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Abstract

Toddlers as social actors in the Swedish preschool

This thesis focuses on interaction among youngléssidiuring their second

year of life in a Swedish preschool. The overath aif this thesis was to

explore interaction, communication and the creatbrfiriendship between

the young children during self initiated play aittes. Play is looked upon as
a rich arena for observing toddler interactionadiition, this thesis presents
the background of Early Childhood Education in Sgredvhich may serve

as an extended context for the study.

An ethnographic study was carried out in a toddhdt with 15 children.
Six one year old girls and boys were in focus dytime observations for
nine months. Participatory methods, photos, fieldea@nd videorecordings,
were used for the data collection.

The theoretical framework for the study is built pinenomenology, the
view of the child as a social person and a chiigrted perspective. The
overall findings support a theoretical perspectiteere the young toddlers
are seen as social actors, with social competenciesir play invitation
strategies, as well as their play enactment ang-giasing moves, were
mostly found to be based on nonverbal communicaigh as movements,
gestures, voice quality and facial expressions. ddmapetencies of attune-
ment, taking others’ perspectives and turn-takimgesfound in play among
the young toddlers, and they also showed negatiatiiils while playing.

The findings also show how young toddlers makenttge During their
second year of life, they monitor and pay attentimtindividual peers, dis-
playing intentionality and agency by spontaneoggbeting their peers, by
offering play invitations, and by helping peers. tival awareness, joint at-
tention, shared smiles, coordinated movements, &ls ag other types of
synchronized actions are seen as parts of nonvetbalents in emerging
friendship.

The findings in this thesis support an understamdihyoung toddlers as
social persons in the preschool, engaged in cemigiterest and attention
towards each other while playing.

Keywords: toddlers; one year olds; preschool; play; inteoag friendship;
communication; phenomenology, social person; agency



Abstract

Toddlare som sociala personer i svensk forskola

Avhandlingens fokus &ar hur sma barn interagerar nadndra under sitt
andra levnadsar i en svensk forskola. Det 6vergdpasyftet var att under-
sOka interaktion, kommunikation och skapandet awskap mellan yngre
toddlare under lekstunder da barnen hade mojlighsteta egna initiativ.
Lek betraktas som en rik arena for studier av @edl samspel. Avhand-
lingen presenterar aven svensk férskolas utvecldimmg en bakgrund som
placerar in den enskilda forskolan i ett stérre samhang.

En etnografisk studie genomférdes pa en smabarabang med 15 barn
i aldrarna ett till tre &r. Sex ettariga flickorhopojkar fokuserades sarskilt
genom observationer under nio manader. Deltagabsiereationer, fotogra-
fier, faltanteckningar och videoobservationer, anags for datainsamlingen.

Teoretiskt vilar studien pa fenomenologi, synerbpén som sociala per-
soner och ett barnperspektiv. Resultaten stddeeetetiskt perspektiv dar
mycket sma barn betraktas som sociala aktorer weidlkompetens. Deras
initiativ till lek, under lek och avslut av lek byde framfor allt pa icke-
verbal kommunikation, som exempelvis rorelse, gestestkvalitet och an-
siktsuttryck. Barnen visade i sin lek férmaga itiloning, att ta andras per-
spektiv och turtagning samt att de forhandlade wesdndra under lekens
gang.

Resultaten visar ocksd hur yngre toddlare byggeskap. Ettaringarna
uppmarksammar sina kamrater aven som individennpetvis genom att
spontant halsa pa dem, bjuda in till en sarskikdoleh genom att hjalpa var-
andra. | skapandet av vanskap anvande barnen stgeaverbala handlingar
i form av 6msesidig och gemensamt riktad uppmarksasmittande leen-
den och koordinerade rorelser, vilka kan tolkas gaantionellt agerande.

Sammanfattningsvis visar resultaten att sma badewusitt andra lev-
nadsar kan betraktas som sociala personer sorarn Igiirskolan intresserar
sig for och uppmarksammar varandra.

Nyckelord: smabarn; toddlare; ettaringar; forskola; lek; iaktion; van-
skap; kommunikation; fenomenologi; social persdutdskap
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Preface

The toddlers are my favourites in the preschooteiAmore than twenty
years as a preschool teacher and almost ten yetaohing in teacher edu-
cation programmes at the Stockholm Institute ofdation, | knew exactly
what | wanted to focus on when | became a gradstaident — the young
toddlers, the one year olds. | believe most pewble have had the privilege
to share the everyday lives of toddlers might shayeinterest. | am truly
impressed by the intense and energy and livelitiesare housed in their
small bodies. Toddlers also have competenciesgtitepideas, feelings and
experience of their own, and are not to be undenagtd. | truly believe that
one should interact and treat toddlers as resplgcts you meet older peo-
ple.

In January 2008, the Stockholm Institute of Edusatand Stockholm
University merged and | became deeply involvedtarting the new De-
partment of Child and Youth Studies. At that tintead completed my licen-
tiate degree (2007) and | dedicated myself towardkling the department
together with my colleagues. However, the vice ck#ar had other plans. |
am sincerely grateful to Stockholm University foaking the wise decision
to give me the opportunity to continue my resedraining to a doctoral
degree and the chance to further understand whest go between young
toddlers while playing in preschool. My second #ksigo to my advisors,
Professor Ann-Christin Cederborg and Associated®suir Peg Lindstrand. |
am truly amazed by Ann-Christin’s indefatigable arldse readings, and
Peg’s well informed comments have really helpediongtructure my thesis.
In addition my colleagues at the department haveugported me, during
the research seminars expertly lead by Professdn Kaonsson, but also
during informal talks around the coffee table. Thgau all.

This study would not have been possible withoutabeperation of the
preschool where | made my observations. | am veayetul for the warm
welcome to the preschool | was given by the teagtibe toddlers and their
parents. Thank you for your continued interest instudy and for all your
help.

| really appreciate the concerned interest in nggaech expressed within
my rich network of teachers and researchers inyEahildhood Education,
especially my Summer Vacation team and my DinneiteCiive. And of
course, a special thanks to my OMEP friends; Ingrdmling-Samuelsson,
Eva Arlemalm-Hagsér, Bibi Karlsson and all others.



| owe sincere thanks to Ingrid Hylander, for invedivand critical reading
during the last seminar, to Robin Cooper for Eiglsoofreading and to
Elisabet Engdahl for continued support throughbet whole process. Dur-
ing the last hectic weeks Anna Westberg BrostréameJBrodin, Gunnel
Mohme and Ingrid Olsson helped me with qualifiedgfreading, thank you.

Although | am solely responsible for this thesisjsi also, as shown
above, in many ways the result of working togetii@aat is the way | prefer
to do things, which is also why | finally want teaink my sons for accepting
that | have not been a very responsible team memibbome during this
process.

Stockholm in January 2011
Ingrid Engdahl
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1. INTRODUCTION

Enrolment in early childhood education and careyriewing around the
world. Statistics from a survey of the OECD couwrgron access to education
show that on average 25 percent of children beloveet years spend time in
subsidized and regulated child care services (URICD08).

In Sweden, during the last 35 years, the percentbgtildren (aged 1-5
years) in preschool has increased significantlyl9i5, only ten percent of
children younger than seven years attended prekclvbereas in 2009 47
percent of one year olds, 86.5 percent of two wids and 90.6 percent of
three year olds did so (National Agency for Edunati2010). Swedish pre-
schools are most often run by the municipalitidseyloffer full days and the
parents choose how many hours per day their chilépend in preschool.

The rising enrolment in Swedish preschools indgatedramatic change
in child rearing practices compared to thirty yeage, when only two per-
cent of children under the age of three years dét@mpreschools (Wood-
head, 1979). The new situation, with high numbérddlers being raised
both in their family and in their preschool, cawegiyoung children access
not only to more adults, but also to multiple pestationships outside their
families. Early childhood in Sweden today is liveath at home and in pre-
school, which can be seen as transformation frams@rical and societal
perspective.

During the last few decades children in westermtwes have been in-
creasingly recognised as citizens based on resedrere children are un-
derstood from the perspective that they influence are influencing their
life-world (see for example Dahlberg, Moss & Perk®99; Danby & Baker,
1998; Giddens, 1984; Sommer, 1997; Woodhead & Managy, 2003).
These studies explore children’s social competsneie well as their rela-
tionships with siblings, peers, parents and teachk®awever, most previous
studies about early childhood education involveeh# six year old children.

I have always been interested in young childretdg pnd my original in-
terest, when starting this research project, wdsdk at toddler play within
a modern preschool context. However, already afteouple of weeks, my
interest moved from the actions to the agents. dHusen ethnographic ob-
servations within a phenomenological framework, enawe focus on the
children, more than on the activities. | will exdifyjpwhat made me redirect
the focus towards the children with the followingample. This episode
took place during my second week in the preschdolly (23 months) is
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observed when she is caring for the joint physaalironment in the pre-
school.

Molly was walking around in the kitchen area, cédkon
the stove switches. On the wall, there is a grotiphe
children’s paintings. Molly found a painting on tfeor, it
had fallen down. She picked up the drawing, lookethe
and started walking towards me. She stopped, turned
around and went up to the wall. Molly pressed thimging
to the wall, but it didn’t stay.

- He ha hamaMolly said, and again walked to-

wards me.
On her way, she tried to hang the painting on ardha
pressing it to the back of the chair. Molly cametapme
and reached out to me, the drawing in her hand.hehe
up the drawing towards me, and looked at the vialtk
and fore. She showed me that she wanted to repece
drawing on the wall.

- Do you want to put it back on the wall? Shall |

help you? asked.

- MMMM, Molly said, and | put it back on its

place.

- Is this OK?l wondered.

- Mmm,Molly said.

She pointed at the drawing, nodding her head. Molly
stayed there for a while, looking at the drawings.

What makes this episode special is the fact thatyM® not yet two years
old. Still, | think that she shows an awarenesshef environment, an aes-
thetical sense, and a sense of order. She mowadyg inethe room and acts as
a competent agent in relation to the perceivedrdeso A drawing has fallen
down, and she takes the initiative to put it batlere it belongs. She stays
focussed on the self appointed task to hang uppéieting, although she
fails many times. Molly uses her social and cogeittompetencies when
she is making her intentions clear to me, the nesearcher. Although her
mother tongue is not Swedish, Molly demonstrateschenpetence in com-
munication as she invites me to help her correetdisorder. With the final
confirming nod, Molly shows that her acting is imienal. Although | have
considerable experience of working with toddlehg skills and competen-
cies shown by the children in the preschool suegdrime. Hence, focus was
turned from play to the players.

There is still insufficient knowledge about how ty@ungest children in-
teract and react in preschool. That is why thisithseeks further knowledge
within the everyday life of the youngest childraemireschool.

14



2. AIM

The overall aim of this thesis was to explore iattion and communication
between young children during self initiated plagtivaties in a Swedish
preschool. The youngest children, the toddlers, iaréocus, and among
them, the youngest toddlers, aged between 13 anohd#ths during the
study, have received special attention.

The aim of study one was to explore how these yathilglren express
themselves when playing with peers. More specliidalis concerned with
how they interact and communicate with each other.

In order to further understand how the youngedtmm make friends in
preschool, the research focus in study two washddren during their sec-
ond year of life. The study explores how they @efakendship and what
type of actions they use in such a process.

The first two studies reveal how very young chiidigan interact with
peers in preschool. The aim of study three wasdegnt aspects of the insti-
tutional context which affect the activities of ymuchildren. This study
investigates the historical background of Earlyl@mwod Education and the
political processes leading up to the first NatloBarriculum for the Pre-
school in 1998 and the first years of its impleratiot.

Definitions and limitations

In this thesischild andchildren are used as general terms, sometimes fol-
lowed by the age of the child in parentheses.

Babiesandinfantsrefer to children during their first year of life,

toddlersrefer to children aged one — three years,

young toddlergefer to children during their second year of,ldad
preschoolersin Sweden, refer to one — five year old children.

This study focuses on the young toddlers and tteedntion among them.
As a consequence, the preschool teachers, thetpaned the interplay be-
tween children and adults are not included in theys

A list of terms and their translation into EnglisHound in Appendix 1.
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3. THEORETICAL FRAMEWORK

This thesis represents an interdisciplinary reseapproach to the study of
young children. This approach tries to integrateéouss perspectives through
which a comprehensive understanding of the lifeasion of children can be
accomplished. Interdisciplinary research focusesnoitiple understanding
of child development that may explain the inter@drprocesses, which de-
pend on the environment and the initiative andvigtof the child and re-
sponses from other children and adults. In this ivdiffers from traditional
research where the understanding is accomplishgdnwhe framework of
one discipline. To be able to understand partd@life situation of children
in preschool and to try to find explanations fomhthey experience their
time there, a combination of perspectives is u¥be. thesis emanates from
a child perspective based on a theoretical oriemta@nfluenced by humanis-
tic, cultural-dialogical and interpretative tradits (see for example Som-
mer, Pramling-Samuelsson & Hundeide, 2010) whiatesigned to let chil-
dren’s subjective worlds come through. Such a childnted paradigm has
grown during the last thirty years and is reflediedhe UN Convention on
the Rights of the Child (Davis, 2010; Rogoff, 2003)
This chapter presents the theoretical frameworkHisrthesis.

Phenomenology

This study is placed within a phenomenological eamrk (Merleau-Ponty,
1962). The main reason for choosing this framewsro accomplish close
descriptions of the phenomena studied, eluciddbioigp what appears and
the manner in which it appears. The close desoripthelp to balance influ-
ences based on presuppositions and biases andéa thie understanding of
individuals or groups of people through the relagitips and actions they
carry out in their environment. Within phenomenglothe focus is on dif-
ferent perceptions of phenomena. Each individual parceive reality in
various ways which consequently lead to differestioas. With its descrip-
tive and qualitative approach, phenomenology eragms the researcher to
strive for close, immediate descriptions of origiegperiences (Gray, D. E.,
2004; Merleau-Ponty, 1962, 1999; Willig, 2008).

According to the philosophy behind this approable, ways in which we
perceive the real world create our image of it, amdcannot separate our
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image from the real world. A phenomenological apptocan be of scien-
tific relevance when exploring peoples’ differemdavaried perceptions
(Husserl, 1989). Merleau-Ponty (1962, 1999) furtdereloped the phe-
nomenological approach for research on and witltien. He looked upon
childhood as an independent period of life, witleafic forms and charac-
teristics. Thus, the recommendation was that rebeas should study chil-
dren in their own right and according to their opnerequisites. Following
Merleau-Ponty, one should not focus on childreré§iciencies or lack of
competencies, and not compare children with adults.

The phenomenological term life-wontdfers to what appears in everyday
life and it represents a direct and immediate egpee, independent of and
before explanations (Merleau-Ponty, 1962, 1999)s Hescribed as subjec-
tive and objective at the same time. How we percéne world depends on
our previous experiences, which implies that eactividual creates his or
her own conception of the world. Thus, the life-ldarepresents something
more than the mere sum of physical facts and is asea complex and mul-
tifaceted phenomenon. In addition, it accommodats physical experi-
ences and changing qualities of values, meaningstraditions. Merleau-
Ponty described the life-world as pre-reflectiepoth precedes and is a
precondition for thoughts and reflections. Thawtsy the life-world cannot
be reduced to physical objects. Instead, the espesis of nature, culture,
society, history and subject units are seen aghviteed (Willig, 2008).

Phenomenology also uses the concept the lived Wbéy explaining ex-
periences from different life-worlds. Merleau-Pot®62, 1999) claims, for
example, that human beings perceive their body@ellaborative process
including body, soul, emotions and thoughts. Thedibody represents an
understanding of the unity of body and soul whercgiging experiences.
The body should not be seen as an object, butrratha subject which acts
in the life-world. The body is understood as beswgare of the qualitative
difference between people and objects. The livetly b® seen as a unity of
thoughts, emotions, sensations, motor activity phgsiology, with which
we interact and communicate in a certain time aadepin our life-world
(Johansson, 1999; Lakken, 2000; Rasmussen, 1996).

Inspired by this phenomenological perspective i gf this thesis is to
reach a further understanding of how young toddlgeract, communicate
and create friendship with peers. Their everydieyih preschool is under-
stood as their life-world. In addition, this thestsirts from the perspective
that children perceive their surroundings througgirt bodies and by using
all their senses. They live within combined intent from the surrounding
world; the society, the teachers and the otherddml and their families
(Bengtsson, 1998; Johansson, 1999; Lgkken, 2000).
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Children as social persons

In this thesis, children are also understood agbkpersons. From this per-
spective the toddlers may be perceived as actatssahjects with social
purposes, goals and intentions (Meadows, 2010nhdBaisocial person in-
cludes an active development of social skills. Aiatg of coping strategies
seems to promote social agency. How children cdtiestrong emotions or
stress, for example, have impact on their mentaltineand their achieve-
ments (Meadows, 2010). Further self-regulation mb&on, cognition and
action may be crucial for developing responsededl|to coping with stress.
The importance of being able to let go, to be playvhich seems to open
up for creativity and flow, was shown by Csikzseihmayi (1990) who
claims that developing a positive and open outleekms to be related to
more resilience than a pessimistic approach to life

Childhood psychology has also contributed to thaegenof a competent
child. Children are described as being born wigoeial competence of to-
getherness (Sommer, 1997). From this perspectivialsation is seen as a
process where the relatively competent human bisimgpturing and hand-
ling the surrounding society and culture in anvectind continuous way
(Sommer et al., 2010). This may also be understomd a relational per-
spective, stressing the importance of qualitatelationships between peo-
ple. Bruner (1996) argues, for example, that inbeadity and agency are
fundamental human characteristics. He claims thigntions are expressed
through actions and can thus be studied in socégtipes.

