives. From "Strengthening the call for intentional intergenerational
programmes towards sustainable futures for children and families” by C. T.
Oropilla  and  EE. Qdegaard, 2021,  Sustainability, 13(10),
https.//doi.org/10.3390/su13105564. Copyright 2021 by Authors. Reprinted
with permission.

8 Childhood Studies is also sometimes referred to as the “new sociologies of childhood” (Bluebond-Langner &
Korbin, 2007; Qvortrup et al., 2009).
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To further elaborate, this research project views younger children and older adults in
a socio-cultural context in which they prosper and make meaning through
interactions with their environment and each other (James et al., 1998). Furthermore,
children are considered to be active social agents who participate in knowledge
construction and the daily experience of childhood (Alanen, 2009; Alanen & Mayall,
2001; James & Prout, 1997; Mayall, 2002). From this perspective, young children are
agents who are capable and active authors of their own narratives and lived
experiences (Garvis et al., 2015). Thus, there must be careful consideration about how
they can participate within the environments where they live and are entwined. In this
research project, the tenets of the UN Convention on the Rights of the Child (UNCRC)
(United Nations, 1989) are also upheld, particularly with regard to ethical

considerations.

Additionally, the concept of generations which has already been discussed in
preceding sections is visualised in my conceptual model as more than a structural
understanding based on age cohorts in the human lifespan. The constant interaction
and overlapping relational nature of generations offer a deeper understanding of this
concept, hence the term “inter-generational” (Alanen, 2014, 2020). Here, I have
intentionally decentred children to emphasize their social entanglements within their
environments (Spyrou, 2017). Furthermore, children’s contemporary worlds are
laden with materialities, such as digital tools and technologies, that lead to certain
conditions in how they can participate and be active agents within these environments
across time and different digital, theoretical, and physical spaces, which I have also

captured in the model.

I also subscribe to the notion that children are more than merely becoming. Uprichard
(2008) adopted the perspective that children should be viewed as both being and
becoming. She wrote that “perceiving children as ‘being and becoming’ does not
decrease children's agency, but increases it, as the onus of their agency is in both the
present and future” (Uprichard, 2008, p. 311). These concepts are relevant to my
research project because of the temporality of time; all generations evolve, transition,
and transform as they interact with each other and their environments over time. In

my view, these concepts are lifelong processes and not static outcomes. Thus,
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children’s ability to participate in matters that involve them and their path where they
are both ‘beings and becomings’ is recognized. I subscribe to the notion that children
and their childhoods can represent symbolic values related to their democracy and
autonomy (Kjerholt, 2007). In this light, children are active participants in

reproducing and representing cultures and national identities (Kjorholt, 2007).

Congruently, this research also recognizes that different age groups can contribute
their own wisdom and strengths to society, especially younger children. Both age
groups are similar in that they have their own unique culture, which the other group
could benefit from. This is also true of those in the “sandwich generations,” who play

their own important roles in intergenerational engagements and programmes.

In this research project, I also acknowledge the pluralities of childhood and the lived
experiences of children from all over the world which is also emphasized in the field
of Childhood Studies. Whilst there may be debates on epistemological frictions
between childhood studies and developmental psychology, from which Hedegaard’s
work originated, I subscribe to “a meaningful, integrative interdisciplinarity in studies
of childhoods, where disciplines are engaged in productive dialogue, unafraid to
identify frictions yet to make common cause” (Tatlow-Golden & Montgomery, 2021,
p. 5). Thus, in this research, these epistemologies are not opposite but rather
complementary—a view that Hedegaard herself subscribed to, as reflected by her
recent works on children’s perspectives and institutional practices (Hedegaard,
20204, 2020). However, since the focus of my research is not just on childhoods, but
on the intersection of childhoods and older adulthood, I needed supplementary
theories and perspectives to understand these engagements and programmes as

arenas for learning and development not just of children but of all those involved.

2.4. Glocality

In this research project, I acknowledge that the history of intergenerational
engagements and programmes is rooted in global phenomena, such as population
diasporas resulting from the search for better job opportunities, the development of
medical technologies that have led to longer lifespans, and the expansion of high-
quality age-based social services in some countries (Newman, 1989, 1995). However,

I also acknowledge that experiences of intergenerational engagements and
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programmes are specific to countries, places, and cultures at specific times (see Figure
8). The concept of glocality situates intergenerational learning as a global
phenomenon that necessitates local and indigenous understandings and
interpretations “for although we always sense the world in a local place, the people
and things that we sense are not exclusively local: media of all kinds extend our

perceptual field” (Meyrowitz, 2005, p. 22).
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Figure 8. Glocality and societal perspectives. From "Strengthening the call for
intentional intergenerational programmes towards sustainable futures for
children and families” by C. T. Oropilla and E.E. @degaard, 2021, Sustainability,
13(10), https://doi.org/10.3390/su13105564. Copyright 2021 by Authors.
Reprinted with permission.

While the global versus local debate is a binary discourse in many publications,
Meyrowitz (2005) argued that “the localness of the experience is constant” (p. 21)
although global ideas and trends can easily spread through media and lead to the loss
of local values and ideals. Thus, instead of being caught in the global—local dilemma,
“the local and the global co-exist in the glocality” (Meyrowitz, 2005, p. 25) because we
live in synthesized glocal realities. Glocality, then, could provide an arena for more

global discourses to be understood with local interpretations, such as early childhood
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programmes, play, and explorations (Jdegaard, 2015). Furthermore, the concept of
glocality considers the role of cultures, which penetrate engagements and
programmes, as illustrated in the visual model above. Additionally, glocality can also
penetrate methodological decisions in terms of adjustments to methods to suit

research contexts. An example of this is discussed in the next section.

The concept of glocality has also penetrated intergenerational research. Whitehouse
et al. (2021) have used glocality to advocate for “intergenerativity,” a new term that
they have proposed as an “(eco)social construct” (p. 30) that “signifies blending and
going between many different forms of creativity to design a flourishing beyond” (p.
30). Intergenerativity entails the fusion of activities, experiences, and conversation
amongst “often disconnected sources of human creativity” (p. 30) to inspire ideas and
innovations (Whitehouse et al., 2021). Whitehouse et al.’s use of glocality highlights
the need to expand global connections and to collaborate both globally and locally.

In this research project, I have also pursued the concept of glocality by proposing a
globally aware but locally appropriate stance to understand and interpret
intergenerational programmes and engagements. In doing so, I use a critical
epistemology of intergenerational engagements and programmes that could be
considered a decolonization of a more global and popular understanding. As above, I
have discussed how these meetings between young children and older adults are
rooted in histories in different parts of the world; in turn, these histories are rooted in
diverse cultures and thus require a more nuanced understanding. I used the
Philippines as an example of a country where intergenerational programmes have not
thrived due to a lack of elderly homes; instead, intergenerational engagements occur
in family and community settings. In the context of the Philippines, I have suggested
the use of a local psychological framework such as Virgilio Enriquez’s Sikolohiyang
Pilipino (SP) (Enriquez, 1978; Pe-Pua & Protacio-Marcelino, 2000). In this
framework, Filipino cultural concepts and values comprise and explain the core of
Filipinos’ everyday decisions and behaviours, which could also explain the prevalence
of intergenerational engagements in family and community settings. Sikolohiyang

Pilipino also accounts for research methods that Filipinos respond to best, which I
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have incorporated in empirical data generation methods and strategies. I discuss this

in more detail in Article 4 in this dissertation (Oropilla & Guadana, 2021).

