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Summary

Given that 98% of Norwegian children attend early childhood education
and care (ECEC) centres (Statistics Norway, 2023), ECEC quality
influences children’s development considerably (Burchinal et al., 2008a;
Yoshikawa et al., 2013). Considering the large number of children
attending Norwegian ECEC centres, it constitutes a unique arena in
which interventions may be implemented from a public health
perspective (Holte, 2016). Recognising that interaction quality is a key
factor in children’s development, it is essential to focus on measuring
and strengthening interaction quality in ECEC. Research in this field
seeks sustainable structures to measure interaction quality and further
develop ECEC staff’s interaction competence to give children a health-
promoting start in life.

The first years of life are a period of tremendous development. Research
conducted over several decades has increased our awareness of how
crucial children’s early experiences are for their well-being and further
emotional, cognitive and social development and learning (Siegel, 2020).
The unique architecture of each child’s brain architecture develops
during the first years of their life (Shonkoff, 2013), and interaction
quality is a key ingredient in children’s well-being and development
(Siegel, 2020).

Despite an expanding body of literature demonstrating that interaction
quality influences young children’s development, little is known about
how educational professionals experience using tools for measuring
interaction quality for professional development. In addition, little is also
known about management teams’ experiences of implementing
districtwide interventions whose main aim is to evaluate and provide
feedback on interaction quality between staff and children.

This dissertation’s main goal was to better understand the educational
professional’s experiences using a Classroom Assessment Scoring
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System intervention (CLASS: Toddler and Pre-K) in Norwegian ECEC.
This dissertation includes three studies. Study I provides insight into
Norwegian educational professionals’ perceptions of and reflections on
the use of the CLASS instrument as a structure for professional
development. Study II explores educational professionals’ perceptions
regarding the benefits and challenges associated with using CLASS in
the Norwegian social pedagogical tradition. These findings, taken in
tandem with existing developmental theories, suggest that a new hybrid
perspective on pedagogical traditions is required to expand the field
theoretically. Finally, Study III constitutes a follow-up study of Studies [
and /I and examines district managers’ experiences of leading the
implementation of a CLASS-related intervention.



Study Il
Districtwide implementation of CLASS

Evertsen, C., Tharaldsen, B.K, & Starksen. I. (Submitted). Exploring suceess
factors for distrietwide implementation of a Classroom Assessment Scoring
System related intervention. Seandinavien Journal of Educational Research.

Study |l
Pedagogical appropriateness of CLASS in Norway

Evertsen, C., Sterksen, I, Tharaldsen, K. B, & Kucirkova, N. (2023) Gains and
challenges with the Classroom Assessment Scoring System in social
pedagogical tradition. Frontiers in Education

Study |
Practical use efficiency of CLASS

Evertsen, C, Starksen, I, & Kucirkova, N. (2022) Perceptions of the Classroom
Asscssment Scoring System as a structure for professional community and
development. Ewropean early childhood education research journal 1-14.

Figure 1 The dissertation studies’ processes
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Study 1

This study explores Norwegian educational professionals’ perceptions of
and reflections on their use of the Classroom Assessment Scoring System
(CLASS) Pre-K and Toddler for professional development. Focus group
interviews (n = 22), group interviews (n = 4) and in-depth interviews (n
= 3) were conducted online, and conventional content analysis was
performed using NVivo 12 software. The professionals reported
that CLASS contributed to positive structures for professional
community and development within which both individual and
collective learning occurred. The content analysis yielded four main
categories: 4 shared professional platform, Professionalisation, Quality
in practice and Outcomes for children and parents. The professionals
express that CLASS structure improved communication and
collaboration between the early childhood education and care (ECEC)
centres and support systems. Overall, the findings contribute new
knowledge regarding educational professionals’ experiences of CLASS
as a tool for professional development, sense of community, improved
collaboration and more thoughtful classroom practice.

Study 11

This second study explores educational professionals’ perceptions of the
benefits and challenges associated with using CLASS within the social
pedagogical tradition in Norwegian ECEC. Focus group interviews (n =
22), group interviews (n = 4) and in-depth interviews (n = 3) were
conducted online, followed by conventional content analysis. ECEC
professionals perceived CLASS as contributing to their pedagogical
understanding and practice. At the same time, the introduction of CLASS
prompted them to reflect on the pedagogical value of the social
pedagogical tradition, which they wished to preserve and protect, and
the specific elements of the school readiness tradition that they wished
to include in their pedagogical understanding of high-quality pedagogy.
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The findings, along with existing development theories, suggest that a
new hybrid perspective on pedagogical traditions is required to
theoretically expand the field.

Study 111

Study I1I, which represents a follow-up study to Studies I and II, explores
district managers’ experiences with success factors for districtwide
implementation of a CLASS-related intervention. The findings from the
first two studies sparked our interest in exploring how the district’s
management team has planned and led the implementation of the
CLASS-related intervention, with a particular focus on perceived
success criteria. This qualitative study explored the district management
group’s (DMG) experiences of planning and implementing the
intervention and the various processes applied to ensure the
intervention’s success. Six intervention managers from a single district
participated in the study (n = 6), and conventional content analysis was
performed using NVivo 12 software. The analyses resulted in four main
categories: 1) Foundation; 2) The DMG; 3) District-specific adoption of
the intervention, and 4) Stimulating a collective move. The results
indicate that successful districtwide implementation requires careful
preparation, planning, organisation, guidance and attention to detail at
the system, centre and individual levels.

viil



List of Studies

Study 1

Evertsen, C., Sterksen, 1., & Kucirkova, N. (2022). Professionals’
Perceptions of the Classroom Assessment Scoring System as a
structure for professional community and development.
European early childhood education research journal, 1-14.
https://doi.org/10.1080/1350293X.2022.2031245

Study 11

Evertsen, C., Sterksen, 1., Tharaldsen, K. B., & Kucirkova, N. (2023).
Gains and challenges with the Classroom Assessment Scoring
System in a social pedagogical tradition [Original Research].

Frontiers in Education,
7.https://doi.org/10.3389/feduc.2022.965174

Study 111

Evertsen, C., Tharaldsen, B.K, & Sterksen. I. (Submitted). Exploring
success factors for districtwide implementation of a Classroom
Assessment Scoring System related intervention.
Scandinavian Journal of Educational Research.

ix



Table of Contents

Innhold
ACKNOWIEAZEIMENLS.....c.venieiieiiicieieieet ettt il
SUMMATY ...ttt et sttt b et sbe e saeenbesanens v
LSt Of StUAIES ... iX
I INOAUCHION ..ueiiiieiieiieei ettt ettt 1
1.1  Norwegian early childhood education and care system..............cccceen..... 3
1.2 Research on Norwegian ECEC quality ........ccccocceeveiienienieneneeeeeeeeeeeene 4
1.3 Why is Norway a suitable context for research on CLASS?..................... 5
2 Theoretical and empirical framework ............ccoeveierininininiiieee 7
2.1 Socio-cultural developmental theory ...........ccccereeierierienenereeeeeeeeeeene 7
2.2 Relational Developmental System theory ..........cccceeevererereneneeeeeeene. 8
2.3 Child development in a Neuropsychological perspective.............cccceueu..e. 9
2.4 EPIENELIC .eoueiuienienieieieeteet ettt sttt 10
2.5 ECEC QUAlILY c.eeteieieieieeieeteeieeeteteteeste ettt 11
2.5.1 Concepts of relations and ECEC quality .. 12
2.6 Measuring interaction quality in ECEC .........cccccoeiininiiniincincce 14
2.7 Pedagogical ECEC traditions...........ccceeirieirieinenininieenieieceeeeeeenne 16
2.8 Professional learning communities in ECEC .........cccocooviniiinicninnenn. 18
2.9  Districtwide implementation...........c.coeeeeerirerieenieineieeneesceseeerene 21
3 Research questions (RQ)......cccoeriiiriiiniieneeeeeeee e 23
4 MEthOAS. ..o e 25
4.1 PhenomenolOZY.......cccceveririiruieieiieieieieiese ettt 25
4.2 Social CONSIIUCTIVISII ....uvviuiiinieiirieiirtcieiee ettt 26
4.3 Qualitative reSEArch ..........ccoeevvieiiieiiciicieceeceeeeee e
4.3.1 Focus group interview
4.4 PartiCIPANTS.....ceverieieriesiesteeteeteeeeeeeeseeteeeeesesaeeseese e e eseeseeneessensensensensennes
4.4.1 Study Tand IL...c.o.ooveiiiiiiiiectecce s
442 STUAY TIL oottt

4.5  Data collection and procedure..
4.5.1 Study Tand TL......ooooiiiiiiiiic e




W 1T 2 1| SO 33

453 Procedures across all three Studies ..........cccoeveererinieiccinncccreeae 34
4.6  Data analysis .34
4.6.1 Conventional Content ANalysis..........coeeeeeeirieieerinineerinneeeeesenenens 35
4.7 Ethical considerations ..........c.cceceeeeieieienienienenienenenceeeeeeeenae e enes 36
4.7.1 INfOrmed CONSENL......vcviuiiriieiiirieietcee e 37
4.7.2 Confidentiality........cocoerieirierieireieeeeeeee e 37
S RESUIES ettt 39
5.1 Main findings Study T ......cccoeieiiiiieieeeeeeeee e 39
5.2 Main findings Study II... .41
5.3 Main findings Study III... .. 44
6 DISCUSSION ...ttt ettt een 47
6.1  CLASS as a structure for PLC ........cccoiiviiininieceieeeeeee e 47
6.2 CLASS I SPT .ottt 48

6.3  Leading a districtwide implementation of a CLASS-related intervention
................................................................................................................ 51
6.4 All themes across all StUIES .......c.ccoeveveuiiriniieiiirecceeeeeeene 53
6.5  Methodological considerations ...........ccccoevererererenenieieicieeenenaens 59
6.5.1 STUAY dESIZN ...t 59
6.5.2 Researcher positionality .........c.cocevveirieiiinieineiecreeeee e 61
6.5.3 ValIdity ..o 62
6.6  Contributions and practical Implications ...........c.ccoeceveireinenneneenene 65
6.7  Suggestions for Future Research.........c.cccoeoiviiininiiniiniiiniinccce 67
T RETEIENCES ....eeieiieieee et 69
8 StUAY Lot e 85
O SHUAY ILeeie e e 101
10 Study IIL oo 115
APPCINAICES ..ottt ettt e sttt e ste e beeseesbeesaesseeseesaenseensennes 143
APPENdixX 1 — FirSt NtIY.....coueoieriiriirinieniereeeeeetetetereeseene et 143
Appendix 2 — SECONA ENLIY ....oviiiiiriieiietieiieiieieete et 144
Appendix 3 — Third eNtry ....cc.ooeeeririiiiieeeeeeeee e 149
Appendix 4 — FOurth @ntry ........cocoeeveriiiiiiieieieieieeses e 153

X1



Table of Figures

Figure 1: The dissertation studies’ ProOCESSES.........cevvrvererrireererierienieieeeeeene vi
Figure 2: Sample universe and inclusion criteria for Studies I and II (inspired

by Robinson, 2014). ....ccooiiiiieieeieeeeeeeeee e 30
Figure 3: Participants in Studies I and I1. .........cccocoiiiiiiiiiei e 31
Figure 4: Main findings from Study L........cocoocenininiiiiieeeee 40
Figure 5: Main findings from Study IL..........coocooiiiiiiiiieee 42

Figure 6: A hybrid model: High interaction quality focus, drawing on the best
aspects of the two pedagogical traditions

Figure 7: Main findings from Study IIT ............ccccceeieininen.

Figure 8: The chain of scaffolding provided during the dlstrlctW1de
implementation of a CLASS intervention............cccoceeevevenene. 52

Figure 9: A visualization of the main themes of this thesis...........c.ccccccceeenee. 54

xii



Introduction

1 Introduction

The early years of life represent a time during which the foundation for
future learning and development is established, a valuable time during
which development-promoting environments should be facilitated as a
priority (Blair & Raver, 2012; Meaney, 2010; Shonkoff, 2013). In recent
decades, researchers have unanimously agreed that high-quality Early
Childhood Education and Care (ECEC) is important for children’s
development opportunities and well-being, from both a present- and
future-oriented perspective (Evertsen et al., 2023; Pluess & Belsky,
2010; Tuastad et al., 2019).

ECEC employees’ interaction competence lies at the core of the concept
of quality. Interaction competence must embrace any opportunities for
development that the employee gives to the child. Through interactions,
employees stimulate children’s socio-emotional, cognitive, and physical
development. Given the fundamental importance of high-quality
interaction for children’s well-being and development, it is unsurprising
that researchers and managers in the ECEC field are seeking qualified
assessment tools for interaction quality. The validated assessments
currently used to determine interaction quality are often developed in US
or UK contexts. CLASS is one of the most widely used and recognised
measurement instruments for interaction quality. Among the various
assessment tools used to enhance quality, CLASS offers the most
accurate prediction of children’s outcomes (Sabol et al., 2013). At the

same time, several researchers have noted that European countries may



Introduction

experience challenges when using assessment tools developed in the
USA and UK (Baustad & Bjernestad, 2020; Ishimine & Tayler, 2014),
given that the education systems are structured differently and values
and priorities vary between countries (Alvestad et al., 2009). While only
a small number of studies have explored the application of CLASS in
different cultural contexts, the results indicate that cultural challenges
may arise (Barnes-Najor et al., 2021; Pastori & Pagani, 2017). In
addition to addressing cultural challenges, it is also vitally important to
ask whether assessment tools developed in the context of one educational
system can contribute something valuable in other educational systems
and contexts. Therefore, in this thesis, the main goal was to explore

educational professionals’ perceptions of CLASS in Norwegian ECEC.
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1.1 Norwegian early childhood education and care
system

All children in Norway have the right to attend ECEC from the
age of one (The Kindergarten Act - Section 12 a). The state
partially subsidises Norway’s ECEC, and ECEC attendees from
low-income families are fully subsidised. This universal ECEC
system allows everyone to participate in ECEC, irrespective of
their socio-economic status, and the statutory right to ECEC
attendance and the universal subsidised system has allowed most
Norwegian children aged between one and five years to attend
ECEC. At the time of writing, in 2023, 93% of children aged 1-
5 is attending ECEC daily. In terms of age-based subgroups, 88%
of Norwegian children aged 1-2 attend ECEC, and as many as
97% of children aged 3-5 attend ECEC (Statistics Norway,
2023).

The Norwegian ECEC system is framed by the Norwegian
framework plan (FWP) (Ministry of Education and Research,
2017), which is dominated by essential principles stemming from
the social pedagogic tradition. Children’s needs for care and
security are the core values in educational work. At the same
time, the Norwegian FWP lays down guidelines for relationship
quality to be the employees’ primary tool to create security, to

facilitate learning on the socio-emotional, social and cognitive
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levels. The FWP emphasises centre leaders’ responsibility to

work systematically to improve ECEC quality.

1.2 Research on Norwegian ECEC quality
Although Norwegian ECEC centres are often considered to be
among the best in the world, research has highlighted uneven
ECEC quality in Norway (Baustad & Bjernestad, 2020;
Bjornestad et al., 2020; Rege et al., 2018). Areas such as
‘standards for play materials’ (Bjernestad & Os, 2018),
caregivers’ basic interaction skills (Bjernestad et al., 2020) and
teachers’ sensitivity to children’s participation in learning
settings—particularly with respect to allowing the children to talk
(Ree & Emilson, 2019)—are surprisingly less consistent than
expected. Another concern in Norwegian ECEC is that children
typically spend 60% of the time engaged in free play, with the
teacher absent for 45.5% of the time (Karlsen & Lekhal, 2019).
This highlights the need for productive and culturally appropriate
approaches to evaluating interaction quality in Norwegian ECEC
as well as the more pressing need to acquire knowledge about
suitable structures to create learning communities that motivate
staff to further develop their skills in interacting with children
with the aim of promoting high-quality ECEC. CLASS may serve
as a useful assessment tool in this context. Recent Norwegian
studies have shown that CLASS, as a framework for staff

guidance, provides opportunities for staff to develop their
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relational skills in ECEC (Bueen et al., 2021). Furthermore,
interaction assessment tools that include professional
development opportunities for employees can foster motivation

among ECEC staff (Baustad & Bjernestad, 2023).

1.3 Why is Norway a suitable context for research
on CLASS?
CLASS is a validated and widely applied observational tool that
is used worldwide and has been studied in many countries (Allen
et al., 2013; Hamre et al., 2014; Hamre et al., 2013; Mashburn et
al., 2008; Pianta et al., 2002). While CLASS provides the most
comprehensive prediction of children’s outcomes (Sabol et al.,
2013), whether it aligns with Norwegian ECEC culture remains
to be determined. As mentioned, several researchers have pointed
out that European countries may encounter challenges when
implementing assessment tools developed in US and UK contexts
(Baustad & Bjernestad, 2020; Ishimine & Tayler, 2014). Several
studies have explored CLASS in different cultural contexts and
the results indicate that cultural challenges may indeed arise

(Barnes-Najor et al., 2021; Pastori & Pagani, 2017).

Despite the focus on cultural differences, Norwegian districts
have adopted CLASS as a tool to evaluate the quality of
interaction and hence use the observations as a starting point from
which to create a professional learning community. Managers

thus search for instruments that can help them to develop
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interaction quality in ECEC, and the FWP requires managers to
create learning organisations whose responsibility is to work
systematically to further enhance ECEC quality. Traditionally,
observational tools are generally not extensively used in Norway
ECEC. The research reported herein was conducted in the first
Norwegian municipality to have implemented CLASS for all

ECEC centres and their support services.

Discussions regarding the use of CLASS outside the US typically
take place among researchers and academics, while education
professionals’ experiences with new assessment tools are rarely
explored, despite the fact that their professional experiences are
valuable and should be highlighted in the knowledge base on the
use of CLASS outside the USA. In this thesis, therefore, I wished
to explore their experiences and professional reflections on using
CLASS in Norway in addition to understanding what district
managers consider to be the key criteria for success when

implementing such an ECEC intervention.
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2 Theoretical and empirical framework

Educational science is an interdisciplinary field, as various academic
disciplines, such as pedagogy, psychology, sociology, philosophy and
history, collaborate to shed light on children’s development and needs.
Interaction quality in ECEC is often studied within a developmental
psychology and systems theoretical framework, which has its origins in
understanding children’s needs for emotional caregiving and support to
ensure their healthy development. This knowledge forms the basis for
studies on interaction quality in the field of education. The work reported
in this dissertation is grounded in relational developmental systems
(RDS) theory (Ford & Lerner, 1992; Overton, 2015) and socio-cultural
developmental theory (Bruner, 1984; Vygotsky, 1980), which provide a
framework for the integration of the biological, behavioural and

environmental aspects of human development.

2.1 Socio-cultural developmental theory

Vygotsky’s socio-cultural development theory provides another
perspective for the dynamic understanding of an individual’s
development in a mutual interaction with the person’s context
(Vygotsky, 1980) This theoretical perspective suggests that people
develop through interaction with their surrounding environments, in
dialogue with one another and using socio-cultural tools that mediate
these interactions (Vygotsky, 2001). The socio-cultural perspective

regards learning and development as processes that take place using
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language and through participation in social practices (Séljo, 2001). The
proximal development zone, which is central to this theory, is understood
as the area between what a person can manage independently and what
the individual cannot manage, even with help. As such, it encompasses
everything that an individual can manage with scaffolding from others
(Bruner, 1984). Throughout this thesis, the socio-cultural learning theory
will serve as the basis for the understanding of a multi-level scaffolding

process for development.

2.2 Relational Developmental System theory

Research into children’s development is often guided by the RDS
(Overton, 2015). This paradigm recognises that children’s development
is dependent on bidirectional and multi-level interactions between
multiple factors at each level of development (Bornstein & Leventhal,
2015). This theoretical understanding focuses on the factors that actively
shape individual development as dynamic and continuous bidirectional
collaborations across several levels of influence (e.g., epigenesis,
behaviour and development) and continue to shape the child’s
development (Overton, 2015). RDS understands all human
developmental as a bidirectional and dynamic process of individual—
context relationships that are all mutually regulated. The child and its
environment are inextricably linked, and the contributions from both the
environment and the child are essential to understanding its development
(Bornstein & Leventhal, 2015; Bronfenbrenner, 1979; Sameroff, 2009).
RDS provides the basis for the understanding of the child’s human need
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for high-quality interactions with adults to ensure healthy individual

development.

The bioecological model of development is among the frameworks that
are found within the RDS paradigm. It contains four principles:
processes, person, context and time (Bronfenbrenner & Morris, 2006).
The model understands development as a proximal process that consists
of interactions between the person and their surrounding context. The
environment is hierarchically organised and composed of interlinked
systems—a microsystem, mesosystem, exosystem and macrosystem—
with the understanding that humans surround themselves with various
systems that interfere with each other. The different systems stand in
relation to and mutually influence one another (Bronfenbrenner, 1979;

Bronfenbrenner & Morris, 2006).

2.3 Child development in a Neuropsychological
perspective

In recent decades, research on infants and young children has provided a
fuller understanding of how early experiences impact brain development
and future mental and physical health (Schore, 2005; Shonkoff et al.,
2012). Children are particularly easily affected during the first years of
life (Bowlby, 2018). Brains form over time (Siegel, 2020), and the
brain’s basic architecture is constructed through an ongoing process that
begins before birth and continues into adulthood. During the first few
years of life, more than one million new neural connections form every

second (National Scientific Council on the Developing Child., 2007).
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Following this period of rapid proliferation, connections are reduced
through pruning, which allows brain circuits to become more efficient
(Hart, 2011). While the early years are the most active period for the
establishment of neural connections, new connections may continue to
form throughout an individual’s lifetime. Because this dynamic process
never stops, it is impossible to determine what percentage of brain
development has occurred by a certain age. More importantly, the
connections that form early on provide a strong or weak foundation for
later relationships and development depending on the quality of early

interactions (Shonkoff et al., 2012; Siegel, 2020).