Children are influenced by but also influencingitiemvironment and the
people involved and this perspective offers opputies to study children’s
situated activities. The factors that affect thswelopment as social persons
are numerous, varied and complicated. How childrenseen, what they are
expected to do, and in what ways their developneninderstood, is de-
pendent on accumulated socio-cultural contexts @arthot be taken for
granted. Even within a particular historical andisecultural context, differ-
ent people experience childhood differently, ast pdérwhat they believe
about human nature and social life (Meadows, 20IBg persons and the
environment will also change over time as a resugihysical development,
of interaction, and of other experiences. One kesumption when under-
standing children as social persons is that theningaof childhood is de-
pending on a particular place, time and culturewa$i as on the family
structure and preschool structure in which it idedded. Children’s mental
processes and experiences are thus seen as si(éed 1989; Rogoff,
2003). With this theoretical perspective each iittligl’s activities may be
seen as unique.

This thesis is inspired by Meadows (2010) and Brh896) who argue
that children take other positions and take partlifferent activities than
what their parents or teachers do, which indicttiastoddlers’ experiences
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of the life-world in their preschool differ from dh of their teachers. The
chosen perspective is aligned with an understandirigarning and devel-
opment as constructed in social contexts througiiieaparticipation.

A child oriented perspective

Another important source of inspiration for thisidy is from the field of
childhood sociology, developed in the 1980s. I ttiscipline, childhood is
studied as a category of its own, parallel and sdmaé different from adult-
hood. Different childhoods are constructed throtigh societal conditions
and children’s actions (James & Prout, 1990; Jadesks & Prout, 1998;
James, 2004). In addition, there are qualitativieidinces between the ways
children and adults are influenced by societal gkhan(Qvortrup, 2002).
Childhood is seen as a social institution wherédobin participate, constitute
and are constituted by their social worlds. Chiidtearn from the adult’s
world and they reciprocally influence the adulttatg, while at the same
time they also participate in and produce their ewiture (Danby, 2009).

Furthermore, as all adults have been children, thay think these ex-
periences qualify them as knowledgeable about mhildand childhood.
However, the conditions for childhood change owvaret and one’'s own
childhood is mostly not relevant (Meadows, 201@méds (2004) argues that
children’s voice must be understood in a broadesémduding all different
means of expression. James uses voice to refér. téhat cluster of inten-
tions, hopes, grievances, and expectations thédrehi guard as their own
and that only surfaces when the adults have leamadk and get out of the
way’ (James, 2004, p. 8)

When using childhood sociology as a research apprazildren are un-
derstood as agents in a continuous interplay wiéhsurrounding environ-
ment (James, Jenks & Prout, 1998; James 2004)r€hnilare looked upon
as agents, who should be studied in their own rightheir contexts, in their
culture, and understood as contributors to sodigynes, 2004). In child-
hood sociology, scientific approaches are usedeseribe, explain and in-
terpret the children’s worlds within a political chideological framework,
relating to perspectives such as gender, raceabxand religion. Children
inhabit social space and through their agency (3ag8n@rout, 1990), they
contribute both to stability and to social changeen if children are recog-
nised as social agents, there are of course lonitsow far children actually
can change their social reality, and the approaebsgknowledge about
childhood and about children as a category, noutabiwe individual child
(Meadows, 2010).

Studies of childhood have shown that children actheir own initiatives
and through their agency, they influence and magngk their everyday
lives (Lofdahl, 2007). According to Corsaro (200&)ildhood studies do not
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attempt only to approximate individuals who arengesocialised by society
at large by internalising the adult’s world. Rathiése focus is also on the
children’s attempts at appropriating, repeating apgroducing culture
which is understood as expressions of cultural gpectadn.

The research perspective of childhood sociologyuesgthat children
should be understood as complete human beings thenbeginning, and
when studying them, focus should be on the sitoaibhand, on what is
happening here and now (Clark, Kjorholt & Moss, 200ames, Jenks &
Prout, 1998; Qvortrup, 2002). Recognising childasnrhuman beings draws
on a fundamental respect for the child as a subyéth a right to influence
the situation at hand. Focusing on goals for caildio achieve, on the other
hand, draws on a view of children as incomplete hasyan becomings
(Dahlberg & Moss, 2005; Eriksen-@degaard, 2007 déal, 2009). Taking
the idea of life-long learning (Delors, 1996) irtccount, even adults may be
seen as human becomings as we are all learnense &tepositions, both in
psychology, sociology and education that draw a@ngiowing interdepen-
dency between children and adults (Dahlberg & L€&aguchi, 1994;
Halldén, 2009; Lee, 2009). Halldén (2007) arguest thking one or the
other position, that the child is either a complatenan being or in the proc-
ess of becoming a human being, is not scientificalpportable, and instead
the views are to be combined.

When trying to further understand young childrerciéigens, researchers
need to be aware of the asymmetric aspects of elagianships between
children and adults. Children are dependent on eac trust (Sommer,
1997; Halldén, 2007). Care does not necessariljudieca superior care-
giver and an inferior care-taker, however. In anocadional setting, as for
example a preschool, a care-giving sequence cagcbgnised as a situation
of guided participation (Rogoff, 2003) where bothiezgiver and care-takers
are learners. The care-giver can learn from thé&d'shresponses and the
child as a care-taker may learn how to become a-giger (Steinsholt,
2004).

Studying children from a child oriented perspeciiven attempt todi-
rect adults’ attention towards an understandingctifdren’s perceptions,
experiences, and actions in the world’ (Sommerlet2810, p. 22). With
such an approach, researchers’ attention is dadot@ards children’s per-
ceptions, experiences and actions by getting ¢wsed gaining insight into
their worlds. Although it is based on everyday eigeces and on profes-
sional insights, the researcher is supposed to Aawebjective relationship
to the world of children, which means the reseaslaly present interpre-
tations of the children’s perspectives. The terriddobn’s perspectives has
been introduced for studies aiming at the childseswn perceptions. Child-
ren’s perspectives could be defined as ‘to repteseildren’s experiences,
perceptions and understanding in their life wof8bmmer et al., 2010, p.
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23), where the experiencing child is seen as aestlbp his or her own
world.

By careful listening, observing and analysing thaysvin which children
communicate researchers may develop a better uaddiisg of how child-
ren make sense of their lives (Souto-Manning, 2G@®rell, 2005).

Concluding remarks

This thesis aims at further understanding of yotnugllers’ communication

and interaction in a Swedish preschool. To reachdahm an interdiscipli-

nary approach is used. The ambition was that a owtibn of perspectives
and research findings, as well as my own experiétmea many years as a
preschool teacher could make a knowledge foundatioen exploring the

life-world of toddlers. The theoretical framewordr fthis thesis is built on
phenomenology, the view of the young child as dasqerson and a child
oriented perspective.
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4. PREVIOUS RESEARCH

Research on young children has mostly focussedth@mlder preschoolers,
aged three to five years (Fleer, 2009). There bdarsbeen relatively little
research on toddlers in education, and there ised for competence build-
ing (Berthelsen, 2010). This chapter is a reviewravious research starting
with research on preschool children, and espectiytoddlers. The next
section focuses on research performed in evenyflayith special interest
in studies in a preschool context. The final secfioesents research on in-
teraction and friendship.

The toddler

The term toddler is described as related to aghjld between one and three
years old, but it is also linked to a certain enibddstyle with special body
movements and a certain way of walking. Lagkken Q@Q{escribed a special
toddling style recognised by running, jumping, tphimg, twisting, bounc-
ing, romping and shouting, falling and laughing.dd@ters’ ways of being
together are characterised by mutuality, embodipfee¢édom, spontaneity
and joy. There seems to be a tacit understanditwgelea toddlers and they
are social and involved in establishing culturaftgras and norms in pre-
school settings (Lakken, 2000). Toddlers’ way tbtg&know their surround-
ing world has been described as primarily embodlexdidlers live and in-
habit their world, which is used as a prolongatidrtheir own bodies (Jo-
hansson, 2004).

There is no corresponding word to the English tedith Norwegian or
Swedish languages. Lagkken (1999, 2004) chose todinte the word todd-
ler as a Norwegian word, in order to give recognitio the special group of
children and the social category of toddlerhoodSmedish, the English —
Norwegian word toddler has been translated as féweld Inspired by Lok-
ken, this thesis uses the categories toddlers-Bydar olds and young todd-
lers for children during their second year of life.

An active and interacting child

Recent studies of children’s ways of acting, reggtbehaving and learning
have produced a somewhat different picture of chilts abilities. Studies of
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infant development have, for example, shown thahiéd can be socially

active from the first minutes of its life and tHaarning can take place in
interaction with others in meaningful contexts. Newns can imitate ex-

pressions of the care giver (Meltzoff & Moore, 19%ern, 1985; Tre-

varthen, 1988). These results indicate that infarégsaware of and interested
in other persons. Perceiving children as active rardning-making is con-

sidered as a major change in the view on the yaingaldren (Sommer,

1997). Drawing on research within developmentalcpsfogy, it has be-

come common in the literature from the 1980s atet k@ describe children

as explorative and resilient rather than recepéind vulnerable (Sommer,
1997).

The key insight that children are born with a céyao relate to others,
and especially to significant others such as tharents and primary care
givers, was described by Bowlby (1954) as a thebmgttachment. The the-
ory describes how children develop an emotionaltiahship to the mother,
or other primary care-giver, and underlines thedrtgnce of attachment for
future social and emotional development and memalth. Later, attach-
ment theorists have adapted to changes in sodwdthers and fathers are
found to engage in similar parenting behaviour, aifer people are actively
involved in everyday life of children (Lamb, 2008haffer, 1977). A secure
attachment developed in infancy and early childhisostill seen as a foun-
dation for positive functioning hereafter (Meadow§10). Studies on up-
bringing and parenting have pointed out warmthell®f control and mutu-
ality as important approaches. Warmth tends to pterprosocial behaviour
as do controlled practices that are based on wamesiponsiveness, expla-
nations and negotiations. Good relationships batwseents and children
seem to involve a system of reciprocity and mubldigations (Meadows,
2010).

Babies notice and show interest in other babied tla@ interest seems to
increase for most children during infancy and thdyeyears in life. During
their social actions, they make use of observimifating, responding, help-
ing and sharing as means of interaction (Hay et1899). Hay found that
even young children may act reciprocally and thesgns to remember previ-
ous interactions, something which could be seghabeginnings of friend-
ship. Gender differences are not commonly descrihethg infancy, and
there seems to be no findings showing significartdgr differences in in-
teraction and communication among young toddletsldén start using
verbal gender connotations and gender stereotypesd the age of two —
three years (Meadows, 2010). Two Swedish toddiedies confirm these
results; young toddlers did not show preferencepkers of the same sex
(Michélsen, 2004) and no gender differences wetmdoamong one year
olds’ contact initiatives although the preschoohtext was found to be
partly gender stereotyped (Mansson, 2000).
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Stern (1985, 1990) found that children have an gerdrsense of self
from birth, and they develop more senses (in hiniteology a core sense, a
subjective sense and a verbal sense) during imsenpal lifelong processes
of communication. Already during their first yearlife, infants show a be-
ginning competence for emotional attunement with ¢are-giver, and an
emerging insight of other persons’ feelings in arshd situation. The emo-
tional attunement is interrelated between bothctiitel and the adult. Inter-
play, co-existence and mutuality are other comméésngrowing already
from a child’s first year in life.

Stern’s theory has been spread in Sweden, anedsingraining of early
childhood educators (Brodin & Hylander, 1997). Tthieory recognises, for
example, that development and learning are segragesses that always
involve feelings. Cognitive aspects and though¢srant isolated phenomena
since the whole child, body, mind and soul, is Ingd in these processes
(Stern, 1985, 1990). Stern’s concept the presement(Stern, 2004) points
to the importance of the lived experience of phesaanin the life-world.
The feelings perceived in the present moment aneld upon as an existen-
tial force. The present moment consists of a stiiggsychological unit of
which the perceiving person is totally aware. Ibigef (4-10 seconds), unin-
terrupted, grouping many small meaningful percetim a specific context.
The present moment can, according to Stern, badamesl as the fundamen-
tal building stone for creating experiences oftiefeships.

The child as a learner

From the 1990s, the preschool child has increagingén looked upon as a
learner, as a thinking human being who poses aqunsstaind explores the
surrounding world (National Board of Health and Yaled, 1990). According
to research based on variation theory (Marton & tBpd997; Valsiner,
1989), learning may take place anywhere and dinadls, but does not nec-
essarily follow the intentions of the adults. Chéid develop learning strate-
gies in interaction with the environment, and they described as capable of
solving problems.

Dahlberg and Lenz-Taguchi (1994) made a historakw of the images
of the child in education and found two differeméws which have domi-
nated education; Children as sprung from natureGhiltiren as reproducers
of culture and knowledge. The first was predomilyafttund in preschools,
with references to Rousseau, Frobel and learniraugi play. The second
view was mostly found in schools, with referenced.tcke, the Christian
church and instructional teaching. Drawing on thsahnic review, a possible
vision of Children as producers of culture and klealge was suggested. In
this vision, children are understood as havingghme value as adults and
that adults can learn from children, a reasonirgg thay be linked to the
philosophy behind the Dialogue Education (SOU, B)7Zeachers’ primary
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task would be to listen to what the children tryceanmunicate. According to
this perspective, children are described as reBee@nd the teachers as co-
researchers (Dahlberg & Lenz-Taguchi, 1994).

The view of children as producers of knowledgels® anspired by the
educational philosopher Loris Malaguzzi, one of tbhanders of the pre-
schools in Reggio Emilia, Italy. Malaguzzi (1998pked upon children as
competent, actively involved in their own learniagd development proc-
esses. The image of this rich child was contrabtethe poorchild, a view
that, according to Malaguzzi (1993) still dominatasschool. A pupil is
often looked upon as an empty receiver for teactoefi, and their previous
experiences are not sufficiently recognised in sthdowever, the image of
the competent child in a democratic preschool cdrtas also been chal-
lenged by research, showing that the teachershesegower in many and
indirect ways to steer the children’s play and ggay lives (Emilson, 2008;
Tullgren, 2003).

Other children, as well as adults, were found toobémportance for
learning and development (Williams et al., 2001g&f6 2003). In Rogoff's
theory of guided participation in cultural endea#ishe describes how
participants in a learning process adjust themseivevarying and comple-
mentary ways to reach a common understanding, aahitidging of mean-
ing.

Another concept of interest in this thesis is itiita which is seen as
gradually emerging and rests on both cognitive pingsical development
(Garvey, 1990). Imitation among and between toddenot only related to
previous imitation of adult behaviour, but shouddher be seen as an inter-
actional project (Sacks, 1992). In a study of paréition in multilingual play
between 3-5 year olds, for instance, children wsen to shadow their
peers’ initiatives, thus showing social agency Imglyomitation. Shadowing
includes an individuality added by the actor, etleough the behaviour at
first glance can look like imitation (Bjork-Willér2007).

The child as a communicator

The field of speech development is not reviewedidtail here since the
young toddlers who are in focus in this study ditl mse verbal communica-
tion much during their play sequences. Howevethasstudy is carried out
in a multicultural area, a general comment is madigration and globalisa-
tion have made multilingualism more common, alsodantries that used to
be monocultural. Ochs (1988) underlines the interfaetween the linguistic
and the sociocultural structures as crucial whéldrem are developing their
communication skills. Linguists have shown thaldiign may learn two (or
even more) languages at the same time. Still, tisétipn that a child has to
learn the majority language as quickly as posshists, which may lead to
that insufficient support is given to the develominef the mother tongue.
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Such reasoning implies that the young brain hagddnlearning capacity.
What matters for language development insteadasittiants and toddlers
are in an effective language-learning environmehgther it is a supportive
preschool or at home (Prieto, 2009).

Aukrust (1997) studied language development of ye@r olds during in-
formal learning situations in a preschool settitigwas found that these
situations gave good opportunities for child-adli#tlogues, where the two
year olds took initiatives to talk also about aspexd life beyond the imme-
diate situation. The two year old children alsonsee to adapt to uncon-
scious signals of what to address and when. Anattuely showed how the
language of two boys (2 years of age) developethgpeer play in pre-
school. Different types of repetitions were used daring the four month
study, a more narratively organised language deeelobased on their joint
play (Aukrust, 1997).

In a study with relevance for preschool and fantiflg, outdoor walks
were found to be of importance for language devekat. Zeedyk (2008)
saw that young children in prams who face the puareemore likely to talk,
laugh and interact. However, it was found that 6&ent of the 2 700 chil-
dren observed were riding in away-facing buggies, 82 percent of the one
— two year olds. Parents in away-facing buggidsethless to their children
and the children appeared to be more stressedyk€2008) showed that
when the buggy was turned around, the parents'afatalking to their baby
doubled and it allowed the children visual inpues@ires also seem to carry
significance for language development (Goldin-Mead®003). The more a
baby points and uses gestures, the larger vocagbshke or he develops.
Among 50 studied infants, the ones with parents fubguently use gestures
and body language were found to have a richer EgguThese differences
remained three years later.

Children in everyday life

Since the introduction of video recordings in reskathe usage of this
method has increased. This may be due to the lattthe video camera
enables recordings of children in their naturaliemmment, whereas previ-
ous filming was done mostly in laboratories or they places specially pre-
pared for observation (Johansson, 1999; Lindal961Meltzoff & Moore,
1999; Pramling, 1993; Stern, 1985, 1990; Trevartli®88). Daniel Stern
described the qualitative change provided by tliewirecorder in the fol-
lowing way:

Over the past three decades, there has been atieudh
the scientific observations of babies; in fact,vage more
systemic observations of the two first years @& thHan of
any other period in the entire life span. This tation
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turned, in part, on our learning to ask the sodudstions
that babies could actually answer. (Stern, 199@) p.

From the beginning of 1990 toddler researcherbénNordic countries have
been using video recordings when observing childrettheir daily life.
Twenty years later, video recordings of childrea ased as a complemen-
tary data collecting method at most universitieSweden (Persson, 2008).