2.5. Visibilization

Visibilization is a concept that has been widely used and problematized not only in
visual media studies but also in sociology and anthropology in the context of making
underrepresented and marginalized groups, practices, or situations more visible to
the mainstream public eye. Examples include feminist and gender rights studies
(Brennan, 2020; Reyes & Lizarde, 2022) and awareness building for minority cultural

and marginalized groups (Delgado & Madonia, 2018; Patel, 2019).

Everyday life experiences, especially the practices that are frequently experienced
such as habits, are often rendered mundane, invisible and as such taken for granted.
One such example of an everyday life practice is work (Engestrom, 1999).
Intergenerational engagements and programmes, particularly those that are
experienced as part of everyday lives could also be considered part of these not so

visible and taken for granted practices.

Galloway (2004) writes that social and cultural theories “have always been interested
in rendering the invisible visible and exposing the mundane” (p. 385). In terms of
methodology and representation, visual data are considered powerful data sources
with the potential to represent histories, cultures, and lived experiences. As such,
visibilization is a powerful method and analytical concept for visibilizing

intergenerational learning in community and family contexts.

Particularly in Article 5 of this research project, I used Heywood and Sandywell’s
(2012) conceptualization of visibilization, which posits a critical reorientation of
seeing images and videos to reflect on visual production, what is made visible, and for
what reason. I have used visibilization as a critical analysis lens to explain what is
made visible through the social and material conditions that comprise the production

process.
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2.6. Section Summary

In this section, I discussed the theoretical and analytical frameworks and conceptual
design that supported this research project. These theoretical underpinnings were
important for framing this research project, particularly to answer the overarching

research questions and fulfil the research aim.
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Figure 9. Theoretical locations in the visual conceptual model. Adapted from
"Strengthening the call for intentional intergenerational programmes towards
sustainable futures for children and families” by C. T. Oropilla and E.E.
@degaard, 2021, Sustainability, 13(10), https.//doi.org/10.3390/su13105564.
Copyright 2021 by Authors. Reprinted with permission.

The visual conceptual model offers a synthesis of how the different concepts and
perspectives are intertwined with each other (see Figure 9). In visualizing the different
elements and actors within intergenerational engagements and programmes, I allude
to how these perspectives complement each other in forming the social and material
conditions of conceptualization and implementation of these initiatives in the field of
early childhood education and care. In addition, taking on a social epistemological
stance allowed me to bring childhood studies concepts with cultural-historical

perspectives in theories into a visual conceptual model, which is a contribution from
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the field of early childhood education and care where these theories and perspectives

are usually applied in practice.

These theoretical perspectives and concepts were helpful for obtaining deeper and
richer insights into the study, facilitation, and practice of intergenerational
engagements and programmes. Furthermore, I consider the conceptual model, in
which different elements and actors collaborate to make these intergenerational
meetings occur, as a contribution to the further study of these engagements and

programmes.
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3. Methodology

In this section, I expound on the research design that underpinning this research
project. I describe the data generation and data analysis processes, which contributed
to answering the research questions. I also detail the decisions made to ensure full
transparency throughout the research process. Finally, I discuss ethical

considerations and my reflections as a researcher.

3.1. Research Design
As discussed above, this research paradigm adopts a social epistemological paradigm,
which affords a qualitative approach to research. Using this research paradigm, I
designed qualitative research that located me, the researcher, as an observer and
participant in the world (Denzin & Lincoln, 2013) and “[consisted] of a set of
interpretive, material practices that make the world visible” (Denzin & Lincoln, 2013,
p. 6). Within this research paradigm, data can take diverse forms, including but not
limited to research field notes, conversations, photographs, and video recordings
(Denzin & Lincoln, 2013). These data sources can be interpreted through an
understanding of their natural settings and the nuanced meanings that people assign
to them (Denzin & Lincoln, 2013). Furthermore, social epistemologies recognize the
important role of participants’ participation and agency. The role of the researcher is
to go along and generate knowledge alongside participants through the selected
methods. I recognize that data are always nuanced and never objective and cannot
simply be “collected” as “raw” material. Accordingly, I have avoided calling this

process “data collection” but instead intentionally use the term “data generation.”

Since the aim of this research project was to generate data to understand
intergenerational engagements and programmes in early childhood settings, several
methods were used to generate qualitative data. Qualitative research “privileges no
single methodological practice over the other” (Denzin & Lincoln, 2013, p. 11). Thus,
a researcher can employ multiple methods and strategies to generate data that are
appropriate for answering the research questions. Therefore, I adopted a mixed
methods approach that was “generative and open, seeking richer, deeper, better
understanding of important facets of our infinitely complex social world” (Greene,
2007, p. 20). In the process, I hoped to use the generated knowledge to identify other
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questions that should potentially be addressed in the future. Furthermore, I used the
conceptual model discussed in Section 2 as a guide to conceptualize the research

project, data sources, and methods that would be most appropriate for the time and

conditions of the study.
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Figure 10. Research Sub-Studies in Conceptual Model. Adapted from
"Strengthening the call for intentional intergenerational programmes towards
sustainable futures for children and families” by C. T. Oropilla and E.E.
@degaard, 2021, Sustainability, 13(10), https.//doi.org/10.3390/su13105564.
Copyright 2021 by Authors. Reprinted with permission.

