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Abstract
Premised on the role of mothers as first literacy facilitators, this study assessed the English proficiency, teaching confidence, and challenges of stay-at-home mothers in an urban barangay in Leyte. Guided by a Community-Based Participatory Action Research (CBPAR) framework and a convergent mixed-methods design, data were collected from 30 purposively selected mothers through structured surveys and semi-structured interviews. Descriptive statistics were used for the quantitative data, and thematic analysis for qualitative data. Findings disclosed that most participants exhibited intermediate English proficiency and moderate teaching confidence, with higher educational attainment associated with stronger self-perceived competence. As to the challenges in teaching English at home, four major challenges, emerged: limited English-language fluency, difficulty sustaining children’s engagement, inadequate access to learning materials, and the dominance of the local language in home-based instruction. Despite these barriers, participants expressed a strong willingness to undergo literacy training and actively support their children’s learning. The results underscore the need for targeted, community-based interventions that enhance mothers’ literacy skills, teaching efficacy, and access to educational resources. Based on the findings, a community-based literacy program led by stay-at-home mothers is imperative where mothers serve as literacy facilitators which will strengthen early childhood learning right at home.
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INTRODUCTION
Literacy and early childhood education are foundational to a child’s cognitive, emotional, and social development. UNESCO (2024) emphasized the early years, particularly ages 0 to 8, represent a critical period in which children build essential skills for lifelong learning. However, access to quality early education remains uneven, particularly in underserved communities where institutional support is minimal, and home environments may not be conducive to learning. In many of these settings, mothers, especially stay-at-home women, serve as the primary educators of their children, often without formal training or resources (Gan & Ocampo, 2022).
This study underscores the United Nations Sustainable Development Goals (SDGs), particularly SDG 4: Quality Education, which promotes equitable and inclusive education as well as lifelong learning, contributing directly to Target 4.2 through the capacity of parents to support literacy development of their children even before they enter formal schooling. SDG 5: Gender Equality is also addressed in this study by empowering women to become ready and equipped first literacy facilitators or first teachers of children at home.
In the identified barangay, many mothers are not part of the formal workforce or educational system, yet they play a huge role in shaping the literacy practices of their children. Despite their willingness and natural involvement in early learning, these women often face barriers such as low confidence in teaching, lack of structured learning strategies, and minimal access to literacy materials. These challenges are not unique to the Philippines. Globally, maternal literacy has been recognized as a powerful predictor of the academic success of the children. A child whose mother can read is 50% more likely to survive beyond age five and is twice as likely to attend school and achieve higher educational outcomes (Global Partnership for Education, 2016).
Numerous studies emphasize the transformative impact of engaging mothers in community-based literacy programs. In Indonesia, Rajaguk-guk et al. (2025) demonstrated that empowering mothers in indigenous communities to become reading coaches significantly improved not only the decoding and comprehension skills of the children but also the self-perception and leadership capabilities of the mothers. Similarly, ProLiteracy (2022) documented how the Write Her Future initiative in Mexico helped women achieve greater family stability and educational involvement through literacy training. These international findings align with the Philippine context, where interventions like the Balsa Basa program showed significant gains in student reading fluency and parental engagement when schools and communities collaborated to provide access to reading materials and mentoring opportunities (Gan & Ocampo, 2022).
In the context of Filipino households, Vizconde (2024) observed that families who actively participated in literacy practices during the pandemic, such as storytelling, journaling, and phonics games, developed stronger literacy habits despite the constraints of remote learning. The role of parental involvement, particularly that of mothers, emerged as a crucial factor in ensuring continuity of learning. This observation was mirrored in a nationwide study by Bruce, Lily, and Lucas (2025), which found that parental teaching confidence was a statistically significant predictor of children’s reading performance in Grades 1 to 3.
Despite these positive examples, literacy interventions targeting mothers remain limited in scope and sustainability. While the Department of Education has introduced campaigns like Bawat Bata Makababasa Program (BBMP), many barangays struggle with limited manpower, inadequate training, and a lack of monitoring systems (Oracion, 2024). Community-based efforts, especially, those rooted in participatory approaches, offer promising alternatives to top-down education models. Community-Based Participatory Action Research (CBPAR), in particular, is recognized for its ability to build local capacity and develop grassroots ownership over learning processes (Baum et al., 2020; Creswell & Plano Clark, 2018).
The Philippine Early Childhood Care and Development Council (ECCDC), in partnership with Asia-Pacific Regional Network for Early Childhood (ARNEC), recommends strengthening home-based early childhood programs that empower caregivers with training, materials, and psychosocial support (ECCD Council & ARNEC, 2021). These recommendations emphasize the role of families as essential learning environments, especially in contexts where formal education is interrupted or inaccessible. By focusing on mothers, these programs recognize the gendered nature of caregiving and the unique potential of women to become literacy leaders in their communities.