There is less research on toddlers in early chddheducation than re-
search on older children. This may be due to thg pvaschools are organ-
ised. In the Nordic countries, except for Denmdhle preschools are inte-
grated for children aged 1-5 years. In the re€urbpe separate institutions
are more common, as for instance in Denmark wistitutions for toddlers
(vuggestue) and for children aged 3-5 years (d&gitiener). Most often
the toddler institutions are seen primarily as ptexs of child care, which
belong to the social sector. Preschools, in thesatdes, are open for child-
ren from three years of age and are classified uBdacation (RabuSicova,
2008). In Greece, a research review shows that fkexrimost no research on
toddlers in child care centres. This could possh®yexplained by the fact
that toddlers and 3-5 year olds are part of sepamaanisations (Petrogian-
nis, 2010). There is little research on toddlers Danish universities
(Brostrom & Hansen, 2010). One of the few Danishdists recognised that
culture is transmitted not only by the adults, bls#o between the children
themselves (Andersen & Kampmann, 1988). Anothedysfound that the
pedagogues focus in the centres was primarily saciotional, concentrat-
ing on the relationships between adults and childkéichelsen et al., 1992).
The pedagogues were reluctant to suggest spectfistees for the children;
free play was prioritized over situated learning\attes. Qualitative differ-
ences between Danish toddler care centres wetedelathe degree of em-
pathy, attention and interest shown towards thidien by the pedagogues
(Thyssen, 1995). Two year old children were foumglay in a more devel-
oped manner and to have more complex social rekdtips in centres where
the pedagogues were warm, empathic and involvéteichildren.

There has also been little research on toddlefgreschool in Finland,
partly because the issue of toddlers is a peripHiia at universities in
comparison to research on older preschoolers, iedlyegix year olds (Han-
nikainen, 2010). The research is practice-drived pearformed by female
preschool teachers, with predominantly qualitagtrographic approaches.

Early childhood education is a growing researchdfie Norway, includ-
ing research on toddlers. This might be partly axgld by the growing
number of preschools, and the fact that the nurabtddlers in preschools
has increased substantially during recent year2008, almost 75 percent of
children under the age of three attended preschieoldy university trained
teachers (Greve & Solheim, 2010). However, the Ngian government
has does not address the contemporary Norwegiganzs on toddlers in
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preschool. Verbal language development, readingnaitcthg are marked as
research areas of interest, but the nonverbal Wtshas been shown to
dominate toddler communication is not given prioiiGreve & Solheim,
2010).

During the last twenty years in Sweden toddlerasde has mostly been
on children’s learning, on values in everyday iatéions with peers and
adults and about preschool culture (Johansson &sBmi 2010). Lindahl
(1996) studied ten children (13-20 months) durimgjrtthree first months in
preschool. The aim of the study was to record Hosvcahildren spontane-
ously focused their attention during the procesbeamfoming a preschooler.
Based on the ten children’s different experienceslde skills, it was found
that they used different strategies when gettingrntmw the preschool. This
result called for changes in the planning of theostuction periods in Swed-
ish preschools. Lindahl's phenomenographic study ahowed qualitatively
different ways and varied learning strategies anmoddlers.

In another study, toddlers’ learning in multipleléis was studied during a
three year project (Sheridan, Pramling-Samuelssodo&ansson, 2009).
Methods of observing children’s knowledge relattogcommunication, in-
terplay and mathematics were developed. The reshtts/ that there was
considerable variation in the toddlers’ learninggd ahat this variation could
not be explained only by the age of the child. Aeotimportant factor
which seems to influence the toddlers’ learning tssway in which teach-
ers communicate with and approach children, showhiag) children do not
have equal opportunities for learning in preschéatording to the observa-
tions made by their own teachers, the children seleto be involved in
creative and reciprocal interactions, characterisgdoy and interest. The
results indicate that a significant change in kmmflearning occurs between
the age of 1 and 3 years with regard to differagks related to mathematics
and communication.

In a study of toddlers and ethics, Johansson (1fe@®)d that the toddlers
develop and defend norms and values in the prescatext. The children
cared for their peers and they also defended tweir rights. Furthermore,
toddlers stood up for the right of being togethemeell as their right to spe-
cific toys. Johansson (1999) also showed thatdHddlérs used their bodies
when they expressed their ethical standpoints, Borae in contradiction to
the rules set by their teachers.

Researchers have also studied the relationshipsebgat parents and
teachers (Musatti & Picchio, 2010). Out of home dase for children below
three years of age has increased considerablygdthian last thirty years in
Italy, although the most common solution stillhat infants and toddlers are
taken care of at home, typically in a one adulhe ohild arrangement. This
situation was characterised by a high degree aakolation. As a conse-
guence of these findings centres for children amems have been opened.
The centres are also considered as important serfic the growing num-
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ber of immigrant families in Italy. Another focusrfresearch in Italy has
been the transition between home and child caréngetThe findings
showed that the transitions were emotionally chaileg not only for the
child, but also for the mother and the teachercivitiad consequences for
the relationships in the following years (MusattPgchio, 2010).

Toddlers who moved from their familiar classroomsatnew classroom
were found to react negatively during the firstipeiin the new environment
(Cryer et al., 2005). The moves were associatel iwitreased distress, es-
pecially for young toddlers. The distress was leg$®en children moved
along with a peer, confirming the importance ofogsing the peer rela-
tionships and child culture that develops amongigochildren.

Play and learning within early childhood education

Frobel, Montessori, Steiner as well as Malaguzzplessized the importance
of a child oriented environment for children’s leiaig and development
(Pramling-Samuelsson & Asplund-Carlsson, 2003; &yt al., 2010). The
children’'s competencies were found to be relatednd challenged by the
affordances in the physical and psychological emrrent (Clark, 2010;

Michélsen, 2004). From this perspective, educatias the ambition to give
children as rich experiences and opportunitiesoasiple.

Although play is very important in early childhoeducation, much of
the fundamental research on play is now quite Bldef, 2009). The socio-
political worlds, where children grow up, are veifferent from the times of
Piaget's and Vygotsky’s studies and the life exgrares of children are di-
verse, global and technological (Fleer, 2009). Awgng number of local
and contextualised findings challenge the predonteaof western re-
searchers’ theories and the view of a universadi¢onci, 1999; Lillemyr,
2009).

Play is an integrated part of early childhood etioca but the role of
play has been defined in different ways. Play heenbdescribed as an op-
portunity for children to go beyond their daily efour. For example child-
ren in play climb up to positions where they areead above their height
(Vygotsky, 1978). This can imply a means for leagniLillemyr, 2009)
since it involves complex forms of learning pro&sssparticularly in the
cognitive and social domains, but also moral anellectual aspects (Sut-
terby & Frost, 2006; Wood, 2009). Play can in addiserve as an opportu-
nity for children to learn how to understand thairrounding world, to prac-
tice and it can enhance learning about themseladso#hers (Saracho &
Spodek, 2003). The essence of play can also besindd as an opportunity
to deal with reality on a child’'s own terms (Johms€&hristie & Wardle,
2004) or as an activity where young children’s imwerld can develop, for
example, through the child’s use of imagination #emtasy (Fleer, 2009).
Play is an interpretative cultural activity, whetgldren express, manipulate
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and try to understand their surrounding commurityen young toddlers’
play is dependant on local cultural routines aaditions (Aronsson, 2009).

Play can also be understood as a social phenome&here the ‘make-
believe’ aspect in pretend play can be seen asyafaveothers to look into
the communicative world of the child (Sawyer, 1997)

Researchers claim that certain skills are neededder to be able to play.
These skills involve mutuality, reciprocity and rnittaking (Garvey, 1977),
but also motivation, the use of verbal and nonyezbenmunication and free
choices (Johnson et al, 2004; Sutton-Smith & K8iyne, 1984). The use
of bodily action, including at times rough and tuenplay, is also recognised
as an important part of play (Lakken, 2000; Pelleg2006).

Research has found that a mutual involvement betwbéddren and be-
tween a child and an adult in sustained shareditign(Siraj-Blatchford,
2009; Sylva et al., 2010) is beneficial for leamilVhen teachers and child-
ren focus on the same things, teachers shouldtatigis perspective to that
of children, in order to promote thinking and ldaghabout the same learn-
ing objective. Multiple studies have come up witmikar results, put to-
gether in a developmental pedagogy (Pramling-Sasaael & Asplund-
Carlsson, 2003). In this theory, the intended le@objectives as well as
the acts of learning are to be brought togethdeamnning activities that are
characterised by involvement and curiosity. Acaagdio this theory child-
ren play and learn in many different ways, andtdaehers’ task is to inter-
pret and try to understand the children’s actioms$ t# meet and respond to
the children’s initiatives. In addition, childreresseen as capable of noticing
differences and to reflect upon them. Thus, teachan make learning visi-
ble by arranging variations within an invariantifira (Sommer et al., 2010).

In a comparative study of seven countries (Augtrdlihile, Hong Kong,
China, Japan, Aotearoa/New Zealand, Sweden andowést USA), the
aim was to gain an updated and detailed perspeativeow play and learn-
ing are framed, sanctioned and built into the disses of early childhood
education in the participating countries (Praml8amuelsson & Fleer,
2009). Five to seven toddlers, in different kindsearly childhood settings
in each country, were videotaped during one fuyl, deom arrival until the
child was collected by their family. For most chéd, the teachers and par-
ents were also interviewed by the researchers, uwdedl videotaped se-
guences as a shared focus during the talks. THegsenaf the data was car-
ried out from three perspectives; personal focogrpersonal focus and
institutional or cultural focus (see Rogoff, 2003).

The overall finding was that play is a positiveradat in toddlers’ lives.
In all countries, play was seen as a feature, @ggtine children a good start
in life. In all countries both parents and teachexsied play highly, but the
relation between play and learning varied betwéencountries. The func-
tions of play could be either to support learning aocial development or to
mediate knowledge and learning. In Aotearoa/NewlaZehplay and learn-

31



ing were perceived as reciprocal processes. The wiethe teachers’ ap-
proach varied from being supportive, but not irgdrfy, to being a facilita-
tor, and between being a distanced observer tmfan involved approach.
The overall findings showed children’'s competendieplay skilfully, to
concentrate, to create social relationships anshttw empathic behaviour
(Pramling-Samuelsson & Fleer, 2009). Both paremtd #eachers were
amazed over the children’s competencies, as showreivideorecordings.

Kowalski et al., (2004) studied how older peers rirduence toddlers’
(aged 17 to 31 months) emerging symbolic play ghtchild-care centres.
The toddlers were observed and videotaped in tteoou environment with
age matched peers and with three to five yearge#ts. Fourteen of the
participants were first-borns and ten were latarrboThe result showed that
all toddlers benefited from playing with their ofdeeers, and especially the
first-borns, which may have implications for theganisation of groups
(Kowalski et al., 2004).

Child culture in preschool

Children develop their own habits, play routined games, traditions, rules,
norms and values together (Corsaro, 1979; 19853;206hansson, 1999;
Lakken, 2000). From this perspective one can ifieptieschool children in

a specific group as living in a peer culture wighstable set of activities or
routines, artefacts, values, and concerns thatgkoduce and share in inter-
action with each other’ (Corsaro, 2003, p. 40). Th#ure is, according to

Corsaro, public, collective and performatively niasied by the children’s
interpretive reproduction.

Corsaro has developed a research approach whicbecdescribed as in-
terpretive and ethnographic within a micro-sociaagapproach. The child-
ren are seen as actors, acquiring, rediscoveringcarproducing culture
(Corsaro, 2003). Characteristics for this culture shared excitement and
joy within a group performance, often resultingaifoint climax, as well as
the frequent repetition of the joyful play sequenflegkken, 2000; Corsaro,
2003). These findings contradict earlier assumptithiat toddler interaction
was rare, short-lived and often aggressive and wgthistant need for adult
support (Lakken, 2000).

Lokken (2000) studied child culture phenomena Moavegian group of
13 toddlers (aged 12-38 months). She looked at wiestnings and inten-
tions were involved and what greeting routines weging developed. The
observations of greeting routines and play routsieswed that part of the
toddler style is doing things together, mostly renpally and to make spon-
taneous use of the things at hand. The actions reergrent and developed
into routines, forming a local toddler culture. lkek (2000) noted recurrent
situations where for example a child, who was asét or not fully alert on
arriving at the preschool in the morning, was shasmpathy by the other
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toddlers. They stroke or hugged the new arrivadught blankets, soft toys
or simply pushed the child in a stroller until ttlgild was in the mood for
playing. Greve (2007) suggests that as a resuhitd-initiated activities, a
multitude of child cultures are being developedimitone preschool group.

Looking at preschool as an arena for culture foilonaEriksen-gdegaard
(2007) studied meaning making in toddlers’ naregiduring mealtimes in a
preschool. Toddlers were found to bring their oweais into the everyday
conversations. The themes were found to be sedadsvaried as well as
including feelings of fear, anger, loss and desinee theme was linked to a
popular story concept, which dominated the everyddly for some of the
children. When the teacher became involved and stidnterest, the story
grew into a theme in the preschool programme in pin@school unit. The
multivoiced analysis showed different possibilities the children to influ-
ence the daily content, but also how dependenthiidren are on involved
teachers, who can tune into and enrich the childrearratives. Further-
more, child-initiated stories were found to chafjenthe authority of the
teacher, and were also found to be used as a pdwedans, where the
dominant ‘authors’ exercised authority over othdnilazen. Eriksen-
@degaard (2007) points out that traditional andutspculture are related
and not to be seen as opposites.

Aukrust (2001) found cultural differences in thygear olds’ talk-focused
talk in preschool, where Norwegian children wergolaed in more narra-
tions and American preschoolers’ conversationsugedl more of discourse
management about behaviour and happenings. Cotivessaluring meal
times also have been found to differ between cedtwith more narratives
in Norwegians families and more discussions abagulations in the
American families (Aukrust & Snow, 1998). The exttém which the ideas
from the children may influence the daily programwas found to be re-
lated to the approach of the adults (Aukrust & Sndw98; Eriksen-
@degaard, 2007).

Studies on toddlers’ participation have not recegistrong attention.
Based on 21 interviews of child care workers ondcen’s learning, Berth-
elsen and Brownlee (2005) analysed the right fddlers to be agents of
their own learning. The analyses revealed a sehsatual engagement in
learning between adults and children. Children®ig@pation was encour-
aged by shared understandings, and by adults vepected their autonomy
and independence. However, as a conclusion fromttiddler studies, both
Lakken (2000) and Berthelsen and Brownlee (200§ysst that the cultural
context of public day care should be recognisedcagr than taking care of
children while their parents work. The toddler iptay may be viewed as
young citizens’ visible contribution to public life
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Quiality in preschool

Longitudinal studies show positive effects of earhildhood education on
development and learning, in comparison with homsed rearing (Anders-
son, 1986, Sylva et al., 2010). However, resealsh shows the importance
of high quality in the children’s centres and tingportant role of skilled
educators (Harsman, 1994; Sheridan et al., 2008j-Biatchford, 2009).

Drawing on multiple empirical studies in Flemishegchools, Laevers
developed a model for measuring quality in earlyidtlvod education
(Laevers, 1997) based on notions such as childresgl-being and in-
volvement during the learning processes. Well-b&iag described as a state
of feeling recognised by satisfaction, enjoymentl geasure, where the
child is receptive and has the basic needs meblvament was defined as a
quality of human activity that can be recognisedninytivation, concentra-
tion, persistence and a deep flow of energy. Deieplyived persons work at
the very limits of their capabilities with an engrfjow that comes from
intrinsic sources (see Csikszentmihalyi, 199Daevers (1997) process-
oriented child monitoring system was based on &tiwlperspective that
integrates knowledge, sensations and feelings,itangim was also to en-
courage discussions about quality in early childhcentres.

Increasingly, research on preschool quality is thasethe Infant/Toddler
Environment Rating Scale (ITERS) (Harms, Cryer &fGtd, 1990) or The
Early Childhood Environment Rating Scale (ECERSarths, Clifford &
Cryer, 1998). The ECERS scale has been adapte8wedish preschools
and been used in multiple studies during the lifigeh years. The results
showed that although most preschools in Swedewfageod quality, there
are some of low quality, and some of excellent itp&Eheridan & Pram-
ling-Samuelsson, 2009; Sheridan et al., 2009). Gheeyears the differences
between high quality and low quality preschoolsereund to increase.

Specific procedures for documenting, analysing asgessing quality in
the child care settings have been developed iy Vtalere the ITERS scale
has been used and further developed to includenppagticipation (Musatti
& Picchio, 2010).

Johansson (2004) linked quality in early childhealdication for toddlers
to three dimensions; atmosphere, teachers’ viethefchild and teachers’
view of learning (Johansson, 2004). Learning, seerelational and contex-
tual, was found to take place in encounters betweachers and children
and between children. High quality was correlatedn interactive atmos-
phere characterised by proximity to the child's #nd a respectful approach
to the child’'s expressions and perspectives (akurthermore, an education
based on a balance between activities freely chioge¢he children and initi-
ated or extended by the teachers was found to lagedeto high quality
(Sylva et al., 2010).
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The important adult

Researchers from various perspectives agree onhédirst three years of
life are critical for children's development andlimeing (Laevers, 1997;
Margetts, 2005; Meadows, 2010; Roberts, 2010). ddre of very young
children is highly specialised and challenging wakd the teachers’ app-
roach and involvement are the most important qudhictor (Pramling,
1993; Sylva et al., 2010). When staff members aret®nally stressed, this
affects their work and the children, and may resuttgid routines and prac-
tices (Gray, H., 2004; Johansson, 20®Bdagogical documentation enables
teachers to a visible access to observations ddirehis interests, abilities
and learning processes, and may serve as meamscfanding, reflecting,
and supporting children. It also provides parenis preschoolers a view of
what is happening in the preschool (Pramling-Sassesl & Lindahl, 1999;
Dahlberg, Moss & Pence, 1999; Gray, D. E., 2004tzL€aguchi, 2006).