As shown in Figure 10, I attempted to generate theoretical and empirical data with a

focus on the different actors and elements that comprise the conditions in which

intergenerational engagements and programmes occur. Sub-study 1 offers an

individual perspective, as it focuses on children’s voices and participation in

intergenerational research, whereas Sub-studies 3 and 5 focus on institutional
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perspectives from early childhood education settings and families. Sub-study 4 offers

a more societal/cultural perspective; it proposes a glocal understanding of learning in

intergenerational engagements and programmes. Finally, Sub-study 2 provides a

conceptual discussion of all elements in the model. In the current section, I focus on

Sub-studies 1, 3, and 5 because Sub-studies 2 and 4 are conceptual in nature. Table 3

presents an overview of the sub-studies, methods, data, and participants:

Table 3. Sub-Study Methods

conversations and
messages on
social media
messaging
platforms

families

Sub-Study Year Methods Data Participants Reporting
1 | Literature review | 2019 Scoping review of Published journal Not applicable Publication 1
related literature articles with a
focus on
children’s voices
and participation
2 | Conceptual work | 2019 Literature review Theories and Not applicable Publication 2
concepts
3 | Intergenerational | 2020- | Collaborative online Participant 59 early childhood | Publication 3
Programmes in 2021 form responses practitioners from
Norway during 27 municipalities
the pandemic Online focus group 60-minute Six early
discussion transcript childhood
practitioners from
three
municipalities
4 | Intergenerational | 2019- Conceptual work Non-Western Not applicable Publication 4
Learning and 2020 publication on
Sikolohiyang Sikolohiyang
Pilipino Pilipino
5 | Intergenerational Online form Participant 17 participants Publications
Engagements in | 2020- responses 5
the Philippines 2021 Call for photos and | Photos and videos Two
in the context of videos provided by multigenerational
a pandemic participants (28 families from the
videos and 27 Philippines
photos)
Pakikipagkwentuhan Transcripts of Two parents from
informal multigenerational

Each sub-study features distinct data, methods, participants, and sampling. Thus, in

the following sub-sections, I discuss each sub-study in detail. However, it is important

to note that these sub-studies resulted from rapid decisions that had to be made due

to the pandemic. In the following sections, I also provide reflexive accounts of how

these sub-studies developed.
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3.1.1. Sub-Study 1: Scoping Review
Sub-Study 1 consisted of a literature review that focused on children’s voices and
participation in intergenerational research. I considered it part of the data generation
process, as it served as a starting point for identifying gaps in the research, the
research design, and the unit of analysis. The main aim was to explore
intergenerational research that involved children’s perspectives and to identify spaces
for further research. I considered the literature review as Sub-Study 1 for this research

project, as it was a study in its own right.

Scoping reviews are essentially a systematic approach to reviewing literature reviews
in order to map out, describe, report and discuss certain characteristics or concepts
from a topic (Munn, 2018). Being a relatively new approach in contrast to the
traditional systematic review which also uses a systematic search followed by a
screening and study selection (Munn, 2018), the terminologies “scoping review” and
“literature review done systematically” are used concurrently within the kappe and
article 1 due to the systematic approach to reviewing literature which will be discussed

further below.

The methodology for the literature review to identify trends in children’s voices and
participation in intergenerational research was inspired by the scoping review format
that is most prevalent in health sciences. I used a workflow patterned after the
PRISMA workflow (Moher et al., 2009). During this process, I needed to set specific
inclusion and exclusion parameters to systematically select articles. I also had to use
specific Boolean terms in my search with the help of a librarian. After 464 initial
articles were found in the databases, 235 duplicates were removed and 229 underwent
abstract reviews to ensure that they conformed to the inclusion and exclusion criteria.
A total of 60 articles were included in the synthesis, while 169 articles were excluded

from the synthesis for the following reasons:

1. While children were involved in interactions, only the voices of the
older adults, institution staff, older adolescents, teenagers, college
students, parents, and young adults were sought. Articles that have
included voices of older children in high school and college have
been excluded to concentrate on the voices of the youngest children
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2. Program profiles, program planning, and their benefits were
highlighted.

3. Children were present, but their voices were not sought.

4. Some articles that have been written in languages other than
English have also been excluded because of the author’s
incapability to read Chinese, Japanese, French, Portuguese, and
Spanish.

(Oropilla, 2021, p. 83)

The entire process is discussed in a chapter of the book Childhood Cultures in
Transformation: 30 Years of the UN Convention on the Rights of the Child in Action
towards Sustainability (@degaard & Borgen, 2021) in which this scoping review was
published (Oropilla, 2021). The results of this sub-study are further discussed in the

next section of this kappe.

The systematic literature review was intended to scope out trends and inform
decisions on the design of this research project. In the original plan and research
design, the focus was on conversations and stories between young children and older
adults, which would have offered more individual perspectives of intergenerational
engagements and programmes. However, because of social conditions at the time of
the data generation stage, access to young children and older adults was difficult, as
both age groups had to be protected from COVID-19 transmission; the latter group
was at the highest risk during the pandemic (Centers for Disease Control and
Prevention, n.d.). Thus, I had to rapidly change the focus of my research project to
understand how these engagements and programmes occur by shifting from a focus
on directly working with young children and older adults to working for them through
data generation with early childhood practitioners and families. I also realized that
these conditions made intergenerational meetings very difficult, highlighting that
intergenerational engagements and programmes are complex activity systems that
require better comprehension. For a richer understanding, it was important to include
participants who could provide both personal and institutional perspectives of
intergenerational engagements and programmes in settings in which young children

participate: the family and early childhood settings. Furthermore, I realized that there

67



was a need to articulate the different elements that comprise intergenerational
engagements and programmes to highlight the entirety and complexity of
intergenerational engagements and programmes. Thus, this realization, along with
the conditions that prevented me from pursuing my originally planned fieldwork, led

me to conduct conceptual work (Sub-Studies 2 and 4) in 2020 (see Figure 11).

2020-2021

¢ Sub-Study 3: Data
generation in Norway

o Sub-Study 5: Data
generation in the Philippines

® Sub-Study 1: Literature
review

® Sub-Study 2: Conceptual
work

® Sub-Study 4: Conceptual

2019-2020

Figure 11. Research Timeline

3.1.2. Sub-Study 3: Pandemic Transitions in Intergenerational
Programmes in Norway

This sub-study was developed to identify changes in ongoing intergenerational
programmes at kindergartens in Norway due to the COVID-19 pandemic. Based on
informal conversations with colleagues, intergenerational programmes that involved
barnehager and elderly nursing homes occurred all over Norway, but there was little
information about and documentation of these in academic research. Thus, this
research project was documented in one of the few academic papers (Article 3) on
Norwegian intergenerational institutional practices in praxis, and theoretical

concepts were applied to it.

Research Participants and Sampling for Sub-Study 3
In this sub-study, early childhood practitioners in Norway were targeted as
participants. Gaining access to early childhood practitioners in kindergartens with
ongoing intergenerational programmes proved to be difficult; this was challenging
even before the onset of the pandemic because I am a cultural outsider, but it became
68



much more difficult when it spread. Thus, purposive sampling was chosen as a
sampling strategy. I welcomed the help and collaboration with a non-government
organization, Livsglede for Eldre, with an existing network of kindergartens. Along
with my main supervisor, I had several online meetings with organization
representatives to solidify the details of the collaboration. These meetings helped
build camaraderie and a working relationship9 that was beneficial to the research
project. Livsglede for Eldre helped disseminate the link to the online form that we
have collaboratively created together with their network. In addition, upon the
research director’s approval, I used the KINDknow! Centre’s Facebook page to
spread the online form to a wider public audience. I also posted the Facebook post in
a group called “Idebroen debatt” with the help of a Norwegian master’s student in
kindergarten education, who also sent the email and link to the online form to her
own network. The same master’s student helped me conduct the online focus group
discussion which will be further discussed later. Data generation for this sub-study

was conducted from November 2020 until May 2021.