Mothers are widely recognized as first teachers of children which plays a huge part in early literacy development. Scull et al. (2021) found that mothers in indigenous communities deliberately engaged their children in home-language play and book‐reading, using these resources as foundations for developing English literacy. Similarly, a survey of mothers by Coşkun (2021) showed that those who believed “the family is responsible” for literacy provided a greater variety and frequency of reading and writing activities at home. This aligns with findings from the COVID-19 lockdown context in the Philippines, where mothers “remain the driver of schooling engagements,” actively organizing home lessons and learning materials for their children. Importantly, Rahman, Tang, and Chew (2024) demonstrated that maternal education magnifies children’s gains: higher-educated mothers were able to leverage home literacy materials more effectively, leading to significantly greater literacy achievement in their children. Together, these studies suggest that the involvement, attitudes, and education level of the mothers strongly influence early literacy learning (Scull et al., 2021; Coşkun, 2021; Rahman et al., 2024). In low-income Filipino households, parents also integrate everyday activities into learning; for example, Tatel-Suatengco and Florida (2020) observed that families use storytelling, chores, and shared values at home to reinforce school concepts, indicating that family literacy practices can thrive even under resource constraints. Thus, the literature highlights that mothers are central to early education, setting the stage for community-based literacy initiatives.
The COVID-19 pandemic has not only deepened and proven but redefined parenting roles across the world, thrusting mothers into the position of primary educators at home. In many contexts, particularly in the Philippines, mothers had to supervise modular and distance learning while simultaneously managing household duties (San Jose et al., 2022). According to Misirli and Ergulec (2021), this role was often complicated by limited familiarity with academic content, especially when it involved teaching English or using unfamiliar modalities like digital learning. Mothers were found to bear the brunt of these educational shifts due to traditional gender roles, which often assume women as the primary caregivers (Clark et al., 2021).
Additionally, San Jose et al. (2022) detailed the Filipino experience, noting that mothers assumed dual roles as parent and educator with little training. These new responsibilities led to emotional strain, role confusion, and educational uncertainty. Many felt unequipped to teach their children and reported low self-efficacy, particularly in areas like language instruction. This aligns with international findings: Cheung et al. (2020) observed similar patterns among mothers in the UAE, who struggled with balancing professional and instructional demands at home.
Parental involvement in literacy development is essential in early childhood learning (Toledo & Dollente, 2025). Studies consistently show that children whose parents, especially mothers, read to them regularly or assist in literacy tasks at home demonstrate improved reading comprehension, vocabulary acquisition, and school readiness (Dizon, 2023; Halimah et al., 2024). However, for many Filipino families, English is not the first language, and this poses an additional challenge.
            Rojas (2017) emphasized the unique cultural role of Filipino mothers as both nurturers and informal educators. Their influence in creating a literacy-rich home environment, where reading, storytelling, and educational conversations occur, which plays a huge factor in developing the language acquisition of a child. Yet, literacy engagement is often mediated by the mother’s own language skills and educational attainment. This observation is supported by Putra et al. (2020), who found that the educational background of mothers significantly impacts their confidence and effectiveness as literacy guides.
The ability to effectively teach English at home is closely tied to a mother's own proficiency and confidence in using the language. In San Jose et al.'s (2022) study, mothers commonly cited their limited English fluency as a barrier to effectively supporting their children's learning. This echoes findings from Singh and Kaur (2023), who revealed that Malaysian mothers in multilingual households experienced difficulty scaffolding English instruction due to limited vocabulary and grammar knowledge. In both cases, mothers relied heavily on external resources or avoided English teaching altogether.
Educational attainment is a key factor influencing teaching self-efficacy. De Jong et al. (2021) argues that mothers with higher education levels are better equipped to manage the demands of home-based education and report greater teaching confidence. This was further corroborated by Garcia and de Guzman (2020), who noted that Filipino mothers with college degrees were more proactive in managing study schedules, checking tasks, and correcting learning materials. In contrast, those with limited schooling expressed uncertainty and were more likely to resort to guesswork or inappropriate shortcuts, such as directly answering modules for their children (Gonzales, 2020). Technological access and digital literacy are critical enablers, or barriers, to mothers’ effectiveness as home literacy facilitators. Many Filipino households lack reliable internet, devices, or knowledge to navigate online learning platforms (Abuhammad, 2020; San Jose et al., 2022). Even when access is available, mothers often experience technostress and frustration, particularly if they are unfamiliar with English-language interfaces or lack training in digital tools.
In response, various studies have advocated for targeted community training that focuses on basic English instruction and digital navigation (Bayod & Bayod, 2020). These efforts, when localized and grounded in the realities of the home environments of the learners, show promise in increasing literacy engagement. San Jose et al. (2022) recommended support mechanisms such as tutorial visits, peer mentoring, and simplified instructional materials to reduce the cognitive and emotional load on mothers. Several studies point to the cognitive and emotional toll of the dual roles of mothers. Clark et al. (2021) and Misirli and Ergulec (2021) emphasize the strain mothers face when forced to simultaneously manage household labor, childcare, and educational instruction without formal support. These stressors not only affect mothers' well-being but can also reduce their effectiveness as home educators.
Coping strategies vary widely. Some mothers adopt structured time blocks or reward systems to motivate children (Bembenutty, 2021). Others draw from past schooling experiences to adapt their teaching styles, as observed in the present study. Despite these efforts, feelings of inadequacy persist, particularly among mothers with the least educational backgrounds (San Jose et al., 2022). These findings underscore the need for psychosocial support alongside training to boost mothers’ confidence and resilience.
Community-based literacy programs explore on local resources and stakeholders to bolster reading and writing skills, often filling gaps left by formal schooling. In the Philippines, Bruce et al. (2025) report that community-driven literacy initiatives have emerged as “key players in bridging educational gaps” in remote or underserved areas. These programs typically involve teachers, parents, and community leaders working together: by fostering culturally relevant reading campaigns, libraries, or mentorships, they create inclusive learning environments (Bruce et al., 2025). Notably, Bruce et al. found that such programs “significantly contribute to improving literacy outcomes, especially when they are culturally relevant and tailored to the unique needs of the learners”. Likewise, a related Philippine study emphasizes that active community participation, through school-family partnerships, local organizations, and public-private efforts, not only raises literacy rates but also cultivates a lasting culture of learning and reading engagement. In practice, family literacy programs abroad echo these benefits. For instance, Clymer et al. (2024) evaluated five U.S. family literacy programs and documented that participating mothers, primarily immigrants, “developed literacy and language skills; enjoyed reading more, increased their self-confidence and self-esteem; provided support for each other, and increased involvement in their children’s, development”. This holistic approach, integrating adult education, parent–child activities, and early childhood classes, illustrates how empowering parents can reinforce children’s learning.