In an intervention study in Sweden, teachers weri@dd in affirmative
responsiveness and to widen the world of the tagdlalmérus, Pramling
& Lindahl, 1991; Lindahl, 2002). Drawing on the ting of early interven-
tion (Klein, 1989) which includes concepts likedrdction, communication,
intentionality, reciprocity, expanding and medigtimeaning and feelings of
competence, the teachers were supervised duringhdidhs. Stimulated
recall based on videorecordings was used for nftgatieon. The result indi-
cated that the intervention programme helped theadrs to gain new in-
sights on children and on how to promote learning.

Toddler research in Aotearoa/New Zealand has fatusethe profes-
sionalisation of care in early childhood education care services (Rockel,
2009). As a consequence of the national curriculm,Whariki’, 50 per-
cent of the preschool teachers must be qualifiedragistered. The image of
the profession as being a carer with the task todirbabies and toddlers
has been challenged. The findings show a changegthe early childhood
professionals, working with infants and toddlecsah identity as ‘teachers’,
working with a pedagogy of care, rather than asgigers (Rockel, 2009).

In a study on toddlers’ well-being in the Unitechdom, Roberts (2010)
also emphasized the important role of the adulbeRs looked at four di-
mensions of well-being; agency, belonging-and-bawied, communication
and physical well-being. Although Roberts’ studyncentrates on child —
adult relationships in the family, her definitiof children’s agency can be
of broader interest. According to Roberts toddigerecy leans on a positive
sense of self, a sense of pride and achievemerd aadse of empowerment.
The four dimensions of well-being draw attentionthe interdependency
between affect and cognition. Roberts (2010) stiesbe mutual state of
intersubjectivity that involves the child and thber, learning together in an
equal, reciprocal dialogue, which she called ‘d@ggo
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Children’s interaction

There is by now a substantial amount of studietherrelationships between
toddlers and teachers (Howes, 1983, 1988; Johan$860; Lindahl, 1996,
2002; Lagkken, 2000; Palmérus et al., 1991). Thasties show that toddlers
are capable of engaging in intersubjective relatips with adults. How-
ever, these findings have not lead to a correspgnidicrease in research on
toddlers’ peer relationships (Lgkken, 1999). Tharems to be a tendency to
underestimate the metacognitive and metalinguesiidity of infants and
toddlers, and their agency, within play and leagreontexts (Macfarlane &
Cartmel, 2008).

Children as active participants in peer groups

Looking upon children as active human beings iiir ten right has lead to
the development of new theories about their play iaterplay. From this
perspective, young children are seen as activeeueldping relationships
with friends, especially while playing. Play is cigtered to be motivated
both by the children’s own intentions and by affordes in the surrounding
environment (Fleer, 2009; Pramling-Samuelsson & léwsgp-Carlsson,
2003).

The social order and the possible positions childnay take during play
are not static but rather co-constructed through hy turn interactions be-
tween the participants (Danby, 2009). Older presldhe, aged 4-6 years,
were found to continuously co-construct social ortéeth in relation to the
expectations and rules put up by the adults, anddgotiating their own
peer constructed social order, norms and valuebl@®toore, Danby &
Farrell, 2009). Within their peer cultures, theyreveseen to actively and
competently enact regulation. This happened botherculture made up by
the adults and the cultures made up by the pedis. means that children
should not be seen as passive recipients in thmegsoof creating social or-
der and rules.

Recognising the child as an integrated and co-agabcial actor in cul-
tural routines presupposes that the child has teetah ability to take the
perspective of others and to try to understandrqifeple’s meaning. In that
sense, Corsaro’s ground breaking research withicrassiociology (1979)
can be understood as carried out with a child petspge. Children’s culture
may exist in parallel with the culture perceived aupported by adults. The
children, even as young as toddlers, can descriiz they perceive as im-
portant in the adult world and also the rules thaye made up themselves
(Corsaro, 1979, 2003; Johansson, 2004; Lofdahl7200vo and three year
old toddlers were found to include or exclude theders from playing.
When teachers begin to see teasing, taunting dyimmlin their group of
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toddlers, they can stop these processes by, fong@ea actively engaging
the children in physical and musical activities ifHes, 2009).

Goncu (1999) stressed that play, development arditey are situated in
contexts, including people, meaning that play sthdnd seen as an interpre-
tative cultural activity, where children expresampulate and try to under-
stand the surrounding community. Further, they shapd reconstruct each
other through local practices and relationshipsiwitheir group. There is,
however, a need for further studies on the powgpes culture, in which
children shape and reconstruct each other and @e¥ehdamental values
and norms (Clark, Kjorholt & Moss, 2005; Danby & Kéa 1998; Goncd,
1999).

Friendship

Friendship has been studied intertwined with retean play because child-
ren play with their friends and they develop frishighs while playing. Three
to six year olds are shown to be active in develgppielationships with
friends, especially while playing. Play is conseteto be motivated both by
the children’s own intentions and by affordanceghie surrounding envi-
ronment (Clark, 2010; Corsaro, 2003; Danby, 19%6y\®r, 1997).

Corsaro (1979) studied access rituals among p&essyears), within a
group of children spending time together on an yalay basis. Nonverbal
strategies were found to dominate the accesstinégmeven among the five
to six year old children. Most common access r#waére nonverbal entry,
to produce a variant of the ongoing behaviour licigcaround the game and
monitoring. The most successful strategies, whath to inclusion in the
ongoing play, were to repeat the same access Gtutd combine two or
three nonverbal rituals.

Friendship has been defined as a mutual relatippnsiiaracterised by
companionship, intimacy and affection by Howes (,9888) who defines
friends as children who enjoy and prefer playingether. Dunn (2004)
looks upon friendship as a voluntary relationsbimfirmed by both parties,
including reciprocity as well as mutuality of affiesr. Older preschoolers
develop effective social skills and choose frieadsong their peers. Child-
ren show preference for their friends as playmates friends give and re-
ceive more positive support (Dunn, 2004). In additifriendship is seen as
related to closeness, sharing of emotions, bothip®snd negative, as well
as familiarity. Friendship can, however, not beetakor granted and does
not develop automatically, compared to relationshigth parents, sisters
and brothers (Greve, 2007).

Jonsdottir (2007) studied peer relationship with ttelp of sociograms
and by semi-structured interviews with 353 threesitoyear old children.
She found four different patterns of relationshifpgndship (mutual prefer-
ence), belonging (named by a peer), solidarity {ngrpeers) and exclusion
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(not being named or not naming anyone). Around B@ien belonged to
the category exclusion; not recognising friendsbemng recognised as a
friend by any preschool peer. This indicates thHahtiship does not develop
automatically, and not for all children. Friendsrevdinked in friendship,
recognised by a reciprocal relationship with shafeelings (Jonsdottir,
2007). Peers, on the other hand, were children, pldnptogether and accept
each other, without recognising the reciprocal egrents that were seen as
characteristic of friendship (Jonsdottir, 2007)edhool children were seen
to engage in the same types of play both with paadswith friends, but
friendship seemed to add a more intense experi@mddo enrich the child-
ren’s social and emotional competencies.

Individual children form diverse kinds of friendphi and different as
well as varied communication patterns are used wiigtinct children
(Greve, 2009). Studies of friendship among toddiersarly childhood edu-
cation and care have also shown that toddlers toifiemselves in different
ways to different peers in the preschool group. eeW1988) studied the
composition of playmates in different play groups/oung toddlers (13-24
months), late toddlers (25-36 months) and presensdB3-5 years). Cross-
sex friends were common among the young toddle8s%5 but showed a
dramatic decrease to 16 percent cross-sex friemdme@ the preschoolers.
Friends can also influence each other’s speechdiogoto Katz (2004) who
studied the language used in two dyads, made uprbg girls (aged 2.7-3.4
years). The nature of their relationship was simitathe way they talked
with each other in the dyads. Their interpersomairaness was shown when
they used differences in voice levels and in realigersus silly talk. Also
young toddlers can be aware of their peers. MuaattiPanni (1981) studied
peer group play among six children (aged 11-18 hs)rdnd concluded that
all children paid more or less constant attentimitheir peers by following
them with brief or extended gazes. Later studiagdicn that it seems to be
common among two and three year old children toehizends (Greve,
2007; Johansson, 1999, 2004).

Michélsen’s study (2004) on toddler interplay iregrhool showed fre-
guent but rather short interplay sequences lastitgyeen 5 seconds and 30
minutes. Most common was interplay between twodchii; one girl and
one boy. The interaction started around an actiilel ©r around popular
toys, which Michélsen defined as social affordanddse majority of the
interplay sequences between the toddlers studied pe@sitive and suppor-
tive, and only 25 percent were negative or establsas conflicts. The con-
flicts centred on getting access to a specific &mg were very short, ending
when one of the children got the toy. The domiratffirmative interplay
patterns were seen to develop into new forms of ptanew routines.

In an ltalian study with an ethnographical approéidionaco & Ponte-
corvo, 2010), the sociability among 18 children-&f0 months) was ob-
served during two months within the social contxtheir early childhood
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centre. The interaction was analysed within a pi@dnt framework (com-
pare Goodwin, 1990). The toddlers were positiotihemselves on different
participatory levels, active or peripheral, andkt@m multiple communica-
tive roles, for example as initiator and uptakdthdugh these children were
speaking with each other, the researchers undetimenultiple nonverbal
ways of communication that were going on during ¢benmunication se-
guences. Being an observer or part of an audieasecansidered as impor-
tant participation. Another interesting finding Bjonaco and Pontecorvo
(2010) has to do with the adults. Although theres \peactically always an
adult present with the children, the social inities mainly came from the
children. Phases of transition between differeiydectivities seemed espe-
cially to encourage communication. Furthermore, ¢hédren around 24
months of age showed beginnings of comprehensiametasic rules of
conversation, respecting turn alternation, gazentation and body posture.

Although the design and findings of most toddlexdsts were focused on
dyads and triads (Greve 2009; Howes, 1983; Kat@4P0some Scandina-
vian findings imply that interplay is open for maphayers. Multiparty play
showed rich experiences of joy in and from movemedcompanied with
happy laughter (Lgkken, 2000; Michélsen, 2004).c8imegotiations are
central in toddlers’ communication with peers, phgycan be looked upon
as opportunities where they develop social behavibtough interaction
with others (Alvestad, 2010).

Jonsdottir's study (2007), referred to above, shibdiéferent social posi-
tions among children aged 3-7 years. Studies ontiens shown during
toddler interaction may give further understandinghe positions the child-
ren take and are given (Dunn, 2004; Johansson,, Z0®!). Conflicts be-
tween friends are addressed seriously by childeeypoang as two to three
years, and are with increasing linguistic skillsaleed by negotiations
(Alvestad, 2010; Meadows, 2010).

Concluding remarks

On the basis of the research reviewed in this enapte following stand-
points guided the research in this thesis:

e Children are looked upon as having competenciescdon-
munication and interplay, and already from birth.

* Toddlers are social actors in a shared world, &ed fctivi-
ties influence and change the surrounding environmia-
cluding the people present.

* Through their interaction with others, toddlers egee as
meaning-makers who also produce and reproducereultu

» Learning and development take place as coordinpted-
esses between individuals.
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5. THE SWEDISH PRESCHOOL

The aim of this chapter is to provide a backgrotordthe reader regarding
the organisational structure and the developmepteaxchools in Sweden, in
particular from a societal perspective. The cha@estructured to comple-
ment Article Ill. From the very beginning of thetaslishment of child care
services, toddlers were included in the Swedislsgbreols. There were no
separate institutions for the under threes. ToddierSwedish preschools
today are raised under specific and very positiseumstances. | think it is
of importance to look close at the institutionahtext, which also has en-
abled this study.

There is no distinction in the Education Act othe National Curriculum
for the Preschool between preschool children basethe age of the child.
Thus, this overview of the Swedish preschool as@text for the study
could be seen as valid for toddlers (1-3 years) asfor older preschoolers
(3-5 years).

Preschool as part of a welfare system

The first Swedish preschool started in the earl§0s8through initiatives by
philanthropists and representatives from the chufdte inspiration came
from Robert Owen and his Scottish Infant schoalsmf Friedrich Frébel

and his Kindergarten as well as from Rudolf Stegrel Maria Montessori.
The first infant school started in 1836, where fig written curriculum is

from 1837, the first creche opened in 1854 anditbekindergarten in 1896
(Johansson, 1983; Engdahl, 1990). In the middléheftwentieth century,
day care, kindergarten and family policy becameldigal field of interest

(Myrdal, 1935; SOU, 1951), with the result that #tate and the municipali-
ties took greater responsibility for early childdoalevelopment. They
started to support general child allowance, mo@dgartment housing, child
health centres, kindergartens (part-time) and dag centres (full day).

In 1968, the government appointed the Commissionussery provision
(Barnstugeutredningen) to come up with proposatgh kgualitative and
guantitative, for a national preschool policy. Témmmission reports, The
Preschool, part 1 and The Preschool, part 2 (SO24,91972b) outlined the
basis for the Swedish preschools of today and texsuh the first Act of
Preschool in 1975. This Act introduced the overatcept preschool, for all
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previous forms of early childhood education. Iraguced the right tgen-
eral preschool educatiotallman férskola) for six year olds, three houes p
day, 525 hours per year, and free of chaFge.the youngest children (6-
30/36 months), a joint toddler group (smabarnsgrwpith 10-12 children
was proposed, instead of the previous three agapgr{6-12 months, one
year olds and two year olds). A mixed ‘sibling gob(syskongrupp) with 20
three to five year old children was also introducéte advantages with
mixed age groups were described as providing mossipilities to play
with both younger and older peers, siblings couttteroften be together in
the same group, children would not have to chamigenuore than once and
the staff would have more varied work.

The preschool was seen as an important buildingkbio the modern
welfare society, since it would ensure that alldrein had a good childhood.
Preschools were supposed to support and encounddesn’s development
and learning and enabling parents to combine pamedtwith employment
or studies. Preschools were to be offered full-tomeart-time, and all forms
of preschools were to combine education and catkdrso called Educare
model (Walch, 1993). (For further information abthe development of the
Swedish preschools before 1975, see Engdahl, 1E8@nsson & Astedt,
1996; Martin-Korpi, 2007; Simmons-Christensen, 19%dllberg-Broman,
1993).

Goal-directed expansion

During the 1980s and 1990s the political aims ef pheschool programme
developed further. Public childcare was seen asgiahe general welfare
system which implied that all children in Swedepwdld have access to child
care with low fees. The bill Preschool for all chén (Bill 1984/85:209)
established that preschools should not only béfipgstby parents’ need for
child care enabling them to work or study. Presthebould also be a right
for the child — a benefit that all children irrespee of their family situation
were entitled to. Thus, the expansion of child dar@rovide full coverage
for children, whose parents were either workingstudying, became the
major issue for local politicians during the 19&i%d 1990s (Bengtsson,
1995).

The local politicians argued for a more decentealisystem for the allo-
cation of state contributions, which they meant lMdosase the process
(Bengtsson, 1995). In 1984, the economic contrilousystem was changed
and resources were distributed linked to just orterion, the number of
children in early childhood education and care. wlgulation about the
buildings, area/ child, group size and teachertatatios was transferred to
the local authorities, to a municipal level (NaabBoard of Health and
Welfare, 1984). Previous specific regulation ofaimtf and toddler units were
put aside (National Board of Health and WelfareZ3)9From the beginning
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of the 1990s, following a shift of government, atgynic change was intro-
duced by the government, including deregulatioivatisation and freedom
to choose preschool (Bill 1991/92:65). State grdmtsall forms of private

preschools were promised. Early childhood educaliename a field for
entrepreneurship.

Preschool also for toddlers

To meet a discussion about whether or not todaberdd benefit from being

in preschools instead of being taken care of atéhomin family day care,

the government appointed a Commission into familyp®rt (Familjestods-

utredningen), which was to investigate the pedagdgionditions for the

youngest children in preschool. The findings frdms tinvestigation were

that infants and toddlers may well benefit fromselaelationships with pre-
school professionals and that young children foogiad contacts with each
other and enjoy spending time together in preseh{&0DU, 1981). Although

the children spent their days in preschool, theyewileund to be able to
maintain primary quality relationships with thearpnts. The commission’s
report also highlighted the important role of fathén young children’'s

lives, the importance of high quality preschools iiofants and toddlers,
parental involvement as well as shared responyitbietween parents and
teachers. Furthermore, the commission suggestagpgraith even larger

age span; 1-6 year olds or 1-9 year olds.

However, there was still reluctance among locailtip@ns to build pre-
schools for toddlers. In the 1980s, Anderssonefaat longitudinal study at
the Stockholm Institute of Education of the effeat®arly childhood educa-
tion in preschool, compared with home-based caralefsson followed a
large group of children from birth, comparing théuing conditions and
where and how they spent their preschool years.fif$teresults from this
wide-ranging study showed that early preschoolk stas beneficial for the
children’s social, cognitive and emotional devel@ot and the effects were
stronger the earlier the children entered the pi@scsetting (Andersson,
1986). The effects remained also in the followiagarts from the study.

The findings from Anderson’s study inspired othiakeholders. The Na-
tional Board of Health and Welfare was concerned #working with todd-
lers did not attract enough university trained phesl teachers. The Univer-
sity of Gothenburg, with support from the NatioBalard, initiated research
on toddlers and toddler pedagogy, which resultea pmogramme The Pos-
sibilities of a Toddler Uni{Palmérus et al., 1991). A research review was
commissioned, which showed international supparpfeschools for child-
ren under the age of three years. The questionnedsnger if preschool
was a good contribution to children’s lives, butvhim ensure good quality
in the preschools (Pramling, 1993). The opiniomgtdurned; parents asked
for preschools and the politicians planned alsdadddler units.
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Quality at stake

During the last 35 years, preschools have becomajar pillar in Swedish
society. All children are welcome, and most chifdstart preschool already
during the second year of their life (National Agerior Education, 2010).
However, the intentions from the national level dhawot been sufficiently
implemented in the preschools (Lidholt, 1999; Eksir 2007). Financial
cuts during the economic crisis in the 1990s reslult larger groups of chil-
dren and fewer teachers. Staff reacted in varidferent ways to the wors-
ening situation, e.g. by leaving the professionjglling with inadequate
resources or simply by adapting to the new situafiadholt, 1999).