2.4 Epigenetic

Epigenetics highlights the complex mutual interaction between a child’s
genes and their environment. New research has demonstrated that
environmental influences can affect whether and how genes are
expressed. For example, scientists have discovered that early experiences
can determine how genes are ‘turned on and off” and whether some genes
are expressed while others are not (Meaney, 2010). During development,
the DNA that constitutes our genes accumulates chemical markers that
determine how much or little the genes are expressed. This collection of
chemical markers is known as the epigenome (National Scientific

Council on the Developing Child., 2010).

Although genes provide the blueprint for the formation of brain circuits,
these circuits are reinforced by repeated use. A significant ingredient in

this developmental process is safe and nurturing interactions between

10
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children and their parents and other caregivers in the family or
community (in this case, ECEC employees) (Meaney, 2010). The brain
does not develop optimally without caregivers who provide reliable and
appropriate responses (Shonkoff et al., 2012; Siegel, 2020), which may
lead to disparities in learning and behaviour. Ultimately, genes and
experiences work in concert to construct brain architecture (National

Scientific Council on the Developing Child., 2010).

The epigenome may be affected by positive experiences, such as safe
and responsive relationships and opportunities for learning, or negative
influences, such as environmental toxins or stressful life circumstances,
which leave a unique epigenetic ‘signature’ on the genes (Meaney,
2010). These signatures may be temporary or permanent, and both types
affect how easily the genes may be switched on or off. The optimal
approach to supporting children, therefore, is to foster safe and
responsive relationships and reduce stress to build healthy brains from
the beginning, helping children to grow up to be healthy, productive
members of society (Meaney, 2010; Shonkoff, 2013).

2.5 ECEC quality

ECEC facilitate a unique setting in which healthy early childhood
development may be fostered among large swathes of the rising
generation. In acknowledging the importance of the earlier years of life
and the need to promote nurturing interactions with others to support
healthy brain development (Child., 2007, 2010), ECEC centres can

ensure that all children have the opportunity to enter into development-

11
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promoting relationships and interactions and even out social differences
(Burchinal et al., 2008b; Solheim, 2013; Zachrisson & Dearing, 2015).
High-quality interaction in ECEC settings can contribute to children’s
well-being, learning and mental health, which, in turn, can prevent future
mental health challenges in the long run and even out social differences

from a public health perspective (Holte, 2016).

Evidence increasingly suggests that high-quality ECEC promotes
children’s health and development, both physically and mentally (Belsky
et al., 2009; Burchinal, Kainz, & Cai, 2011). High-quality ECEC matters
for all children (Engvik et al., 2014; Melhuish, 2011) and can have
substantial impacts on children’s early learning (Yoshikawa et al., 2013),
and short (Rege et al., 2021) and long-term outcomes, such as literacy
and numeracy (Melhuish, 2011). Moreover, high-quality interaction and
care in ECEC settings is particularly crucial for children at risk
(Brandlistuen et al., 2015; Burchinal et al., 2011; Solheim, 2013;
Zachrisson & Dearing, 2015).

2.5.1 Concepts of relations and ECEC quality

The understanding of quality in ECEC is largely based on developmental
psychology, educational theories and child development research.
Interaction quality is often considered to be the main ingredient in the
concept of quality (Hamre et al., 2013; Slot et al., 2015; Sylva et al,,
2006). The terms °‘relations’ and ‘interactions’ are closely related.
Interactions constitute all meeting points (sequences of interaction)

between two individuals (Wubbels & Brekelmans, 2005a). Interactions

12
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vary in length and often consist of a combination of verbal and physical
communication. These interactions may be understood as the building
blocks of relations. Relations develop based on the quality of interactions

(Wubbels et al., 2014), in this context between children and adults.

The most commonly used approach to defining ECEC quality is to divide
the concept into two variables: structural quality and process quality
(Pianta et al., 2010; Pianta, La Paro, et al., 2008; Slot et al., 2015).
Process quality refers to the child’s day-to-day experiences in the ECEC
setting (Slot et al., 2015) and constitutes aspects of children’s
interactions with their teachers and peers (Hamre et al., 2013; Slot et al.,
2015). Process quality concerns all interactions in which the child
participates in ECEC contexts (Wubbels & Brekelmans, 2005b) and is
considered to be the proximal determinant of child development (Pianta
et al, 2003). The variable structural quality includes structural
characteristics such as children’s group size, children-to-teacher ratio
and teachers’ qualifications (Slot et al., 2015) and physical and
organisational environment and the various resources at ECEC centres’
disposal (Siraj-Blatchford & Sylva, 2004). Process quality in ECEC has
a tremendous significance for children’s outcomes (Sabol et al., 2013)
and has been proven as the main ingredient in ECEC quality (interaction
quality) in the form of safe, sensitive and stimulating child—adult
relationships (Pianta et al., 2003). In all studies of this thesis, interaction
quality is defined in accordance with Wubbels et al. (2014) description
of relations and interactions and Slot et al. (2015) understanding of

process quality.

13



Theoretical and empirical framework

2.6 Measuring interaction quality in ECEC

Several tools are currently available to assess quality in ECEC. The
purpose of evidence-based assessment-tools is to verify ECEC quality
while simultaneously identifying each ECEC centre’s strengths and
limitations for further development. In the USA, assessment tools that
combine systematic observations with employees’ professional
development are referred to as Quality Rating and Improvement Systems
(QRISs) (Sabol et al., 2013). The aim is to both observe and provide
feedback or professional development to foster learning among ECEC

teachers.

The Environment Rating Scale-Revised (ITERS-R), Early Childhood
Environment Rating Scale (ECERS), Caregiver Interaction Profile (CIP)
and Classroom Assessment Scoring System (CLASS) Toddler have been
used to evaluate interaction quality in Norwegian ECEC (Baustad &
Bjernestad, 2023; Bjernestad et al., 2020; Bjornestad & Os, 2018; Bugen
et al., 2021; Drugli & Berg-Nielsen, 2019). Norwegian research has
investigated the associations between interaction quality and child
development and has found surprisingly low or absent associations
(Eliassen et al., 2018; Lekken et al., 2018). One reason for this may be
the cultural context in which these studies have been conducted
(Norway), which differs from the assessments’ original context (i.e., the
US). Studies from other countries have shown that classroom quality, as
assessed by CLASS, is linked to various academic, social and
behavioural outcomes during children’s early years as well as for

children finishing preschool and in first grade (Hamre, 2014; Howes et
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al., 2008; Mashburn et al., 2006; Sabol et al., 2013). A recent study found
that high interaction quality scores measured using CLASS Toddler
correlated with the development of children’s self-regulation skills

(Salminen et al., 2021).

CLASS) has been tested to a considerable extent internationally (Allen
et al., 2013; Hamre & Pianta, 2007; Pianta & Stuhlman, 2004) and to a
limited extent in Norway (Bugen et al., 2021; Drugli & Berg-Nielsen,
2019; Lekhal et al., 2020). CLASS focuses on adults’ competence and
ability to create developmentally stimulating environments for all children in
the ECEC. CLASS does not focus on students’ individual skills or
development levels but rather measures the quality of the context that is
created around the children attending the ECEC centre. Research interest
in Norwegian ECECs’ use of CLASS as an assessment tool for ECEC
practitioners’ professional development has increased, and lately we
have seen some new studies (Bugen et al., 2021; Evertsen et al., 2022;
Evertsen et al., 2023). CLASS is a standardised observation system
focused on analysing teacher—child interactions (La Paro, Pianta, &
Stuhlman 2004; Pianta, La Paro, & Hamre, 2008). The CLASS system
is based on the theoretical framework of Teaching Through Interactions
(TTI). TTI is anchored in systems theory (Bronfenbrenner, 1979), where
human interaction is the most important component for children's

development and growth (Hamre et al., 2014; Hamre & Pianta, 2007).

Given that its scores are linked to various academic, social, emotional

and behavioural outcomes, the growing popularity of CLASS is
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unsurprising. However, this instrument was developed in a context
characterised as a school readiness tradition, which contrasts with the
social pedagogical tradition seen in most Nordic countries (OECD,
2006). Over the last few decades, several quality assessments for ECEC
have been developed internationally, most in the US context. The
international application of CLASS may thus be problematic, as these
measures were normed against US populations in a school readiness
tradition (Ishimine & Tayler, 2014). Quality assessments, therefore, do
not automatically translate to other contexts, such as the Norwegian or
Nordic understanding of high-quality ECEC (Bjernestad et al., 2020).
European countries may encounter challenges in attempting to
implement ECEC quality assessments unless appropriate adjustments are
made to ensure their suitability in different contexts (Ishimine & Tayler,
2014). Few qualitative studies have examined employees’ experiences
of CLASS and cultural differences in ECEC, with the exception of a
couple of studies (from Italy and the US) showing that cultural
misalignments may occur (Barnes-Najor et al., 2021; Pastori & Pagani,
2017). Norwegian ECEC must consider international research critically,
given that education systems are structured differently and concepts,

values and priorities may differ across contexts (Alvestad et al., 2009).

2.7 Pedagogical ECEC traditions

ECEC pedagogy has been divided into two main traditions: school
readiness tradition (SRT) and social pedagogical tradition (SPT). These

traditions have different origins and are also referred to in various ways.
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Despite their different theoretical angles and objectives, it is worth
investigating whether these traditions have elements in common and
whether the traditions are united in any aspects. Newly arising traditions,
such as the playful learning pedagogy (Hirsh-Pasek et al., 2009),
integrate aspects from the social pedagogical tradition, such as child
centredness, playfulness and learning in natural context, with the more

intentional pedagogy encountered in school readiness traditions.

The school readiness tradition, also referred to as the Anglo—American
construct (Biesta, 2013), the social investment model (Tuastad et al.,
2019), the academic—instructivist approach (Sylva et al., 2016), the pre-
primary approach (OECD, 2006), the cognitive child paradigm, the
academics paradigm, instructional pedagogy (Klitmeller & Sommer,
2015) and the early education approach (Ringsmose & Brogaard-
Clausen, 2017), is prominent in English-speaking countries (United
Kingdom, Ireland, Australia, Canada and the United States), France and
the Netherlands. The social pedagogical tradition, which is also referred
to as the Continental and German construct (Biesta, 2013), the child-
centred model (Sylva et al., 2020; Tuastadet al., 2020), the whole child
paradigm (Klitmeller & Sommer, 2015, the constructivist approach
(Sylva et al., 2016) and the social pedagogical approach (OECD, 2006;
Ringsmose & Brogaard-Clausen, 2017), is practiced in the Nordic
countries (Norway, Sweden, Denmark and Finland), several European
countries (Germany, Austria and Switzerland) and New Zealand. The
school readiness tradition follows the developmental psychology

theoretical tradition, focused on preparing children academically for
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school and future life. The tradition is characterised by its sharp focus on
cognitive stimulation through instructional learning, child assessment
and benchmarks (Sylva, 2016), and the related research has often been
quantitative (OECD, 2006). Meanwhile, the social pedagogical tradition
has its theoretical foundations in child sociology and developmental
psychology. Its focus is on children’s lived experiences in the here and
now, whereby children’s free play and intuitive initiative are anchored
as core values (Sylva, 2020). The pedagogical principle is free play, and
the main goal is children’s socio-emotional development (OECD, 2006).
Scholars and teachers within this tradition are largely opposed to the
school readiness tradition, arguing that a more holistic and broad
preparation for life is key to healthy child development (Sylva et al.,
2020; OECD, 2006; Biesta, 2013). However, there are also scholars
advocating for a building a bridge between the two traditions (Hirsh-
Pasek et al., 2009; Tuastad et al., 2019), by integrating aspects from the
social pedagogical tradition with aspects from the school readiness

traditions.

2.8 Professional learning communities in ECEC

A professional learning community can be understood as a group of
people, motivated by a shared learning vision. Who support and work
with each other, finding new ways to enquire on their practice and
together learn new and better approaches (Stoll, 2010a). Work
undertaken with the aim of enhancing professional learning communities

(PLC) tends to wander between three overlapping approaches: first, the
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whole ECEC approach (i.e., the entire ECEC centre is operating as a
learning community); second, a within-ECEC centres approach (i.e.,
groups are responsible for being active learning teams); and third, an
across-ECEC centres approach (i.e., a collaborative between teachers in
‘centres to centres’ in network learning) (Harris & Jones, 2017).
Furthermore, PLC’s characteristics are shared values and vision,
collective responsibility for children’s learning and development,
collaboration focused on learning, group as well as individual
professional learning, reflective professional enquiry, openness,
networks and partnerships, inclusive membership and mutual trust,

respect and support (Stoll et al., 2006).

Teachers who are part of a well-functioning professional learning
community tend to be more reflective on their professional practice and
more willing to innovate in the classroom, and a professional learning
community can improve teachers’ professional practice and contribute
positively to educational quality (Evertsen et al., 2022; Harris & Jones,
2017).

To develop a PLC, all employees must proceed in a common direction,
ensuring that the community is structured for a collective orientation
change process (Fullan, 2010; Hargreaves et al., 2018). Establishing
collective learning processes is complicated, but the impact may be
substantial when organisations succeed (Fullan, 2010; Hargreaves et al.,
2018). Despite its complexity, established routines and processes may

promote PLC, including optimising resources and structures to promote
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the PLC; promoting professional learning; evaluating and sustaining the

PLC; and leading and managing to promote the PLC (Stoll et al., 2006).

The learning processes, activities and conditions supporting the PLC
build capacity for learning in professional communities. Fullan (2010)
uses the term ‘collective capacity building’ to describe this; it is argued
that collective learning processes significantly impact change processes
to a greater extent than individual endeavours. Systemic capacity
depends on harnessing and channelling collective energy (Stoll, 2010b).
Collective capacity building requires that all actors in a system pull in
the same direction so that, over time, a shared professional language and
a common understanding of the theoretical basis may develop. When the
improvement work takes place collectively in an organisation, each
employee will learn through collaborative processes with others. This
will ensure enhanced access to knowledge and, in the next stage,
collaborative processes will foster commitment, constituting a strong

individual and collective capacity (Sharratt & Fullan, 2009).

In understanding individual and collective capacity in learning
communities, the terms ‘individual’ and ‘collective self-efficacy’ are
closely linked (Bandura, 1997; Leithwood & Beatty, 2007). Capacity in
relation to educational change may be understood as the power to engage
in and sustain learning of people at all levels of the educational system
for the collective purpose of enhancing students learning (Stoll, 2010b).
Individual and collective self-efficacy in educational settings may be

understood as the extent to which a teacher believes they have the
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capacity to affect students’ performance. Self-efficacy is a personal
belief about one’s ability or capacity rather than one’s actual ability or
capacity (Leithwood & Beatty, 2007). Individual self-efficacy beliefs are
associated with strong positive relationships, perceived personal
competence and employee organisational commitment (Tschannen-
Moran et al., 1998). Moreover, teachers’ low levels of self-efficacy have
been associated with feelings of stress (Parkay et al., 1998). By contrast,
teachers with a high sense of self-efficacy are more likely to adopt new
classroom practices and are also more likely to remain in the profession
(Harris & Jones, 2017). An overall assumption is that PLC may be
fundamental to teachers’ individual and collective capacity and may

promote both individual and collective self-efficacy.

2.9 Districtwide implementation

Existing research attests to the association between high-quality CLASS
implementation in ECEC and positive outcomes in terms of both
children’s development and teachers’ professional development (Hamre
& Pianta, 2007; Mashburn & Pianta, 2006; Pianta, Mashburn, et al.,
2008). If interventions are to be implemented beyond a single ECEC
centre, on a larger scale, the terms districtwide, systems intervention
(Blase” etal., 2012; Fixsen et al., 2019) or community approach are often
used (Fixsen et al., 2005; Moore et al., 2022). These approaches
encompass the entire community as the unit of change. District
infrastructure, coordination and leadership all enhance the likelihood that

an intervention will be successful (Moore et al., 2022). This requires
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professional community collaboration on multiple levels within the
district to reduce the likelihood of fragmented implementation
(Greenberg et al., 2003). Schoolwide and districtwide approaches are
also commonly used terms in implementation science (Humphrey et al.,

2013; Oberle et al., 2016).

All these approaches focus on the community as the unit of change and
aim to integrate interventions into daily interactions and practices. This
illustrates how multiple setting levels in the community using
collaborative efforts that include all staff, teachers, families and children
are necessary for a high-quality implementation process (Meyers et al.,
2015; Oberle et al., 2016). The systemic approach helps create a
supportive context in which effective interventions may be introduced
and maintained for all students and moves away from piecemeal and
fragmented approaches to implementation toward an approach that is
comprehensive and coordinated in terms of both planning and
implementation (Greenberg et al., 2003). The framework highlights (a)
interrelated domains, (b) short- and long-term attitudinal and behavioural
outcomes; (c) coordinated strategies that enhance student development
and academic achievement; and (d) district, state and federal policies and

supports that promote the quality implementation (Oberle et al., 2016).

22



Research questions (RQ)

3 Research questions (RQ)

The first two studies in this dissertation originate from the same group
of participants. Study I examines educational professionals’ experiences
with CLASS as a system for professional development. Study II
examines education professionals’ reflections on using CLASS in the
social pedagogical tradition. More specifically, the aim is to illuminate
the participants’ reflections on how CLASS fits into Norwegian ECEC
practice and whether the CLASS can contribute something in a
pedagogical context and whether the CLASS framework should be
altered for closer alignment with the Norwegian educational tradition.
Study III explores the district’s management experiences with
districtwide implementation process of the CLASS-related intervention.

The research questions that guided each study were as follows:

Study I

RQ 1: What are the perceptions and reflections of education
professionals regarding CLASS as a system for individual and collective
learning in Norwegian ECEC?

Study I1

RQ 2: How do Norwegian CLASS observers and observed staff perceive
the use of CLASS in the social pedagogical ECEC tradition?
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Study III

RQ 3.1: How did the district’s management group plan and execute the
districtwide implementation of a CLASS intervention?

RQ 3.2: What aspect of the implementation process did they identify as
particularly important with respect to ensuring a successful
intervention?
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4 Methods

This PhD study adopts a qualitative methodological framework. Several
qualitative interviews were conducted where I seek to understand the
interviewee’s experiences (Creswell & Creswell, 2018; Leavy, 2022).
The design enables flexibility and change, in light of the mutual
influence between the problem, data collection, theoretical framing,
analysis and interpretation (Bryman, 2016; Maxwell, 2012). The
dissertation has its theoretical underpinnings in phenomenology and
social constructivism (Johannessen et al., 2016; Welsh, 2013). This
doctoral research was conducted during the COVID-19 pandemic, and
thus it was not possible to collect data as initially planned due to
shutdowns and restrictions. Therefore, the data collection procedure
changed from dialogue to digital interviews in Studies I and II. Study III
was conducted after the COVID-related lockdowns, meaning that

physical meetings could be held to facilitate dialogue interviews.

4.1 Phenomenology

Through a phenomenological approach, the goal is to seek to understand
the meaning of a phenomenon as witnessed through other people’s eyes.
Such studies explore how participants perceive the world from their own
subjective perspectives, exploring their experiences, perceptions and
understanding of the phenomenon in question. This is thus an

interpretive perspective (Kvale & Brinkmann, 2009). The approach
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differs from other methods in light of its combination of psychological,

interpretive and ideographic components.

The purpose of phenomenological studies is to explore various
(psychological) phenomena as they occur for people in specific
situations in everyday life. Furthermore, the desire to extract meaningful
essences from the phenomenon focuses on people’s experiences of the
phenomenon at hand (Lindseth & Norberg, 2004). In this thesis, [ want
insight into educational professionals' personal perceptions of using
CLASS based on their own experiences. This requires that we open to
the phenomenon as described by setting aside the pre-existing
assumptions we—the researchers—have about the phenomenon. The
degree to which one believes such preconceptions may be set aside and
idea regarding which aspects are necessary to understand the

phenomenon vary between theorists (Bengtsson, 1999).

4.2 Social constructivism

Social constructivism is based on phenomenology and distances itself
from the idea that society may be regarded as an objective quantity
(Berger & Luckmann, 1996). The perspective points out that we must
understand reality as created in society by various social factors. This
understanding makes room for explanations as to why people may have
different perceptions of the ‘same’ phenomenon (Tjora, 2021). Research
contexts using interactions, such as focus group interviews, to generate
data are closely linked to symbolic interactionism (Tjora, 2021) and a

social constructivist view of science. When choosing focus group

26



Methods

interviews for data collection, I hope that the participants’ stimulation of
one another provides opportunities to foreground several aspects of their
experiences and reflections. Symbolic interactionism (interactionism)
emphasises interpersonal interaction as a central society-forming unit.
Social situations are highlighted in a bid to understand how situations
arise and form the basis for further interactions, socialisation, norms,

cultures and societies (Tjora, 2021).

4.3 Qualitative research

All studies in this dissertation were conducted within a qualitative
methodological design. This design seeks to understand the
interviewee’s experiences from the individual’s perspective. The
qualitative interview technique is particularly suitable when seeking
insight into people’s thoughts, feelings and experiences (Maxwell,
2012)—in this case, the reflections and experiences of professionals
working with CLASS in ECEC and experiences of leading the
districtwide implementation of a CLASS-related intervention. Focus
groups and individual interviews were deployed to explore these

perspectives.

4.3.1 Focus group interview

The focus group interview (FGI) is one of the most widely used
methodological approaches in qualitative studies today (Creswell &
Creswell, 2018; Krueger & Casey, 2015). The purpose of conducting a

focus group is to understand how a group of people think about a
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question, idea, product or service. Focus groups are typically used to
gather opinions, and the participants are selected because they share
specific characteristics that relate to the focus group topic. As such, it is
appropriate to carry out several FGIs in a given study (Lune & Berg,
2017) to identify perception trends and patterns across the different
group discussions. Following the interviews and careful and systematic
analysis, the discussions yield clues and insights into how the groups’
members perceive the phenomena at hand. A focus group study must be
carefully planned to be successful. The moderator’s abilities and
knowledge of group interviews and group processes are crucial in
ensuring that the database assembled based on FGIs is of high quality.
(Krueger & Casey, 2015; Lune & Berg, 2017).