Empowerment through maternal education emerges as a critical outcome of these programs. Literacy education for mothers often yields both personal and community gains. SMILE Mindanao, a Philippine NGO program, explicitly targets mothers: its goals include developing mothers’ literacy so that they “become active partners in the promotion of family literacy” and even form “Mothers’ Organizations” for civic engagement. By improving reading, writing, and numeracy skills linked to health and livelihood, SMILE frames literacy as a tool for empowering women and households. Internationally, researchers have found similar empowerment effects. Banerji et al.’s randomized evaluation in India demonstrated that combined mother-child literacy programs significantly boosted an index of women’s empowerment, especially their beliefs about women’s education and capacity to perform literacy-related life tasks. Even in one illustrative case from Afghanistan, a mother’s new ability to read enabled her to better care for her children and help them with homework, emphasizing UNESCO’s assertion that literacy “has transformative impacts on women’s lives,” allowing them to contribute more fully to family and community welfare. Clymer et al. similarly noted that mothers in their study gained social support networks and self-esteem through literacy classes. In sum, maternal education promotes agency: it enhances women’s confidence and social capital, which in turn supports child learning (Bruce et al., 2025; UNESCO, 2024).
Participatory action research (PAR) has increasingly been applied to literacy projects, aligning well with community-based goals. In a PAR framework, participants (in this case, mothers and other community members) help design, implement, and analyze interventions. For example, Magulod Jr. (2023) describes a “School + Home Cacao” PAR project in a Philippine community: by linking a community’s cacao agriculture to literacy, nutrition, and livelihood education, the project engaged students, teachers, and parents in a collaborative learning process. This multidisciplinary approach, with pillars of literacy, nutrition, and income generation, empowered families to produce cacao products and improved their livelihoods. Such models exemplify how PAR can contextualize literacy: local stakeholders co-create interventions that meet broader needs. Other PAR efforts with mothers have shown similar empowerment. Fernandez and Nichols (2025) report on a Mexico City CBPAR art project in which immigrant mothers collaboratively created murals expressing community issues, an approach that enhanced leadership skills and community consciousness (Fernandez & Nichols, 2025). While not strictly a literacy initiative, this study highlights a core PAR principle: giving mothers agency in the research process. Overall, the literature suggests that PAR in literacy research enables culturally relevant, community-driven solutions, with participants actively shaping educational change (Magulod Jr., 2023; Fernandez & Nichols, 2025).
Mixed-methods research designs are common in literacy program evaluation, offering a comprehensive view by combining quantitative and qualitative data. One key advantage is complementarity: quantitative measures (e.g., surveys or test scores) can generalize outcomes across participants, while qualitative data (e.g., interviews, focus groups) provide depth and context (Creswell, 2015). As Dawadi et al. (2021) note, collecting both closed-ended quantitative and open-ended qualitative data “support[s] understanding a research problem” by widening inquiry in both breadth and depth. In practice, such an approach allows researchers to “seek a wide view of [a] study by... view[ing] a phenomenon from different perspectives”. This convergence can strengthen validity: for instance, Clymer et al.’s mixed-methods evaluation not only quantified mothers’ literacy gains but also documented their subjective experiences, giving a fuller picture of program impact. However, mixed methods also pose challenges. Dawadi et al. summarize that mixed designs tend to be time-consuming and costly; data collection and analysis often take substantially more resources than single-method studies. Integrating disparate data streams can also be difficult. Researchers frequently struggle to merge qualitative and quantitative findings, for example, deciding when a result is confirmed or contradicted by another method. Epistemologically, differing paradigms may yield conflicting interpretations, requiring skillful reconciliation. In summary, while mixed-methods research enriches literacy program studies by triangulating evidence, it demands careful design and ample time to manage potential complexities (Dawadi et al., 2021) 
Building on this literature, the present study investigates the outcomes of a structured, community-based literacy program designed specifically, for stay-at-home mothers in Barangay 106, Tacloban City. It explores the effectiveness of the intervention in improving the literacy skills and teaching confidence of the mothers, as well as the challenges they face during implementation. This research is guided by a mixed-methods approach under the CBPAR framework, which values both measurable outcomes and lived experiences. Ultimately, this study aims to contribute to the growing body of evidence on maternal literacy, community empowerment, and inclusive education, with the broader goal of supporting intergenerational learning and social development in low-income settings.
Despite the critical role that stay-at-home mothers play in early childhood literacy, many lack formal training and structured support to effectively teach their children at home. In identified community, mothers face barriers such as limited access to educational resources, low teaching confidence, and minimal exposure to developmentally appropriate literacy strategies. These gaps can significantly affect their children’s readiness for formal schooling and overall literacy development.
This study addresses these challenges by implementing and evaluating a community-based literacy intervention designed for stay-at-home mothers. Specifically, the study aims to answer the following research questions:
1. What are the current levels of English language proficiency and self-reported teaching confidence among stay-at-home mothers?
2. What challenges do stay-at-home mothers perceive in teaching English to their children at home?