On the other hand, parents express their appreciafi preschools, and
preschool continues to be the most appreciated aipahiservice (Swedish
Quality Index, 2010). The Swedish preschool moael also been reviewed
by international panels. The organisation for ecoicoco-operation and
development (OECD, 2001, 2006) concluded in theimgarative report
over 26 countries that Early Childhood Educatiod &are in Sweden is of
high quality, in many areas the very best. In aerimational comparison
presented by Innocenti, Sweden was placed in t;jiGEBF, 2008). In this
report, ten areas within early childhood and fanpiblicy were monitored,
among them parental leave, national goals for @merand allocation of
resources, subsidies in early childhood educatiwh @are, percentage of
trained staff, child/staff ratio, child health siees and child poverty. Swe-
den was the only country, out of the 23 participatitat passed in all ten
areas.

Preschool — the first step in education

In 1996, the responsibility of early childhood edtion and care was moved
from the health and social sectors to the Ministfy Education (Bill
1996/97:1D11). The government’s intentions for yeahildhood education
were to build a comprehensive school system, wiltsghool as the first
level of education. Preschool, preschool classaskbleklass), after school
centres (fritidshem) and compulsory school werellehged to cooperate
closely. In this way, the Minister of Education prated the merging of dif-
ferent educational traditions and the implementatdd new ideas about
learning and working methods (Bill 1997/98:6). Cemsently, in 1998 the
responsibility for preschool and child care wassfarred from the National
Board of Health and Welfare to the National Agericy Education (Bill
1997/98:6) and a national Child care and school @@sion (Barnomsorg
och skolakommittén) was appointed for curriculusues.

The commission’s reports (SOU 1997a, 1997b) redutiethe first Na-
tional Curriculum for the Pre-school (Ministry ofd&cation and Science,
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1998a), the establishment of the preschool clasthéosix year olds, and a
revised curriculum for the 6-16 year-olds (Ministrfy Education and Sci-
ence, 1998b). Education was thus co-ordinated frartoddler’s first days
in preschool to leaving compulsory school.

In the beginning of the 2000s, new general refoamsng at higher en-
rolment in preschool were successively introdué¢ade general preschool
education, three hours per day, was introduceébforand five year olds. A
low flat fee for full day preschool attendance vitsoduced in 2002. The
parents pay for preschool education outside theshofithe general pre-
school The cost for one family is limited to three percehthe family in-
come. In 2010, the fee is fixed at 1260 Swedishvos(SEK) per month
(~110 EUR), with a reduced fee for child number {840 SEK/~80 EUR)
and three (420 SEK/~40 EUR). For a fourth childthw the combined pre-
school and after school centre systems, there ife@oln the same year
2002, children enrolled in preschool and whosemarbecame unemployed
or on parental leave, were entitled to three hgarsday in the preschool
(Bill 1999/2000:129).

A new wave of reforms in education started aftergkneral elections in
2006, resulting in a new Education Act (2010:80@) a revision of the Na-
tional Curriculum for the Pre-school (Ministry oflication and Research,
2010). The government in 2008 also introduced th&sipility for munici-
palities to introduce a child care allowance of B@wedish crowns (~290
EUR) per child (1-3 years) for parents, who chaostake care of their child
themselves. In 2009 a third of the municipaliti@vér decided to introduce
the child care allowance and parents of one permfktite possible children
use the system (Statistics Sweden, 2010b).

New Teacher Education Programmes (Bill 2009/1088)e decided in
2010, leading to a restart of a specific Prescli@sicher Education. Teach-
ers involved in preschool have had the task toro@laseveral different and
partly contradictory demands placed by other iastihs and by different
interest groups, while at the same time maintaigirgpre of identity of its
own (Folke-Fichtelius, 2008). The new preschoolches education pro-
gramme may serve as strengthening the profession.

Right to education for all children

The Education Act (2010:800) defines the rightdacation for all children.
The new act governs all types of schools and diffekinds of providers of
education, e.g. municipal, private, co-operativd ant-for-profit organisa-
tions. Following the new act, preschools were githensame status as other
schools with overall goals, regulations and oblaya. With this act, parlia-
ment thus defines education to be the primary fasgreschools (Education
Act, 2010, Ch. 1). The art of teaching is definad'goal-based processes,
led by teachers and preschool teachers, aiming\atlapbment and learning,
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through experiencing and developing of knowledge ealues’ (Education
Act, 2010, Ch. 1, 83, own translation).

The new Education Act also includes a specific gagh linked to the
commitment taken on as a result of the ratificabbthe UN Convention on
the Rights of the Child (UN, 1989) by the Swedishlipment in 1990. Fol-
lowing this act, all education and other activit@mcerning children, shall
be based on the best interest of the child (Edueact, Ch. 1, §10).

All children from the age of one year shall be ok preschool educa-
tion. From the autumn of the year they turn thheythave the right to free
general preschool educatigallméan forskola), in total 525 hours per year,
following the primary school’s semester system. @heands for preschool
education is to be met without undue delay, whickans within three
months, and as close to the child’s home as peséfdlucation Act, 2010,
Ch. 8.). In 2009, the attendance levels for childrepreschool were 47% of
one year olds, 86.5% of two year olds, 90.6% ofdhyear olds, 93.8% of
four year olds and 93.8% of five year olds. Questaires to parents show
that only 1-2 percent of all children in Sweden i@gistered on waiting lists
(National Agency for Education, 2010).

Preschool and gender equality

Preschools have been found to influence the evgripdes of families and
gender equality between mothers and fathers. Wgbaal preschool cover-
age, parents, especially women, do not have tosehbetween having chil-
dren and a professional career. The parental leeugance system (Swed-
ish Social Insurance Agency, 2010), enables a grpwiumber of fathers to
spend more months as the primary care giver duhi@ghild’s first years. In
2009, 22 percent of the parental leave days weré bg fathers. A family is
more likely to have a second and third child whuem father is the primary
care giver for his child for three months or mdséafistics Sweden, 2010a).

The system gives all parents the right by law te tparental leave from
their work until their child is 18 months. The pata leave insurance gives
the parents an opportunity to share 480 days wéty1 ppproximately 80
percent of income for the first 390 days and apipnately 18 euros a day
for 90 more days. The parents decide how to sherelays, although both
fathers and mothers have to use at least 60 dégseTbenefits are general
and open for all citizens (Swedish Social Insuraihgency, 2010).

Since the early 1980s, an increase in the birinlias gone hand-in-hand
with high female employment rate and high demarndpfeschools. More
children are born when a woman knows she can both imother and keep
up a job (Statistics Sweden, 2010a). The fertitte in Sweden was 1.94 in
2009, which is one of the highest in Europe (E@ip2010).

Parents in Sweden are developing parenthood whette arents are
working, rendering dual income, and both parerdésaative in taking care of
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their children and their family tasks (ForsbergP20 Other ways of sup-
porting parents in the municipalities are open giesls (Education Act,
2010, Ch. 25) and family centres where social, scland health services
work together for integrated family support (Natbmoard of Health and
Welfare, 2008).

The characteristics of the Swedish preschool

According to the National Curriculum and the Geh&aidelines for pre-
school (National Agency for Education, 2005), thee8ish preschool is
founded on a comprehensive and holistic view ofdcén. The preschool
strives for a pedagogical approach, where cardgumog and learning to-
gether form a coherent whole. The education slealebjoyable, secure and
rich in learning for all children’ (Ministry of Ediation and science, 2010, p.
4). Preschools are open all year round and dainioyg times are varied to
fit in with the parents’ working hours or study sedules. Preschools can be
run by municipalities, companies, parent coopeeatior by non-profit or-
ganisations (Education Act, 2010). The preschooligs are organised lo-
cally, and can consist of mixed ages (1-5 yeamjdlers (1-3 years old),
older preschoolers (3-5 years old) or of age sjpegibups (1, 2, 3, 4 and 5
years old). The professionals work in teams of twfour teachers and child
care attendants, with responsibility for a groupchildren. Around 55 per-
cent of the staff has a university degree in edoigcaand around 40 percent
have completed professional training in the secgndzhool (National
Agency for Education, 2010).

The preschool child

With reference to the UN Convention on the Righitghe Child (UN, 1989),
children are increasingly looked upon as citizevifl) rights of their own to
influence the content and the teaching in preschddie view on children in
the curriculum (1998; 2010) states that childretodfyy are active and com-
petent and have the right to influence their surdings, to play with friends
and to be challenged and supported by the teachers.

Cooperation with the family

According to the national preschool curriculum, gneschools are supposed
to complement the homes of the children, and teachee responsible for
building trusting relationships with the childrerfeamilies. Cooperation be-
tween parents and teachers is seen as fundamemdaihe preschool should
match the demands from the parents on opening hadatisities and envi-
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ronmental issues with a pedagogy based on a cotitninaf education and
care (SOU 1972; Walch, 1993).

Preschools have become meeting places for grouparehts and for par-
ent — staff cooperation. A settling-in period, whimay last for up to three
weeks in the case of the youngest children, prevadbasis, which is further
developed in day-to-day contacts. Through regulremal meetings and
individual meetings with staff about their own chdl development, parents
are invited to participate and to influence thesptmol education and the
life-worlds of their children (Martin-Korpi, 2007).

Playing and learning at the same time

The importance of play for the children’s developimand learning was

stressed in the General Guidelines (National AgedocyEducation, 2005).

The view is that children search for knowledge daedelop it through play,

social interaction, exploration and creativity,vesll as through observation,
discussion and reflection. It is said that a sexfsexploration, curiosity and

desire to learn are to form the foundations forggedjical activities which

should be based on the child’s experiences, interaseds and views. The
flow of the child’s thoughts and ideas are poss#béating points for educa-
tion. Learning and development should be plannetthabchildren have fun,

are involved in meaning-making and have the righihfluence matters that
relate directly to them.

The whole day can be seen as full of opportunfbeplay and learning.
Theme- and project- oriented approaches usually dracross-subject and
integrated approaches, which in turn have beendf@aarbroaden and enrich
the children’s learning (Davis, 2010; Rogoff, 2003)

According to the curriculum and general guidelifearning is promoted
not only through interaction between adults anddcéin, but also through
what children learn from each other. This refldbts view that children are
important and active partners in their own develeptmand learning, ac-
tively involving each other in co-learning procesg@illiams et al., 2000).

Allocation of resources

It is the task of the municipalities to allocatsoerces to ensure preschools
of high quality for all children, taking into cowlgration variations of indi-
vidual, economic, social and cultural origins. Mupalities receive state
contributions, based on demographic data. The ripality is responsible
for allocating resources to all recognised preskshadthin the community
(Education Act, 2010).

The most common criterion for allocating resourgeghe number of
children placed in each preschool. The averagepgsme recommended in
the General Guidelines is 15 children. Indicatdnat tshould motivate
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smaller group sizes are young age, gender imbal&ingle levels of children
from lower socio-economic background, in need aécid support or of
foreign origin, the level of attendance as welhiagh turnovers of teachers
and children (National Agency for Education, 2008).2009, the average
group size was 16.8, with a, child/ staff ratio%o8 (National Agency for
Education, 2010). For groups of toddlers (childaged 1-3 years old), 41%
had 13 children or less, 45% had 14-16 children B4fb consisted of 17
children or more (National Agency for Education 1@ The large group
sizes for many toddlers have recently been cridetiby psychologists and
paediatricians (Kihlbom, Lidholt & Niss, 2009).

Concluding remarks

Early Childhood Education in Sweden is recognisgéhbernational studies
as being of high quality (OECD, 2001, 2006; UNICE®08). National
evaluations carried out by the National Agency Eolucation (2004, 2008)
have shown that the national preschool curriculias well received both by
preschool teachers and at municipal and local sevébwever, both evalua-
tions also show large variations between munidipaliand between pre-
schools in the same municipality, implicating thany children do not re-
ceive the intended education. It seems that mostaipalities do not seem
to take into account the different conditions facpreschools. In 2008, most
municipalities still used volume, the number ofldfen, as the major criteria
for distributing resources. The differences aridirgn the character of the
reception area and the number of toddlers in tloeigy were not enough
taken into account, according to the evaluatio®&0

In the evaluation of 2004, staff had increasedrthee of individualised
assessments. Local politicians had translated $essessment systems into
developmental plans for preschool children. Indiaaluation five years later
(National Agency for Education, 2008), the inforrtsashowed an awareness
of the issues described above, but the use of d&tigrand assessment mate-
rials and individual development plans was stilingeintroduced. The
evaluation also showed an increase in municipatgwnce around quality
and self assessment, which were to be carried puedchers (National
Agency for Education, 2008).

After ten years with the curriculum, the overalinato strengthen the
pedagogical task for preschools seems to have kesdised. The child’s
learning has been given greater importance in teesghool after the reform
(National Agency for Education, 2004, 2008). Howetke preschool peda-
gogy, characterised by the integration of caretunimg and learning into a
coherent whole, could be at risk, and the agencgixlusion was that the
reports about the on-going “schoolifying” of Swedigreschools must be
taken seriously.
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Excessive emphasis on formal learning at an esalyesmay have nega-
tive consequences and be in conflict with the di/gaals of the curriculum
(Sylva et al., 2010). With a view on learning asoaial construction in spe-
cific contexts, focus might be put more on educatind on the conditions
for good quality instead of focusing on the indivadl child. OECD has re-
commended an approach for early childhood educatitime following way:

In the early childhood field, an instrumental arsrow dis-
course about readiness for school is increasinggrd
Faced by this challenge, it seems particularly irtgrd that
the early childhood centre should become a commuofit
learners, where children are encouraged to paatieignd
share with others, and where learning is seeniamply in-

teractive, experiential and social. Learning tolbarning to
do, learning to learn and learning to live togethex each
important goals for young children. (OECD, 20062p1)

As a contrast, in international research thereoimidance of studies focus-
sing on children with hyperactivity, attention dgffisymptoms and dyslexia
(Skidmore, 2004). If the purpose is to develop dhality of the preschool,
research indicates that an orientation towards dleaminor goals and test-
ing may lead to negative effects (Dahlberg etl®199, 2005).
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6. METHOD

This chapter starts with a presentation of the oulogical and ethical

considerations for the study. The context for ttieegraphic study and the
children are introduced, followed by a thoroughadiggion of data collect-

ing procedures, transcriptions and analysis otlarfi and 1. The next sec-
tion describes the methods used for article I&, literature review. Finally,

there is a section discussing issues linked talirgland reliability.

Methodological aspects

In an ethnographical study with young toddlersisiimportant to get to
know the children by giving them attention, to berntally present and at the
same time to give room for the children to get how the researcher (Lgk-
ken, 2000; Johansson, 2004). As mentioned in chdptee, | have chosen
to carry out this study using a phenomenologicgraegch. Inspired by
scholars in the field, the preschool in this stiglgeen as part of the child-
ren’s life-world (Johansson, 1999; Lakken, 200@tieipatory observation
was chosen to allow me to get close to the childndrich can be seen as a
necessity in a study with a child perspective, Hntteasy to achieve (Som-
mer et al., 2010). The methods in a phenomenolbgiady shall be as open
and exact as possible, striving for unveiling ald@t was not obvious (Mer-
leau-Ponty, 1962; Willig, 2008). By choosing a pbeenological frame-
work for the study, there are no previously decidategories that steer the
researcher’s observations, fieldnotes or the aisabfscollected data. Lean-
ing on predetermined categories emanating fromigusuwesearch cannot be
a substitute for fine-grained, systematic and edédnobservations of inter-
actions in the environment (Meadows, 2010). AltHougne consuming,
careful and intensive studies of a smaller numbesitoations, may give
significant contributions within a larger field.

| used a long period for settling down, (April -néy 2006), which had the
conseguence that the majority of the fieldnotesthed/ideorecordings were
made between August and December, when the childege in the second
half of their second year (aged 18-24 months). Mpition was to be seen
by the children as a well-known and interested tadlified to give priority
to the children and did not carry out ordinary tesctasks (Corsaro, 2003).
To be present in the environment studied duringnger period of time (in
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this study nine months), also adds the possilsliiteconsider continuity and
change over time.

To understand interaction and communication, onstrpay attention to
more than what is being said or done. Participenésconversation are con-
stantly negotiating and changing their footing dgrimultiparty talk (Goff-
man, 1981). Footing includes aspects such as gogjare, set and stance as
well as changes in the tone of voice and tempo avlgrplayers, cross-
players and side-players may make the conversatieng complex. All
participants are thus to be looked upon as coritibualso the ones which
at first glance seem to just make up an audiens® Witnesses are to be
seen as co-participants in the social context,omesipe to all mutual stimu-
lation that goes on (Goffman, 1981). This means ttler children, who
were present in the room during play sequencesyedisas | myself, may
have influenced the interaction and playing.

All but two of the toddlers in the preschool unien bilingual and the
young toddlers did not talk much, which meant thatas not possible to use
informal conversations or interviews as empiric&tinods. Inspired by Em-
erson, Fretz and Shaw (1995) | used fieldnotesthegevith photos, video-
recordings and a diary as methods instead (Gray.02004; Pramling-
Samuelsson & Lindahl, 1999; Tobin et al., 2006;1/il2008). The combi-
nation of such methods (Gillen et al., 2009) ersuieh data which generate
detailed documentation of the toddlers’ playing artdraction in their eve-
ryday environment. However, fieldnotes and videordmgs are not to be
seen as neutral and they do not capture everytiiing.fieldnotes are but
one possible way to describe any particular evemtyeone is holding the
pen that tries to put phenomena into words (Emeesal., 1995). There is
also someone behind the camera, who chooses tkpegtves, the dis-
tances, what to record and how many cameras tolbsse aspects are im-
portant for the trustworthiness of the study. Tliggisions on procedure
should be as transparent as possible (Heikkila Blsf@&m, 2003).