Methods for Sub-Study 3

Online Form
The online form (see Appendices) was formulated for the specific purpose of learning
about early childhood practitioners’ views on intergenerational programmes
(generasjonsmeoter) in Norway and to identify changes that occurred during the
pandemic. It was not limited to early childhood practitioners who had experience with
generasjonsmaoter; the questions were formulated to capture the insights of
practitioners with and without such experiences. Respondents who had experience
with generasjonsmeter were asked about transitions and transformations due to the
pandemic, while those who did not have experience with generasjonsmeater were

asked for their thoughts on generasjonsmeoter in barnehager settings under the

9 The partnership with Livsglede for Eldre also resulted in a co-authored chronicle piece that I wrote with one of
their representatives.

10 KINDknow Centre is also locally known as “Barnkunne.”
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assumption that they had some knowledge of these programmes. In total, 59 early

childhood practitioners from 27 municipalities in Norway completed the online form.

The questions included a balance between close-ended and open-ended questions.
Most of the close-ended questions were asked to identify participants’ profiles, while
most of the open-ended questions were intended to probe early childhood
practitioners’ insights. Since the online form was targeted at Norwegian early
childhood practitioners, both Norwegian and English versions were made available
on the SurveyXact platform. I collaborated with representatives from Livsglede for
Eldre to formulate and validate the questions in the online form. This process was
very helpful, as the collaboration resulted in more appropriate word choices in

Norwegian, which I would not have been able to formulate on my own.

Online Focus Group Discussion
An online focus group discussion was conducted through Zoom in March 2021 to
supplement and validate responses from the online form. Six early childhood
practitioners were invited to join the discussion. I ensured that there was balance in
the participant’s profiles: three women and three men from three municipalities in
Norway (Oslo, Sandnes, and Bergen). Open-ended questions similar to those in the
online form were used in the focus group discussion (see Appendices), with the
primary purpose of probing the kindergarten practitioners’ thoughts on
generasjonsmater. Moreover, the Norwegian master’s student helped me to conduct
the focus group discussion, as I am not yet proficient in Norwegian. While I asked the

questions in English, I assured the participants that they could answer in Norwegian.

Ethical Considerations for Sub-Study 3
All participants in the online form were informed about the research project, its aims,
and their rights as participants. They had to agree that they understood the project’s
research aims and that they agreed to participate before they could complete the form.
In addition, all six participants who were invited to join the online focus group
discussion were provided with information letters translated into Norwegian and
consent forms. In the information letters, I assured them of their anonymity and

informed them about how the data would be used and stored. They were also
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informed that they could contact me at any time if they wanted to rescind their

participation.

Data Analysis and Validation for Sub-Study 3
Data from the online form were extracted and translated into English. Data from the
focus group discussion were also transcribed and translated into English.
Furthermore, I made an Excel spreadsheet of data from the online form and online
focus group discussion, which simplified the organization and summarization of the

thematic interpretations that emerged from the data.

However, risks to data validity and distortion of original meanings may result from
translating transcriptions, which can lead to distrust from participants (Pym, 2010).
Thus, validation was conducted with relevant stakeholder groups to confirm the
generated data (Emmel, 2013). These stakeholder groups consisted of my Norwegian
supervisor and colleagues from Livsglede for Eldre, who reviewed the generated data

with me.

In addition, thematic content analysis (Braun & Clarke, 2006) was used to analyse the
data. I drew from Hedegaard’s (2008) principles for interpreting research protocols
in the analysis for this sub-study. Several rounds of reading and re-reading were
conducted to familiarize myself with the generated data in both the original language
and the translations, in accordance with Hedegaard’s (2008) view of common-sense
interpretation as the first level of data analysis. Next, stakeholder validation was also
performed as part of situated practice interpretation, in which theoretical concepts
and their patterns are formulated in relation to the research aims. Finally, thematic-
level interpretation, in which the conceptual patterns that emerge from the data are
reduced to formulate new concepts in the research, was conducted (Hedegaard,
2008). Data were inductively analysed by assigning codes to answer the research
questions (Braun & Clarke, 2006). The coding and organization of themes centred on
changes in societal, material, and physical conditions in intergenerational
programmes due to the pandemic. The findings from these methods are presented in
Article 4.
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3.1.3. Sub-Study 5: Intergenerational Engagements in the Philippines in

the Context of a Pandemic

Research Locale, Participants, and Sampling for Sub-Study 5
In this sub-study, the primary unit of analysis was intergenerational engagements in
family contexts at the height of the COVID-19 lockdown (April to July 2020). In this
sub-study, the aim was to generate data from different parts of the world. To this end,
an online form (see Appendices) on the SurveyXact platform was created at the height
of the lockdown to gather intergenerational experiences during the pandemic in
acknowledgement of the pluralities of experiences. This was a different online form
than the one used in Sub-Study 3. The link to this online form was posted and shared
on KINDknow’s [BARNkunne’s] public Facebook page; it was ensured that it would
reach different parts of the world to attract participants from different countries. I
re-posted and shared this post on my personal Facebook account and via email. I also
asked colleagues to share the link with their own personal networks. Ultimately, the
participants who completed the online form and were willing to take part in the study
were from the Philippines, as they were part of my social network. Thus, the main

participants in this sub-study came from the Philippines.

By sending the online form to a wide audience from different parts of the world, I
intended to encourage some participants to send photos and videos of their lived
intergenerational engagements during the COVID-19 lockdown. Two mothers of
young children who lived in multi-generational family contexts in the Philippines sent
a substantial number of photos and videos of their children’s interactions and
activities with their grandparents during the lockdown. Thus, in this sub-study, I
considered them as two emergent case studies. I remained in contact with them
throughout the months of the pandemic lockdown and consulted with them while

processing their visual data and before publishing the article that included their data.

11 The post was boosted to ensure that it would be visible in Melbourne, Australia; Berlin, Germany; Copenhagen,
Denmark; the Hordaland region, Oslo, Trondheim, and Ser-Trendelag in Norway; Manila, Philippines; and Santa
Fe, New Mexico; New York; and Philadelphia, Pennsylvania in the United States.
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Methods for Sub-Study 5

Online Form
The online form created for this sub-study drew from epistolary interviews. First
described by Debenham (2001), epistolary interviews are asynchronous one-to-one
interviews mediated by technology. They are recommended for conducting fieldwork
during a pandemic, as interviews can be held on online platforms to eliminate the risk
of infection (Lupton, 2021). In this method, research participants are sent open-
ended and probing questions through email, which they can respond to at their
convenience. This provides participants with enough time to consider the questions
and their responses. This can result in thoughtful exchanges between the researcher
and the participants, which further develops their relationship. The online form was
particularly advantageous in this study because it provided a neutral arena for both
the participants and myself to use a language that could possibly not be our mother

tongue.