METHODOLOGY
This chapter presents the methodology employed in this study. Specifically, the chapter outlines the research design, data source, data gathering procedure, and data analysis undertaken to investigate the English language levels of the stay-at-home mothers and the challenges they faced in teaching their children basic literacy.
Research Design
The research design combined CBPAR and mixed methods to align with the study’s goals of empowerment and literacy. In CBPAR, community members collaborate with researchers to co-construct knowledge and solutions. This followed Creswell and Plano Clark’s guidelines (2018) by using a convergent parallel design: quantitative and qualitative strands were given equal priority, conducted concurrently, and then integrated. In this design, “qualitative and quantitative data are collected simultaneously, analyzed separately, and merged at the end”. This approach allows each data type to confirm and elaborate the other. By using both survey statistics and thematic findings, the study addresses complex research questions that neither method alone could fully answer, thereby aligning with CBPAR’s goal of producing rich, actionable knowledge in partnership with the community.
Participants
In this study, there were 30 stay-at-home mothers from one of the northern barangays of Tacloban City, who were residing in Barangay 106; currently serving as the primary caregiver for one or more young children; willing to participate in an English literacy training program, and the research activities. This purposive sample of primary caregivers was chosen because mothers play a central role in the home literacy environment. Since the home literacy environment refers to an environment that parents create for their children at home, it is probably the most important contributor to preschool children’s literacy learning. By involving mothers who are directly responsible for their children’s learning at home, the study targets the people most able to implement and benefit from literacy strategies. The selection of 30 participants was practical for a community-based project and allowed for in-depth engagement with each mother. Engaging these mothers directly also aligns with CBPAR principles: it empowers participants by valuing their insider knowledge and by building their capacity to support children’s literacy.