One should also be aware of the influence thatpilesence of a re-
searcher has in the setting. When using participatbservations, the re-
searcher brings her own preconceptions. The asymnaetd the likely
power imbalances that may exist between adultscaildren must also be
taken into account when studying interaction betwelildren (Cederborg,
1997; Corsaro, 2003; Farrell, 2005; Halldén, 2007).

My own experience from many years of working ase@sphool teacher
made it possible for me to perceive and recogrtisentultiple on-goings
when the children were playing, instead of beconamgrwhelmed or in-
timidated (see Sawyer, 1997). The familiarity witle field and my prior
knowledge about toddlers were helpful for gettingoatextual understand-
ing of the preschool. An experienced preschoolheacwho turns to re-
search, may at the same time strive for improvesnehthe practices and to
challenge the field (Eriksen-@degaard, 2007). Hawethere was also a risk
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that my background would lead to taking-for-granésdumptions about the
events, based on my familiarity with the field. T¢teoice of an unknown
preschool as well as an ethnographic and phenowginal methodological

framework enabled me to keep a distinct line betwmy previous experi-

ence as a teacher and the position as a reseaBshenaking notes of my

thoughts and reactions in fieldnotes and in a didrypecame possible to
reflect on my own preconceptions during the analysiccording to phe-

nomenology, there are always many parallel intéatians of what seems to
be going on.

Ethical considerations

The presence of a researcher in a preschool wutktalngs up questions of
ethics. More considerations of different kinds &ebe made in a longer
study, than in a study based on one — three dagbs#rvations (Meadows,
2010; Willig, 2008). This study has followed thdieal rules and practices
for research in Sweden (Swedish Research Courdl))2 The researcher
must give sufficient information about the studgdaeceive consent from
the participants. In this study, the parents amgters got written and oral
information and signed their consent on a speacahf Great concern was
given to the information process. As a vast majaritthe parents have an-
other mother tongue than Swedish, it was not censalenough to just send
home written information. In such a situation, ethical rules must be car-
ried out in ways that are relevant in the contextlied (Sigurdsson, 2001;
Farrell, 2005). When recognising the language isbtiest discussed with
the preschool teachers if the information shouldrbeslated into other lan-
guages, or if interpreters should be used. Thesibeciwas to follow the
ordinary routines for parent cooperation, which evbased on small group
conversations, where other parents may serve disaftacs.

| decided that initially, 1 should be present dgrimornings and after-
noons, to be able to introduce myself to all parefhe written information
along with a photograph and a presentation of me pué on a notice board
by the entrance. The intention was to discussitheothe project as well as
possible issues, before asking the parents forecing was also important
for me to clarify that the consent could be witldnaat any time and that the
data should be treated confidentially. The pareftshe 15 participating
toddlers all gave consent for the participatiothair children. However, for
two of the two year old children, the parents ditl want their children to be
videorecorded. This was solved by making surettiegte two children were
playing elsewhere, when | was videorecording thengatoddlers.

A special consideration during the data collectomgcedure was that |
tried to adopt a child perspective. This meant thaso wanted to receive
informed consent from the participating childrencsi young children also
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have the right to be listened to and to influernegrtdaily lives (see Halvars-
Franzén, 2010; Ljusberg, 2009; Michélsen, 2004;istiiy of Education and

Science, 2010; UN, 1989). In a longer study, swcthies one, it can be nec-
essary to ask for consent more than once, as fltresh might get used to
the situation and forget that they have the rigtdeny participation (Farrell,

2005). Thus, | tried to be observant of their btatyguage and their signals,
which clearly can indicate acceptance, oppositiodenial.

The ethical aspect about anonymity (Swedish Rese@auncil, 2010)
was solved by keeping the informants identity hiddaring the whole proc-
ess until publication and also forthcoming. Neittle® suburb nor the pre-
school are identified in this thesis. Furthermaileéchildren and adults have
been given different names. In that process, thmesawere chosen to be
similar by origin to the children’s own names. Alhta and transcriptions
have been kept in a locked room.

The researcher’s presence in the room can be isterpby the children
as an acceptance of the ongoing play behavioudi(®jj 2004; Ljusberg,
2009). Even if the play is a bit tough, the childmay continue, if the re-
searcher chooses not to interfere. When analysdiagvideorecordings, |
found some examples of quick glances from the elksechildren towards
me, standing behind the camera. These glancesatedtbat the toddlers
seem to be aware of the person behind the videatecdn spite of my pas-
sive presence, | may therefore have influenced thedraction during play.
A couple of times in teasing situations, | gaveuggestion to a childSay
NO|, if the child looked at me for guidance. A coupfdaimes | interrupted
the observations; once when the children startghtifig and some times
when the children repeatedly walked away from traera.

When making observations in real life, some situetimay arise where
the moral principles of the general ethics areetkgSigurdson, 2001; Far-
rell, 2005). | have also discussed sensitive sdnatarising from this study
with my advisors and research colleagues.

The preschool context

The study was carried out in a municipal preschmal multicultural Stock-
holm suburb during March — November, 2006. Of theDB0 inhabitants in
the suburb, 30 percent are children. The numbgredchool children from
families with a foreign background is high (80%)agrowing. In the sub-
urb, a two year in-service training project, faaféivorking at toddler units,
had just finished. | had participated in the prgjes a lecturer and advisor. |
asked the director of preschools to suggest a lppesdor my data collec-
tion. | did not know the preschool or the teachevslved from before. They
had participated in the training project and vobemned to participate in my
research project.
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The preschool was built in 1979 and is a typicaneple of preschools
from that period (Engdahl et al., 1998). It is lmrhin a park, a short walk
from the underground station, in an area with apant houses. The child-
ren’s parents have different backgrounds and mb#tesn come from the
Middle East and East Africa. Only three of the dfeh in the unit have one
or two parents with Swedish as their mother tongue.

There are four units in the preschool, two for tedsl(1-3 year olds) and
two for older preschoolers (3-6 year olds). Thedgtis placed within one
toddler unit with, in total, 15 children. Two fuime preschool teachers and
two part time child care attendants work togetimethis unit; together they
cover the hours between 7 am and 6 pm.

The unit is located on the ground floor, with itsroentrance door. In the
entrance, there is a hall where each child anch&agdtave individual space
for clothes, boots, indoor shoes, marked by a phwme of the child and
the family members. The hall leads into an opercespaith doors to the
other rooms; rooms for eating and fine motor plgngss motor play and
circle time, family play, bathroom and for the gailap.

The furniture is in both child size and adult sizbere are materials and
toys placed on low shelves and in boxes on theflaed the children can
easily reach most of it themselves. It is possiblevalk around the rooms.
There are also two low gates, which make it possibl stop the children
from entering or leaving the rest room and the kaebrner, without having
to shut a door.

The out-door playground is large, partly naturastly constructed, with
sandpits, climbing frames, small houses, slidgshals and grass. The play-
ground is surrounded with a low fence, and it ipagsible to divide the
playground into two, with the help of a gate.

The children in the study

The 15 children in the studied unit were betweerardd 36 months old dur-
ing the study. The six youngest children, Theo, &deo, Robin, Molly and
Jasmine, have been the children in focus. They Wweteeen 13-24 months
old during the study. All the children in the uaite presented in Table 1.
They have all been given simulated names.
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Table 1; Thechildren in the study

Name Date of birth Siblings Comments

*Theo May -05 0 Starts in October

*Nova May -05 3 Starts in August
Sister of Alice

*Robin January -05 1

*Leo January -05 1, in unit Brother of Tim

*Molly November -04 0

*Jasmine | October -04 3

Elliot June -04 0

Philip May -04 3

Oliver April -04 1

Olivia April -04 1

Max February -04 1

Tim January -04 1, in unit Brother of Leo

Wilmer September -03 1

Alice August -03 3 Until August
Sister of Nova

Julia June -03 0 Until August

The star (*) marks the children who are in focustha# study. The oldest
children, Julia and Alice, moved to another unitttie preschool after the
summer holiday.

Data collection procedure

The intention was to study the children during pési of the day when they
are allowed to decide about their own actions. Bifited play sequences
and non-structured activities were chosen for olagEms. This intention
ruled out teacher initiated activities and dailytines.

Each day while observing, | chose one of the sixyear olds to be in fo-
cus for my observations. The focus child thus d@ecmy observations
through her/his actions, and | followed her/hidiatives, movements, com-
munication and interactions during play sequenBgsthis methodological
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choice, the observations were always linked to boevevents and phenom-
ena appeared to the child’'s meaning making. Théadethus helped me to
stay focused on what a specific child was expenmnclrhe other children
became part of the observations when they wereingaynteracting or
communicating with the focus child.

In March, staff in the preschool was informed abowt study by the
principal and through a letter. The four teacherd attendants at the unit
had several meetings with me for information arstassions about the pro-
ceedings. In April, the teachers and | had informaktings with the parents,
in the mornings or when they came to pick up tihitd. Written informa-
tion was also handed out and the parents signed cdbesent on special
forms (Appendix 2a, 2b, in Swedish). The teachetanteered to give addi-
tional information to the parents.

From the middle of April to the middle of June,plesit two or three half
days a week with the children, either mornings fteraoons. My goals for
these sessions were to get to know the childrertt@ndaily routines at the
unit and to make myself known to the children.lldwed the children dur-
ing their play, | helped out when asked by thedrkih and | played along
when invited.

The visits in April — June were documented with olsoand fieldnotes.
Initially, 1 took photos of all the rooms, the ptapund and the children, and
when changes occurred, | took photos of the netingst The photos were
mostly of the environment and they became of prattise when | tried to
remember my experiences from the data collectiomoge During nine
months the preschool environment is changed meltiptes as a result of,
for example, the weather conditions, rearrangemefinterners indoors, and
new equipment.

After the summer holidays, | started to documentahgervations with
inspiration from Lgkken (2000), and Michélsen (200@uring August to
November | used fieldnotes, photos and at the étlgecautumn also video-
recordings. The children in the Nordic countries playing outside every
day, in the summer time as much as 70 percenteofidly, but there are few
studies about toddlers’ outdoor play (Greve 200%s&t & Martinsen,
2010). Most early childhood education studies aaglenindoors, but studies
of playgrounds have shown that outdoor environmargsncreasingly stan-
dardised, and cost, maintenance and safety arertampdactors for deci-
sions made by adults. Children, on the other haredfound to like challeng-
ing places, where they can explore the surroundibigeistrand, 2004; Sut-
terby & Frost, 2006; Davis 2010).

Therefore, | chose to observe both during indoadr@utdoor activities.

Inspired by practitioners in Reggio, lItaly, theldieotes were done in
three parallel columns (Project Zero & Reggio Cfgtld 2001). The first
captured the actions, the body language, and sp@&ehsecond social in-
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terventions during the play and the third columwoimed my thoughts and
associations during the working process.

In October when the videorecordings started, thklrem were first in-
vited to get to know the videocamera. The childskawed varied interest in
the recordings; some wanted to follow the recorsliagd looked several
times at the result, others did not seem to pagnatin to the camera after
the first introduction. There was always a teagivesent when | was video-
taping, thus enabling me to concentrate on therdéng. To be able to
smoothly follow the children around, | chose torgahe camera. The focus
child influenced what was being recorded by henhiszrements. | tried not
to be too physically close to the child, to leavene space for the children’s
initiatives without being hindered by a large camer

Analysis

The analysis is inspired by a phenomenologicalitica because it strives
for rich, intense and complete descriptions, whdcéw on precise observa-
tions (Rasmussen, 1996; Willig, 2008). Furtheruefice is the perspective
that interaction is central to the organisatiorcolture, and face-to-face in-
teraction is a pervasive type of social communicafiGoodwin, 1990). Face
to face, people show each other what they are daidigwhat they expect of
others in forms of actions or participation. Once mave developed verbal
language, communicators tend to give priority ® speech. However, face-
to-face interaction enables insight into commumizailso through gazes,
gestures, mimic and posture. Conversation drawmore than the verbal
exchange; the units are not isolated words or seate but sequences of
action within a participant framework (Goodwin, D99 This means that
every turn in a conversation depends on both whatigqusly has been said
and on the context in which it is said, where tlagtips take up and alter
different participation statuses. Participation tarefore be understood as a
joint social activity, which in multiparty talk leia to a multitude of utter-
ances, where each of them influence all preserdopsr who in turn can
choose to give a verbal or nonverbal contributiontite conversation
(Goodwin, 1990).

With close descriptions it might be possible to wuoent things that are
not so obvious and hard to notice in the routimesia the environment. In a
way, the analysis starts as soon as you beginctiodedata. The fieldnotes
and the photos were transcribed continuously witcil attention given to
contact, communication, interplay and emergingnftehip phenomena (re-
sulting in 57 pages).

The video observations of the play sequences (8shibutotal) were
transformed into DVDs and then first transcribeticecby action. With the
help of these flowcharts | was able to obtain agraew of what was going
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on during the session. Later a time consuming aetdildd transcriptions
were made of sequences that were considered ofatpeterest for the

study; in particular play sequences with intensamroonication and interac-
tion. The transcription conventions used were imespby Ochs (1979). She
describes that transcriptions should be clear boviofor any reader, and
well aligned with the aim of the study. The tramstton procedure is a de-
manding task where for example five minutes ofvéatis can take hours to
accomplish. This thorough work is thus of impore&rsince the transcrip-
tions can be seen as the researcher's own datawaypdhe transcriptions
are organised steers the reading and thus thebpogsierpretations. During
the analysis, | tried out different forms of tramgton formats, because
different formats can open up for possibilitiesnadltiple, alternative read-
ings of the same situation (Lenz-Taguchi, 2006kdem-@degaard, 2007).

| have tried to find a transcription format thabgls movements, sounds
and words simultaneously, as all three expresgiansbe seen as integrated
in toddler communication. As is described by Sawi@&97) and Eriksen-
@degaard (2010), the observations have been loged as polyvocal text
during the analysis. The analytic scheme openddmupew ways of looking
at the data. Combining transcripts from videorerwsl with fieldnotes
made the construction of the transcripts a procébs approach of fine
transcription explicates what might otherwise bertmoked and makes it
possible to access the rich toddler life-world heiit being obscured by pre-
considered theoretical concepts (Danby, 2009). plogsess is also seen in
the articles, where | have used different transiompformats.

Table 2 shows the transcription format used irclarti. The first column
indicates lines, each line capturing one actiod, the second column shows
names of the actors. The third column shows thetiapactions are marked
with arrows ), and in the fourth column the toddlers’ actions de-
scribed in detail.

Table 2; Example of theformat used in articlel

Line | Name | Actionsof spe- | Activity, sounds, words
cial interest
1 Theo — walks towards N. and
2 smiles at her
3 Nova | — smiles at T. while at the
same time swinging and
4 starts to slow down
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In article I, the transcripts were presented asym@hensive narratives,
where each action is given a new line. The videmdings together with the
fieldnotes gave multiple data. In order to get adarstanding of the studied
phenomena, all observations and recordings, asasdlll the transcriptions,
were read multiple times. The ongoing movement freading to presuppo-
sitions of interpretation and back again can resulperceived patterns of
understanding (Willig, 2008), which is why | reandereread the data multi-
ple times. The repeated readings about the chikinglay sequences and
interplay created a holistic perception of, andamifiarity with all data.
Such a procedure gives meaning to the phenomereadofor (Lgkken,
2000).

The analysis of my different observations identifisits that carried spe-
cific meanings, for example, expressions of ini&t involvement, mutual
understanding, or direction. All in all, 128 meagfin situations were identi-
fied in the fieldnotes and the video observatidnghe analysis of toddlers’
interaction (study 1), | looked for sequences simgamonverbal communica-
tions like movements, gestures, voice quality, dhexpressions as well as
smiles and laughter. Many variations of turn-takingough various nonver-
bal actions were found. For studlyon how the children made friends, |
looked for events, where the children nonverbatlyerbally approached or
oriented themselves towards each other. On the basepeated readings of
the fieldnotes and watching of the videotapesghtiiied 36 episodes inter-
preted as showing aspects of creating friendshig. f€n respectively nine
excerpts shown in the different articles have belessen as representative
examples of recurrent phenomena during the togbdégrsequences.

The literature review

For article Ill I have reviewed texts, concernihg background of the Swed-
ish preschool and of the political ambitions legdiup to the transmission of
the field of early childhood education and carerfrilinistry of Social Af-
fairs to Ministry of Education in 1996 and the edlignal reforms of 1998.

| searched for relevant literature with the helpddferent databases of
publications linked to the parliament, the governméhe national agency
for education and national board of health and avelfthe Central Statistics
Office and to Swedish research (Libris). My primagurces representing
the national level have been Swedish Governmenti@ffReports (espe-
cially SOU 1972:26, 1972:27, 1997:21, 1997:157)n&al Guidelines and
monographs on the history of early childhood edonain Sweden (see
Dahlberg & Lenz Taguchi, 1994; Engdahl, 1990; Jekan & Astedt, 1996;
Pramling, 1993; Simmons-Christensen, 1997). Folldhal arena, Swedish
and international research on the implementing gsses have been used
(e.g. Bengtsson, 1995; Brostrom & Wagner, 2003; sk et al., 1999;
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OECD, 2001, 2006; Siraj-Blatchford et al., 2002heTtexts studied around
activities and pedagogical documentation of learmirocesses in preschools
consisted of a mixture of research and textbookedid & Hylander, 1997;
Doverborg & Ansett, 2003; Nordin-Hultman, 2004; jert Zero & Reggio
Children, 2001; Stern, 1990) as well as example®adl municipal plans
from one city and one preschool.