However, since I attempted to generate data at the height of the pandemic as everyone
transitioned to “the new normal,” epistolary interviews fell through as a method as I
piloted them. I sent the open-ended questions to some colleagues through email and
received feedback that I could achieve the same goals by using an online form on a
platform such as SurveyXact. Thus, I created an online form based on this feedback
with open-ended questions to enable participants to supply narratives of interactions
between younger children and older adults during the pandemic lockdown. In the
same form in which information about the project was included, participants were
also encouraged to submit photos or videos that documented intergenerational
engagements between younger children and older adults. The online form and the

questions were piloted and validated by my colleagues.

Participant-generated Photos and Videos
Another low-risk method that was recommended during the pandemic was to
encourage willing participants to take photos and videos (Lupton, 2021). I invited
participants to send me photos and videos of intergenerational engagements of young
children and older adults during the pandemic. Participants who agreed to send

photos and videos were provided with an information letter and consent forms for the
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research project. Because of the conditions imposed by the pandemic, I could not
physically travel to take photos or videos of intergenerational engagements or
programmes. Thus, this method of eliciting visual data provided an alternative way to
generate data despite the pandemic and the distance between myself in Norway and
participants in the Philippines. This method lent itself to the visibilization of
outcomes of intergenerational engagements (i.e., learning, development, and
sustainable opportunities) in a cultural context that is underrepresented in research.
This method also made it possible for intergenerational engagements to be
investigated within the context of everyday lived experiences in environments that are
interspersed in social relations and firmly situated in cultural values, activities, and
practices. In addition, the photos and videos provided visual data that could be
repeatedly reviewed for insights into learning opportunities and participants’
experiences of the material and societal conditions occasioned by the ongoing

pandemic.

Pakikipagkwentuhan
As previously mentioned, glocality was reflected in the methodology of this research
project. One manifestation of this was through the use of pakikipagkwentuhan, an
indigenous data collection method drawn from Sikolohiyang Pilipino (Filipino
Psychology) by Virgilio Enriquez (Enriquez, 1978; Pe-Pua & Protacio-Marcelino,
2000). It is a method of generating information on lived experiences that is
participatory and sensitive to the Filipino culture, as it highlights an equal status
between researchers and participants and conversations conducted in an informal
and easy-going manner (Pe-Pua, 2006). “Pakikipagkwentuhan” is a Filipino word
that refers to having informal conversations, interviews, storytelling, or catching up
between peers (Pe-Pua, 2006). The use of this method acknowledges that research
methods should be sensitive to participants’ responses; Filipinos respond better to
informal dialogues than formal research methods predominantly used in the West

(Pe-Pua & Protacio-Marcelino, 2000).

It was possible to use pakikipagkwentuhan because I am originally from the
Philippines. During the pandemic, pakikipagkwentuhan was conducted in this

research through informal conversations on social media messaging platforms that
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were readily available and widely used at the time. In addition, by using this method,
I ensured that I was sensitive to participants’ availability and timings amidst
uncertainties emerging from the pandemic, as they could respond whenever they were
available. Pakikipagkwentuhan was also used to ask follow-up questions and validate
data analyses with participants, especially because they sent visual data in the form of
photos and videos. This entailed building trust and relationships with the participants

over time.

Ethical Considerations for Sub-Study 5
In intergenerational research, ethical considerations must be contemplated,
especially since the research project involved participants who are considered “less
powerful” and thus in need of protection. In White’s (2017) video editorial,
particularly about ethical considerations when recording videos as part of a research
project, she discussed striking a balance between protection and participation. Article
16 of the UNCRC (United Nations, 1989) calls for the protection of children, especially
with regard to their privacy. However, since the UNCRC upholds the view that
children are competent, strong, active, and participatory meaning makers and fellow
citizens, Article 12 of the UNCRC is a catalysing force that is relevant to this research,
as it clearly states that children have a right to be involved in decisions that affect

them (United Nations, 1989). This also applies to their families and grandparents.

Similar to Sub-Study 3, Sub-Study 5 received approval from the Norwegian Centre for
Research Data (NSD). Moreover, as in Sub-Study 3, all respondents to the online form
were informed about the research project, its aims, and their rights as participants.
They had to agree to the research aims and data privacy stipulations of the research
project before completing the form. Moreover, participants who were willing to send
photos and videos of intergenerational engagements during the pandemic were
provided with information letters and consent forms to complete. In these documents,
their rights as research participants were explicitly described. No participants would
be forced to take part in the study, which was clearly stated in the consent forms. They

were also informed that they could opt out of the research at any time.

Since the data encompassed the everyday life experiences of young children and their

families, I ensured that the research process was undertaken according to the tenets
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of the UNCRC (United Nations, 1989). Thus, in addition to consent forms for the
children’s parents and grandparents, the children also had to complete an assent form
and send it back through their parents (see Appendices). This was especially
important because, for this sub-study, I asked them for permission to use the photos
and videos for research dissemination in journal articles and academic presentations
publications; I assured them that the research would not harm, exploit, or have
negative consequences for them. Thus, the research process also entailed honesty and
transparency throughout the project and constant reflexivity on my part as the

researcher.

3.2. Planning for Empirical Data Generation During the

Pandemic: Researcher Reflexivity
While working on the two conceptual publications (Oropilla & Guadana, 2021;
Oropilla & @degaard, 2021) in 2020, I designed this study, which took place during
the pandemic; accordingly, this created a unique cultural-historical context. I had
many concerns and challenges to consider at the time, which I addressed through

different support systems. Some of these concerns were as follows:

e If I could not work with young children and older adults, would it be
possible to work with the people who interact with them instead?

e Given that everyone was trying to transition to a life in which restrictions
were prevalent and there were several challenges to overcome, would
families and early childhood teachers have time and be willing to work with
me on this project?

e How do I gain access to participants? How will I recruit participants?

e How do I build camaraderie with the participants? Will it even be possible
to generate data with them over a period of time, or will it be a one-time
data generation?

¢ What methods could work given the circumstances?

e Could I still attempt to generate visual data despite the circumstances?
What will the data reveal about intergenerational lived experiences of the

time?
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e What ethical considerations must I prepare for and address in preparation
for the data generation?

e If I pursue online data generation, would I obtain some data on
intergenerational programmes and engagements? What parts of the world

would the data be from?

To generate empirical data during the pandemic, I knew that, as a researcher, I would
need to be flexible and adapt to participants’ schedules and availabilities. I also knew
that not having any empirical data at all was a very real possibility. Thus, I had to
reflect on my role and position as a researcher. Asking and re-visiting the questions I
enumerated above allowed me to reflect on the importance of reflexivity in research.