Data Collection
A structured questionnaire was administered to all 30 participants using Google Forms. The instrument included both closed-ended items and open-ended questions where mothers could describe their experiences or concerns in their own words. Following the survey, each mother participated in a semi-structured interview. These interviews explored the mothers’ perspectives on the training, the challenges they face in teaching English at home, and their suggestions for further support. Both instruments were developed in consultation with local stakeholders to ensure cultural relevance. Ethical practices were strictly observed: participants received information about the study’s purpose and procedures and provided informed consent before participating. Confidentiality was maintained by anonymizing data (no names were collected with survey responses or in interview transcripts) and by reminding mothers that participation was voluntary and that they could withdraw at any time.

Data Analysis
Survey responses were analyzed using descriptive statistics. Frequencies and percentages were calculated for each closed-ended item. Simple tabulations and cross-tabulations were performed manually to examine relationships among variables. Qualitative data from open-ended survey answers and interview transcripts were analyzed through manual thematic analysis. Each response and interview was carefully read, coded for meaningful segments of text, and then grouped codes into clusters. These clusters were synthesized into overarching themes that captured the mothers’ common experiences and viewpoints. Themes were iteratively refined by returning to the data to ensure they accurately reflected participants’ voices.
The two data sets were then brought together at the interpretation stage, following the convergent design. In practice, this meant comparing the descriptive statistics with the qualitative themes during the discussion of results. For example, a statistically observed increase in confidence scores would be examined alongside mothers’ narrative accounts of feeling more capable. All analysis was conducted by hand without the aid of qualitative software tools, consistent with a hands-on, community-oriented research approach.