The analysis of the texts has been done followihgraneneutic tradition.
The hermeneutic tradition leans on the same plphlisal ground as phe-
nomenology and is well suited for qualitative reshg(Odman, 1992). The
reading of a text is to be seen as interpretatitéch means there can be
many possible readings. Following the hermeneugdition, the analysis
can be seen as a continuous circular process, ¢eitwgeen the totality and
different parts and back to the whole text. Theansthnding grows during
the analysis of the individual and the general, lagtsveen the object and the
subject. With repeated readings over time the Erqorocess can be seen as
a spiral, on one hand returning to the same téxtispn the other hand the
new readings, over time, open up for new understgsdof the texts (Jo-
hansson, 1999; Odman, 1992).

The result is presented following a discursivectite, with sections rep-
resenting themes and trends, and with theoretaraipgctives intertwined.

Trustworthiness

In this section, the trustworthiness and the trenadfility of knowledge in
the study will be discussed in relation to validitgliability and generalisa-
tion. In a qualitative study such as this ones iniportant to pay close atten-
tion to the methods used and the choices made.

Validity within social sciences refers to whethbe tmethods used are
suitable for the investigation and whether theifigd address the aim of the
study (Kvale & Brinkmann, 2009). Within the phenorakogical research
tradition this means that the researcher shouldiden validity throughout
the whole process. How you choose the aims andettiimg and what meth-
ods and ways of transcription and analysis youyapp of importance and
should be suitable for a phenomenological studyidify depends to a large
extent on the quality of the craftsmanship andrésearcher’s dedication to
quality issues throughout the stages of knowledgduyxtion. This includes
continuous checking and questioning of the findifiggale & Brinkmann,
2009; Willig, 2008).

Validity in qualitative research may be assessedekgmining if the
methods, the analysis and the interpretationsarerent with the theoretical
framework, as well as if the results are coheratit what is going on in the
context, and may be seen as representing the exelyd in the preschool
in a consistent way (Bryman, 2008). If the analysisrustworthy and fol-
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lows a phenomenological holistic tradition, one mitalk about the results
as being relevant for a broader discussion abothis case, young toddler’s
interaction in Swedish preschools.

Reliability in social sciences refers to the cotesisy and trustworthiness
of the research account (Kvale & Brinkmann, 2009has to do with if the
events described in a study actually have occuarein what way. | have
tried to make the whole research process transpar@mder to give others
an informed description and thus a possibility iszdss the consistence and
trustworthiness of the findings. The toddlers’ Hiferld is a complex envi-
ronment and it is not easy to take into considenatill that may influence
the situation at hand when designing and carryirtgacstudy. One particular
aspect that | had to pay attention to was the effet my presence might
have on the toddlers (see Ethical considerationg)ig (2008) argues that
the position of the researcher needs to be ackuigwtein the documenta-
tion of the research The credibility of the resbkarcis also of importance
and the researcher must be made known both taattieipants but also later
to the readers. | tried to adopt a reflexive atétto my own role throughout
the research process and wrote down my thoughtemotions either in the
fieldnotes or in my diary.

In a study with a child oriented perspective ibfsutmost importance to
become accepted by the toddlers, and that is Hsonewhy | chose to use a
long period for acclimatisation. It takes time &cbme a well-known person
and to become familiar with the setting, the daitggramme, the rules and
of course the toddlers, their families and the ltees. The long acclimatisa-
tion period within the nine month study meant thaias present in the life-
world of the toddlers from their 14 month to thé"2the larger part of the
second year in life for most of the participantsadtiof the children were 18-
24 months when the observations were made anddy Ithvas a familiar
person in the preschool.

There is also the choice between asking the edwuscaiaollect data and
doing the observation yourself. In this study, tbgearcher was an outsider,
but familiar with the field. Observations made bskilled researcher are less
likely to be subjective than self-descriptions lartigipants or, in this case
their teachers. Such self-descriptions open upidbrdata, but they may also
lead to methodological misunderstandings. If theeokations are made by
the teachers, there is a risk that they, subcouslgipchoose mainly positive
examples, when asked to collect observations im tven practice (Johans-
son, 2009.

The results of an ethnographic study are spedyfigalerrelated with the
observed culture. Fieldnotes draw on active prasess sense-making;
choosing what is significant and what is to be rgao In such processes it is
possible that important events are not noticed, thetfieldnotes are still
inscriptions of social life in a social discourden{erson et al., 1995). The
phenomenological framework and the use of a fodiilsl ¢n the observa-

62



tions facilitated the data collecting procedure kept me close to the child-
ren. This enabled me to get rich descriptions efitleraction sequences.

Validation may also be discussed by bringing upsnaryd arguments that
would falsify the findings (Kvale & Brinkmann, 2009 chose to study the
toddlers during periods of self initiated play seqces. Being present the
whole observation period, | could be certain the ideas and interactions
were initiated among and between the toddlers. &lnexs no extern input
telling them what to do, and | can thus falsify amggestion saying that the
agency shown by the young toddlers was the regultirect suggestions
from teachers.

Another way to increase validity in a qualitativeidy is to discuss the
observations and interpretations with the participgWillig, 2008). In this
study, my collation with the participating toddlesgs tacit and related to
my checking that the toddlers gave consent to tisemvations. In addition
to being observant of the toddlers, | chose todetdi my observations with
the teachers. There were formal and informal dsions about the everyday
life in the preschool during the research periodrily one formal meeting
the discussions between me and the teachers camoteshd the understand-
ing of the accuracy of the observations and themtent. | also had four data
sessions together with research colleagues at pgreent, discussing my
original data and transcripts. These peer validasessions can be under-
stood as conversations about communicative valiiyale & Brinkmann,
2009). Validity can be expressed through the arguat®n during such
sessions.

Can the findings in a qualitative study with bensferred to other situa-
tions and be given a more general understanding®réding to Kvale and
Brinkmann (2009), this is often the case and ewse cstudies may show
actions and events that change the understandipgagfle and phenomena.
In post-modern times there has been a shift freaaeh aiming at explana-
tions and universal knowledge to research that esipls heterogeneity and
contextuality (see also Sommer, 1997). The findimya qualitative study
cannot predict results or trends. However smalllitpiive studies can be
used to develop or refine theory and thus give tasguestions and poten-
tially to new studies (Willig, 2008).

For this study, the question of generalisation am®uo asking if my
findings from this particular Swedish preschooltunay be transferred to
other relevant situations. | believe that the pnemoa and emerging compe-
tencies among the young toddlers shown in thisystady be used as a
guide to what may occur in another situation, ded B another preschool.
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/. SUMMARIES OF THE ARTICLES

This thesis is based on three articles which déhl tive Swedish preschool.
Articles | and Il present results from an ethnogiastudy in a toddler unit
within a phenomenological framework. Article Il m@ains an analysis of
the development of the Swedish preschool systeim fotus on the period
1975-2004.

l. Engdahl, I. (2011). Toddler interaction duripl@y in
the Swedish preschodtarly Child Development and
Care 181, 1-19, iFirst Article.

Il. Engdabhl. I. (2011). Doing Friendship during the -Sec
ond Year of Life in a Swedish Preschdelropean
Early Childhood Education Research Journal.
(accepted for publication, October 2010)

1. Engdahl, I. (2004). Implementing a National Curficu
lum in the Swedish Preschotiternational Journal of

Early Childhood Educationl0(2), 53-78

In this chapter, these articles are briefly sumgati The articles are avail-
able in full in Part two of this thesis with persiisn of Taylor and Frances
Group within Routledge Journals and the Korean &gpdoor Early Child-
hood Education.

Article |: Toddler interaction during play in thev8dish
preschool

The current situation in Sweden, with a high nurebefr toddlers in pre-
schools, gives young children access to additipiet arenas and multiple
play mates. So far, we do not know much about howung toddlers play
and communicate in preschools. Play is an intedratel important part of
early childhood education. Play has been descrdsedn opportunity for
children to go beyond their daily behaviour, foample that children in play
rise above themselves. The quality of interactiorind) play is based on the
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local culture. Improvised play, drama and realitg aterrelated in child-
ren’s play.

The focus in the first study is on toddler inteiatt Previous studies
mostly look at how three to six year old childrelaypand interact with
teachers and peers. The aim was to explore how tfeasg children (17-24
months old) express themselves when playing witdrgpeMore specifically
it was concerned with how they interact and commatel with each other
during play sequences. Interaction with teaches e studied.

The study is based on a theoretical orientatioluémniced by humanistic,
cultural-dialogical and interpretative traditionshish are designed to let
children’s subjective world come through. This dhbriented paradigm
strives to understand children’s perceptions, agpees, emotions and ac-
tions also from their perspectives. This ethnogi@ptudy is placed within a
phenomenological framework, where toddlers aréhatdame time looked
upon as spectators, participants and actors inltfesivorlds.

The study takes place in a toddler group in a nipaigreschool. The
three girls and three boys in focus were 17-24 touluring the data col-
lecting procedure. They talked very little, andvids not possible to make
use of informal conversations or interviews. Thagipipatory observations,
especially videorecordings, were used for the datiection. Each day dur-
ing the observations, one of the six toddlers waxsen to be in focus for the
recordings. The focus child thus directed the olz@ms through her/his
actions. The other children became parts of thereasions when they were
playing, interacting or communicating with the feathild.

The findings show that the 17-24 months old childdcan use multiple
forms of communication when playing with peers. ifrections involve
variations of turn-taking through various nonverbations. Play invitation
strategies were mostly found to be based on noal/edmmunications like
movements, gestures, voice quality and facial esgioes. The studied
young toddlers were found to use one word sentetocesderline their invi-
tation moves. The competence of taking others’geatives was found to be
recurrently manifested in their playing. Emotiodtown with smiles and
laughter accompanied the turn-taking between thengochildren. Such
reactions seemed to reinforce communication duttieggame and negotia-
tions between peers.

Based on this and previous studies with preschgothere is a need to
stress the importance of play in early childhoodicadion. The findings
from this study indicate that child — child intetiaa, and time for self initi-
ated activities can be crucial for developing sloskdlls in how to interact
with peers.
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Article II: Doing Friendship during the Second Y edr
Life in a Swedish Preschool

Enrolment in early childhood education and caregriewing around the
world. In Sweden, a large number, 47 percent ofy@ae-olds and 86.5 per-
cent of two year olds are preschoolers, spendieg thays in preschools
(National Agency for Education, 2010). This newatton, with high num-
bers of toddlers being raised both in their fanaihd in their preschool, can
give young children access not only to more adultsalso to multiple peers
outside their families.

The aim of the second study was to explore howdddril during their
second year of life in a toddler group create fi@mp, and what types of
actions they use in such a process. What is indoinenaking and having
friends at this age? The focus is on 13-24 monltthiclaildren in a Swedish
preschool and their social interactions.

The data for this article was collected during nimenths in a municipal
preschool in a multicultural Stockholm suburb. Ehare four units in the
preschool, and the study is placed within one teddhit with 15 children.
The six youngest children in the unit were betw&8mnd 24 months during
the study. These three girls and three boys wel@cims for this study.

The ethnographic method follows a phenomenolodiealition with par-
ticipatory observations, including fieldnotes, pi®tnd videorecordings (8
hours). Parents, teachers and children gave comsdhe study. The data
collection took place both indoors and outdoorse Blata was transcribed
and analysed, looking for events, where the childerbally or nonverbally
approached or oriented towards each other.

The findings show how these young toddlers cre@adships: one year
olds monitor and pay attention to individual peealisplaying intentionality
and agency. The young toddlers spontaneously gresttesr children, and
they used or recognised their names. The greetamgs hugs appear to
strengthen the perception of the individuality lvé peers and may be under-
stood as the beginnings of friendship. They usearigty of actions to get in
contact with or to start playing with another chilthey were inviting their
peers to interplay, offering toys and helping thmders. The one year olds
recurrently looked for special children who couletbme peer companions
in the play. All these social actions were spontaisenitiatives by the child
himself/herself, directed at another child, and/themarily took place non-
verbally. The overall findings support a theordtiparspective where the
young children are seen as social actors, witmiites, social preferences
and social competences. The young toddlers denaw@sionsistent interest
in each other.

Further studies of friendship among the youngestiremn in early child-
hood education and care might shed light on thetcaction of early friend-
ships and whether and how friendship among youddl¢os are understood
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and taken into account by their teachers. Drawimghés study, from a child

oriented perspective, one recommendation couldobeatefully plan the

preschool groups, especially when moving childretween groups. The
process of making friends can be at risk, if sof® children are suddenly
moved to another group.

Article III: Implementing a National Curriculum the
Swedish Preschool

During the last 35 years, the Swedish preschootlkasloped into a general
provision for all children. The development hasrbeegiven by groups of
parents, politicians and teachers, and the sitnatioSweden has attracted
considerable international interest. The aim oftthied study was to give a
presentation of the Swedish preschool, for childiged 1-5 years. An addi-
tional aim was to compare the national goals aridedjnes with how the
curriculum has been implemented in some preschools.

Preschools in Sweden offer educational group agtifdgr children en-
rolled between the ages 1-5 years. As a resultotifigal decisions, the
Swedish preschools hold a high standard, both mbews, providing access
to most children, and in quality. In 2003, 75 patoaf the children attended,
ranging from 40 percent of one year olds to 89 garof five year olds.
Preschools are open all year and for most of tlye Hamilies are charged
not more than 3, 2 or 1 percent of their incometFair first, second and
third child respectively. The group size usuallyies between 12-25 child-
ren. Overall, 55 percent of the staff is trainedsghool teachers (university
level) and 42 percent are nursery nurses (secosdanol level).

Preschools in Sweden have a long history. The ffirsséchools started in
the middle of the 19th century in Stockholm andeotlarger cities. The in-
spiration came from Robert Owen and his Scottidlaninschools, from
Friedrich Frébel and his Kindergarten and from Ru&einer and Maria
Montessori. In the 1970s politicians were forceddepond to the rapidly
growing demand for good day care by the number&/ahen who were
entering the labour market. The first Preschool, Actl975, introduced the
general concepts preschool and educare, a continafi education and
care, as a pedagogical approach.

The following decades were dedicated to building tiew preschools,
with access for all children, as a part of the gaheelfare system in Swe-
den. When the expansion of preschools had reaclysmbé majority of the
preschool children, the government moved earlydbioibd education and
care from the social field into the field of eduoat Continued reforms dur-
ing the 1990s established preschool education exdirgt step within the
educational system in Sweden.

68



The paper describes the structure of the firstdwali Curriculum, from
1998, together with a theoretical presentation @fv the concepts of the
child, knowledge and learning are defined. The ean@ntation processes in
some municipalities are explored as is a natiomaluation made by the
National Agency for Education in 2004. It showegasitive attitude to the
curriculum and an impressive implementation at lléeaels. However, the
National Agency for Education also points out sameial challenges such
as the variation in quality between different phesils, the lack of aware-
ness when allocating resources, the tendency toedieical goals in addition
to the goals in the national curriculum and thebfgms arising when assess-
ing small children. The conclusions are that thera need for further dis-
cussions on the characteristics of preschool eduzatompared with educa-
tion in schools, and of how to define and assesdityun early childhood
education.
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8. CONCLUDING DISCUSSION

The questions asked in this thesis have grown gurig long time interest
in how toddlers make friends and how they play vatth other. When |
received the opportunity to first accomplish arlitate degree and second, a
doctoral degree in child and youth studies | knleat my studies were going
to be about the youngest children in preschool. Whiead finished my li-
centiate monograph thesis (Engdahl, 2007), the watanot studied in de-
tail. The opportunity to continue my research ftirainto a doctoral degree
gave me the chance to problematise and thorougidlyse what goes on
between young toddlers in situated activities at pheviously studied pre-
school. The original data in this doctoral thesishus the same as the sam-
ple used for my licentiate degree.

The overall aim of this thesis was to further explmteraction and com-
munication between young children during self aigd play activities in a
Swedish preschool. The young toddlers are in fowhéch refer to children
during their second year of life. The aim of thestfitwo studies has been to
explore how the young toddlers express themseleplaying with peers,
how they create friendship and what type of actithrey use in such proc-
esses. More specifically, 1 have been looking afrtinteraction and com-
munication with each other during self initiatedyplsequences. Studies of
children’s interaction can provide insight into and where adults are out-
siders. By examining the everyday interactionsh& participating young
toddlers, and using careful analysis, we may expamdknowledge of the
complex life-world of children, where meaning makioonstantly is con-
structed and negotiated (Alvestad, 2010; Johan&i)9; Lindahl, 1996). In
order to understand the prerequisites for the sbrite which young tod-
dlers’ interaction and communication occur, the afrthe third study was to
present aspects of the institutional context whiety affect the activities of
young children.

When planning this research project, it was impdrtar me to choose a
theoretical framework that allowed me to maintain averall perspective
and make close and accurate observations. Thimskecto combine a per-
spective of the child as a social person and ad obilented perspective
within a phenomenological framework (see chaptezeh The presentation
and analysis of the development of the Swedishchoes is made with the
ambition to show that the context in the studiegsphool is related to socie-
tal, pedagogical and economic conditions.
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Accordingly, the method chosen for Article | andvas ethnography in a
phenomenological theoretical framework. Phenomagylpoints at the
situation at hand and draws on rich descriptionghef emerging events
where the researcher becomes a participant inifisevorld of children.
Ethnographic field research involves studying peopl their every day
lives, where the researcher makes efforts to géhtov the setting and the
people, registers what she observes and learn® wphilticipating in the
daily life (Emerson et al., 1995). The triangulatiof data, photos, field-
notes and videorecordings, during a long reseaectogh was found to be
useful when observing and documenting the childtngheir everyday life at
the preschool.