Proper use of FGIs offers several benefits. One of the advantages
concerns the researchers’ opportunity to save time and money compared
to individual interviews conducted among all informants from the same
group. Furthermore, the moderator and assistant moderator are permitted
to interact directly with the study’s informants. This allows the assistant
moderator to clarify and probe the participants’ responses and ask
follow-up questions during the interview. Assistant moderators can give
conditional answers, ask follow-up questions and observe nonverbal
signals (Krueger & Casey, 2015; Stewart et al., 2009). The open format
facilitates the collection of a large and rich body of data based on the
participants’ own expressions. This provides opportunities to discover
essential connections, establish more profound levels of meaning and

identify subtle nuances in expressions and utterances. FGI does not
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necessarily provide the same depth as individual interviews, but a skilled
moderator allows the informants to respond and build on the input and
words of others in the group. This synergistic effect associated with the
group setting may yield data and ideas that might not have emerged from
individual interviews. The participants' personal perceptions can fuel
each other's experience of sharing (Lune & Berg, 2017). In this thesis,
the participants are part of a collective CLASS-related intervention; it is,
therefore, a good opportunity to gather individual perceptions in a

collective context.

4.4 Participants

A municipality in southwestern Norway had implemented a CLASS-
related intervention to combine systematic observations with employees’
professional development (i.e., QRIS approach) prior to this study’s

commencement. Purposeful sampling was performed for all studies.

4.4.1 Study I and I

For Studies I and II, participants were invited through the municipality’s
e-mail system, but their consent to participation was submitted directly
to the University of Stavanger’s document control centre. As such, the
municipality’s ECEC management was not privy to the final participant
list. All CLASS staff had three to five years of experience with this
instrument in ECEC centres and all certified CLASS observers
constituted the sample universe, and we developed explicit inclusion and

exclusion criteria in the sampling process (Robinson, 2014). In this
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context, for Studies I and II, the sample universe involved Norwegian
ECEC employees who had experience of the systematic use of CLASS.
Therefore, the inclusion criteria were that one must be CLASS-certified
(observer) and/or have been observed with CLASS for a minimum of

three to five years.

Figures 2 and 3 visualise the sample criteria and characteristics of

participants in Studies I and II.

Sample universe

Morwegian ECECemployees
whi have experiance with
systematic use of CLASS Pre-K
and Toddler

Inclusion criteria

1) Certified CLASS Pre.K &
Taddlar obsarvar

2} Employees who have been
observed for 3-5 years.

Sample
n-29
1 municipality
9 ECEC centres
4 partsof support

Figure 2 Sample universe and inclusion criteria for Studies I and II (inspired by Robinson,
2014).
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In total, 29 educational professionals signed up for Studies I and II. The
participants represented Educational Psychological Services (EPS), the
Resource Centre (which supports ECEC centres catering to children with
special needs), the Centre for Multilingual Children, ECEC directors,
ECEC headteachers and assistants in ECEC centres. All participants
were female, and they represented nine different ECEC centres and four
different sectors of the support system. In Study III, six people were
members of the management team for the implementation, and all of

them signed up for this study.

ECEC Professionals (n-29)

Observed Observers

n-13

ECEC Directors
ECEC Head Teachers
ECEC Assistants

n-10
Educational Psychology Service
Strengthened ECEC centre
Centre for Multilingual Children
and Youth

Pedagogical Municipal Staff

n-6
ECEC Directors
ECEC Head Teachers

Figure 3 Participants in Studies I and II.

In the participants group, 13 females were being observed, 6 females

were both observed and observing, and 10 females were observers.

To ensure that the number of participants in the FGIs was sufficient to

facilitate meaningful analysis (Krueger & Casey, 2015), all consenting
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candidates were invited to participate. Four FGIs (n = 22), two smaller
group interviews (n = 4), and three individual interviews (n = 3)—all
online—were conducted (total n = 29). Initially, we planned for 4-6 FGIs
to include all participants. However, owing to sick leaves and scheduling
issues, new group and individual interviews were set up to prevent

attrition from the study.

4.4.2 Study Il

For Study III, all leaders at municipality level involved in leading the
implementation of the CLASS intervention were invited to participate.
The sample universe involved leaders who had experience of working in
the management group responsible for the districtwide implementation
of the CLASS intervention. Therefore, the inclusion criterion was that
one must be involved in leading the implementation process on a district
level. All six signed up for the study. One FGI (n = 5), and one individual
interview (n = 1) were conducted, all during physical meetings (N = 6).
The individual interview was set up to avoid attrition associated with sick

leaves.

4.5 Data collection and procedure

4.5.1 Study I and Il

For Studies I and II, an open-ended, semi-structured interview guide was
developed based on pilot interviews. The interview guides were piloted

in three rounds, with an ECEC leader, head teacher and assistant. During
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the pilot interviews, some time had been set aside to allow the informants
to give feedback on which questions worked well and which needed
improvement, and this feedback informed adjustments made to the
interview guide. The final interview guide varied slightly between those
who had used CLASS to observe others and those who had been
observed and received feedback through CLASS (see Appendix). The
main author and an assistant moderator conducted Studies I and II online
in accordance with FGI guidelines (Krueger & Casey, 2015). The
interviews were held online as a result of the COVID-19 pandemic
(Kucirkova et al., 2020) The main plan was to divide the material based
on participant groups (ECEC teachers versus participants from other
units). However, during the analysis process, it became obvious that the
topics did not vary between groups but rather that there were two main
topics within the common material. Therefore, the material was divided
according to topic: 1) CLASS as a structure for professional development

and 2) Gains and challenges associated with CLASS in an SPT context.

4.5.2 Study Il

For Study III, an open-ended, semi-structured interview guide was
developed based on experiences and findings from the previous studies.
In particular, the participants’ mainly positive experience of CLASS as
a structure for professional learning piqued our interest. The participants’
nuanced reflections on the use of CLASS in SPT also drove us to gain
deeper insight into how the DMG had implemented the CLASS-related

intervention in the district. The main themes in the interview guide
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concerned the DMG‘s experiences with success criteria in the
districtwide implementation process. All leaders at district level who had
been involved in planning and carrying out the implementation were
invited to participate. All six agreed to participate in the study. One
analogue FGI and one in-depth interview were conducted. Both the
moderator and assistant moderator participated in the FGI. The in-depth
interview consisted of a moderator and a participant. The in-depth

interview was conducted to prevent dropout.

4.5.3 Procedures across all three studies

Extended FGIs were held for all three studies (Berg et al., 2004), which
included introducing the interviews’ main topics to participants before
the interviews took place. This allowed participants to reflect on their
personal opinions before the interview, thus increasing the likelihood
that they would express their opinions more fully during the interview
and thus increasing the trustworthiness of the data (Breen, 2006). Each
interview for both data collections lasted between 60 and 90 minutes and
was audio-recorded and transcribed by the main author who was leading

the interviews.

4.6 Data analysis

This thesis analyses seek to obtain insight into how an individual
understands a given phenomenon in a particular context. The phenomena
one wishes to explore are typically related to experiences that are

significant to the person, such as an important life event or the
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development of a meaningful relationship. Given the exploratory design

of this PhD study, a conventional content analysis was selected.

4.6.1 Conventional Content Analysis

The analytical process was initiated by closely reading the transcripts
several times to compile the first draft of initial themes (Harding, 2018).
I and the co-authors then refined the themes and their
interconnectedness. To validate the findings, supervisors read through
the raw data separately and discussed the final analyses and agreement

of the key themes.

The analysis was conducted in three stages. The first stage involved the
establishment of codes, followed by themes and, finally, high-level
categories that emerged from the data using inductive category
development (Mayring, 2000). A conventional content analysis was
performed (Hsieh & Shannon, 2005) using NVivo 12 software. The
analysis focused on the qualitative saturation of meaning rather than the
quantification of utterances. On occasions when the findings from the
focus groups concurred with one another, the data were categorised
within the same dimensions and narrowed down to categories and
subcategories (Patton, 2002). In cases of disagreement between the

authors, the findings were discussed again until a consensus was reached.

In Studies I and II, all interviews were first analysed individually. All
interviews from all groups were then analysed cross-sectionally. After

the cross-sectional analyses, two overarching topics emerged: 1)
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educational professionals’ experiences with CLASS as a framework for
professional development and 2) participants’ reflections on the use of
CLASS in Norwegian ECEC tradition. In Study III, the group interview
and the single in-depth interview were analysed separately and then
analysed cross-sectionally. We performed a member check via e-mail in
all studies (Miles et al., 2020), which gave the informants an opportunity
to provide feedback on the initial analyses thus increasing the
trustworthiness of the findings. None of the participants indicated any

disagreements or need for change.

4.7 Ethical considerations

This research project has been approved by the Norwegian Centre for

Research Data (NSD, now called Sikt: https://sikt.no/en/home). Despite

this approval, the project incorporates several aspects related to ethical
choices through research practices that it was necessary to take into
consideration prior to, during, and after the interviews (NESH, 2016).
Research and ethics should always interact with one another (Israel &
Hay, 2006). The Norwegian Centre for Research Data (NSD, 2019) must
approve all research that involves personal data, which includes any
information that can identify individuals (Johannessen et al., 2016; NSD,
2019). I made audio recordings during the interviews, and I established
contact via e-mail to make arrangements with the informants regarding
the time of the interview and to send the pre-interview materials in

advance. It was necessary to apply to NSD for approval of the project
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and to comply with the Privacy Regulation’s (GDPR) guidelines
regarding personal data throughout the study.

4.7.1 Informed consent

To ensure that the requirement for informed consent was met, an
information letter about the study was attached to the e-mail distributed
to the invited informants. The information document was designed based
on NSD’s guiding template for information writing to ensure that key
elements were included (NSD, 2019). The information letter detailed the
study’s content and purpose, what participation would entail and how
privacy would be safeguarded and the possibility of withdrawing from
the study at any time without any negative consequences. Furthermore,
written consent was obtained from each participant prior to the
interviews. After the participants signed the consent form, information
was repeatedly given about the possibility of withdrawing from the study
at any time if they so wished (NESH, 2016). This structure is referred to
as continuous process consent (Allmark, et.al., 2009). The participants
were reminded of their right to withdraw before the study was initiated,
at the start and end of the interview itself and after the interviews. This
process safeguards the participants’ autonomy by allowing individuals

to consider their participation and contribution (Rhodes, 2005).

4.7.2 Confidentiality

It was a priority to treat all collected information regarding personal

matters confidentially. Personal data were anonymised in any work
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containing the data material for publication and dissemination (NESH,
2016). To ensure anonymisation, the participants’ names were replaced
with a numeric code. All data are anonymised to the extent that no
individuals can be recognised. Furthermore, the Norwegian language
was converted to English when reproducing the quotations for

publication.

Information about identifiable individuals was stored securely. The
information from the studies will not be kept longer than is necessary to
carry out the purpose of the processing, in line with NESH (2016)
guidelines. For secure storage of personal data in all studies, all audio
files, transcripts, coding and analyses were stored on an encrypted area
on my personal PC. The participants were informed that all personal
information, audio recordings and transcripts would be deleted when this

overall PhD project has been formally completed.

38



Results

5 Results

5.1 Main findings Study |

This qualitative study aimed to explore Norwegian ECEC professionals’
perceptions and reflections concerning the use of CLASS (Pre-K and
Toddler) for professional development. After conducting the FGIs (n =
22), group interviews (n = 4) and in-depth interviews (n = 3) online, a
conventional content analysis yielded four main categories: 4 shared
professional platform, Professionalisation, Quality in practice and
Outcomes for children and parents. All four main categories have
subcategories. The shared professional platform category is interpreted
as a foundation for the other categories in a hierarchical representation.
The CLASS structure provided staff with a shared professional platform
that included a common language and collective knowledge, which, in
turn, led to professionalisation in terms of a shared community both

within centres and between centres and the support system.
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Figure 4 Main findings from Study I

The overall findings suggest that the ECEC professionals believed
that CLASS contributes to positive structures that support professional
community and development. The study’s findings contribute to new
knowledge on how ECEC professionals experience CLASS as a tool for
professional development, fostering a sense of community, improved

collaboration and more thoughtful classroom practice.
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5.2 Main findings Study Il

Study II explored Norwegian ECEC professionals’ perceptions of
CLASS (Pre-K and Toddler) in the social pedagogical tradition. Focus
group interviews (n = 22), group interviews (n = 4) and in-depth
interviews (n = 3) were all conducted online. A conventional content
analysis indicated that the use of CLASS expands ECEC professionals’
understanding of both pedagogical traditions’ value. The conventional
analysis refers to three main categories that systematically categorise the
participants’ experience of gains and challenges associated with the use

of CLASS in SPT.

41



Results

GAIRS \

EHkL LFNG“
@

CLASS and Norwagian framework
plan [FWF)

\../

Figure 5 Main findings from Study II

The findings indicate that ECEC professionals perceived CLASS as
contributing to their pedagogical understanding and practice. At the same
time, the introduction of CLASS enhanced ECEC professionals’
awareness regarding the pedagogical value of the social pedagogical
tradition (SPT), which they wished to preserve and protect, and the
specific elements of the school readiness tradition (SRT), which they
wished to include in their pedagogical understanding of high-quality
ECEC pedagogy.
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Motivated by the study’s findings, we included an extended discussion
section. A suggested hybrid model of pedagogical traditions in ECEC is

discussed based on this finding.
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Figure 6 A hybrid model: High interaction quality focus, drawing on the best aspects of the two
pedagogical traditions.

The suggested model emphasises that children’s cognitive and socio-
emotional development mutually influence one another. Children’s
needs for socio-emotional and cognitive stimuli for optimal development
should be the focus of ECEC pedagogy, irrespective of traditions. A
hybrid model can challenge the current dichotomies in educational

approaches.

43



Results

5.3 Main findings Study Il
Study III is a follow-up of Studies I and II. Findings from the previous

studies triggered our curiosity about the district management’s
experiences of implementing the CLASS-related intervention in the
district. The study explored the DMG’s experiences of planning and
implementing the intervention and the various processes applied to
ensure the intervention’s success. One FGI (n = 5) and one in-depth
interview (n = 1) were conducted. Conventional content analysis resulted
in four main categories: 1) Foundation, 2) The DMG, 3) District-specific

adoption of the intervention, and 4) Stimulating a collective move.
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Figure 7 Main findings from Study III

The results indicate that successful districtwide implementation requires

careful preparation, planning, organisation, guidance and attention to
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detail at the system, centre and individual levels. The results reflect that
districtwide implementation requires a foundation of financial resources
and district anchoring so that the DMG can facilitate a successful
implementation. Furthermore, the DMG’s composition should be diverse
in terms of both professional qualifications and personal qualities, and it
is of great importance that DMG have the support of external
professionals. The findings emphasise that DMG should establish
structures for professional development in which managers are supported

to be led and succeed in a collective professional community.
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6 Discussion

The main research question guiding this thesis concerns how educational
professionals perceive CLASS, both as a structure for professional
communities and in terms of its overall fit within the SPT as well as how

the DMG planned and implemented the CLASS-related intervention.

6.1 CLASS as a structure for PLC

The findings indicate that educational professionals overall perceive
CLASS as a positive structure for professional development and
community across ECEC organisations, support services and
professional positions. At the start of the data collection process, we had
a preconceived notion that the different professional groups and parts of
the ECEC system would experience CLASS differently. The analyses
soon revealed that this expectation was incorrect, and the experiences
across all groups were surprisingly similar. There may be several reasons
for this; for example, perhaps the management in the municipality has
implemented the CLASS-related intervention to such a high quality that
the structure in development with CLASS as a tool has reached all parts
of the ECEC system. Other studies point out that organisational
structures created to allow teachers to be continuously reflective
significantly enhance teachers’ professional development (Leithwood,

2019; Stoll, 2010b).

This may also be due to the fact that the CLASS tool itself is broad and
suitable for all occupational groups and parts of the ECEC system.
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CLASS is built upon the theory of teaching trough interaction (TTI)
(Hamre et al., 2013) which will make sense for the vast majority of
people who work with children through interaction quality. The TTI
framework and CLASS may help to systematically operationalise
interaction quality—something that teachers and other professionals in
ECEC need. When new structures meet the employee’s needs, the
likelihood that they will experience the new change as positive increases

(Fullan, 2010).

The findings revealed that CLASS contributed to professional
development for all ECEC employees who participated in the study. This
is a surprising finding. The fact that educational assistants find CLASS
to be as valuable as the teachers, managers and external professionals is
a positive sign. In Norway, managers and teachers are traditionally sent
on courses while teaching assistants are held back to care for the children
in the absence of the teachers. The districtwide implementation seems to

have given the assistants a feeling of being valuable and competent.

6.2 CLASS in SPT
This study’s findings primarily indicate well-reflected ECEC

professionals who are able to perceive nuances in relation to what they
value in SPT and which aspects of SRT can contribute something
valuable to Norwegian ECEC pedagogy. In this paper, the dimension of
emotional support is not prominent in the findings, which may be
somewhat surprising given that emotional support is fundamental for the

SPT (OECD, 2019; Tuastad et al., 2019). The participants did not seem
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to discuss this dimension much, since they express that the CLASS
framework takes care of this dimension and that they are, therefore, more
concerned with exploring which parts of the CLASS framework can
contribute something new and valuable in SPT; hence the focus on high-
quality cognitive stimuli. Participant 4.3 stated ‘I agree that the socio-
emotional aspect must of course be fundamental. But I also think that
was what we were best at before we got CLASS’. Participant 4.4
described it as follows: ‘the cognitive development is very useful for us.
Because this is perhaps where we have performed worst on a general
basis... when it comes to challenging the children on their own thinking

and mindset. It’s not what we re used to’ (Evertsen et al., 2023, p. 19).

It became clear that the participants’ ECEC-related values are challenged
during the implementation of the new intervention, especially related to
children’s need for cognitive stimuli. Several participants mentioned that
some children can experience everyday life in Norwegian ECEC as dull
or unengaging. The EPS mainly expresses this understanding. EPS
describes that they observe that the vulnerable children now have a more
varied and positively nurturing ECEC everyday life. This is caused by
the fact that staff in the ECEC centres now take the initiative to arrange
activities that challenge the children more cognitively than they did prior
to the CLASS intervention. This indicates that the CLASS-related
intervention can promote a high-quality learning environment for
children with special needs in ECEC. It is still uncertain whether the
entirety of the CLASS-related intervention or the partly new focus on

children’s needs to be challenged cognitively affects these experiences.
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Recent Norwegian research has documented a more passive form of
learning, whereby the children must listen to the staff to learn something
new or the teachers do not plan activities which promote cognitive

stimulation (Baustad et al., 2018; Ree & Emilson, 2019a).

We designed an extended discussion section based on the participants’
in-depth reflections (see article for more details) regarding their new
understanding of the balance between children’s basic needs for
emotional support and the possibility of cognitive stimulation. Along
with the participants’ reflections, we were also inspired by dynamic skills
theory (Mascolo & Fischer, 2015), which provides an in-depth
theoretical psychological framework for a complete understanding of
children’s development. The dynamic skills theory describes
psychological acts as integrated processes, and highlights that there is no
such thing as a simply cognitive or emotional or conative or behavioural
processes, they are integrated into each other (Mascolo & Fischer, 2015).
The intention in applying the hybrid model was to reflect on the balance
in children’s need for healthy development and to highlight the fact that
interaction quality should always be the guiding principle across all

educational contexts, regardless of pedagogical tradition.

A surprising finding to have emerged in this study is the participants’
feedback that they wish to be observed more often. They appear to
recognise the value of the observational basis for personal and collective
development. The observations seem to have become an opportunity for

them to learn more about their practice and, at the same time, become
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observant of their influence on children through the quality of the
interaction between themselves and the children. This interpretation of
the employees’ sense of psychological security and motivation to learn
may be related to the fact that leaders in the ECEC centre and at the
district level have facilitated a high-quality implementation process
(Domitrovich et al., 2008; Oberle et al., 2016), which brings us to this

dissertation’s third article.

6.3 Leading a districtwide implementation of a
CLASS-related intervention

The findings revealed that one success criterion was to create structures
and frameworks throughout the district that would allow leaders at all
levels to receive support and access new knowledge to help them lead
and develop PLC in their own centres. From a socio-cultural learning
perspective, the process may be understood as fulfilling a scaffolding
function during the implementation of the CLASS intervention (Bruner,
1984; Vygotsky, 1980) and as a chain of scaffolding for all involved. The
external professional supported the DMG during implementation to
enable them to provide scaffolding for and support the ECEC leaders.
Furthermore, ECEC leaders used scaffolding to support the local
teachers in their work with children, and a more conventional scaffolding

process occurred during this interaction (see Figure 8).
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Figure 8 The chain of scaffolding provided during the districtwide implementation of a CLASS
intervention.

Scaffolding, as it pertains to the learning community, may thus be
understood on several levels in the context of this municipality’s
implementation of the CLASS intervention. The process suggests a
scenario wherein all managers at all management levels were supported
in leading their groups of employees and teachers were enabled to
provide scaffolding for the children’s learning. It thus appears that the
overall scaffolding chain is intended to support leaders as they lead. The
provision of support to everyone so that they may lead contributes to
sustainable management, and the experience of having support to lead
can in turn enhance collective efficacy (Hargreaves et al., 2018).
Collective efficacy, which may also be understood as organisational
capacity (Meyers et al., 2012), increases the likelihood that leaders will
perceive themselves as capable of achieving what is expected of them as
leaders in the intervention (Durlak & DuPre, 2008; Salas-Rodriguez &
Lara, 2022).
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The study’s findings regarding the DMG’s experience of needing
support for external professionals has received less attention in previous
research and literature. In general, implementation science focuses on
supporting staff working in the field (Domitrovich et al., 2012; Fullan,
2010) rather than supporting the DMG. The DMG perceived personal
and professional diversity as necessary to create a competent DMG. The
fact that the informants emphasise a positive climate in the management
group is exciting. Previous literature has frequently demonstrated that
managers must foster commitment and create a positive environment for
the employees in the district (Durlak & DuPre, 2008; Meyers et al.,
2012). However, these findings also show that a positive climate must be
developed internally in the DMG, suggesting the need for a greater focus
on the composition of the district’s management team to ensure that they
have the necessary support to lead a district’s implementations. The
external professionals may be understood as the DMG’s own support
system. It is a support system that provides professional content not only
for the intervention but also for the implementation process. Therefore,
this may be interpreted as a small external support system for the
management group in the district, which provides the DMG with the
skills required to establish a solid and evidence-based support system for

all employees in the community.