RESULTS AND DISCUSSION
This section presents the findings by integrating the quantitative and qualitative results in line with the research questions. The discussion below highlights how these integrated findings answer the study’s questions. In particular, we relate measurable outcomes to mothers’ personal accounts, underscoring how the intervention impacted their sense of agency at home. 


CURRENT ENGLISH PROFICIENCY AND TEACHING CONFIDENCE
Survey findings show that most stay-at-home mothers rated their English skills as intermediate, with very few reporting advanced ability. Specifically, 77.8% of college-educated mothers rated their English as Intermediate (and 22.2% as Advanced), whereas 60.0% of mothers with only a high school diploma rated themselves Intermediate and 40.0% Beginner. Notably, all mothers who self-identified as Advanced had college degrees, and 40% of high school-educated mothers were at Beginner level (Table 1). Cross-tabulating by education reveals a clear trend: higher education is associated with higher self-rated proficiency. This echoes international evidence: for example, Jabar (2021) found a very strong positive correlation (r = 0.745) between parents’ education level and children’s English- speaking skills. More educated parents typically create richer home literacy environments and invest in resources (e.g., tutors) that enhance English learning. In our sample, college graduates indeed reported higher proficiency and confidence than less-educated mothers, consistent with these studies.
A parallel pattern emerged for self‐reported teaching confidence. On average, confidence was moderate: the mean confidence rating was 3.48 on a 1–5 scale. Mothers with college degrees tended to feel more confident (mean ≈3.78) than those with only a high school (mean ≈3.40). For instance, none of the college-educated mothers chose the lowest confidence (1), whereas 20% of high school mothers did. Moreover, 66.7% of college-educated mothers rated themselves 4 or 5 (fairly to very confident) compared with 50% of high school mothers. Interestingly, however, some less-educated mothers were highly confident (30% of high-school mothers chose 5), suggesting other factors at play. Previous research supports the link between education and parental efficacy: parents with higher education often feel better prepared to help their children, and this enables greater involvement (and by extension, confidence). In our data, mothers who rated low confidence typically cited low English skills as the cause, whereas more highly educated mothers generally felt more capable.
Nearly all mothers expressed keen interest in training to improve their teaching skills: 87% answered “Yes” to attending an English teaching workshop (13% answered “Maybe,” and 0% “No”). This overwhelming interest aligns with findings by Toledo and Dollente (2025) in Cotabato, where Filipino parents “have a positive attitude towards parental engagement” in their children’s English education. In other words, despite some variation in self-assessed proficiency, mothers across education levels were uniformly willing to learn. This is consistent with research showing high parental motivation: Apriyanti (2021) found that greater parental involvement significantly boosts children’s English self-efficacy, implying parents recognize the value of engaging more deeply.
Table 1. Self-rated English proficiency by education level (N=30). Values are percentages within each education group.
	Education Level
	Beginner
	Intermediate
	Advanced

	College/University Degree (n=9)
	0.0%
	77.8%
	22.2%

	Some College/University (n=10)
	10.0%
	90.0%
	0.0%

	High School (n=10)
	40.0%
	60.0%
	0.0%

	Vocational (n=1)
	0.0%
	100.0%
	0.0%



Table 2. (For RQ1) Distribution of self-rated teaching confidence by education level. Each cell shows the percentage of mothers in that education group who chose the confidence rating (1–5).
	Education Level
	1 (Low)
	2
	3
	4
	5 (High)