I did not subscribe to the thought that research should be impersonal:

Academic research has traditionally been seen as an impersonal
activity: researchers have been expected to approach their studies
objectively and were taught that rigour demanded they adopt a stance
of distance and non-involvement and that subjectivity was a
contaminant. (Etherington, 2004, p. 25)

The above is particularly true in the positivist science tradition, in which the truth is
absolute and measurable through quantitative means. However, in social science, the
author or researcher’s reflexivity is given value with regard to the research process
itself (Etherington, 2004). Thus, researcher reflexivity can be regarded as “the
capacity of the researcher to acknowledge how their own experiences and contexts
(which might be fluid and changing) inform the process and outcomes of inquiry”
(Etherington, 2004, pp. 31—32). Consequently, it acknowledges that researchers are
never impartial and that the decisions that they make are always informed by a
background that must be explicitly articulated. Being self-reflexive goes beyond
merely being aware of one’s influence in the research process; it also encompasses an
understanding of the dynamic process and web of interactions within and between
researchers and participants, who both have agency (Etherington, 2004). Thus,
reflexivity urges researchers to be fully conscious of their own and participants’
ideology, history, culture, and politics to be transparent about decisions made in the

design of and ethical considerations for the research (Etherington, 2004).
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In addition, reflexivity benefits researchers, as it helps them to not only contextualize
and acknowledge their place in the setting, context, and social phenomenon that they
seek to understand but is also a means of enhancing the rigor, quality, validity,
trustworthiness, and transparency of the research (Mao et al., 2016). Thus, reflexivity
is a way of evaluating the research process itself; since it has the capacity to unfold
power dynamics within the field and phenomenon being investigated, it highlights the

role of the social context in the research process (Mao et al., 2016).

During my PhD research project, I identified the need to be self-reflexive throughout
the process, from conception to planning and implementation. I had to engage in an
internal dialogue to disentangle my beliefs and values, which Berger (2015) identified
as part of critical self-evaluation of a researcher’s positionality, as this position may
affect the research process and outcome. I had to think about my role as the researcher
in relation to my chosen topic, settings, contexts, and the participants that I would
communicate and negotiate with along the way. In the process, I also explicitly
acknowledged and navigated power positions and dynamics to ensure a transparent

and respectful research process (Mao et al., 2016).

As a researcher who attempted to make sense of intergenerational engagements and
programmes in a culture that was different from my own, I recognized the need to
tread carefully as I entered the research field, even if data generation would mostly
take place online. I agreed with Hedegaard’s argument on the role of the researcher,
which built on Schutz’s work. She wrote that “the social scientist’s interactions and
construction of meanings are of a different kind than the meaning construction of
meanings are of the actors in their specific everyday practices” (Hedegaard, 2005, p.
25). As aresearcher, I attempted to construct meaning, and find coherence in the data
that I generated with participants. Moreover, as a researcher in the social sciences, I
acknowledged that building camaraderie with the participants would lead to a
relationship of trust that was crucial to social science research. Last, I recognized that,
although I carried symbolic power because of my position as a researcher, I made
efforts to ensure that participants felt empowered in their position as experts of their

lived experiences. Thus, I respected their responses, time, and circumstances and
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ensured that they knew what the research was about, particularly its aims and

methods and how data would be recorded and stored.

There were many challenges that needed to be overcome and addressed in the
research design, but I decided that the benefits of understanding intergenerational
engagements and programmes outweighed the risks. Thus, I sought to generate data
through two sub-studies (Sub-Studies 3 and 5): one that focused on intergenerational
programmes in Norway and one that focused on intergenerational engagements all
over the world. These two sub-studies were developed in an effort to generate data
during an ongoing pandemic in recognition that a time of crisis could also be
considered a historical period that inadvertently affected engagements and
programmes involving young children and older adults. The conditions at the time
required digital and online solutions for communication and information sharing
(Budd et al., 2020; Iivari et al.,, 2020), particularly when vaccines were not yet

available. This was also applicable to fieldwork during the pandemic.

3.3. Online Digital Data Generation: Opportunities and

Limitations

To generate digital empirical data, I had to be a “digitally agile researcher” (Kucirkova
& Quinlan, 2017). In other words, I had to engage in research that aims to connect
with a more international audience through digital means to involve, consult,
encourage, and collaborate with them and to increase “public awareness and practical
usefulness of empirical research” (Kucirkova & Quinlan, 2017, p. xv). This aligned
with changes in academic practice in the 215t century, when new technologies have
waxed and waned and been replaced by even newer technologies, which have enabled
users to have access to an abundance of communications, information, and tools
(Quinlan, 2017). However, changes and transitions related to digital technologies are

fast-paced, which means that researchers must be flexible enough to cope with them.

In this research project, I had to demonstrate digital agility as a researcher to navigate
the social conditions and regulations resulting from the worldwide spread of COVID-
19 in 2020. In response to these conditions, the selected methods were safe, low-risk,
and mostly online. Some ideas came from a crowd-sourced document that researchers

contributed to at the height of the pandemic; it was initiated by Lupton (2021) to help
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other researchers conduct fieldwork amidst the global crisis. The methods outlined in
the document offered different ideas to transition from face-to-face fieldwork to
online approaches. Helpful and creative tips were suggested to generate data despite

isolation measures and social restrictions.

I recruited participants through social media and online platforms to reach a wider
audience and engage in online participatory action research (Wheeler, 2017). In the
process, I recognized the contemporary location of children, older adults, and their
families in digital realms. In the age of the digital revolution, information and
communication are navigated through the use of tools connected to the internet.
Using these tools opens up possibilities for the participation of people in wider
geolocations, who may have been marginalized and unable to participate were it not

for digital means (Glassman, 2020).

In Sub-Study 3, I supplemented the online recruitment of participants with a
collaboration with a non-governmental organization that works for the joy of elderly
lives in Norway. Thus, the process was purposive in nature. Additionally, the
participants were considered a self-selecting sample (Khazaal et al., 2014), which

entails its own limitations and considerations; these are discussed later in this section.

I used mixed methods (Creswell, 2015) to generate data in accordance with my project
aims: online forms, an online focus group discussion, and informal online
conversations on social media platforms. Through one of the online forms, I also
encouraged participants to provide photos and videos of intergenerational
engagements during the pandemic, which resulted in a study that yielded participant-
generated visual material. These methods are explained in detail in the description of

each sub-study.

Regarding the validity of digital methods for research, it should be noted that while
online methods provided a strategy to address access to participation despite
conditions at the time, they also entail limitations that must be acknowledged. First,
participants had to have access to certain technology, such as mobile phones or
tablets, and an internet connection to take part in the research. Second, it was

impossible to ascertain each of the participants’ backgrounds and the authenticity of
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their responses. Wheeler (2017) asserted that, by acknowledging and explicitly stating

these concerns, the research methods may still be deemed valid.