6.4 All themes across all studies

Figure 9 summarises the main themes of this thesis.
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Figure 9 A visualization of the main themes of this thesis

In summary, the themes from all studies in this thesis may be regarded
as interconnected (see visualisation in Figure 9 above). This figure is not
intended to capture all details of the studies, nor to provide an exact
explanation of the causal mechanisms at play during the implementation
of the CLASS-related intervention in the municipality. Rather, the figure
traces several broad lines of possible interconnectedness. As can be seen
in Figure 9, the DMG created a foundation (paper II) for positive
outcomes at several levels (paper I), and professional reflections of gains

and challenges among the participants (paper 1I). Thus, in general, the
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work performed by the DMG is thought to precede the work in the ECEC
centres both in time and in actual professional development, and it is
believed to be fundamental to the overall implementation, as has also
been described in the literature (Domitrovich et al., 2012; Oberle et al.,

2016).

The outer frame visualises the framework conditions for the Norwegian
ECEC context. State guidelines, such as legislation and FWP, govern
Norway’s ECEC. The FWP emphasises ECEC leaders’ responsibility to
systematically work to improve ECEC quality and to create a learning
community. Furthermore, the FWP states that children in ECEC should
be given opportunities to develop their social-emotional and cognitive
skills through high-quality interactions. The FWP has been developed in
the SPT, which permeates the FWP’s content. One assumption is that
FWP content, to a certain extent, governs ECEC managers’ motivation
to search for tools, such as CLASS. As the study participants stated,
directors and headteachers reported that the implemented CLASS-
related intervention helped managers to operationalise the Norwegian

FWP.

On the left of Figure 9, the overall themes from the study, including the
DMG, are visualised. The success criteria for leading a districtwide
implementation of the CLASS-related intervention include a solid
foundation, their district-specific adoption and their efforts to stimulate
a collective move. The DMG expressed that support from external

professionals was crucial for districtwide implementation and for leading

55



Discussion

the process in the community. This topic warrants further investigation
in future research, as it is currently lacking in the existing literature. In
the present study, the external support granted to the DMG emerged as
highly important criteria for a successful process. The quality of the
districtwide implementation process has likely influenced how district
employees experience the CLASS-related intervention. This is
visualised by the arrows in the middle of the figure. The initiation of the
work in the DMG preceded the work in local ECEC centres in time; thus,
their work appears to be foundational. The foundational work described
by the DMG in Study III may be understood as the framework conditions
for the education professionals’ experiences of the CLASS-related
intervention in the district. The positive descriptions in Study I and the
nuanced understanding of gains and challenges that emerged from Study

II testify to a high-quality implementation process.

The abundant and nuanced descriptions offered by the informants in
Studies I and II confirm that the employees have sufficient experience to
perceive connections between FWP and the content of the CLASS
framework and further work systematically with professional

development.

The main themes of Study II are detailed at the top right of the figure.
Education professionals reflects both gains and challenges from the
CLASS-related intervention in SPT. The challenges and gains they
describe are relevant for the future use of CLASS in the Norwegian

ECEC context and have been given a balanced visualisation in the figure.
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The participants reported that they performed better during the
observations than they typically do in practice. However, the consensus
was that this was not of any major consequence given that their reflection
around the practice outline was helpful to them, and their improved
performance during the observation suggests that they understand the
necessary components of high-quality practice. As such, the employees
can obtain insights into how they might provide the high-quality
interaction they exhibited during observation. Moreover, the observers
appeared uncomfortable giving low scores and thus have ‘embellished’
the scores. This indicates that the observation scores achieved in this
context are not valid and are inappropriate for use in quality testing.
Interestingly, the participants agreed they would like to be observed
more frequently. This may assume that more frequent observations will
allow teachers to become more relaxed and natural while they are being
observed. If this is the case, observations may offer a more realistic
impression of daily practice in ECEC. The abundant descriptions that the
participants gave attest to the fact that earlier in the process, they were
permitted to discuss freely and offer nuanced portrayals rather than
black-and-white thinking about the use of CLASS. Their nuanced
understanding has possibly also contributed to all the positive
experiences that they have accomplished in alignment with CLASS as a

structure for professional communities.

Study I’s findings indicate that DMG has successfully implemented a
CLASS-related intervention that is perceived as beneficial for all ECEC

professionals in the district. The visualisation is intended to highlight the
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fact that the education professionals in the district express that the
implementation of the CLASS-related intervention has reached ECEC at
all levels: system level, teacher level and child level. The participants
reported engaged examples of how children and teachers have benefitted
from the intervention, based on their experiences; Participant 9.1
revealed, ‘It’s quite clear. There are so many who have become
professional, solid, and safe staff. Participant 2.1 described when
children were very responsive and engaged during a visit from a
storyteller: ‘Then I thought: Oh yes, it works in real life too. It'’s not just
the staff who change, but we see it in the kids too!’ (Evertsen et al., 2022,
p.- 14).

The question of which educational traditions offer the ‘best’ basis for
children’s development in the ECEC context remains a subject of debate.
It is recommended that ECEC focus on current research and established
knowledge about children’s holistic development while prioritising
quality interaction as the primary tool for stimulating children’s
development. Our hybrid model acknowledges children’s need for socio-
emotional and cognitive stimuli to promote healthy and holistic growth.
It also recognises that cognitive abilities can positively influence
children’s emotional growth and resilience and that children’s emotional
abilities can influence their cognitive capacity (Evertsen et al., 2023;
Hart & Lindahl Jacobsen, 2018; McClelland et al., 2000). Children’s
behaviours are understood as integrated processes mediated by the
quality of the interactions in their surrounding environment rather than

simply cognitive—emotional or cognitive—behavioural processes; any
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action that affects the world necessarily involves some integration of
meaning, feelings, needs, and motor actions (Mascolo & Fischer, 2015).
Considering the participants’ enhanced understanding of this, the results
indicate a new play and learning environment that is characterised by
high-quality interactions in the participating ECEC centres. Interactions
that facilitate high-quality socio-emotional and cognitive stimulation
will, according to these psychological theoretical insights, support

children’s development from a holistic perspective.

6.5 Methodological considerations
The three studies’ respective limitations are mentioned in in each article.
This section details several general methodological issues associated

with the studies’ design, reliability, and validity.

6.5.1 Study design

In all three studies, the participants were invited to participate through a
purposeful sampling process. Participants who had specific experience
with CLASS within a specific municipality were invited to take part in
the study. This self-selection process may generate self-selection bias.
All three studies included participants selected through self-selection
recruitment, and whether the self-recruited participants differ from those
who do not agree to participate is questionable. It is timely to reflect on
whether the participants in the study are above-average engaged and
positive about CLASS, and to what extent this self-selection bias affects
the study’s findings.
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These three qualitative studies were designed as explorative interview
studies, a design that is suitable for exploring real-life experiences and
beliefs at first hand, which provides rich information about a given
phenomenon (Creswell & Creswell, 2018). The FGIs reflected the
educational professionals’ perceptions, experiences and reflections
through the questions that were asked in line with the studies’ purpose.
The FGIs and the individual interview in this dissertation contributed
perspectives on both the individual and collective levels. The nature of
the FGI approach allows the participants to share reflections and
responses to one another and can stimulate the discussions in different
ways, yielding a data assemblage with real depth and broadening the
information shared compared to other data collection processes.
However, the FGI approach also has several disadvantages: the
subjective nature on the dynamic within the group owing to fears relating
to negative sanctions and social desirability have been shown to limit the
participants’ sharing of their personal opinions (Smithson, 2000). In
these studies, group pressure may have led to collective, uniform
opinions. Several measures were taken prior to, during and after data
collection to minimise conformity, including the role of the moderator,

extended interviews and member checks.

The open-ended questionnaires required the educational professionals to
adopt a retrospective view, requiring the participants to recall their
experiences with CLASS. This relies on memory processing and can
affect data quality owing to recall bias (Morgan & Spanish, 1984). To

minimise recall bias, all interviews were conducted during the period in
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which they were actively working with CLASS and implementing the
CLASS-related intervention.

The conventional content analyses implemented in all studies
represented an active decision designed to maintain the participants’
subjective and unique perspectives (Hsiech & Shannon, 2005). This
inductive analytic approach allowed the emergence of key concepts from
which the codes were identified. All the codes were based on the
participants collective perceptions related to the individual studies’ RQs.
The desire to know more about participants’ experiences with CLASS
on several levels and topics indicated that such an analytic choice was

adequate.

Several methodological questions arose regarding the digital interviews
that were necessary due to COVID-19 and the associated national
lockdown. In the interview guide, an additional question was added
about how all the participants experienced found the digital group
interview experience. Without any systematic analysis of the data, it may
appear at first glance as though one is both gaining and losing something.
We gained several informants when the procedure for data collection was
changed. Participants from EPS went from one to seven on the same day

that they received information that the interviews would be digital.

6.5.2 Researcher positionality

From 2019 to 2022, I had a role as a university consultant in the district

in which I collected the data. Some may argue that it is a disadvantage,
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but it also has its advantages: for example, I know the district’s work
from the inside. Most of the questions in the interview guide deal with a
period prior to my involvement in the district’s work. Data from all
studies in the thesis point to nuanced considerations, which may be
interpreted as indicating that the participants felt sufficiently safe to

express themselves freely.

As I conducted the interviews with those who had been involved in the
CLASS intervention in the municipality, I endeavoured to reduce any
potential researcher bias. This prompted me to consider my role as
moderator during the interviews by focusing on the importance of
avoiding any leading questions. The participant was made aware of my
double role, and I highlighted the fact that all their opinions and
experiences with CLASS constituted a central contribution. It is hoped
that this openness to some extent reduced any potential bias with respect
to the results and may support their trustworthiness (Erlingsson &
Brysiewicz, 2017). This does not mean that the researcher did not
influence the participants in these studies but rather it demonstrates the

effort that was made to minimise such influences.

6.5.3 Validity

Several steps may be taken to ensure validity. Prospective reflexivity
aims to ensure the credibility of results by minimising the likelihood that
the researcher will bias the study (Miles et al., 2020). The researcher
must practice continuous reflexivity to carry out the research in an ethical

manner. Procedural ethics is not sufficient when dealing with ethically
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crucial moments (Guillemin & Gillam, 2004). No single ‘reliable ethical
formula’ can be applied to qualitative research interviews, but
researchers are advised to engage in continuous reflection (Allmark et
al., 2009). Reflexivity has several meanings in the sciences (Bryman,
2016). Reflexivity may be framed as a ‘useful conceptual tool for
understanding both the nature of ethics in qualitative research and how
ethical practice in research can be achieved’. Reflexive research is a
continuous process of critical scrutiny and interpretation, not only in
relation to the research methods and data but also for the researcher, the
participants and the research context. The process requires transparency

and sincerity (Guillemin & Gillam, 2004).

Descriptive validity is concerned with keeping participants’ statements
and expressions free for the researchers’ interpretation (Maxwell et al.,
2009). The term ‘credibility’ similarly refers to the researcher’s efforts
to handle experiences and perceptions so that they are recognisable to
those who participated (Miles et al., 2020). In all three studies, actions
were taken to preserve descriptive validity. All interviews were audio-
recorded to preserve the data, promoting interpretive validity (Maxwell
et al., 2009), which involved preserving the participants’ integrity with
respect to their perspectives, intentions and communications of meaning.
Throughout all interview sessions (excepted the individual ones) a
second researcher assistant observed, took notes and asked follow-up
questions if anything was unclear to prevent any loss of expression or
reflection. A summary of each interview was provided to the participants

at the end of the interview, giving them the opportunity to point out any
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points of disagreement or misunderstanding. After each interview, a
debriefing took place among the researchers to identify potential sources
of misinterpretation that may have reduced the interpretative and
descriptive properties and credibility of the data. Furthermore, a member
check was conducted via e-mail, urging the participants to provide
feedback if the findings were not in line with their own reflections on the
interview’s content. This was intended to secure descriptive and
interpretative validation from the participants and to support

trustworthiness of the data analysis. (Miles et al., 2020).

In preparing the interview guides, pilot interviews were conducted with
the aim of optimising the discussion in the upcoming focus group
interviews. The open-ended interviews with the guides were piloted in
three rounds. The piloting resulted in adjustments to the interview guides
for optimisation. Extended interviews were also held. The process
involved distributing reflective questions to the participants in advance
of the interviews to encourage participants to share their personal
opinions in the group and thereby support the finding’s credibility (Lune
& Berg, 2017). Furthermore, after the analyses, the author read back
through the transcripts to verify that the patterns identified could be
traced in the original data (Harding, 2018). In all three studies, we
performed separate readings of the transcripts. Moreover, one of the
authors who did read the transcripts and the findings performed the
analysis separately from the other authors. The process of justifying
findings with a separate author may serve as an effective safeguard

against any bias inadvertently introduced by the other authors (Harding,
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2018). The question of whether the studies’ results are generalisable
builds on considerations of whether the same process may be applicable
to similar samples and contexts (Maxwell et al., 2009). If so, the results
can have value for other situations with other participants by advancing

our understanding of multiple relevant situations (Miles et al., 2020).

6.6 Contributions and practical Implications

According to this thesis, education professionals perceive CLASS
assessment as a valuable tool for professional development, increased
motivation and self-confidence. These findings suggest that CLASS,
when appropriately implemented, can be a useful tool for developing
interaction quality in ECEC. It is important to remember that it is not
necessarily the CLASS tool itself that promotes this experience: as
Participant 6 stated, ‘CLASS is just a tool. You must build something
around it,’. Participant 5 informatively continues, ‘We had several study
visits here where everyone sits and waits to see how we do CLASS
observations. But our intervention is so much more than that. After all,
it is about professional development and implementation (Evertsen,
submitted, p. 18). The assessment tool requires implementation-
competent managers who can create a holistic structure around CLASS.
Therefore, it is essential for the practice field to establish systems that
promote development to work holistically with CLASS. A focus on
implementation, management and guidance appears to be crucial in this
holistic approach. In the context of a recent national study, it appears that

the CLASS assessment tool requires the establishment of professional
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learning communities to affect both the quality of interaction (Bugen et
al., 2021) and ECEC staff’s motivation and self-confidence (Evertsen et
al., 2022). Furthermore, other interaction assessment tools, such as CIP,
also affect ECEC employees’ motivation (Baustad & Bjernestad, 2023).
This finding, together with the studies described in this thesis, prompts
reflection as to whether it is the assessment tools themselves or the PLC
structures surrounding them that increase perceived motivation and
professional self-confidence for ECEC employees. Regardless of such
reflection, it is vital that the practice field establish structures for PLC
when CLASS is used for systematic work to promote interaction quality
in ECEC. This is supported by established literature within
implementation research. It is easier for any intervention to be effective
when a sound support system is in place. The content of the intervention
may be of high quality, but if structures for a support system are not
established, the intervention will likely be largely ineffectual (Greenberg
et al., 2005). This attests that having an evidence-based intervention is

insufficient to ensure successful implementation (Albers et al., 2020).

An interesting implication for practice also emerged regarding the
possibility of CLASS-related intervention to improve cooperation
between ECEC centres and their support services. Findings from Studies
I and II indicate that if the CLASS intervention is implemented widely
in the district so that all support services are included, the possibilities
for a common professional platform are enhanced. Such a professional
platform provides a common language and professional understanding.

The participants reported that this has improved collaboration between
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ECEC staff and the support services, whereby guidance is experienced
as more effective based on sound professional discussions wherein the
interlocutors understand one another differently to before. This means
that the field of practice can use knowledge from all the studies in this
thesis as a starting point to create effective collaborations to benefit
children in ECEC, particularly vulnerable children who require support
services expertise. Research has demonstrated that vulnerable children
in the ECEC are particularly influential in terms of the quality of the
provision (Belsky, 2009; Burchinal et al., 2008a; Zachrisson & Dearing,
2015).

6.7 Suggestions for Future Research

Within the theoretical framework of the RDS and socio-cultural
development, there is a common dynamic understanding of how
children’s development is mediated through mutual interactions in
interpersonal contexts. Therefore, it is crucial to focus on children’s need
for high-quality interactions. Future research in the ECEC context should
examine how children themselves understand and experience interaction
quality. In a recent Norwegian study, the researchers investigated
children’s reflections on their own needs when rejected from play in
ECEC settings (Nergaard, 2022). Similarly, if a child-friendly approach
is adopted within the topics of this thesis, it could be valuable and
compelling to explore the children’s thoughts regarding what they need
from employees to experience feeling safe and cared for and what they

need from adults in terms of learning new things. In seeking knowledge
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from the children themselves through, for example, interviews,
observations, and child-adapted questionnaires, it may be possible to
obtain insight into whether the children’s experiences of high-quality
interactions change across different age phases and gender or as a result

of personal differences.

Furthermore, there is a continuous need for further research on the
different nuances at play in the districtwide implementation of
interaction quality interventions. In this context, it will also be useful to
seek knowledge from all employees in the district and to examine what
they perceive as necessary criteria for a successful implementation. Both
surveys and interviews may be useful methodological approaches for
acquiring knowledge about the staff in ECEC centres and all the support
services’ experiences with what they require from their managers to be
motivated to operationalise new interventions or initiatives. The
districtwide focus within implementation research provides the
knowledge that can ensure a greater likelihood of success in future
implementation processes (Oberle et al., 2016) and thus enhance the
likelihood that the planned quality increases will reach the children in
the target destination. This knowledge may help to reduce the science—
practice gap (Lyon et al., 2020). More specifically, in ECEC, this can
contribute to give more children—regardless of their circumstances—

equal opportunities for positive development and well-being.
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ABSTRACT KEYWORDS

This gualitative study explored Norwegian ECEC professionals’ ECEC quality; content
perceptions and reflections concerning the use of the Classroom analysis; professicnal
Assessment  Secoring  System  (CLASS) Pre-K and Toddler for  development; Classrosm
professional development. Focus group interviews (n=22), group Eﬁ;_'"'“m"?"’m
intenviews (n=4), and in-depth interviews (n=3) were conducted muﬁ:fm""g
online. Conventional content analysis was performed using MVive 12

software. The professionals reported that CLASS contributed to

positive structures for professional community and development

within which both individual and collective learning occurred. The

content analysis yielded four main categories: A shared professional

platform, Professionalization, Quality in practice and Oufcomes for

children and parents. The CLASS structure improved communication

and collaboration between the early childhood education and care

{ECEC) centres and support systems. Overall, the findings contribute

to new knowledge on how ECEC professionals experience CLASS as

a tool for professional development, sense of community, improved

collaboration and more thoughtful classroom praclice.

Introduction

The global research community in early childhood education and care (ECEC) emphasises
the importance of high-quality education in ensuring safe, playful and stimulating learning
envirenments for all young children. Several quality rating systems for ECEC exist, among
which the Classroom Environment Scoring System (CLASS) is particularly popular (La
Paro, Hamre, and Pianta 2012). Norway offers subsidised day care in regulated ECEC
centres to all children aged 1-5 years, Norwegian ECEC centres are often considered to
be among the best worldwide by virtue of their bread accessibility and their adherence
to the Framework Plan (Ministry of Education and Research 2017), which focuses on hol-
istic development through care, play and learning, Nonetheless, the varying quality of avail -
able ECEC facilities continues to pose a challenge for Norway's ECEC system (Alvestad
etal. 2019; Bjornestad and Os 2018; Lekhal, Wang, and Schjelberg 2013; Rege et al. 2018).
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The OECD (2019) encourages ECEC providers to adopt a systematic approach to data
collection on process quality to facilitate subsequent quality development in local settings
(OECD 2019). This entails motivation to search for tools to simultaneously assess inter-
action quality systematically and give staff an opportunity for tailored guidance and indi-
vidual development. CLASS has been used to measure process quality and provide staff
with adapted guidance in selected Norwegian ECEC centres to ensure children’s optimal
development, However, the feasibility and appropriateness of using CLASS in Norway
has not yet been fully assessed. This study explored Norwegian ECEC professionals’ per-
ceptions of the use of CLASS for professional development.

Despite the large body of quantitative research studying the associations between
various aspects of CLASS and the outcomes for children (Burchinal et al. 2008; Howes
et al. 2008; Mashburn et al. 2008), qualitative analyses of teachers’ experiences of
CLASS as practitioners are lacking. In this paper, we complement the existing literature
with data from interviews with teachers and ECEC professionals to document users’
experiences of CLASS with respect to observation, feedback and professional develop-
ment. In-depth knowledge of teachers’ perspectives is critical to promoting the high-
quality effective implementation of CLASS in daily ECEC provision. A qualitative
approach can provide knowledge and insights into whether the profession perceives
the CLASS system as a meaningful tool to promote professional development, from
the perspectives of both the observers and the observed staffl who receive guidance
based on CLASS scores.

Seciocultural learning theory

This study is underpinned by sociocultural learning theory (Vygotsky 1980), which
suggests that pq:nplc dcw:lnp thmugh interaction with their surmunding environments,
in dialogue with one another using sociocultural tools that mediate these interactions
(Vygotsky 2001), The sociocultural perspective views learning and development as pro-
cesses that take place through the use of language and participation in social practices
(Siljo 2001). This sociocultural view of learning permeates the Norwegian ECEC
system and its Framework Plan (Ministry of Education and Research 2017) and, as
such, guided our study design.