	College/University Degree
	0.0%
	0.0%
	33.3%
	55.6%
	11.1%

	Some College/University
	0.0%
	0.0%
	50.0%
	40.0%
	10.0%

	High School
	20.0%
	0.0%
	30.0%
	20.0%
	30.0%

	Vocational
	0.0%
	0.0%
	0.0%
	0.0%
	100.0%



Mothers with higher education overwhelmingly rated their English at least intermediate, whereas mothers with only high school were more evenly split and included all of the “Beginner” ratings. This educational gradient mirrors international findings that higher parental education provides more linguistic resources at home. The patterns in confidence (not tabulated here) were similar: college-educated mothers were generally more confident. Overall, these results suggest that while most mothers see themselves as at least moderately competent in English, less-educated mothers are more likely to feel underprepared. Nevertheless, virtually all mothers wanted training, a finding in line with studies (Toledo & Dollente, 2025) reporting universally positive parental engagement in child literacy, regardless of parents’ own education

CHALLENGES OF TEACHING ENGLISH AT HOME 
The answers of the participants revealed four major themes of challenge: (1) limited language fluency, (2) child engagement difficulties, (3) scarcity of teaching resources, and (4) cultural-linguistic barriers. Each theme is illustrated below with representative quotations.

Limited language fluency
A pervasive theme was mothers’ own lack of English fluency. One mother admitted bluntly, “I am not fluent or knowledgable in English,” and another similarly: “Kay diri po ako fluent in speaking English” (“I am not fluent in speaking English.”). Many described having only patchy vocabulary: e.g., “waray gud sapat nga hibaro ha mga pulong hit English” (“I really don’t have enough knowledge of English words”) and references to “deep” or “hilarom” (difficult) words. Mothers also lamented grammar difficulties (“Ha grammar”, “pag gamit hin eksakto na grammar”), reflecting that they feel insecure about explaining correct usage. These admissions of limited skill are consistent with broader research: Singh and Kaur (2023) report that some bilingual mothers do not insist on speaking English at home and find it “difficult to motivate my child to learn” an unfamiliar language. In short, many mothers felt insufficiently equipped in English to teach confidently, which echoes findings that low parental literacy or education can hinder involvement (families with less education often have lower literacy practices).
Engagement and motivation difficulties
Many mothers noted their children’s lack of focus or interest when learning English. Typical comments included: “Sometimes our children don’t follow us.” Distracting activities were frequently mentioned, for example, a mother explained that teaching is hard “when they want to play outside… they cannot focus,” and others mentioned children engrossed in gadgets: “If my kids sulk [immerse themselves] in a device most of the time and have no interest in knowing English…” (respondent 18) and “playing gadgets” when lessons should be happening. These observations mirror pandemic-era reports: Agaton & Cueto (2021) found Filipino parents struggled with children’s engagement during distance learning, citing stress and distraction issues (though not English-specific). Apriyanti (2021) similarly describe mothers coping with “gaps” in learning and children’s disengagement under COVID lockdowns. Our data underscore that beyond maternal skill, keeping children motivated is a critical challenge.
Limited teaching materials and resources
A significant number of mothers complained of lacking appropriate materials. One wrote: “Print outs, kay mahal magpaprint hin barasahon amo nagtatyaga hin sinurat.” (“Print outs, because it’s expensive to print books, we make do by writing [lessons] by hand.”) In other cases, mothers simply noted there were few books or worksheets. Such resource constraints are widely observed in low-resource contexts; a World Bank review of early education in the pandemic noted that many countries explicitly reported “poor internet connectivity and limited materials” as major obstacles to home learning. Likewise, Vizconde (2024) found Filipino families resorting to whatever print or online resources they could obtain, highlighting that families often must act as the “source of materials” when schools are closed. In our study, the expense of photocopying and the lack of age-appropriate English readers clearly hampered mothers’ efforts.

