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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 I 
and II and examines district managers’ experiences of leading the 
implementation of a CLASS-related intervention.  
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Figure 1 The dissertation studies’ processes 
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Study I 

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: A 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 II 

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 III 

Study III, 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.  
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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 
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experience challenges when using assessment tools developed in the 

USA and UK (Baustad & Bjørnestad, 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 & Bjørnestad, 2020; 

Bjørnestad et al., 2020; Rege et al., 2018). Areas such as 

‘standards for play materials’ (Bjørnestad & Os, 2018), 

caregivers’ basic interaction skills (Bjørnestad 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 (Buøen et al., 2021). Furthermore, 

interaction assessment tools that include professional 

development opportunities for employees can foster motivation 

among ECEC staff (Baustad & Bjørnestad, 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 & Bjørnestad, 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 (Säljö, 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 
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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-
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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 
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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.  
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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 & 

Bjørnestad, 2023; Bjørnestad et al., 2020; Bjørnestad & Os, 2018; Buøen 

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; Løkken 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 (Buøen 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 (Buøen 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 (Bjørnestad 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 (Klitmøller & 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 (Klitmøller & 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´ et al., 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).  
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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 II 

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, I 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 
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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 II 

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. 

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.  

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 III 
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 II 

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 III 

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. 
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5 Results 

5.1 Main findings Study I 
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: A 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 II 
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. 
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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.  

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. 
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5.3 Main findings Study III 
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.  

 

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 



Discussion 

51 

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-Rodríguez & 

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 II). 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 
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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



Discussion 

59 

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. 



Discussion 

60 

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 (Hsieh & 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 (Buøen 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 & Bjørnestad, 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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