ECEC quality

In Norway, 92.8% of children attend an ECEC facility {SSB 2021). As part of the welfare
state, ECEC is intended to provide a foundation for enhancing life skills and health (Min-
istry of Education and Research 2017}, To achieve this goal, however, ECEC staff must
engage in high-quality interactions with each child in their settings (Burchinal et al.
2008; Cadima et al. 2020; Dalli et al. 2011; Evertsen et al. 2015; Moser et al. 2017;
Pianta et al. 2003). Although the concept of quality in ECEC may be difficult to define
and might depend on an individual's subjective perception (Sheridan 2001}, the literature
shows consensus that high-quality interactions between children and adults pave the way
for healthy child development (Shonkoff 2010; Siegel 2020). We conceptualise high
quality in terms of approaches that are beneficial for children’s development and well-
being (Engvik et al. 2014; Melhuish 2011} and that have a substantial positive impact
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on children’s early learning (Rege et al. 2019; Yoshikawa et al. 2013) as well as long-term
outcomes, such as literacy and numeracy (Melhuish 2011),

Individual and collective learning in ECEC organisations

To achieve high-quality practice in ECEC, staff must participate in a professional devel-
opment learning community (Roland and Ertesvig 2018). Learning is most fruitful when
staff collaborate in continuous learning processes over extended periods and when pro-
fessional staff develop a shared approach to their daily practice (Fullan 2014). It follows
that systems may change significantly when learning becomes collective (Flaspohler et al.,
2008; Senge 1999), and when all staff develop and learn new approaches together with the
aim of delivering high-quality pedagogical services {Flaspohler et al. 2008). Developing
knowledge in an organisation is closely linked to sharing and community, which requires
a common professional language (Stalsett 2006). Human interaction can be understood
as taking place in the language, and that common professional language is thus an essen-
tial source for the development of a professional community (Skjervheim 1996), This
typically ensues when staff develop a “tribal language’ of common concepts and theories
that they actively use in their daily work, To achieve this, centre leaders must initiate
change processes in which staff learn together and continuously reflect on their pedago-
gical approaches (Dufour 2016) and that support them in connecting theoretical perspec-
tives with their daily practice (Roland and Ertesvig 2018).

Capacity can be defined as “the skills, motivations, knowledge, and attitudes necessary
to implement innovations, which exist at the individual, erganisation, and community
levels” (Wandersman et al. 2008), and it encompasses the power to engage in and
sustain change processes for the purpose of enhancing learning for all (Stoll 2010).
Ca.pacity must be dﬂr]npcd both inciivi{lua”)’ and cu"cctivcly among staff, ind'n:atirlg
that all staff acquire new knowledge, gain new resources and seek new motivation (Flas-
pohler et al. 2008; Wandersman et al. 2008).

CLASS as a system for individual and collective learning in Norwegian ECEC

The Classroom Assessment Scoring System (CLASS) (Pianta et al,, 2008) is a validated
observation instrument. Based on the empirical importance of high-quality environ-
ments for children, CLASS was developed as an observational instrument, designed to
assess classroom processes. The CLASS scales were constructed based on a review of lit-
erature on teacher education, quality in ECEC, and observational research focusing on
classroom dimensions that relate to child outcomes (La Paro et al. 2004). The instrument
is based on the theoretical framework of Teaching Through Interactions (TTI) which is
anchored in systems theory (Bronfenbrenner 1979), closely compatible with sociocul-
tural learning theory where human fiteraction is the most important component for chil-
dren’s development and growth (Hamre et al. 2014; Hamre and Pianta 2007).

The main goal of the observational instrument is to assess interaction between chil-
dren and adults (Pianta et al. 2013), CLASS Toddler (18-36 months) consists of eight
dimensions organised into two domains {Emotional and Behavioural Support, and
Engaged Support for Learning) (La Paro et al. 2012), CLASS Pre-K (3-5 years) comprises
ten dimensions organised into three domains (Instructional Support, Classroom
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Organisation, and Emotional Support) (Pianta et al. 2013). Observations are scored on a
seven-point scale: scores 1 and 2 indicate low quality; 3, 4 and 5 represent medium
quality; and 6 and 7 denote high quality. An average score is calculated for each
domain based on the scores on the dimensions belonging to the domain.

A Norweglan West Coast municipality used CLASS to gather observations and to give
feedback with a view to strengthening their ECEC centre’s quality prior to this study’s
commencement. To date, 62 centres have participated, together with the ECEC
support services, including the Pedagogical-Psychological Service (PPS), the ECEC
Resource Centre (which can be called on for extra support), the Centre for Multilingual
Children and the municipality ECEC administration. ECEC staff have participated either
by being observed or by observing other practitioners’ using CLASS. The initiative con-
sisted of various training elements, such as lecture days, certification of observers, local
guidance and network group discussions. A total of 24 staff from ECEC centres and
support services completed the CLASS certification and were thus ready to observe
centres, Observation with CLASS provided the basis for a CLASS report, and the
centres thus received individual and system-level guidance. This municipality’s
implementation of CLASS as a system for professional development allowed us ta
explore the participants’ own perceptions, experiences and reflections regarding
CLASS—fram the perspectives of both the observers and the staff who were observed
and received guidance, OQur explorations were guided by the following research question:
What are the perceptions and reflections of education professionals regarding CLASS as a
system for individual and collective learning in Norwegian ECEC?

Method

Owing to the lack of empirical research on professional educational experiences with
CLASS, a qualitative, explorative research design was selected. The COVID-19 pan-
demic prompted researchers to engage with new data collection methods (Kucirkova
et al. 2020}, For our team, it meant adapting analogue interviews to online interviews.
Online focus groups, group interviews and individual interviews were considered
appropriate as they can generate a rich understanding of participants’ experiences
with new interventions or systems (Krueger and Casey 2015 Morgan 1993) and
because they generate collective understandings of the phenomenon under study
(Lune and Berg 2017).

Participants

Invitation to participate in the study was distributed through the municipality’s email
system, but participants’ consent to participate was submitted directly to the University
of Stavanger document control department, so that the municipality’s ECEC manage-
ment was not privy to the final participant list. All staff who had worked with CLASS
for four to five years in the municipality's ECEC centres and all certified CLASS observers
were invited to participate. This resulted in 196 ECEC professionals being invited to
attend. Among these, 29 ECEC professionals signed up for the study. This procedure
was chosen because, at that time, only this municipality in Norway had the experience
of implementing CLASS in all parts of the ECEC system, Considering that the ECEC
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employees were invited during a situation with many restrictions caused by COVID 19,
we invited everyone who met the inclusion criteria and included all those who were
willing to participate.

The participants represented PPS, the Resource Centre, the Centre for Multilingual
Children, municipality ECEC administration, and teachers and assistants in ECEC
centres, All participants were female and came from nine different ECEC centres
and four different sectors of the support system. To ensure that the number of par-
ticipants in the focus group interviews was sufficient to facilitate meaningful analysis
(Krueger and Casey 2015), all staff who returned the consent forms were invited ta
participate. Four focus group interviews (n=22), two smaller group interviews (n =
4), and three individual interviews (n=3)—all online—were conducted (total n=
29). Initially, we had intended to conduct 4-6 focus group interviews that included
all participants. However, owing to some participants’ sick leave requirements and
sl;lw(luling issues, we set up new group and individual interviews to avoid higll attri-
tion rates.

Data collection and procedure

An open-ended, semi-structured interview guide was developed based on pilot inter-
views, The interview guides were piloted in three rounds, with an ECEC leader,
teacher, and assistant. During the pilot interview, some time had been set aside for the
informants to give feedback on which questions worked well and which needed improve-
ment, and this feedback informed adjustments to the interview guide. The interview
guide varied slightly between those who had used CLASS to observe others and those
who had been observed and received feedback through CLASS (see Appendix). The
main themes concerned the professionals” experiences of and reflections on CLASS in
the Norwegian ECEC context. Extended focus group interviews were held (Berg et al.
2004), which included introducing the interviews’ main topics to participants before
the interviews took place. This allowed participants to reflect on their personal opinions
before the interview, thus increasing the likelihood that they would express their
opinions more fully during the focus group interview (Breen 2006), The main author
and 2 moderator assistant conducted the interviews online based on focus group inter-
view guidelines (Krueger and Casey 2015). Each interview lasted between 60 and
90 min and was audio-recorded and transcribed by the main author who was leading
the interviews,

Ethical considerations

The study was approved by the Norwegian Social Science Data Services (N5D), and all
ethical recommendations were adhered to throughout. Participants were informed that
they could withdraw at any time without giving a reason, and all quotes are anonymized.
Practical and ethical reflections on digital data collection in this study are partly pre-
sented in Kucirkova et al. (2020). In addition, to study the digital interview process
closely, we added questions in the interview guide focusing on participants’ experiences
of the digital focus group interviews (Evertsen et al., forthcoming).
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Data analysis

The main author initiated the analytical process by closely reading the transcripts several
times to compile the first draft of initial themes (Harding 2018). The second co-author
then refined the themes and their interconnectedness in discussion with the first
author. To validate the findings, the third author read through the raw data separately
and discussed the final analyses and agreement of key themes with the other two authors.

The analysis was conducted in three stages. The first stage involved the establishment
of codes, followed by themes and finally high-level categories that emerged from the data
using inductive category development (Mayring 2000). A conventional content analysis
was performed {Fauskanger and Mosvold 2014; Hsieh and Shannon 2005) using NVive
12 software. The focus of the analysis was on the qualitative saturation of meaning rather
than the quantification of utterances. On occasions when the findings from the focus
groups concurred with each other, the data were categorised within the same dimensions
and narrowed down to categories and subcategories (Patton 2002). In cases of disagree-
ment, the researchers discussed the findings again, searched for relevant quotes and
agreed on the final categories.

All interviews were first analysed individually, All interviews from all groups were
then analysed cross-sectionally. After the cross-sectional analyses, two overarching
tapics emerged: (1) ECEC professionals’ experiences with CLASS as a framework for
professional development (presented in this article), and (2) participants’ reflections
on the use of CLASS in Norwegian ECEC (will be published elsewhere, Evertsen
et al, in process). The researchers also performed a member check (Miles et al.
2020) via email, which gave the informants the opportunity to provide feedback on
the initial analyses. Mone of the participants indicated any disagreements or need
for change.

Findings

The content analysis yielded four main high-level categories: A shared professional plat-
Jorm, Professionalisation, Quality in practice and Oufcomes for children and parents. Each
main category includes three subcategories (themes). The category A shared professional
Platform was deemed to constitute a foundation for the other three categories and was
therefore chosen as the dominant category.

Figure 1 visualises the findings to provide an at-a-glance overview of the main cat-
egories (Miles et al. 2020). To strengthen the findings’ trustworthiness, all quotes
from the interviews have been translated so as to reflect the original Norwegian
content as accurately as possible (Helmich et al. 2017). To preserve participants”
anonymity, numbers are used to represent the interview to which each respective
participant belongs.

Discussion

This study’s main aim was to explore education professionals’ perceptions and reflections
u:lncgrn'!ng CLASS as a system for individual and collective |earnins in Nurwcgiarl
ECEC. The overall findings suggest that the ECEC professionals interviewed believed
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A shared professional platfc

Shared language and understanding
Collective and individual knowledge

Shared and Individual awareness and reflection

Professiona

Owcupalional slalus Cognitive stimulation Refection and
and sell-confidence wondering in children
Connected
Motivation employees Children's
and engagement relationships with
Parent several adults in ECEC

Whaoleness and collaboration

Intentional practice Parent’s awareness

Figure 1. The study’s main findings.

that CLASS contributes to positive structures that support professional community and
development.

A shared professional platform

Participants perceived CLASS as a system that provided them with a professional devel
opment community. This category is interpreted as a foundation for the other categories,
since the CLASS structure provided staff with a shared professional platform that
included a common language and collective knowledge, which, in turn, led to professio-
nalisation in terms of a shared community both within centres and between centres and
the support system, im[,lru\'r_'ll quaﬂil}' in practice and positive outcomes for parents and
children. Participant 1.4 expressed her experiences as *... a common knowledge for all
{...) we all go in the same direction’,

The results suggest that the introduction of CLASS stimulated a common pedagogical
language and understanding, Participant 5.1 said, “What I believe works best {...) s that
we gel g commeon Icurgurrg;', Hhat we have the same conceptsin ECEC centres and as support
systems.” This resembles what Dufour (2016) refers to as a ‘tribal language’ of common
concepts and theories that staff actively use in their daily work. The findings further
suggest that the new ]u'luwledf_t and the common prufﬁr&ﬁln[ml Iun;;uage raised awareness
of and prompted reflection on pedagogical actions among participants. When collective
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learning occurs in ECEC organisations, staff develop a shared understanding {intersub-
jectivity) in their daily practice (Roland and Ertesvig 2018). The tribal language {Dufour
2016) affords the opportunity to develop a common focus and awareness and can be
understood as part of the precondition for learning that extends from the individual
to the collective. Individual learning can instigate change, but significant system-level
changes occur when learning becomes collective (Fullan 2014). As Participant 5.7 said,

‘What I think is very positive about using CLASS is that all kindergartens in the municipa-
lities (...} work with the same thing and have a shared platform ... it is not the case that
every centre sits alone and does its own thing but that we have found something that we
know is good for children’s development. Using CLASS as a foundation is a strength.
And it's good for me from the support system who guides and gives courses in cenlres
and can link what I'm talking about to CLASS, because then the ECEC staff know what
I'm talking about,

Participant 1.2 reflected, 'T believe that common language is the key {...) to getting
everyone involved. " It was clear from the participants’ reflections that developing capacity
was about gaining new knowledge and seeking fresh motivation, which, in turn, contrib-
uted to greater professional commitment. Research suggests that in such situations, staff
can experience positive change in an upward spiral, both individually and collectively
(Flaspohler et al., 2008; Meyers et al., 2012; Wandersman et al., 2008).

Professionalisation

This category captured participants’ responses that were characterised by motivation,
commitment and the experience of an improved and holistic collaboration between
ECEC and its support system. Several ECEC teachers remarked that CLASS had elevated
their status as staff in ECEC. As Participant 4.2 observed, T absolutely think it helps to
improve the qualify of kindergartens and that this raises our profession ... In a way, it
helps to get rid of the attitude that anyone can work in ECEC. The extent of our work, 1
think CLASS is heiping to bring out.” Participant 1.4 confirmed the importance of pro-
fessional competence in ECEC: "ECEC is not the same now as it was many years ago,
There is much more quality in the work than some might think, Se, it raises the quality,
and does somnething with the status of the ECEC.” Participant 1.1 observed, 'Because our
profession is a low-status profession, and we are constantly fighting to show the world
all the good things we do... and I think this has helped us ... Because it's getting more
professional.”

The introduction of CLASS offered participants the opportunity to communicate with
the outside world within which they practice pedagogy and education in ECEC centres in
a way that is similar to yet different from how teachers in schools practice. Participant 9.1
remarked, ‘We are teachers like them (ref to teachers in school), except that we have a
different approach.’

Several ECEC staff expressed that being observed and receiving feedback renewed
their awareness of pedagogical practices, leading to enhanced motivation and commit-
ment and increased self-confidence. Participant 1.3 said, "If is maotivating to receive feed-
back, and then you usually get a lot of positive feedback. Then you also get feedback that
will make you develop, and that gives motivation ... so there is a lot here that is motivating

Jfor the individual and the team.” The participants noted that CLASS and its common
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language raised the quality of their collaboration. Coaching and guidance tend to be of
higher quality when all involved use the same language and understand one another
as a single community, Participant 8.1 noted, "I can use it both for guidance in the
ECEC group and for writing reports ... . can use some of the words in CLASS and then
people know what 1 mean.”

A shared experience reported by participants was that as part of their increased sense
of professionalisation, they planned their educational activities more thoughtfully and
intentionally. The activities were constructed to provide learning opportunities, although
they continued to focus on the children’s learning process. Here, the intention or purpose
of their profession was essential: “We have become very intentional in our pedagogical
approach, What is the purpose? What do we want children to experience and learn?” (Par-
ticipant 4.1).

Quality in practice

Participants reported that with the use of CLASS, the quality of their pedagogical
approaches has improved: °... the staff focus on how they work. And that is what develops
the quality, I think ... " (Participant 1,3),

In line with one of the main domains in CLASS—instructional support—ECEC staff
focus on stimulating children’s cognitive development during play and daily activities.
Participant 4.5 observed, ... It's about giving the children a chance to talk both to
speak and think for themselves." The participants experienced improvements in their
stimulation of children's language and reflective conversations and in the quality of inter-
action between each staff and child. As Participant 4.4 put it, *Actually, start asking those
(reflective) questions when they are young, so that they get used to that way of thinking” The
practitinm:rs wanted to stimulate children’s sense of wonder, and in the interviews, thg}'
reflected on CLASS's contribution to this professional intention: "'CLASS has certainly
helped to ... raise that understanding ... In the past, when we have had circle time, we
have preferred to just teach, and the children became passive ... Now there is more focus
on interactive sessions.” (Participant 9.1); "CLASS has helped with this. You become
move aware that you are not at home; you are at work. You must use words; you must
use language.” (Participant 3.2).

Participants reported that to ensure high-quality interactions, they had become more
aware of children's signals and needs. Participant 9.1 revealed, 'It's quite clear. There are
so many who have became professional, solid, and safe staff ... " Responsive teaching of this
nature is in line with what the literature describes as foundational for child development
and well-being {Shonkoiff 2010; Siegel 2020). ECEC centre staff reported that they pro-
vided more guidance to parents than before, attributing this to a new sense of security
in their roles, achieved through new knowledge, motivation and self-confidence as
part of a professional ECEC community. Participant 1.4 reflected on how they had
chosen to communicate the CLASS dimensions to parents: *... we have chosen fo
inform the parents about which dimension we focus on. Information abowut what the
dimension contains, and how we work, may also help the parents ... So, it is to raise aware-
ness amaong parents too ... There has been a lot of positive feedback from parents” Our
findings further indicated that the individual and collective learning achieved through
CLASS has, from the participants’ subjective perspectives, enabled them to deliver
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high-quality pedagogy to children and to engage in a richer and more meaningful dialo-
gue with parents,

Qutcomes for children and parents

Participants in this study reported that CLASS has contributed to changes in their prac-
tice. Participant 2.1 said, The children are maore involved in everyday life than they were
before. The staff are better at engaging children. They ask in a different way. They are more
present.” The participants reported that the children reflected at a higher level than before
after the CLASS system was introduced. In Participant 2.1's experience, children were
very responsive and engaged during a visit from a storyteller: “Then I thought: Oh yes,
it works in real life too, it's not just the staff who change, but we see it in the kids tool’
This may relate to the previous categories, which revealed the professionals’ enhanced
awareness of children’s language stimulation and cognitive expansion through adult-
child conversation, The participants also reported that several children sought
different adults for security, comfort and confirmation. Participant 2.1 noted, * ... now
the children approach oll the adults in the group’. This reflects the influence of a shared
community among adults on the children in their classes.

A central dimension in CLASS is emotional support; thus, CLASS guides teachers
towards sensitive and supportive practices. Results indicate that children related to
more adults as their safe caregivers and that the staff also observed improved parent col-
laboration. Teachers were more confident than before both in their pedagogical roles and
in guiding parents. Parents listened more attentively to their professional advice, which
could potentially further enhance child development. Participant 1.4 said, “They (parents)
get examples of things they can also use and do at home ... It raises parental awareness a bit
too. And that's what they say themselves, that they become a little more conscious them-
selves as well.

Practical implications

The participants in this study expressed positive perceptions of CLASS in the Norwegian
ECEC context. The shared professional structure contributed to professionalisation and
quality in their daily practice, which positively influenced children’s development and
collaboration with parents, A common language (Dufour 2016) and continuous learning
processes over an extended period of time (Fullan 2014) at the system level (Senge 1999)
might provide opportunities for significant collective learning in ECEC organisations.
Although this small-scale study's findings should not be generalised to other contexts,
we cannot disregard the possibility that the application of CLASS as an evaluation and
feedback system in other contexts may have similar effects. Despite the fact that this is
a small-scale study the findings may contribute to a more nuanced debate regarding
the use of ECEC quality assessment tools as CLASS. In a ECEC field dominated by quali-
tative research methods (Alvestad et al. 2009) some might have feared that quantitative
assessment tools such as CLASS fail to capture the complexity of quality. Findings from
the present study indicate that CLASS may have many strengths when it is applied to a
sociocultural context eg. by using it for more than just a grading system. Findings
support an idea of CLASS as a facilitator of professional leaming communities which
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is actually in line with the sociocultural learning perspective, where learning for ECEC
professionals occurs during interaction and dialogue with colleagues and other ECEC
organisations, Quality assessment tools are currently mainly used to verify quality in
ECEC in Norway but should also be considered used for professional learning and
development.

Study limitations

Given the study design, we cannot know whether the unique CLASS structure contrib-
uted to the positive results or whether similar perceptions might have been reported
with other quality measurement systems, The participants may also have reflected posi-
tively on CLASS’s use as part of an overall implementation of change processes in their
practice. Such change processes are often characterised by positive attitudes towards the
pursuit of new goals (Fixsen et al. 2005; Greenberg et al. 2003). As a consequence of the
sampling process in this study, self-selection bias may have occurred. Participants who
volunteered to this study may be professionally committed and positive to the use of
CLASS in the municipality. It is also important to acknowledge that the participants
were interviewed at the beginning of the global COVID-19 pandemic, which may have
influenced their experiences and sense of need for a shared community and platform.