In terms of the reliability of the data, I acknowledge that the data generated are not
generalizable since the research involved a self-selecting sample, which poses the
possibility of overrepresenting participant subgroups that may be more interested in
the topic of intergenerational engagements and programmes than others (Khazaal et
al., 2014). Furthermore, there are also concerns about the authenticity of the
responses, avoiding duplicate responses, and the risk of people behaving differently
in digital and online settings (Beninger, 2016). This is particularly true because I also
sought to generate visual data by willing participants, with the justification that they
were the most qualified to document their lived experiences. To address reliability
concerns and risks to data validity and reliability, I attempted to triangulate methods
through multimodal and mixed research methods (Creswell, 2015) and validate the
generated data through expert stakeholder groups (Emmel, 2013). Finally, given the
circumstances, I also ensured that the data generation process was ethically sound,

which is explained in the next section.

3.4. Ethical Considerations

Although I discussed ethical considerations specific to the sub-studies above in
Sections 3.1.2. and 3.1.3, I discuss and reflect on these for the overall research project
in this section. One of the first steps in the re-conceptualisation of my research project
was to ensure that I had ethical clearance to proceed. In Norway, applications must
be submitted to and approved by the NSD. I also sought approval from the NSD for
my new research design and methods, which were informed by the conditions of the

pandemic, which was granted (see Appendices).

In both sub-studies, I gained access to potential participants through online forms.
Thus, I ensured that information about the research project was available on the
survey platform. Moreover, as the online forms were publicized and disseminated on
social media platforms, I ensured that the self-selecting participants could contact me
at any time, especially if they had questions about the research project. In addition, I
prepared information letters to ensure that participants would be informed about the

research aims and data management plans, to which the consent forms—including
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assent forms for young children and consent forms for the children’s parents and
older adults—were attached (see Appendices). These information letters provided
information about who to contact if the participants ever had concerns. It was also
clearly stated in their consent forms that they could choose to terminate their
participation at any point and that no one would be forced to take part in the study.
The information letters and consent forms were sent to all participants who intended
to submit photos and videos of intergenerational engagements or take part in the
online focus group discussion with early childhood practitioners in Norway.
Additionally, it was of utmost importance to secure both written and verbal consent

from participants before I generated data with them.

Specific to the consent forms for Sub-Study 5, I also explicitly asked permission from
participants who agreed to generate photos and videos of intergenerational
engagements for this research project to use their “raw” data, which consisted of the
non-anonymized versions of their photos and videos, in the publication and
dissemination of the project’s results. Moreover, I asked for permission to use their
names in publications and academic presentations in recognition of the fact that I
would represent their true lived experiences. Thus, their names and faces would be
crucial to the reporting. To this end, I secured both written and verbal consent from
parents of young children, written assent from children, and written consent from

older adults.

In terms of data management and storage, participants were assured and informed
that the data generated would be handled with utmost care and confidentiality, and
in accordance with the guidelines set and approved by the NSD and the ethics team
at the Western Norway University of Applied Sciences. Data were first stored in my
password-protected, university-issued laptop and on the university’s secure research
server and will be stored in these locations until the completion of the research

project.

Furthermore, I familiarized myself with the Declaration of Helsinki (World Medical
Association, 2018), which was originally intended as a guide for medical research but
is also applicable to research designs that involve human “subjects.” While I do not
align with the idea of participants as “subjects” in this research project, following the
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principles stated in the Declaration of Helsinki ensured the ethical soundness of the
research strategies that I followed. I combined the principles of the Declaration of
Helsinki with the tenets of the UNCRC, which uphold children’s rights, voices,
participation, and protection (United Nations, 1989). Furthermore, I also followed
Harvard Catalyst’s (2017) guidelines for using social media for recruitment, which
ensures data privacy and respectful research generation processes with research

participants.
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4. Main Findings

In this section, the main findings from the articles are presented in a meta-summary
for each article. To avoid repetition, detailed information on methods and analyses is
omitted or briefly mentioned. The section concludes with a summary of the main

findings in relation to the research questions.

4.1. Summary of Articles
In the following section, I discuss the findings and main contributions from each
publication in a one-page meta-report. Afterwards, I integrate the findings into
thematic themes using three levels of understanding proposed by Hedegaard (2008)

in studying children: individual, institutional and societal perspectives.

Article 1: Spaces for Transitions in Intergenerational Childhood Experiences

Oropilla, C. T. (2021). Spaces for transitions in intergenerational childhood
experiences. In E. E. @degaard & J. S. Borgen (Eds.), Childhood cultures in
transformation: 30 years of the UN Convention on the Rights of the Child in
action towards sustainability (pp- 74—120). Brill.
https://doi.org/10.1163/9789004445666 005

The first publication, which is entitled “Spaces for Transitions in Intergenerational
Childhood Experiences,” is a book chapter in Childhood Cultures in Transformation:
30 Years of the UN Convention on the Rights of the Child in Action towards
Sustainability edited by Elin Eriksen @degaard and Jorunn Spord Borgen. It consists
of an exploratory scoping literature review that investigates spaces for young
children’s voices in intergenerational research by examining how they were collected
and included. In this text, spaces for transitions indicated future research possibilities

through identified knowledge gaps.

The text represents a strong contribution to raising awareness of the inclusion of
children’s perspectives in intergenerational research. It also highlights the emerging
status of intergenerational research in the field of early childhood education and care
and language conventions used in intergenerational research, which stem from allied
health traditions. Thus, the text is instrumental in raising research questions that
merit further exploration. Accordingly, it sets the foundation and justification for

engaging in and contributing to intergenerational research with ECEC perspectives.
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The methodology for this scoping review is discussed in the article. Thus, it may offer
methodical insights to researchers who are interested in replicating this type of study.
This is another contribution to research. Because this chapter is part of a book that
celebrates 30 years of the UNCRC, the text creates a space for discussions of children’s

lives, their environments, and their engagements with other people.

To update this literature review, I implemented the same search protocol in the same
databases, with the same inclusion and exclusion parameters; however, I used a
narrower time limit of 2019 to 2022 (Figure 12). This new search yielded 13 out of 125

articles for deeper review and synthesis.

UPDATED LITERATURE SEARCH FLOW DIAGRAM (2019-2022)

c
-f_,—) ERIC, MEDLINE, Teacher Reference Center, CINAHL with Full Text, CINAHL,
3 SocINDEX, Academic Search Elite Databases under EBSCO host
=
g Key terms searched separately: intergeneration* AND
- interaction* or communicate* AND older adults or elderly or
geriatric or geriatrics or aging or senior or seniors or older
people or aged 65 or 65+ AND child*
5 Articles identified through database .
b Duplicates removed
5 searches (n=56)
v (n=125)
> .
% " A”'Elesb stcreet:ned. Articles excluded,
= rougn abstracl review with reasons
= Since year 2019 to present (n=56+7)
(n=69) “
E, Articles included in synthesis
=} =i
3 (n=6)
=

Inspired by Moher et al., 2009

Figure 12. Updated Literature Search Flow Diagram

Upon further review of the articles, seven out of the initial thirteen were excluded
from the synthesis. Six out of seven articles did not involve children’s perspectives,
and one was a duplicate of an original study from 2019. Out of the six remaining
studies, three used creative and participatory methodologies with children (Kleijberg

et al., 2020; O’Connor et al., 2019; Rosa Hernandez et al., 2022). Although the other
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three studies used tests and questionnaires with children (Bourgeois & Brush, 2021;

Kamei et al., 2022; Song et al., 2022), they featured mixed methods that included

observations and interviews with children (see Table 4). Therefore, all six of the

remaining articles featured child-friendly and respectful methods for listening to

children’s perspectives. It is also interesting to note that five out of six articles were

from the field of allied health. These findings indicate progress in the use of

participatory methods involving children in intergenerational research, particularly

in the health sciences. In terms of geographical diversity, it is also interesting to note

that the six additional articles came from various countries: Australia, the United

States, Japan, and Sweden.