Cultural and language barriers at home
Finally, respondents cited the dominance of the local language (Waray) at home as a barrier. For example, one mother explained that her child “mahinay maka pick up it bata, tungod kay nahira hin Waray-Waray language” (“the child picks up slowly because it is easier to use Waray-Waray [than English]”). Another stated flatly, “Diri gud nagagamit an English tungod nga Waray an amon first language” (“We don’t really use English because our first language is Waray”). These remarks reflect how a non–English-speaking household can limit practice opportunities. Bruce et al. (2025) similarly report that Philippine classrooms have “sociocultural biases toward English” despite mother-tongue teaching, indicating that preferences and comfort with the native tongue persist even as English is valued. For our mothers, this meant not only did the child default to Waray, but mothers themselves often did not feel comfortable conversing in English with the child. One respondent captured this tension: “I am not requiring myself to communicate with them in English… I want my child to communicate in English. But it’s difficult to motivate my child to learn,” a situation also noted by Singh and Kaur (2023) in another bilingual context.
In summary, our qualitative findings show that mothers perceive personal language limits, child disengagement, material shortages, and home-language dominance as the primary hurdles to teaching English. These themes resonate with both local and international studies. For instance, Garcia and de Guzman (2020) emphasize that Filipino parents’ own self-efficacy (“efficacy in helping the child”) can be a barrier to involvement, aligning with our mothers’ self-critique of flency. Apriyanti (2021) highlight that parents must “fill in the gaps” during remote learning, which we see echoed in mothers scrambling for resources and strategies. Internationally, parents in multilingual settings report similar struggles: Halimah et al. (2024) found Indonesian mothers facing challenges in fully grasping subject matter and balancing teaching duties at home, and Singh & Kaur (2023) document mothers trying to scaffold English learning without native-language support. Thus, our respondents’ voiced challenges both affirm these studies: for example, the specific issue of printing costs is a locally grounded problem that complements the more general finding of “limited materials”. Overall, the mothers’ accounts extend the literature by detailing how cultural and economic factors intersect to shape the home teaching environment.
 
CONCLUSION
This study affirms the transformative potential of community-based literacy programs in empowering stay-at-home mothers as active educators in their children’s early language development. By investigating the English proficiency, teaching confidence, and perceived challenges of mothers in Barangay 106, Tacloban City, the research highlights the intersecting effects of education level, access to resources, and cultural-linguistic contexts on home-based learning. The findings show that while most mothers rated themselves as having intermediate English proficiency, confidence in teaching varied according to educational background, echoing global patterns that parental education correlates with both literacy engagement and perceived self-efficacy (Bruce, Engel, & David, 2025; Rahman, Tang, & Chew, 2024).
The data reveal the real, localized struggles faced by mothers: limited language fluency, difficulty maintaining child engagement, lack of teaching resources, and barriers posed by the dominant home language (Waray). These challenges mirror broader findings in both local and international studies on family literacy under constrained circumstances (Singh & Kaur, 2023; Vizconde, 2024). Importantly, the near-universal desire for further training demonstrates a strong intrinsic motivation among mothers to better support their children’s literacy, aligning with Toledo and Dollente’s (2025) findings on parental willingness to engage in English language education and emphasis on the motivational role of parental involvement.
The CBPAR framework applied in this research proves effective in capturing both the measurable outcomes and the lived experiences of participants. This approach not only empowered the mothers as co-learners and stakeholders but also illuminated the value of participatory design in literacy interventions, as supported by the work of Magulod Jr. (2023) and Fernandez and Nichols (2025). Such participatory literacy programs have shown broader benefits beyond academic outcomes; they foster agency, self-esteem, and civic engagement among mothers (Clymer, Paratore, & Krol, 2024; Banerji et al., 2024; UNESCO, 2024). These effects are amplified when programs are culturally responsive and embedded within the community’s own social and linguistic realities (Scull et al., 2021; Tatel-Suatengco & Florida, 2020).
Ultimately, this study contributes to the growing evidence base that underscores the critical role of mothers as foundational educators. Targeted community-based literacy efforts, when inclusive, participatory, and resource-supported, can bridge the educational gap in underserved communities, promote intergenerational learning, and lay the groundwork for sustainable community development. Future programs should scale these interventions, integrate systematic training and material provision, and further engage local mothers as co-designers of educational change. As Vygotsky (1978) emphasized, learning is most effective within the zone of proximal development when guided by a more capable peer or adult. Mothers, with adequate support, are well-positioned to be that guide.
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