Summary and future research

The present study expands on existing research with its investigation of the qualitative
aspects of CLASS and contributes to current research by highlighting ECEC pro-
fessionals” perceptions regarding the use of CLASS, Results indicate that the CLASS
system functions as a structure for learning on the collective and individual levels, for
practitioners, children and their parents in Norwegian ECEC services. Future research
would benefit from a broader approach to the study of CLASS in ECEC, for example,
b)' asl;ing the children themselves about their cw.'rrday l:!PeTil:nCl;‘S in relation to the
domains and dimensions of CLASS. Since CLASS is applied so widely in ECEC contexts
worldwide, it is important to understand its application as well as its benefits and possible
limitations for children.
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Appendix

Interview guide with CLASS observers

(1} What do you think about CLASS's use as a quality measuring instrument? What do you think
about CLASS as a tool for feedback and development?

(2} CLASS has three domains: emotional support, classroom organisation and instructional
support. Do you experience the domains as useful in terms of development work and
quality goals in ECEC centres?

(3} Are there aspects of CLASS that you consider to fit well or less well with the Norwegian
context or with the Norwegian Framework Plan?

(4} What advantages and disadvantages do you perceive in the use of systemalic tools to observe
the care and learning environment provided by kindergarlens?

(5) Is there a need for adjustments in CLASS or the Norwegian kindergarten context with respect
to promoting children's emotional and cognitive development?

Interview guide with ECEC staff who have been observed and who receive
guidance through CLASS

(1) What is your opinion about CLASS as a tool for feedback and development?

(2} Are there aspects of CLASS that you consider to fit well or less well with the Norwegian
context or with the Norwegian Framework Plan?

(3} What advanlages and disadvantages do you see in using systemalic tools to observe the care
and learning environment in ECEC centres?

(4) How does it feel to be systematically observed and to receive guidance based on the CLASS
observers’ observations?
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Gains and challenges with the
Classroom Assessment Scoring
System in a social pedagogical
tradition

Cecilie Evertsen*. Ingunn Storksen, Kjersti Balle Tharaldsen
and Matalia Kucirkova

Urfuersity of Stavangsr Strvingsr, Hanway

Invroduction: This qualitative study explares bow Farly Childhaod Fducation
ard Care (ECEC) professionals’ perceplions of gains and challenges using the
Classroam Assessmant Soorng Systermn [CLASS, Pre-H and Toddlerk within the
social pedagogical traditien in Nonwegian ECEC

Methods: Focus group inendews (7=22). group imerdews (i=4) and in-
depth interviews [r=3) were conducted onbre, followed by comentonal
content anahysis

Regults: [he hndings indicate that ECEC prodestionals percened CLASS a
contribating 1o ther pedagogical underitarcling and practice. AL the sames
trne, the ntredoction of CLASS erbanced BCEC professionals’ swarcress
regarding the pedagoagical value of the focial pedagogical tradiien (SPTL.
which they wished 10 preserve and protect, and the specific elerments of
Ui school resdness tradition (SRT), which iy wathed to mclude in thar
pedagogical understanding of high-quality ECEC pedagogy

Discussion: The fndings suggest that the use of CLASS espands FCRC
professionals’ understanding of the walue of both pedagogical traditions.
Firally, ingpired by the prewent study's findings regacding interaction quality, the
research team proposes 8 hytid medel of pedagogical approaches in CCEC

RIVWORIS

ehstribution e P
which does nat comply with thess tamrs

Frontors in Educstion

il Realilion, Cl Moy il Seering Syatem ICLASS) inleraction
quatity, cognithve develapment. socio-emotional development

Introduction

Dhuarimg rocemt years there hus boen a growing informatioaal interest in Easly Childizood
Richscation and Cang (BCECH quaality amongst educatianl messarchars (Burchinad of al,
2011; Zasdow et al, 2011), parcnes, and policymakers, Varlous sakeholders are intenessed
in manoring everyday BCBEC practices to ensung besl practics for all dhikbren {Ihimine
Tagler. 1014
BUEC qualily amcsarments deling sreas of B, sh as commnanication belweoen
rﬂdwrnnd;hlln{m\_uwtdd}' itmﬁlanq_mlrlr midicatars tha ca foed |nmpl\a{ﬁﬂm|i|
devhopment and higher-quality praciice (lshimine snd Tador, 2004) and incrcas:

M #onkiangn crg
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emplopesd reflection en their praciice (Fvertsen of al., 2022),
However. no consersns has been neached regarding the
approprisiencs of the global spplication of standardised
suesmerts of FUEC, particibely in selstion to obirsl
wonnplexities snd problens rebiimg G the valisity of instnammenls
migrating outside their caltaral frames [ Paston Pagani, 2017),
ECEC quality asssessinent and  early childbood saf
obsarvation 3 rdatively new phenomena in Norwar, and the
resarch team sought W determing how profiesionals perceive
much systematic obacrvation tools in their pedagogic practios. In
anrr previoo s work. the perceptiong and rellections ol educal ional
profiseonnabs ogandimg CLASS ax o system for individual and
collective kearnirg in Norwegian BECEC wen: studied {Everteen
el al, 2003), ben we did not go in-depth into their nellections
regarding pedagogical traditions. A controwversy regarding what
ECEC quality is has been idemtified and woxial investment
arguminis from the school readiness tradition, have boen hearily
eriticised in Norway, especially amongst scholare {Tiastad et al.,
20019 I ls opontant o Quminate e volies of BCEC
practitioners related to this important lssue. Therefore, in the
preserd audy, we ﬂplnmd hvwr BCTC mﬁmlm‘ll‘ p:rw.‘md
gaans and chllenges vang the Classroom Assessment Scoring
Syslen [CLASS], which derives from a school readiness tradilion
(SRT), within the soclal pedapogical traditlon (5FT) of Nosway.

The sociocultural learning theory

This stuady is nested in socimcubusal leamiag theeey [Vygotsdky,
190} The socicculiural spproach to karning pennestes the
Morweyian BCPC system and its (ramework plan [FW: Minisiry
of Eduation ansd Rescarch, 2017), Lhis learring Uheory suggesls
that ndividur’s develop theough  interactions wich  their
surroursding covironments and in dislogue with one ancther
nncing wociocnlbnral toale That enodialed o inberot ine (Vygoldoy,
2000k Socioculiural bearming theory views learning and
development as processes that occur through bnguage and
participacion in sockal practioes (3400, 2001).

MNorwegian social pedagogical context

The Morwogian FCRC luas been comidenad 1o belong o the
social pedagegical tradition (ST ORCLL. 23061 The Norwegian
FWP emphasises come vaboes, such as chilhood, demoscracy,
diversity and smtnal respect, equity and equality, and sustainabiliy
in the curricubum {Minastry of Edocation and Research, 2017)
“The Norweglan FWP guldes ECEC centres to provide all chdldren
with equal apportunitics for secio-emodional and cognitive
development. Ome of the maln goals of a ecently lusched qualky
strabegy s to ensure high-quality ECEC provision for all children,
megandless of their place of restdence or which TCRC centre they
attend [Minisiry of Eduscation, 2021). This nasy be achieved
lhm‘ugh plmrlilg,utucrv:im, docamnentstion, and systomalic
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ascessment of dally peactices. Acconding io a government
mandate, Morweghn FCEC cenmes should be learning
orgenisations ad shoeld condact syslemalic chservalions and
evalustians, and they thould work contimesudy to improve their
pedagopical qualiy ry of Echscation, 20621} Before this
gorermment mancdaie, fow assesament tock for chservation of
BCEC quality lave boen applied in Horway. amd there 15 8 newl to
evalumte sich toals fior futers use.

Chikdren in Norwegian BCEC have the right to play, learn,
aild friendships, and be surncunded by staff who cogage in sl
and positive imeraction [Misistry of Education and Hesearch,
201TL These objectives noquire that BCREC stall possoa high=
quality interaction ekills. b is thut necestary 1 assest interaction
aaliny b enveune susalnable kearning emdronments for both
children and stafl. However, shhough the naticnal government
fcures o interaction quality in Norwegian BCEC, cansiderable
varialion in quality persisis acmss centres {Roge ol al, 2008;
Alvestad et al, 2 IT)L

Surprisingly. chibdrens rights 1o paricipate fall shoo of tee
PWP recommendations. A Norwegian sudy found thet childrers
im FOCTC backesd opportumitics i sciively pan cipate in learming
wetlvithes (Roe and Endlson, 2019 Other rescanch slows that
children poceive relalively weak leacher support in learning and
langriage development [ Drugl! and Berg-Nielsen, 20%), A sudy
of 12 ECEC saff meembrers found thet thelr prisnary Focus wos oo
childecnis conoticmal meeds in Uelr reflections on qualily in BCEC
and that they cahibited o “token for granted attitude’ to children’s
learn ing and developmend (Bausad o al, 2018), Cwerall, nesearch
haghlights a weak or absent interaction quality in Norwegian
BCEC, particulady regarding Instructionad supper. and ihe need
Tixr fariber [mvestigation (ot polent il mprovements,

ECEC educational traditions

ECEC pedagogy bas long boea divided o two malo
trasliiicne: the school readiness Uraclifian (SKI7) arxl the sacial
pedagogical tradition (SFT: GFECT, 2006k, The tn tradions have
hifferent origins and differemt emphases. Despite their difforent
thearetical amghed and shjoctives, i is warth inveaigating wha her
theas traditions share commonalitics and whether some aspocts
umile tive iraditioms (Toastad el ol 20150 SE1 js prominesd im
Figglish-spreaking countrics. Framce, and e Netherlands, STT i
practiced in Nordic conntrics, some luropean countries, and
Mew Fealand Fven though bath traditons are based on
devdopmentzl psychology there are some clear differences. SRI
fucuses am preparing children academically for e hood and fidune
ke amd bs characterised by a high focus on cognltive stimalation
by instruciional Iaarrvmg, child ssesament, and bemchmarks
(5ylva et al . 20061 SPT foxcwses on chilldren’s Hved experiences iy
thic duerer e v, chuil dnem’s froe play, and chil drens own initistive
ta play and learm (Sylea e al, 5016}, Free play is this iradition’s
chief pedagegical principle, wherchy the main goal Is to sipport
chilifrens socio-cmational developmert. Scholars and wachers
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within thistradiiion oppose the SHT belioving that & neore hollstic
approach 1s key for bhealthy child development { Rlesta, 2005}

‘There arc also clear diffensnces in the goal of the tralditiors.
SET maln societal goal i o peovide all childsen with eoual
wpproriunilies for falure cheveopras aml grosdh. BECEC in SET
combaing o mare formal edscation tham in tke 5P (O "
Sylva et al. 2020). The differences also become eviden (o the
traditions’ Fremewarks and cumrdoula. SETS curmicoula have cloar
chikl oucome standards and an: highly smoind and precie
{ORCD, 2006}, whilst SPT curriaal atraditionally do nat contain
benchmarks, and autsnanny is encouraged an both the childd and
PCEC ceminslovds (OF 2006)

Degpite the well established notions of the two traditions
thene sweenisto bea growing integratlon of some of the goals fram
ERT in Morwegian ECEC. The SRT aimes 1o previde all children
with equal life epportunities through eardy intervention for all
chiklren. The Horwegian I'WT states that B conteos should
comt ribute to evening oot social ditfererces and act as phaces that
protects and respocts dhildren’s rights. Furthermore, the FWPS
latest edition specifies that ECEC centres should stimulate
children's learmving in-seven thematic aneas (Mindsry of Pdocation
amd Research, 2017, p. A7) Although the differcnoes between SRT
amad 517 have heen widdy acknowledged {OECL, 2005), ciber
neve, enserging pedagogies integrate chilkd-cenined aspects from
SFT, wih the more goal-criented pedagogy that charmcleries
ST Tlayicd Tearring ov guioled ploy actively ongages childen i
Pleasurable and seemdngly spontameons aotivities thae eraconnpe
acitennic expriormiion and ierming. Here, taacvers ucing gutded play
Rarve e set of Tearming gonsls irs il (1 1irsh-Pasek et al,, 2009,
P 270 A playful learning approach has been suggested kn a new
Morweglan cartioulum (Starksen o al.. 2018 Hoge o al., 2021),
Cognitive stimulstion within this tradition is characicring] by
children beimg engapedd n meaningfil activiey in meraction with
wthers {| lirsh- Pascloct al, 2009, Thars, it isnot enough te arrangs
cogmitively dlimialaling sl ivitiog, child ren ali mocd 1o be active,
egaged, sor weaning, and intersct with otber children and with
teachers. Proviows: Morwegian research bas shown that chilidren
have lacked oppomuriies 1o sively participae in learming
activities oven during planed learning activities {Hee and
Fornilsern. Xl ).

CLASS Pre-K and Toddler

There i a trend in Worwegian BOEC towards the wse of
CLASS 1o assess and support prolessional development, c.g. In
A neer reseanch Iﬂdmwl""ﬂjﬂli (Sprikserk 1.6, 3022,
Trygs for tre, 20210 A recent study shiwved that Morweglan ECEC
sall irnpn.'M:d Lheir hum:linngu]iy U‘n'ml‘h CLASE [ Toddler)
observations, feedback. amd guidance {Buser e al., 202}, Other
than these studies, CLASS has pot been widely applied in Norway
] o, Thuss, there s a e G mome reseanch inthis Beld.

The sapdardised ohservatlon system 83 based on the
thearctical framework of Teaching Throngh Interactions (111)
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which s anchosed in spstems theory [Brenfenbrenner, 1979,
where hisman iferaction 1 the most imporant compoent for
childrens developmient and growth {lamec and Diasia, 2007;
Hamee et al, 2143 The {lassronm Assecansent Scoring Spdeny
(CLASS: La Par 20121 is an obmervatiom tool desigal (o
mexuse the quality of interaction between stalf and childeen in
wducation. The observation tool s fraquently wed 10 collect daa
im rescarch but is alsa develaped 1o create learning opportunities
Ty weachors with thee aim of s rengihening the quality of karning
environmicnt for childnen in cdocation. CLASS has the focus on
the adull robe and on the employees” respomsibility to facilitate and
suppert all chibdren devwloprnent of secuwrity, kaming and wdl-
Ibeing {Fanre et ol J014).

C1LASS Toddler (18-3morths) consists of elght dimensiorns
arganised into teo domains (Emaotional and Behevioural Support,
and Engaged Suppont for Learning: La Pars et al, 3012) CLASS
Pre-K {2=3 yueam) comprises 10 dinemsions arganised into thras
domains {Irstructional Suppont, [lassroom Crganisation, and
Emotional Support: Tuastad e 21, 2019).

CLASE scores ape Enked 1o wvarlous acedemlc, socisl,
et e, winad hehaviooral comses, Jldlupvwlrgpnplhmr
I3 thas unsurprising. However, this instnument wis developed i
a conlexl characlerised by a 3K I which conirasts with the P17
seen I most Roerdic countries, B s therefore lnportant 1o galo
knovdedge of teachess” perceptions of gains and challesges related
10 (he mse 0N CLASS (0 Maedie FOTC condexts,

Cultural differences in the use of quality
[ssessments

In recert decades, several quality ssessments have been
develaped In ECECinermationally, akbiugh most nicsasmements
come freny the US contexl Lhe links between CLASS amd the
snclal pedagogical principhes can be soen through the erphass on
learning through interactions, a focus on ecnotionally supportive
el atbarhipe, amd throngh the rogased of childrerc pergpect e,
and thus CLASE s Lased oo thooretical principles that colincide
wiedl with secial pedagogical principles. Stk il is nevenhdos
ikeveloped In a school readiness content. and caations should
b taken when adagpting this teal to pew contexts (Pastor and
Pagani. W17).

Tt hes bocn pointed out that Eunopean countrics may moct
challenges with BCEL qualily aseessments unless appropriste
adpmimems are made 1o cnsare their saitabilioe in differeny
comiexts (kshimine and Tayler, 2004} Nnnﬂgim'_ PO mmsy
consider imtemational reseanch critically since education systems
arc strocturcd differently, comcepts may have different meanings,
amed valiess amd [vr!nriliﬂ diiffier acroes conntries (A lvestad ef al |
2005) Thepefore, qualky awseswents do pot autcmatically
tranedile Lo other conlesls, mlju].msllu:ﬂmw!gun or Mordic
wderstanding of high-quality ECEC {Blomestad ez al, 2020,

Few Internatiomal qualitative studics have explored stafl
elperlmd'l'?l ASS amd culturs] differences in FCTC, excepl for
some studles froma Itely (Pastord and Paganl 2007) and the US
(Barncs-Major o al, 20210, which indicate thst oolural
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migaligmments may eccur, Hence, i b important to stady CLASSY
applbcation in other cortext, such s Narway, paniclady amongs
ita hamds-on aserc BORC teachers and their support sysiem
{Pedagogheal Paychological Service (FIs). the Resource Certee,
the Ceotre for Multilingual Childeen simd - orunicipalicy
i

The current study

A enumicipalivy in southwest Koy inplensented CLASS 10
wncale a prokssionad conmuanity for BCFC anplipoos Asa ot
the mumicipality inplentented CLASS, focusng on enyployess in
ECFE and the sapport syssers aroumd using 1 ASS observations
for adapted guidance and professional devadopment. The
mumicipality has 33 cerlified CLASS abervers wha comchact
ammal observatiomin 67 RCEC contres. Thee traired and certified
CLASS oheervers comprise head teachers, directors, and
employees (rom e DCEC support system. CLASS ohservalioms
e comducted with the CLASS Pre-K and Toddler munwals once
& yoar for cach contre. Certifiod observers visil sovieral cont ses bt
do pever carry ouf observations in thelr own certre. Each
observation lass 15-20min with subsequent scoring in Lo the
CLASS scoelg shect, and this routine s carried cut four (imes
Afier the observations, the cheerver armnges o meeting with the
headicacher where they mecehve ol Redback and a writicn
detailed observation report For the ghven observatbon. The head
teacher is responsible to communicale ihe report o other
enployess in the classroons, and 1o discuss and make goals for
farther professlonal development. Furthermore, the municipalicy
has employed 70 Golliaton whose main Lsk s o support
profesdona] derclapment on a daily basis in the BURC contres,
hased am the theoneical framewerk of the C1LASS dimensdans and
observation scone.

Uhis siudy stmed o esplore bow Norwegian 1003
prodessionals peroeive gains and Callenges using CLASS (Fre-K
and Toddler) in the ST Lhe municipalicy in which tis dudy was
womxhactod ploncenad in ihe we of BCEC quality measares and
Teedback for teadwers in Morway and wore the firt Norwegian
mnaicipality te intrachice CLASS bn FCEC (Toddler and Pre-K)
This mumicipalitys implementation of CLASS allowed 15 10
explone the participants’ pereptions of and relloctioas on CLASS
Tiram e prersproctives of il tlacobsorvers and thae clmeryvesd stail
{wha reccived guidance).

Qur reseanch question wae How do Norwegian CLASS
observers and observed stafl porceive the use of CLASS inthe
social pedagogical FCRC tradition?

Materials and methods
Given 1he lack of empirical research on PCRC professional

experiznces with CLASS In Norwezlan ECEC coviroaunerts, &
qualitative exploralive inlerview stndy was condacied. The daa
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were collected in 2020, The argoing COVID- 19 pandensic obliped
researchers 10 engage with pew data collection methods
(Kncidkia o al, 2020) and apalague intorvicws had te be neplaced
with anlise intervaeses. Facus groap isterviews, graap inferdews,
and indivichaal mierviews were comidens) appropriate o
generning a rich underdanding of participarie experiences witk
teew Intervestbons o systemns (Rroeger aned Cusey, 2002 Krseger
and Casey, 20150 and eolloctive underttandings of the
phenamenan ursher audy (Mongan, 1995 Lane and Berg. 2007

Participants

A munbcipaliy in the southwes of Norway implemented
CLASS o gather obsorvations and feedback to stnengthen their
BCEC certres’ cuality prior 1o this stedy’s comimencement
Purposclul sampling was porformed, and participants wene
imvited through the municpalitys email system, their consent
forms was submited directly 10 the adminisration of the
University of Stovanger Ins. the nwmicipalinys ECEC
mamagemend was nol privy 1o the final paricipani list. AL sai
with 4=5vears’ experience with CLASS in ECEC cenvires and all
cerithiod CLASS observers were inviled o participate. | his
resdied in 198 FCEC professionals being ivited 1o aitensd.
Amengst these, 2% echicatbonal professionzls signed up The
participants reprosented Pedagogical Psychalogieal Service (P15,
the Resource Centre, the Cemtee for Multllingual Children,
mmicipality EUE administration, and teachers and assislarcs in
POTA centres. All partipasts were femmale and cane from nime
ECES Cemires ancd four diffeneat seciors of the suppor sycdem.

Tieerisaare saTache vt participamts im (e focas group infervicws
1o fadlitale mecaningful amalysis (Kraeger and Casey, 2015),
corsenting candidaies were imwited 1o participae. Four focus
group intervicws (N 22}, two somller group incervicws (M =10,
and three individasl inlervicws (8N Leall online—wen:
condusted (1ot N =2%), The Livorviews were orgaibed based oo
the partivipanty profosional role. Initially, we planned for 4.5
Tocus group interviews including all panicipants. However. owing
1o sick leave and scheduling isnies, now group and individaal
inlerviews were held 1o prevest ansivion (rom the sisdy. The
various online imervicw formats gave the participams rich
opparunities 1o contribule and expoess themedves (Bocidkova
al al, 2020,

Data collection and procedure

An open-ended, semd-structured literview gulde was
developed. “The questions waried slightly belween CLASS
whservers and those who had been observed and received
feedback through CLASS, sec Appendix. ‘Ihe main themes
cancerned the professdonals” experiemces of and reflections on
the use of CLASS in the Norwegien ECEC context. The
ilLarich,ni(Iﬂumpl'leed with am LCEC Leader,  teacher,
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and an assistant. Participants gave fredback on which questions
warked well or needed Improvement, amd the Interview guide
wan adjusied accordingly. Bxtended locus groap inlervicws
were applied (Rerg ef al, 2004}, where the interviews' main
topies were presenied Le participants in sdvance. This allowead
participanis 1o reflect on their personal opinlons befare
Interview, thus increasivg the likelbeod thar they would
exgress their apinions mone fully and freely during the focus
group intervicw (Breen. T006) and henoe increase the
trustwarthiness of the data (Berg ot al., 2004} The main author
canducted gronp and individual interviews, whilst the main
author and 3 moderator assistant conducted the Intervicws
anline based om focus group imerview guidelines (Kraeger and
Casery, 2005). Bach inter view basted 60-90min and was audio.
rocorded and transeribed.