Table 4. Updated Results from the Literature Review

Country

Ye.a r o_f Authors Title or Setting Age of child Methodology Methods Topic Journal field of
publication . respondents study
continent
A Prospective
Longitudinal
Mixed Methods
Study of
Program
Evaluation in an
Intergenerational
Program: SIERO inventory .
. . Intergenerational
Kamei et Intergenerational 710 12 years Mixed score, perceived interactions and Intergenerational
2022 Interactions and Japan Community Y satisfaction test, generat
al. old methods program relationships
Program and satisfaction
Satisfactions observations
Involving Non-
Frail, Frail,
Cognitively
Impaired Older
Adults, and
School Aged-
Children
Using a Virtual Anthropomet.ncs, Assessing
Platform for United 71012 Mi questionnaire, f | Nursi
2022 Song et al Conducting nite Online 012 years xed blood samples. cardlovalscul ar ursing
' . States old methods ’ health risk in research
Grandfamily and o
grandfamilies
Research accelerometer
Effects of an
intergenerational
Montessori after-
school
Intergenerathnal programme on American
) Montessori Pre and post- the engagement,
Bourgeois, . : Journal of
Program for United After-school 6to 9 years ) testing, effect, and
2021 M., and B Testing : ’ " Speech-
Adults with States programme old observations, quality of life of
Brush, J. ) : . Language
Memory and interviews older adults with
C Pathology
oncerns memory
concerns and
the attitudes of
children towards
older adults
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Death, loss, and I‘rlmvt;r;/;i\gs,
community— methodsp
Perspectives ames Ia’
from children, 9 desiéﬁ Y,
. their parents and ! Health and
2020 Kieijberg older adults on Sweden Communities 6109 years Workshops sculpturel, Death, Iossj and social care in the
etal. . ! old collages with community )
intergenerational flowers community
community- o
based arts d”rawmgs_,h
initiatives in collages wit )
Sweden paper and fabnc,
and sewing
Intergenerational . tFOC.US grOTp
understandings ) Iterviews, place
O'Connor of personal Schools and Multi-method mapping, field Personal assets
2019 otal soF():iaI andy Australia museums 11 years old qualitative notes, for health and Health and place
' comm’unity approach artmaking, and well-being
assets for health arts-based
approaches
An
intergenerational Qualitative
Rosa playgroup.m an Kindergartens case study . Intergenerational Health and
Australian A - 0to 5 years methodology Interviews and . )
2022 Hernandez residential aged- Australia and geriatric old with observations playgroups social care in the
etal. . g facilities . (IGPs) community
care setting: A ethnographic
qualitative case methods
study

Article 2: Strengthening the Call for Intentional Intergenerational Programmes
towards Sustainable Futures for Children and Families

Oropilla, C. T., & @degaard, E. E. (2021). Strengthening the call for intentional
intergenerational programmes towards sustainable futures for children and
families. Sustainability, 13(10), Article 5564. doi:
https://doi.org/10.3390/su13105564

The second publication is entitled “Strengthening the call for intentional
intergenerational programmes towards sustainable futures for children and families.”
It was co-authored with Elin Eriksen @Jdegaard and was part of the special issue
“Reimagining Early Childhood Education for Social Sustainability in a Future We

Want” in the journal Sustainability.

In this publication, a conceptual model (see Figure 2) is proposed to understand
intergenerational engagements and programmes in the field of ECEC, which also
serves as a critique of existing models. Existing models, such as Hedegaard’s cultural-
historical wholeness approach and Bronfenbrenner’s bio-ecological systems theory,
cannot fully capture the different elements, actors, conditions, and relationships that
comprise intergenerational engagements and programmes. Thus, this work attempts
to extend existing models by highlighting different elements and their characteristics
and visually depicting their constant interaction and collaboration; therefore, they are

dialectical in nature.
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The conceptual model is intended to highlight how intergenerational engagements
and programmes involving young children and older adults are under-valued, under-
theorised, and taken for granted despite their potential to provide social interactions
and common experiences that lead to the development of higher-level functioning for
all parties involved. Thus, this publication contributes to fostering intergenerational
thinking in the field of ECEC. Furthermore, the text indicates the power of visual
representation for theoretical and conceptual discussions, which are typically very
abstract. In particular, the text emphasizes how intergenerational engagements and
programmes are bound by theoretical concepts and historical roots despite their
application in a field that does not necessarily draw on theory. In this publication,
intergenerational engagements and programmes are conceptualized as intentional,
collaborative social interactions with motives, demands, and conditions guided by
competences and conscious awareness. Furthermore, through the intergenerational
conceptual framework model, development, transitions, and transformations can be
visualized as something that occurs in engaging with someone other than the self.
Thus, the vital role of the other or otherness in development and learning is
highlighted.

This publication’s contribution also lies in its ability to visualize social sustainability
in terms of intentional institutional and individual collaborations driven by the global
and local contexts in which intergenerational engagements and programmes are
enacted. Thus, this text could be considered a contribution to systems thinking, which
allows readers, practitioners, and researchers to ask better questions and think of new
or different solutions to societal challenges. In addition, this text is also a
representation of futures thinking, which has the potential to develop
intergenerational strategies and designs for what is to come, guided by the past and

the present.

88



Article 3: Kindergarten practitioners’ perspectives on intergenerational
programmes in Norwegian kindergartens during the COVID-19 pandemic:
Exploring transitions and transformations in institutional practices

Oropilla, C. T., @degaard, E. E., & Quinones, G. (2022). Kindergarten practitioners’
perspectives on intergenerational programs in Norwegian kindergartens during
the COVID-19 pandemic: exploring transitions and transformations in
institutional practices. European Early Childhood Education Research
Journal, 1-16. doi: https://doi.org/10.1080/1350293X.2022.2073380

The third publication is entitled “Kindergarten practitioners’ perspectives on
intergenerational programmes in Norwegian kindergartens during the COVID-19
pandemic: exploring societal conditions, motives, and demands.” It was submitted to
the European Early Childhood Education Research Journal (EECERJ) and is now
already published online.

' Institutional Perspectives

Sub-study 3:
Pandemic
Transitions in
Intergenerational

Early Childhood
Education and Care
Institution

Teacher