Data analysis

The maln suthor closely read the iranscripts several times to
cmpl'rlhcﬁnl drafi of the imitial themes (1 lerding, 2008), The
sevond co-sithor then refined the thenues In discusalon with the
first antha. s walicase the [indings, the thind author read tbe maw
data separately and discussed the final analyses and agreement of
ey thvemes with the other suthorn

‘The analysls comprised three stages, The fitst Involved ihe
establishment of codes, fallewed by thees, and finally high-level
calegories were defined using indudive caegory devdopment
{Mayring, 20000 A conven ianal content analysis was performed
(Hisbehy amd Shar 2005 doanger and Mosvold, J004) veng
NVl 2 soflwane, The qualitative saturation of meaning. rather
than the quantificaiion of ullerances, formed the basis of the
amalyses (Sanderset al. 2018). The material was marnoved down
1o everarching categerics and subcatcgoeies (FPatton, 20020 The
resarchers ageeed (ollowing several rounds ol discussion,
resultivng b e fimal categorics proseatad bdow.

Al interviews wene analysed individually snd then cross
soctbomally. Two overarching topics energed from (he Cross-
soctional analyses (1) ECEC professionals” exporiences with
CLASS a2 3 framework for profiosional develapmeont. and (2)
participants’ perceptions regarding the use of CLASS in the
SIT Menulis pebabed s the Brst Lapie huve been reparted previcusly
{Fwueriscn of o, 2022%, and resudis rdated o the socond vopic ane
neparted ie thepresont sudy. A memiber check was performied vis
emall 1o incrense the findings trusworthiness (iles = ol , 2030)
and give the panticipents an opporiunity 1o provide feedbeds on
theinitial amalyses The memaber check revealed ro disagnsemnent
or peed for change.

Ethical considerations

The fudy was epproved by the Morwegian Sockal Science Data
Bervices (NS, smad sl cibical recommendat ins wore Bollowed
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thecughaut. Participants were infiemed that they could withdraw
a amy palre without any negative consequences for them or their
profeaional robes,

Results

The contint analbysis yidded throe main bigh-bevel categorios
(1) CLASS sirmaciure in the social pedagegfeal tradition (SPT) (20
CLASS end Novweglan  frowework plam (FWE), and (3)
Cembritutions amd suggested aufinstment for CLASS im the cocial
preafugoy i drckitiom (SPTE B main casgory included tno
subsategeries (themesh: pedms and chalenges To provide an ata
glance overview of the main findirgs {Mibes o al., 20200, Figune 1
visualiscs the nesalis of the analyses. As it is crucial 1o translae
apantest in a way that reflects the arigina content (Helmich e al,
201TY the quotes have been translated o el the original
Morwegian comend as acourately as possible whilss maintaining
idivenatk: English. To preserve the paniclpants’ anonymity. each
Imformant wns ssslgned & numbes.

Main category 1: CLASS structure in the
social pedagogical tradition

Subcategory 1: Objective evaluation

The participants consldered CLASES comiributions to
continmmas objective observations and feedback posilive,
Ruribermnge, they expressed the view thal asscssnsenis ane
relnforced using tralned and certlfied CLASS observers and the
CLASS Mramenork, which is rescarch-based und thus helps
avaid subjective jodgoment when praciflioners roocive foedback
on thelr own praciice. As pamicipans 3.1 observed, 7.0k
somchow mot their pofnd of view.. they Fave o mrker
indficador fo follow awd peaf asive whal divey dink... which mokes
it very olective. They du mot inlerpret betwren the lives ov ko
the sl
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The participants reported that the ohjeciive smesamert belps
determine the staffs professional srengihs and areas for
improvemnent. The panticipanis described this as motivaling,
Participant 1.1 said, = geftimg feedbonck dc motfoatng. ead @ b

T partivipamis reported that the CLASS smouiar bas
ted 1o cutablishing o quality standard for adequate
pedegogical pracice. which further crestes comstouciive
expedtations of statf and among= #aff, Participants 1.2 and 6.1
described i as it i very specific and clear an whar i expected
af the welradt. .. and .. .the big advimtage it thal through CLASS
we Ive defimed quity stancards () wivaf i expected of sl amd
how this iy be facitiiced”

Participants repomted that CLASS i a helpful teol 1o align
with varlous Imentions in the FWPS cortent and nalomal
guidclines by systematising podagegical practice. Participant 6.2
described the ways in which feedback was landled prior 10
LASS ] o rreeaythr you shouidd have beew o ditle Bedier with. ..
mow odieervers give e ples of what they have zoen, anad faem they
aonmerd thts do tive differen ofireeresdons in the ferdbraok” Participant
1.5 continued, “Wils s what devlops guafity, T teiink. That we foous
an vibal we o, whea i good and wital s ral o goad? Wihar do
we peed fo dmprove!™

Subcategory 2: Stretching for perfection

Some participants reporied that they pulled themselves
together charing the abservations, Participamt 2.5 cxperbonoed 1 as
folloves: T o mot falnk you wauld kave seen the same thing i
Jou pui ap a camera, so o speak, Vi alsoludely sure. Feople peadl
tagrnselves together (§ T do nod think it compietely represents the
iruth,” Othess poinded out that it was cruclal that they were
aBiwd o be i devclopamen, amd that the CLASS scons ane mot
nceessarily roprosntstive. Parcipant 11: "Wewe falbod a ol el
it — whether i7% seal ar mar Then wee lasded or thet o really doss
wof patder ... it is] e inporiand fo ialk abeut wehy e reslf was
a7 s () 19 mray e fakve, Bt ib's good "

Participant s peported a temedon assos Biod with being olserved,
bud ihal it i also n and exciting, giving thom opparturiiies Lo
Jearm new thimgs. Panticipants 14 and 3.1 doscribed it as follows:
*Sorme poopls Murughe if was seiry il we showdd be sbserved. Bt as
e o A, s Become rmsach e dorfifems™ and T0 gave e o b of
oo for thosgie [ ged tips for g P ooadd sy anore of drd get even
ancre ool of ke thing | wat dodg”™

Partidipants reported that cbservation scones are oflon not
representative of daily practice, but that it does nol nocessarily
maeter, hecanse the observations facilitate reflection and swareness
of whal ome should strive for The observers reporied that it can
somelimes be uncomionable Ingi\\ernedhlmnrlmr sonres, and
that kn some caves it beads to them ensbelishing scores’ w avold
1 discombart thal may arise when communicaling resulis Lo the
ECEC cemtres. Pamicipant 52 operly described how ihe

i ion of scores can be unpl “le fact that I have o
At fice T foce and sy veivat § o mt ghimk wei <o good mokes me
score Haeru a Ftrle Migher thar msaybhe what 1 woukd do i # waes a
wadea. .| dio wol thimk | an s stricl as § showld he”
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Main category 2: CLASS and Morweglan
framework plan

Subcategory 1: Match with the Norwegian FWP

st prariiiprants hipgd dighted CLASSS usderstanding ol cans
and s significance an coinciding with the framewark planis
gubdelines for duldren’s right 1o care In Norwegian ECEC. The
participants used concepts such as sanedtivity, interaction, and
relaticonships, which comstiule care acconding 1o the FWE “The
participants further described a conmection betweoen CLASS'S
fecus an cognitive stimelnion and the FWES requirensents
redating 1 chibdrenis rights 1o play amd learn, A mowly oducaisd
participant {21) experienced it as follows: "1 cone straight froms
eoligge, wned read CLASS. ol worchred wiatc new Dere?
Wee bearmacdd Sivis e dectures annd it is im the Fraenework Par. Tiis is
! amalfeer ware o ek i maane specifie " A more expenenced
panticipant (2.3} stabal. *! awlealingely ihink Qi b eusy ol il
threads & the FWE both jor care, plag, evucation, end fearming.
1 see cormeriivms Beiween dimensicons ard domains i CLASS”
Participant 25 observed. *. the frameworic plam says that we drould
Darve Tt g, <o 2t s samaeifing wv meed 0 hacawme even betteral,
1 firdik™ Pasticipart 4.1 contivmed, = .. fhe framework piivs
e cam sav that e siff should promote wonder and phifosapfizal
kg anorag challifree, aral CLASS heips with ut™

Particlpants seporied thst CLASS has helped them to
sysiematisc the assessmend of thelr own praciice and document
thelr educationed activithes and has gven them ¢ systenatic
approach i learming organisation, in accardance with the FWEs
requirements. CLASSS comtrilngion wis described by participant
8.2 "It Iurs Beocnme even smane clear do maary what plarning b It
el frasd stifivg there ki el plants, bl i bedng siruclereed
iy winad ot o wilth dhre s, Aerd o por have propared yoursell
CLASS s, o @ much greawer extent, mde ihk part of the
[frummacwork ke visible e s Letrraing bas comergesl more i the s
frrmarumek phos, aned CLASS specifies 17 Nasticipant 2.2 says. “Then
there i ulso fhe foct thaf pou fave documentation of I (ike
pecagegicel work).

Subcategory 2: Mismatch with the Norwegian
WP

Participants’ pepceptions regarding the misalignment betwoan
CLASS sl the FWEP maiinly canceraed childnens need [or rest
amd redaxathon duringz day. Pamticipant 5.5 sated. “There s a fuirh.
farge Jocus om how eficiont amd organised the adulis are, bl the
FWP zaps fhat there shawld abso be time for peace, et and
relacation, and there is mo goal jor that in CLASE” Parthermore,
participants miss the toapic of parental collaboration from the
CLASS mupuwal, sioce s Is copsbdered valoable in the
SII- Pamicipant 6.1 pointed o, ™ The there of paronf coliaboration
5 o preesent i CLASS™

“Lbve participants reflocied on the CLASS torm productive and
expressed the helief that children must alia be given the
opportunity to “just be” without adults contincously diciting theire
Il’.l.‘\nt‘pﬂl'l‘lfll‘iﬂllll)(l'l\i'l.‘l. Pﬂl‘!i(ipclﬂﬁ 1 reflectond, “f oweain
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e erele thae comdificess o b fluchualions in the diy, where we are
owrt el calen? 1 ok (8 &5 offen sormeghrgg v forget, or miss, 15
@ fane whem ey (childien) bave e ol

Participants helierved thet the concepts of procduciivity and
adaasrovrs, equently mentional in CLASS, do nol worrespromd
with the Norwegian pedagegical fraditien. They offercd rich
descriptions of the challenges that the terns from the SET can
pose to the SPL Participant 5.7 reflected, “They call the kids
sluenis, and they el abeu claseroomes, white wee fave childnes
and kindygaricn, Ardd we are plaving. ond we dre owlside. ..
irsteaed of having @ specifec fessom . wwe i @ mere holisfic
dnrmivgg.. 1 ealsar ek of prafucdivity: T frimk i i a Do prraddevaiaric
when I give feedbick, beatuee in the muenaal the oriteria are that
o heomaled seginesere s mnmchi derstru cifon o the oy os possifle, and
thoers [ ehireke: shuall weft § o ot ileink co. T think the kidk showlid
dexerm, bt | am oritienl” Participant 4.1 cortinoed, ~__ proshuctiily!
{Lamghs)..... firud anodhier word! 1 sourels Gke we are sorkig in o
Juctory” Some participats caid that although they saw a
connection, they feared that CLASS woull ngeoese 2 school
readiness oulture onto Morweglan BCEC Mevertheless, most
participants belicved that CLASSS focusan cognitive st imulalinn
would not necessarily kad to s school readiness approach but
ratheer womld adkd valnable input 10 1he Norscgian FUEC

Main category 3: Contributions and
suggested adjustments for CLASS in the
social pedagogical tradition

Subcategary 1: Contributions to the SPT

The paricipants experiencesd that the CLASS conlent
ceineides with the FW I regarding bigh-qual ity inleractions. Ihene
wak a falrn agreemert that ematio sl support s s foundation for
cognitive siondetion, and emoticnal support was highly
emphasicd, As participant 45 exprossed, "l poniinmal syppard
is iy the st dnporiint” The pantiipants d&id ot decrile
ihe emwdional spport in more detail but wore clear abonil s
slgnificance. This may be becase they focusal on new demenis
that CLASS had contritnded to in the SPL As participant 13
stateck T agree thal the soci. eraliomal mmusd, of course, be there os
a fonadation. Buf [ alee think that was whit we were beat il before
we gl CLAKE”

All paricipants were positive that s SFT in Horwegian
BOIAC is somewhial challonged in the intentional faciliiasion of
engnitive simulaion Childrens natural search for kearndng
opporianitics is contral 1o Morwegian EUEC. Participant 5.6
described the need to create more exciting activities for childnen:
1 think that the Newweghen ECEC offer too few exclting sovs and
aclivilies for the children.... it can gel o Birtke boring. {he children
dleserve a [itle avore variety, more erealivily, @ ke more exciting
mew thirgs sormetimes. S that they bacome a Fitle more like ‘wovef,
and feef [fke starting am expertaremt or winctever it shonld be” The
particlpants disoussed plannisg meone exciting sctivities for the
children with the intention tha the dhildmen wonld crjoy maon:
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opparturities t be cogmitively challenged. Participant 4.4 said, =
the copmeittve developererst | very usefid for 1. Becuece this s
perfiaps wiere we have performed wersl al on w gererel basis.,.
when it cowmes do challemging the ids oo thetr awn Hnking amd
mimelsel, N i nod a sioewivesd we are ssed (0" Participant 4.1
sordinuesd, “the cograitive foplc has boen the most rgud” [n the
reflectbon oo cognitive stimulation amd the fear surrounding the
schoo! nendinets approach, participant 5.2 said, *T agree that that
we (I childiren) do et needd o learm samething in wl dbotions, or
thar we moed o foces likr fral. Af the sare fime, T think i is very
exeiting with these ms {cogritive stimnialion) precicely
Becane me i Norwegian FOEC may Daee hand an ffen that &
(BCEC) shoudd niof be school They must be allowwd 2o play, not
Teatra. Miaybe we have separated dhese tnao thimgs i BNk too meach.”
Participant 5.1 contimued, “Gefling more bearming fafo Norwarian
FOCEL is mal aevecsardy migalnye #iffrer” Paricgant 5.2 emvisaged
2 mow expandod undorstanding of child deveopom: “Phey affect
aich alther both waps (ref o cognitive and emotioen deveiopronty
The gogrisive affects dhe sock et sunch

dﬂiﬂ; the cogreitive, qup p@a‘iﬂ: Alproat Tk dr an eterreity
cirele” Pamticipart 5.7 poimied cut, "N is good thel we are being
challrnped t do @ Prefe miove M we ane e to . By relldng,
asking quesiions in the way thal we leeen trough CLASS. | thirk o
# postive in muary ways and provides good Jearing.” Participant
5.1 added, T after think thaf & = the Noravoghas BECEC mocdel that
sl Be adlasied a Wle” [ence, the participants perceived
commeralities beiween the CLASS frameveork anad the FWPS
fics o childdren’s iight fo participate in ECELC Parbicipant 5.6
said, "CTLASS & very cancerned thet fae auiult shoudd by aciively
participativg amd fappy s prowide impuf avnd do all trese tiivgs theat
promsole erpigerend fn fhe Kids, particdipation and lerming.”
Participant 4.3 chserved, Tr owr kindergarion we have boem iaal
foa thie el gormigy comnad frchinge wfucat oy weant vl playing aud such.
But affer we srted with CLASS, we have becams arore avire of
creeling saffens. . Sl Urings are a liile mare acceoisle i e
wdilis are wf the differers stutions ard e favoled aod wetfve
there. which may be o Sile Ameriarn.bet 1 othink @k @
good fing.."

“The participarts als foand it positive that CLASS obwerves
the emiployess (the adalis) and nol the children. Participant 4.5
said, (CLASE} s nore aboud s cchals, what opportunitics we give
thr kst " Participant 4.2 also bad some thomghts an this: ~We fhimk
it woa very exciting fhat the relitiond avio quafity of the staff i
mizasured. Pecawse we (adulis) are the most fmporiant fod
ire kinderpartens”

Subcategory 2° Suggested adjustments

The partkipaes reflected on what ey belleved were
neccssary adjustments o CLASS in the SI'L Rellecling om charges
oF adpastments thal the participants wish to see In futore work
with CLASS in Nerwegian ECEL some participants {who work
with the youngest chilitren) emphasised that they wish to see
CLASS roddler inchude the planning and sruchure dimension,
similarly 15 CLASS Pre-K. Participants 2.4 and 6.2 said, "1 mafee
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that oegarbsation does mal apply fo the Mitle ones. B & silly..
youa awrgermise @ Least s ech it ol group”an d “For foddlers,
fhere are oaly Two dimensions (b 8 b fus? a5 dmporfan with
Marnivig, organkafion, ad dructune for e yougee”

Irlud partisipanis wanted morne feguak observations, Al s
same tinse, they wanted the pod -abservation foodhack to be given
1o everyone observed and not only the bead teacher, Pamiipam
L2 ewpreased, T stk e whole growp showuld be presont when the
repart & prowmited. ihere [ a Dol of conmimnication which crn
e fost wiven onby the head Loacher @ siffiug there.” Participant 3.2
abservesd, T remvember firal people were mare commforialde amd
vehunnel the second dimie they mere observed 1 ibind o syl tha i
it had harppemed @ lirte more often... thon i wonld have Become
e nadued”

Discussion

‘This sy naain aln was o explore BCEC profesionals’
perceptbons concerning theuse of CLASS in thie SFT. The findings
suggest that the FOTC prftssiomals percetved C1LASS ac
comgribanting to enhanced understanding of high qualicy ECEC
pedagogy, particularly in relation 1o the impoant balance of
cognitive ard emnotional stimudaticn of chikiren, At the sane i,
the Introduction of CLASS prenpied them to reflect en the
pedagngical values o the SFT that they represent and ihat they
wish to preserve.

CLASS structure in the social pedagogical
tradition

The: findings indicare that CLASS pesitively contribued to
wbjective clesmreom observations and feedback. The ssscsancnts
saem o be farther stirengihened wding traimed and certificd
CLASS observers and the nesearch-bused CLASS lramework. In
Abiropinion. thie helwed them avodd “perional paceplion” whien
they meochned foedback on ihddr own pracice. The objectie
peslagogical assessanend thea CLASS offors is o tew way of working
with cualily Emprovemont in Narway, Traditbonally, quantieie
restarch bas not been prioritised in Normegian BCEC, and
thendnee systorn i abserval ions bave been rane in neseanch and
practice (Abwstad o ol 2009). Furthermore, the fimdings indicate
that the objective assessment comiribules to specilying the sl s
T | andareas for amid participants
describe this as motivating. |lowcver, participants describe that
the ahserved greups miay olten be “decoraled s a bride” (a
Hogweghan tenm for presending 1o be better than you are] during
the observations. The participanis reported that they pot on a
perfonnance during the observnions, Other sudies. alo sggest
thal this may be a challenge (Delancy and Krepps, 2021). The
pariicipants seemed ko express that it was nat whally negative i
some participants stretch for perfection during chservation, a3
this Macililated Iﬂmln; reilectiom, and awarencs of what
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kigh-quality practice in Furthermore, abservess repart thal i can
sometimes ke uncomfomabde to give medium o bw scores. and
thal in somee casme it beads Lo them “cmbellishing scons" 1o sveid
aiscomion in their dialoge with teachers These findings may
imlicate ihat the imglapcotation of CLASS al s munkipal lewd
creates bearning commaun®ics and conschous practice with the
Lntentien of enhaning ECECS quality raiber than facilitaing
credible and accurste amscssment of ECEC quality (e.g.
fiar resseanch).

CLASS and Norwegian framework plan

Participants abserved that the CLASS simiciure s a helpiul
tool thal facilitales alignment with various objectives in
accordance with the FWF= comtent and national guidelines by
systemalising podagogkal practice. Childnens right 1o partiipale
is & Fundansental vahse in the Nerwegian ECEC tradition
(Ministry of Educatlon and Research. 2017}, “Ihe particlpants
reported  perceiving  commonelties between the CLASS
Framework amd the W l:r_‘, a frcns on childrmis nwl 14
pamicipate in everyday practices). & bs interesting to note that
some par icipants worry that leck developed in a 5K will limi
shibdren’s opperinnities e pariiipsie, Bt o the same Ui they
abse peported that the focus on cognitive stinsuladbon b the CLASS
framewark has provided children with mwore opporiundiies o
think for themseives and express thelr own way of thinking. A
prevines Morwegtan siudy revealed that leachers, although bramed
in the SPT, did not allow chiklren 1o participate actively in
lexming dtustions (e and Emlson, 20095 Ciber Momsegiun
resiarchers have imdicaied a need for tools that can enhanee stall”
compelene in planning cogritively stismulating sdlivitien (Hauatad
ot al. 2008k In o gudy rebated to the present sudy, seachers
expressed new understandings of cognitive stimulation through
their e af opencnded quedions in everpday silnalion,
transformning thes mouents into leansing opponunities fa
children {Evarisen o al., 2023),

Contributions and suggested
adjustments for CLASS in the SPT

T inedings indicate that the particpants want Lo prosere
the ST, Education professionals are encoaraged Lo critically
evaare pedagegical ool adapted from other pedagoglcal
tradithons (Alvestad ot all, 2009, Barrs- Major of al, 2021). The
present studys pn'll'.:irlrln wionsld like b s .'Iurwﬂ Lo CLARS
that el wihth procibcal elemenns, sxch as the frequency of
obsorvations and how lecdhack is pwn Al the same lime, Uhey
ot out the termidnalogy wsed and the vakie of 1l owing children
to “jusst be” Neverthidess, all participants agrec that the 8P faces
i.haTIﬂWﬂmlhihﬂlmllmul Factlitatom of cognitive stimulagiom.
“The panticipants discussed planning more cxciting sctivities for
the children, wherchy children shoald be giw'n mp'r.im.'
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challenges, an cpportunily that often appears to have been
averiooked In Morweglen pedegogical practices (Hastad et ol
2008 Drugli snd Berg-Niclsen, 2019). Being challenged 1o
stimulate chiliirents cognitive developmwnt led particpants to
rellent om the complenity of dhildrens devchopmoent. Sommowla
marpricingly, findings from a previous duady indicated that
CLASS—deriving from the SKT—lndbued teachers educited in
the ST with greater confidence in devising learning situatisns
that faciliwaied high levels of child participation (Feerisen
of al., X323).

A middle way focusing on high quality
interactions

Although elements fromm the SET and SPT are often descriaed
2 mukually coclusdve (001010, 2006), Uhis wae ot this study's main
finding. The present study atfered an oppartunity 1o sudy the
perveptivmsof profssionas in the 3P whilst they Implanented
& quality assessment system sdopted from the SRT, and their
cxperiences do nod appoar ta confirm 3 clear boundary hetween
the b treditbons. This study’s fndings sagges thet CLASS, with
its s on inkeraction quality, kends itsell 1o a bybricd moded 1hat
combines the STT and ST in BCRC

Other pesecrchers have seen the poiestiadl for Norweglin
chikd pelicy tocombine dements (rm bath the 57T and the SRT
inio a umlied madel {Tusstad of al., 2019), Cur findings support
this perspective. However, we profose an expansion in terms of
a new hybrid model of the two traditions—winh the idea that the
two pedagogial approaches cam be understond as 3 flexible
cortinuan with o high degree of euliural variaion, A hybrid
mdel wenild facilitale a dynamic andersdanding of hildren’s
development. recognising the overlap boween  tradinioss.
Mamely, both the 50T and the SFT strongly value <hildren's well-
being and development and claim thal bearing oconm during
luman imteraction (CECT, 20093 A Dybeid model could provide
wpace bo preservooulliaral values, whilsl possibly remaining open
o the use of clements (rom the ather tradithons underanding.
whero the feous regardless of tradition is ligh interaction quality.
A hybrid modd may enhance further dialogie hetween schalar
from difforent pedagogical traditions rathar than comenting a
universal way of thinkirg.

Our rggested mada] s inspired Ty the procm sudys
lindings emphasising that chil drens cognitive and socio cmetional
developmend nuitually infhence one anather. Childrent socio-
cemetienal ardcognitive development s important for heal hy and
helistic growth (Shonkodf, 200% Hart and Lindahl Jacobsen,
2018), anl the expanslon of cognltive sbilibes can positively affect
achildscmotional growth and resilience ( MoCiclbind ot al . 2000].
Furthermore, the suggested model fits well with dynamic <kills
thoories Mescolo snd Fischer { 2015} state that “Peychological scts
ame integrated processs. There b no sauch thing as 2 simply
cognitive or emotionel of conative of behaviourel processes, any
action thal #lecis the world nocessarily imalves some integmtion
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of meaning, fecling, needing. and metor action” (Mascolo and
Fischer, 2005, p. 1170, Similarly, we may see madern pedagoghcal
appeosches [rom the SRT and ihe SPT a8 mulually enbancing
raiber than sndually exclusive. Cur hybrid model highlights
ahilidren’s moesd for sxlo-ensolicnal arsd cognitive slimuli for
optimal development, keeping in mimd chaldres best interesis in
beah the presemt el the fuiure. This hybekl model 5 best
umderstood within sociocuitural learming freory, where childron
proémal developmenial seme for emotional amd cognitiee
development meeds 1o be maimained (Vigotsky, 1980, Draner,
1984, Sociccubural theary together with conternparary theory ol
whild devdopment comemis Uhe ddicate balame bwoen bow
musch stimnlaticn the child “telerates” an ome hand and actally
meeds o the other hand (Vygotsky, 1980 Hart and Lindahl
Jacaobsem, 2018). Cognitive imulation in this hybrid model is not
umiderstaod at schoal preparation in terme of giving chikiren work
st e, but by supponting amd expanding child ok wondering,
‘their rellections, and their imerests in Emrncmlnl in the world
around them twrough high quality Interactiom. A hybrid moded
can challenge the current dichotomies in different educational
approsches by mising avareness of which elements fom bath
traditions showld be preserved. High quality Isteractions ane atthe
cenine of all child development. ws displayed in Figore 2,

Study limitations and future
research

Seli-scdection bias eficn represents a theeal fo small qualiiative
cudies. The particlpants who volunteered may have been
prohssionally commied and averly positivets the wse of CLASS
in the municipality

Rescarch environments and the fidd of praciice require

exploration of pedagogical traditiors and their significance
faor i e d ool practice. I s movessary vy childdron’s callod ive
anl individual peeds for emotiosad and cognitive sabalation
[rom pedagogical aml pechological pemspectives, a5 sxch
keunwledge can beredin children I FCRC. 1 s fandier necosany 1o
investigase childrens subjective penceptions on what high
Imteraction qualiny is for them.

e
The hytrid mods of pediooacl Anproacs in ECEC Righ
v tion gual 1y koo craws on Al bt Boim iwe cedeaagcal
tradisans
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Child-cestred values redating o childrens meed for cnsetional
amd cogniive stinndation should be 3 priceity for research and
developmeent within BCDC. Char fimdicgs and the bybeid miode]
comilel feed indo updabed research and theary to guide fibuse bigh-
apality praciives in BCEC
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Appendix

Tnterviewr guide with CLASS obserrers

Whiat do i ik aloul CLASSS use as a quality measuriog instoiment? Wit do you think it CLASS s bl for feedbadk

aned developmest?

CLASS has three domalms: emotkons] support, dlassoom orgenksation and Instnsctional agpport. Do you experbence the domalns

s useful iin tarms of development waork and quality goals in ECEC comtres?

Are there agpectz of CLASS tht yon comader 1o fit well or les well with the Norwegian context or with (he Norwegian

Tramewark Man?

4 Wha advamtages ane disadvamt sges doyou perceive in the e ol systensatic tools (o observe the care and learning emvircnment
provided by kindengariens?

5 Is there a need for adjuestinents in CLASE or the Norwegian Kndergarten contet with respect to promoting children's emotional

anad cognitive develepmsent?

]

=

Teterviess guide with FCFC employees wha hive been obcorved o wha receive griidance thrangh CLASS

L What i your opinion about CLASS a a tool for feedback and developoment?

Are e aspedts of CLASS ut you consdder 1o ft well or less well with the Horwegian context or with the Norwegkun

Framework Man?

3 Whal advantages and disachaniages do pou e In usng sptemacic tnols 1o observe the care and keaming envirnment i
ECEC centres?

4 Haw choes it fedd 10 be systematically shaerved and 1o receive guidance based o the CLASS observerd observatianst

[

Frontors in Edecation 12 Fortann org

114



Studies

10 Study IlI

Exploring success factors for districtwide
implementation of a Classroom Assessment
Scoring System related intervention

This paper is not included in the repository because
it is not yet published.
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Appendices

Appendix 1 - First entry

Intervjueguide: Erfaringer med kommunal implementering av CLASS,

1)

2

-

3)

4)

Hvordan planla dere implementeringen av CLASS i kommunen?

-Hva ble viktig for dere i denne prosessen?
- Ivilken betydning hadde utviklingen av implementeringsplan i initieringsfasen?

-Hvorfor/gi eksempler?

Hvordan gjennomfarte dere implementeringen i kommunen?
= hvordan vil dere beskrive forholdet mellom det dere planla og det som dere faktisk

fikk gjennomfort?
= ble det lagt implementeringsplan? Hvem utarbeidet den, og hvem fikk ansvaret for

gjennomfaring?

- Hvordan ble ledelse distribuert utover i alle ledd for & ivareta at planen ble

gjennom fat?
-Hva ble viktig for dere i denne prosessen?
-Hvorfor/gi eksempler?

Hvordan utviklet dere USB stottesystemet?

-Har stottesystemet hatt betydning for hvordan CLASS ble mottait og omsatt i

praksisfelter? i sd tilfelle, hvilken?
- Hva opplever dere har vart suksesskriterier ved stottesystemer?
-Dpplever dere at CLASS kan «std alenes uten stottesystemet? Hvorfor?

Hva anser dere som suksessfaktorer for i A til en implementering av CLASS pa

kommunalt niva?
-Hvis du ma velge ut tre suksesskriterier for en vellykket kommunal implementering-

hvilke tre kriterier velger du da?
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Appendix 2 — Second entry
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Fokusgruppeintervju med observatgrer - CLASS
Protakoll

Fokusgruppe ID:

Dato: Klikk her for @ skrive inn en dato.

Moderator: Cecilie Evertsen

Assisterende moderator: Ingunn Sterksen

Sted: Universitet i Stavanger

[0 NSLA 0 Annet: Klikk her for & skrive inn tekst

Antall deltakere: Velg et element.

Tid brukt pa fokusgruppen:
Start: Shitt: Totalt (rin.):
Innledning

Velkommen til denne fokusgruppen og en stor takk til dere for at dere stiller opp for 2
snakke om deres erfaringer fra bruken av CLASS | barnehagen de siste drene.

Mitt navn er Cecilie Evertsen-Stanghelle og jeq er stipendiat ved Nasjonalt senter for
lernngsmilje og atferdsforskning. Mad meg har jeg Professor Ingunn Sterksen som ogsa
jobberved NSLA.

Det vi skal gjere i fokusgruppen er & utforske deres erfaringer med bruk av CLASS for
utvikling av kvalitet i barnehagen. Vi ensker spesielt & forsta hvilken nytteverdi bruken
av mile- og utviklingsinstrument som CLASS har for utviklingen av omsorgs- og
laringsmiljeet i deres barnehager ogj/eller hvilke svakheter ogfeller begrensninger dere
erfarer ved bruken av CLASS, Vi ansker ogsa 3 fa innsikt i deres erfaringer og forstaelser
av bruken av CLASS i lys av Rammeplanen, og var nordiske forstaelse av barndommens
egenverdi.

Dere innehar viktig ferstehindskunnskap om nytteverdien av bruken av CLASS. Vier
spesielt opptatte av hvilken verdi dette har hatt for dere i praksis, i det daglige arbeidet
med barn. Derfor er det viktig for oss at hver og en av dere forteller oss om deres
erfaringer sd Apent som mulig. Husk at det er ingen riktige eller gale svar og at vi er her
for & leere av dere.
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Informasjonen vil kunne brukes til & fa en dypere forstdelse av bruken av internasjonale
maleinstrumenter som CLASS i norsk barnehagekontekst. Resultatene vil kunne anvendes
pa ulike mater, bade som del av en tilbakemelding til fagstaben i Sandnes kommune og til
Leringsmiljssenteret om styrker og svakheter ved CLASS som maleredskap for kvalitet i
Norske barnehager. Funn fra disse intervjuene har som fermal 3 bli publiserti et
internasjonalt tidsskrift.

Dere har muligens sett at vi har en del teknisk utstyr i rommet. Vi gjar lydopptak av
fokusgruppen for at vi ikke skal ga glipp av viktig informasjon. Folk sier ofte veldig nyttige
ting underveis i slike fokusgrupper og vi klarer rett og slett verken 3 notere eller huske alt
som blir sagt. For at diskusjonene i fokusgruppen skal forega pa en god mate er det viktig at
kun en person snakker om gangen.

Vier pd fornavn i denne fokusgruppen, men vil ikke navngi noen i presentasjonen av vare
resultater. All informasjon hver enkelt av dere oppair i lapet av intervjuet behandles
konfidensielt og uten direkte eller indirekte gjenkjennbare opplysninger knyttet tilen
enkeltperson.

Vihar satt av 1 2 time til dette intervjuet, men lengden vil kunne variere avhengig av hvor
mye dere har a fortelle.

Moen sparsmdl far vi begynner?

Vel, la oss begynne. Vi har plassert noen navnekart 2a bordet foran dere for 3 hjelpe 0ss
huske hverandres navn. La oss ta en kort runde rundt bordet. Fortell ass hva du heter ag
hvor du jobber.

1. Hvordan opplever dere at CLASS fungerer som kvalitetsmal?
Hvordan opplever dere at CLASS fungerer som verktoy for tilbakemelding
og utvikling?

Cppfalgingssparsmal:
Hva var du/dere skeptiske til med tanke pd CLASS ved oppstart av prosjoktet? Hva tenker dere nd?
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Hvilke styrker s& du/dere med tanke pd CLASS ved oppstart av prosjektet? Hvilke styrker ser dere nd?

2. CLASS har tre domener; Emaotional support, Classroom organization og
Instructional support. Opplever du/dere domene som nyttige med tanke pa
utviklingsarbeid og kvalitetsmal i barnehagen?

Uppfélgingssparsmal:
Hvortor var den/disse domerne nyttige?
Hvordan kammer dette til uttrykk i praksis?

3. Er det aspekter ved CLASS som oppleves som om de passer godt, ellerikke
passer, med den norske konteksten eller med den norske Rammeplanen?

Oppfelgingssparsmal

Hvorfar var disse tingene lite nyttizge?

Hvilke deler av CLASS opplever dere er forenelig med Rammeplanen?

£r CLASS forenelig med vir nordiske forstelse av barndommens egenverdi?
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4. Hvilke fordeler og ulemper ser dere ved bruk av systematiske verktgy for &
observere omsorgs og leeringsmiliget | barnehagen?

5. Er det behov for justeringer ved CLASS eller den norske barnehagekonteksten for &
fremme barns emosjonell og kognitiv utvikling?

Hvilke endringer gnsker du & se?

Hvortor akkurat disse endringen?
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Appendix 3 — Third entry

Fokusgruppeintervju med observerte og som maottar veiledning
gjennom CLASS.
Protokoll

Fokusgruppe ID:

Dato: Klikk her for & skrive inn en dato.

Moderator: Cecilie Evertsen

Assisterende moderator: Ingunn Starksen

Sted: Universitet i Stavanger

O NSLA O Annet: Klikk her for & skrive inn tekst

Antall deltakere: Velg et element.

Tid brukt pa fokusgruppen:
Start: Shutt: Totalt (min.):
Innledning

Velkommen til denne fokusgruppen og en stor takk til dere for at dere stiller opp for &
snakke om deres erfaringer fra bruken av CLASS | barnehagen de siste drene.

Mitt navn er Cecilie Evertsen-Stanghelle og jeg er stipendiat ved Masjonalt senter for
lzzringsmilja og atferdsforskning. Med megq har jeg Professor Ingunn Starksen som 0gsa
jobber ved NSLA.

Det vi skal gjere i fokusgruppen er & utforske deres erfaringer med bruk av CLASS for
utvikling av kvalitet i barnehagen. Vi ensker spesielt & forsta hvilken nytteverdi bruken
av mile- og utviklingsinstrument som CLASS har for utviklingen av omsorgs- og
laeringsmiljeet i deres barnehager og/eller hvilke svakheter ogfeller begrensninger dere
erfarer ved bruken av CLASS. Vi ensker ogsa  fi innsikt i deres erfaringer og forstielser
av bruken av CLASS i lys av Rammeplanen, og var nordiske forstaelse av barndommens
egenverdi.

Dere innehar viktig ferstehdndskunnskap om nytteverdien av bruken av CLASS. Vier
spesielt opptatte av hvilken verdi dette har hatt for dere i praksis, i det daglige arbeidet
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med barmn. Derfor er det viktig for oss at hver og en av dere forteller oss om deres
erfaringer sa apent som mulig. Husk at det er ingen riktige eller gale svar og at vi er her
for & laere av dere.

Informasjonen vil kunne brukes til & fa en dypere forstielse av bruken av internasjonale
maleinstrumenter som CLASS i norsk barmehagekontekst. Resultatene vilkunne anvendes
p& ulike miter, bide som del av en tilbakemelding til fagstaben i Sandnes kommune og til
Laringsmilipsenteret om styrker og svakheter ved CLASS som madleredskap for kvalitet i
Morske barnehager. Funn fra disse intervjuene har som formal 3 bli publisert i et
internasjonalt tidsskrift,

Dere har muligens sett at vi har en del teknisk utstyr i rommet. Vi gjer lydopptak av
fokusgruppen for at vi ikke skal ga glipp av viktig informasjon. Folk sier ofte veldig nyttige
ting underveis i slike fokusgrupper og vi klarer rett og slett verken & notere eller huske alt
som blir sagt. For at diskusjonene i fokusgruppen skal forega pé en god mate er det viktig at
kun en person snakker om gangen.

Vier pd fornavn i denne fokusgruppen, men vil ikke navngi noen i presentasjonen av vire
resultater. Allinformasjon hver enkelt av dere oppair i lapet av intervjuet behandles
konfidensielt og uten direkte eller indirekte gjenkjennbare opplysninger knyttet tilen
enkeltperson.

Vihar satt av 1 2 time til dette intervjuet, men lengden vil kunne variere avhengig av hvor
mye dere har 3 fortelle,

Moen sparsma| far vi begynner?

Vel, la oss begynne. Vi har plassert noen navnekort pi bordet foran dere for & hjelpe oss &
huske hverandres navn, La oss ta en kort runde rundt bordet. Fortell oss hva du heter og
hvor du jobber.

1. Hverdan opplever dere at CLASS fungerer som verktey for tilbakemelding
og utvikling?

Cppfelgingssparsmal:
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Hva var dufdere skeptiske til med tanke pd CLASS ved oppstart av prosjektet? Hva tenker dere ni?
Huvilke styrker £ du/dere med tanke pd CLASS ved appstart av prosjektet? Hvilke styrker ser dere nd?
Hvordan kommer dette til uttrykk i praksis?

2. Erdetaspekter ved CLASS som oppleves som om de passer godt, eller ikke
passer, med den norske konteksten eller med den norske Rammeplanen?

Oppfelgingssparsmal

Hvorfor var disse tingene lite nyttige?

Hvilke deler av CLASS opplever dere er forenelig med Rammeplanen?

Er CLASS forenelig med var nordiske forstdelse av barndommens egenverdi?

3. Hvilke fordeler og ulemper ser dere ved bruk av systematiske verktgy for &
observere omsorgs og leringsmiljget | barnehagen?

4. Hvordan oppleves det 4 bli systematisk observert og motta veiledning pa bakgrunn
av CLASS observatgrenes observasjoner?
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Oppfelgingssparsmdl

Hva er fordelene med systematisk observasjon og veiledning?
Finnes det utfordringer ved dette?

Opplever dere noe endring | praksis?

Hva endres?

Hvorfor trer du denne endringen er kemmet etter bruk av CLASS?
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Appendix 4 — Fourth entry
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Meldesiierna / Dxaluering oy bealitetimbl i noeske barmshacer / Wurcering

Vurdering av behandling av personopplysninger

Referansenummer Wurder ngatype Dta
20 6B4 srandaed 11,02.2022

Tiittel
Evaluerng av xvaltetsmiil | nomie banehager

Banandlingsansvarlyg institasjon
Universitetet i Stavanger / Fakullet for utdanaingsvitenskap og humanicn / Nasionalt santer for benngsmilja o atferdsforcing

Prasi
Cacilie Bvertun
Prasjakiperiode

0 032020 - 14072023

Kategorier personopplysainger
Mmirneige

Lavllg gruanisg
Samtykie (Persoreermnfonondringen ar € ar. 1 bolkstae o)

Bemandbrgen av persancppiyeringens e lovig < fem: den gennamieres s3m oppgict | meldeskiemael, Det lovige grunnlaget gielder
1714072023,

Meldestjeria B

Eoammsaivtar
Pa tie har warderd

registrort 0022022,

Dt e wh vurdeing at behardlingen av personoppiyininge: | progjelciot wil vaers | samevar med persanvvemicvginingen 3 Fernt den
giernomiares | trid med del som er dokurnentent | meideskiemaet med vedlegy den 11022022

Benandlngen kan fonsete,

Endring:
Diet e lagt t o whialg 1,

TVRE DRFLYSHINGER DG YARIGHET :
Prasjektet vi behardle akminneice esonopelringer, sedige kategorier av pesonopphsninge: o helefarold frem 6l 14072003

LOVLIG GRUNNLAG UTVRLG 4

Progjuktet vil mnhante samtyeke fra de registreste bl bahandlingsn i persenopplystinger. Wl varder g er at prosjektel legaer opp t
2 samityhke | samsvar med keavene i a1t 4 ne. 110g 7, ved at det er en frivillg, spasifilic, informent og utvetydig bokrefielse, som kan
diokumenteres, og wom sen regsiree kan teloe bl

Far airnineel ge parsanopplyssinger vl kavig grurni for behandingen vaere den regisireries samiyike: JI. persarverforcrdningsn art
Gnr.la

Fior sarbge kategarer ov persenopplysninger vil lovlig granniag o behandlingen vasre den mgiinanes Uttrykkalige samiyiice, |1
perscmanmitorandningen art. 9 nr. 2 boistay a, i parvoropplysaingrioven § 10,115 3 (2).

PERSCINVERMFPRINGIFPER <
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viderebahana 45 1 ryw uioreniige fomdl

- dlataminimesing (ar. 5.1 b ved at det kun ger som e adekvats, mbsant of ge for formdiet med
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-leﬂgrmnhgm.i.lﬂHuWﬁmimmMMNnmtrlwlm
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Wi Binue 2w da e, skylagring eller videoasarrtale) mi behandingen cppliylle kravene 1l bruk av
databehandler, f.art Hw?ﬁ Bruk lne ancherer somn dhn Instusjon har sviale med

For § forgilne dere om ot kravene opofylles, mi prosiektansvarhy fekge interne reimingsdnpesrhdlare cers med bananglingtangadig
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MELD VESEMTLIGE ENDRINGER

Derioen det dger vesantige endringer | bahandingen #v personopplysninger. kan det vire nedventig 3 meide dete 1A ais vad §
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