My professional previous knowledge has most likeRuenced the way
in which | perceived the events in the preschodhe® researchers would
probably have made different observations. Howelrgrdiscussing video
sequences and transcriptions of the observatiotisresearch colleagues, |
have been able to collate both methodological ds@aw my interpretations
of events. The work with this thesis also led tiigal discussions on how
far a researcher can take the idea of looking drrapresenting the perspec-
tive of a competent child (Johansson & Emilson,(01

In a phenomenological study there is not only oy ¥0 understand a
phenomenon, instead the whole process of choosings&tting, children,
methods, time of the day and time spent as wal@gontinuous considera-
tion of these aspects are of importance for thetwrorthiness. The excerpts
in the first two articles have been chosen fromabgervations and they can
be read as sequential parts, which together canamwoverall impression of
the toddlers’ life-world. Within phenomenology tgeal is not to describe
individual development and changes among the [jaatiog children. My
intention has rather been to uncover phenomeneipert during the ob-
served play sequences. This means that the findiogsthis thesis of spe-
cifically six young toddlers in one preschool uwith in total 15 toddlers
hopefully can increase the understanding of yooddlers as social persons.

Young toddlers as social persons

The findings in this thesis support an understamdih young toddlers as
social persons. There are many events and sigdisigeap to this result. The
young toddlers were, for example, consistently ding their interest and
attention towards each other. They also seemee ®nare of each other’s
comings and goings and were seen greeting each othe daily basis.
Greeting behaviour involved approaching, smiles landhter, caresses and
hugs. These mostly nonverbal children also showedgnition to the indi-
vidual peers by using their names or by walkingand pointing at a photo
of the child. While Musatti and Panni (1981) studgaze direction among
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young toddlers (11-18 months) and found a cleara@st in the other child-
ren, | found that the young toddlers in this statio demonstrate their inter-
est by actively addressing their peers.

Other signs of social competence appeared in thag/toddlers’ varied
play invitations (see Article II). Different kindsf nonverbal communication
were used; movement, facial expressions, gesturdsuderances. Some-
times, the invitation seemed to be to join an omgaame, and in these
sequences the movement and emotions seemed torsthminvitation, as
in the sequence when Theo was outside and climpezhwa bench (Article
I, excerpt 4). His movements attracted the inteoédtlax, who reacted to
this invitation and joined in the game. Invitatichsough movements were
also used when the toddlers were jumping and ridmghe toy horses in the
large play room, making use of their lived bodikeeau-Ponty, 1962). A
friendly or smiling face could also serve as a ptaytation as in the exam-
ple (Article Il, excerpt 2) when Nova, who was play indoors, smiled at
her sister Alice, who was outdoors, but came ughéowindow and the girls
laughed. An example of invitation with the helpgdstures (Article I, ex-
cerpt 1) was when Leo invited Nova to a horse-gdygame by patting re-
peatedly on the back of an available horse andwaisgerlined his invitation
with a few utterancedHere, here Other times, the invitations were mani-
fested by offering toys, as in the examples (Aetitl, excerpts 4 and 5)
when Robin offered a car to LeSuch actions have previously been found
among older toddlers as well (Johansson, 1999; émkR000; Michélsen,
2004), but the findings in this thesis show thasthactions are used among
young toddlers too.

The toddlers showed social skills when they wellpihg a peer, for ex-
ample, in the play sequence (Article Il, excerptw8)en Molly and Theo
both were putting the yellow balls in the pipe. Mahdjusted to Theo and
helped him in several ways; first by showing hira thpe and how he could
put things in the pipe, second by joining him ir thame and finally by
fetching a ball that had rolled out of Theo’s reathese actions were self
initiated by Molly, and can be seen as examplesoofal agency (Corsaro,
2003; James & Prout, 1990; Lgkken, 2000) and tiesd young toddlers are
social persons. Although the young toddlers’ irtBom was mostly nonver-
bal, there were play sequences with children wttesg took up positions in
a co-ordinated game. One time in the family corf#eticle |, excerpt 7)
Jasmine and Molly were involved in improvised playh what seemed to
be agreed positions and mutual actions. Since lagl, especially impro-
vised play, draws on different social skills, suah turn-taking, creativity
and mutuality (Garvey, 1977; Lillemyr, 2009; Sawy&897) this episode
with Jasmine and Molly can be interpreted as if/thsed their social skills
to negotiate positions in play.

The young toddlers also seemed to be strategiwaasshown in the se-
guence (Article Il, excerpt 3) when Robin invited friend Leo to come and
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play outside. Robin found his way through seveoalms to fetch the shoes
for Leo. He also made an additional round to getdthoes for Leo’s brother
perhaps because he wanted to really make surédbatvould come out and
play with him. These strategic actions were sédtfated and therefore this
young toddler seems to have an idea of friendsgptiaus from his perspec-
tive.

The play sequences also involved examples of conmation and inter-
action between the toddlers. At times the chilgrayed along, two, three or
four of them, in a joyful joint game, accompanyiagd encouraging each
other by laughter. Careful observations of therfate between emotions,
playing and social relationships also showed thgbwng toddler can be a
participant in the game, although from a passiv&tiopm. One of the young-
est toddlers, Nova, was often seen among the ehildsut not always ac-
tively involved in the game (see Article |, exce@)t When analysing her
emotional expressions, her gazes and eye directamnsvell as the other
children’s nonverbal communicative responses, @ab® clear that Nova
was in fact one of the players. Nova can, thusd®sn as a participant but in
a peripheral position (Goffman, 1981), within therticipant framework of
the preschool unit (Goodwin, 1990). This is intéres because a quick
glance on the sequence could have led to the csinolthat Nova was by
herself and not part of the play. This exampleittastrate the importance of
understanding participation sequentially and thasnfthe young toddlers
positions, activities and emotional expressionsungp children are con-
stantly involved in developing strategies and &bsito select the most app-
ropriate action in a given situation (Meadows, 20Ithis may imply that
young toddlers in interactions with peers are cwdusly involved in learn-
ing and developmental processes. If so, the firdiingm article | and Il
suggest that young toddlers can develop theirssadl social persons through
sequential episodes of play with peers.

Another interesting finding was the young toddlesmpetence to attune
to peers. Development involves social and commtineaskills but also
regulation of emotions and actions (Stern, 200#g Participating children
showed the ability to attune emotionally to othlitdren, for instance when
they were sad, but also to the frequent expressibjsy and happiness. In
one example (Article Il, excerpt 9), Robin acciddiytran into Oliver, who
started to cry. Robin looked at Oliver and in arshhile he went up to a
teacher and made her aware of Oliver’s situatidns €an be understood as
if Robin was experiencing a present moment (St2@94), a moment of
intense perception. He then showed emotional attenetowards Oliver, a
competence that according to Stern (1985) may donéirgy to develop from
around nine months of age. Furthermore, the walkingo the teacher and
taking her hand can be understood as empathic pgaemown by Robin.

Attunement can also be seen as a form of abilitiake another child’s
perspective. Both in play (Garvey, 1990; Lillem009) and in communica-
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tion turn-taking capacity is described as beingusidamental importance
when interacting with others. Such a competenckei®nding on the ability
to take another person’s perspective (Ochs, 19&8nS1985). The young
toddlers in this study recurrently showed thatighilt was demonstrated for
instance in the episode (Article I, excerpt 5) wikebin and Leo lay in the
hammock and kicked each other while swinging. Twe boys balanced
their rather rough kicking by careful attunementl anonitoring of their
facial expressions. Older preschoolers have alswishio be able to attune
to and act within a contextual and participant fesrark (Bjork-Willén,
2007). The finding from article | indicates thatusmiement can serve as a
means to take another child’s perspective and cpesely to take turns in
situated activities.

To summarise, the result shows aspects of yourgersd agency within
their life-world in a preschool. Methods for intetian used by the young
toddlers, such as greeting, monitoring, attunentaling the perspective of
others and turn-taking, are the same methods faingaense and facilitat-
ing participation and understanding that we useugjinout life (Stern, 1985,
2004). However, it has rarely been previously shdvww young children,
during their second year of life, are able to usehscompetencies in a pre-
school setting. According to article | and I, ygutoddlers may also be seen
as capable social persons.

The preschool as part of childhood

As shown in chapter five and in article lll, the &lish preschool is sup-
posed to offer a unique environment for educare Education Act (2010)
and the Ministry of Education and Research (2018)esthat toddlers in
Sweden are raised under specific and child oriemiecimstances. The
Swedish preschool should according to the natiomalculum adopt a child
oriented approach, where the children are recodnése participants with
rights:

The pre-school should lay the foundations for difeg learn-
ing. The preschool should be enjoyable, secureriahdn
learning for all children. The pre-school should\pde
children with good pedagogical activities, whereecaur-
turing and learning together form a coherent whole.
The pre-school should actively and consciouslyuigriice
and stimulate children into developing their untinding
and acceptance of our society’s shared democraties.
(Ministry of Education and Research, 1998a, pmd &
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These tasks indicate that toddlers in their evenjda are attending pre-
schools, which are seen as part of education. Djectives go beyond tak-
ing care of children whose parents are workingtoedysng. Furthermore, it
is recommended that the educational practice isechout by trained staff
where the majority has a university degree in eaHifdhood education.
These recommendations underline the political aorstwith Swedish pre-
schools, which all together represent an envirorinfien toddlers, which
from historical, societal and international perspes, probably can be un-
derstood as unique. However, the ambitions aralmays met, as shown in
national and local evaluations (Emilson, 2008; bitth 1999; National
Agency for Education, 2004, 2008; Sheridan et28l09; Tullgren, 2003).

For many children the preschool represents a suiedtgart of their eve-
ryday life. Within the phenomenological perspectagopted in this thesis
(see chapter three) the preschool is seen as\adifid for the children. Pre-
schools may widen the children’s world, making faetors that affect the
development as a social person more numerous ariddvéMeadows,
2010). The teachers in a toddler unit are giventdis& to produce a wide
range of favourable conditions for the childrenaf® 2010; Monaco &
Pontecorvo, 2010). When studying the participathgdren it was found
that the toddlers were acting in relation to afforces in the environment.
All the observed actions during the self initiafgeying were spontaneous,
originating from a child or from affordances in thevironment. The photos
of the children and their families, the mirrorse thorses in the play room
and the trucks in the outside playground were ofiegd and can be seen as
means for play invitations, identified and used ymung toddlers. There
were a few examples from the play sequences okedgparticipation in an
on-going game (see Article I, excerpt 3), and themye few conflicts.
Michélsen (2004) also showed that interplay mostroktarts around a toy
or an active child. She found that conflicts betweego year olds were short
and mostly caused by an interest in the same thys,Tthe ways teachers
organise the environment have consequences farhildren’s possibilities
to play, learn and develop that one must be awfare o

Young toddlers’ competencies, for example as shiovthis thesis, are to
my knowledge not commonly recognised. Although #tisdy does not in-
clude the teachers, some observations illumingieesence of the teachers,
for instance when the playing was interrupted bseaaf daily routines or
misunderstandings by the teachers. The episode tivéhkicking in the
hammock (Article |, excerpt 5), is one example vehdne teacher in the
room interrupted the game, perhaps based on herstadding of the situa-
tion. When | later transcribed and analysed excgrpfound these two boys
involved in a kicking game where none of the bdysweed signs of distress.
This indicates that listening, taking in the sitoatat hand, talking, asking
and explaining can be seen as relevant beforerupptiang toddlers’ activi-
ties.

76



The relatively new situation, with toddlers beirgsed both in their fam-
ily and in their preschool, can give young childaatess not only to more
adults, but also to peers outside their familiesrréil (2005) refers to the
new legal position of the child declared by the @ontion on the Rights of
the Child (UN, 1989) and argues that children tgtothis convention have
been given person statteswhich human dignity should be accorded. How-
ever, even adults adopting a child oriented petseat time have to make
decisions for children on behalf of them. There rhaya hidden expectation
that children should accept all these embeddedt aplitlelines (Danby,
2009). Some of the decisions may however be ndgdtiaith children. One
routine that may affect the children’s life-world the transition between
preschool units and between preschool and schealvibg on the observa-
tions of emerging friendship among the young toddie article Il, it may
be beneficial for the children if such relationghipetween friends were
taken into consideration and negotiated when ptapfar the moving on.

The findings in this thesis can also have implmadi for teacher educa-
tion as they show aspects of young toddlers’ coemm¢s in communica-
tion and interaction and how they make friends. IWalned staff has been
found to be important and related to high qualitshim early childhood edu-
cation (Sheridan et al., 2009). A competence toetstend toddler interac-
tion would make it easier for teachers to plandohieving a balance be-
tween children’s initiatives and teacher initiatctivities. Such a balance
was found to be crucial for developing preschodlsigh quality (Sylva et
al., 2010).

Future research

More research that can increase knowledge abodteisdis clearly needed.
A transparent validation process may generate hewrétical understand-
ings and questions about toddlers’ activities ampbcities as social persons.
Researchers with the ambition to listen to childterhear what they say and
act wisely on what is expressed might contest soméhe assumptions
which circumscribe children’s lives (Farrell, 2009herefore, at the very
end of this thesis, | would like to bring up somestions for future research
that have become important for me during the warkimocess with this
thesis.

* How do young toddlers interact and communicate in
other situations during everyday life in preschaich
as teacher initiated activities or daily routines?

* To what extent do these social children have tjet tio
influence the everyday life in preschools, and hae
they met in these situations by their teachers?

7
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Appendix 1. List of terms in Swedish and English

Forskola

Allman forskola

Oppen forskola

Forskoleklass

Fritidshem

Skolverket

Preschool,
in Sweden, for children aged 1-5 years,
part-time or full-time. A term that since
1975 replaced all previous terms (day care,
kindergarten, nursery et cetera)

General preschool education,
for all children, three hours per day, during
the primary school terms, free of charge,
from August the year the child turns three,
integrated in the preschools, (sometimes
translated into universal preschool)

Open preschool,
group activity for children and their par-
ents/guardians, who are not in preschool,
sometimes in combination with social ser-
vices as a Family centre

Preschool class,
for all six year old children, three hours per
day, during the primary school terms, free
of charge, from August the year the child
turns six, usually in the school buildings
with 98 percent coverage

After school centre,
optional for children 6-10 years, to com-
plement the preschool class and primary
school into a full day offer for the children
with 60-90 percent coverage, depending on
the area (sometimes translated into leisure-
time centre)

National Agency for Education
http://www.skolverket.se

Utbildningsdepartementet Ministry of Education &ekearch

SOU Statens offentliga
utredningar
Vetenskapsradet

Forsékringskassan

http://regeringen.se/sb/d/1454
Government Official Report
http://www.sou.gov.se

Swedish Research Council
http://lwww.vr.se

Swedish Social Insurance Agency
handles the general parental leave insurance
http://www.forsakringskassan.se
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Appendix 2a. Information to parents

Till alla foraldrar och pedagoger!

Jag heter Ingrid Engdahl och jag arbetar pa Lararhdgskolan i Stockholm
med utbildning av pedagoger och larare for férskola och skola. Det
narmaste aret ska jag pa halvtid arbeta med en studie om

SMABARNS LEK och identitetsskapande i mangfaldens f  &rskola.

Genom stadsdelens ledning har jag kommit i kontakt med er férskole-
avdelning. Jag har sarskilt bett om en smabarnsavdelning i er stadsdel,
eftersom det pagatt ett smabarnsprojekt dar i tva ar, som jag kanner val
till. Mer &n 40 procent av ettaringarna och cirka 80 procent av tvaaring-
arna gar i forskola i Sverige. Smabarns vardag i forskolor i mangkultu-
rella omraden &r ett i stort sett outforskat omrade.

Jag ar sjalv forskollarare och har arbetat 25 ar i forskolan, de sista 10
aren med de yngsta barnen, min favoritalder. Jag har tre soner, (26, 23
och 15 &r nu), som har gétt i forskolan, sa jag har erfarenhet bade av att
vara pedagog och av att vara foralder.

Min studie handlar om att observera och férstka beskriva barnens lek.
Vad leker de? Hur leker de? Hur samspelar de med varandra? Leker
alla samma lekar? Som verktyg i datainsamlingen kommer jag att an-
vanda papper och penna och videokamera. Eftersom barnen ar sma
kan jag inte intervjua dem utan jag behover fanga deras lekar pa annat
satt.

Barnen och forskolan kommer att vara anonyma, jag ger dem andra
namn i mina texter. Allt material som jag samlar in kommer att férvaras
inlast och bara anvandas for denna studie. Jag kommer inte att visa
bilder for andra &n er, som ar direkt berérda, och fér min forsknings-
grupp pé Lararhdgskolan.

| april kommer jag att bestka avdelningen nagra ganger for att vi ska
kunna bekanta oss med varandra, barnen, fordldrarna, pedagogerna
och jag. DA kan jag ocksa beratta mer om mig och vad jag ska gora.

En sadan har studie bygger pa att jag far tillatelse fran er foraldrar. Pe-
dagogerna har redan sagt ja. Om jag far ert fortroende att genomfora
studien pa er forskola, pabdrjar jag sedan arbetet i ma;.

Har ni nagra fragor kan ni forstas ocksa ringa eller maila till mig.

Halsningar Ingrid Engdahl
Adress Visits Telephone Fax nr
Box 34 103 Réalambsv. 34b, H416 +46-8-737 59 17 +46-8-737 96 75

SE-100 26 Stockholm  e-miaithgrid.engdahl@lhs.se

92



Appendix 2b. Form for Consent from parents

TILLSTAND for studien
Smabarns lek och identitetsskapande i mangfaldens f  6rskola

Under 2006 kommer jag att genomféra en studie om smabarns vardag i
forskolan. Det ar barnen som ar mitt stora intresse och det &r deras perspek-
tiv jag ska forsoka fanga och beskriva.

Min studie handlar om att observera och forsdka beskriva barnens lek. Vad
leker de? Hur leker de? Hur samspelar de med varandra? Leker alla samma
lekar?

Som verktyg i datainsamlingen kommer jag att anvanda papper och penna
och videokamera. Eftersom barnen ar sma kan jag ju inte intervjua dem utan
jag behover fanga deras lekar pa annat satt.

Jag kommer att folja de regler som finns kring forskning med barn och vuxna
i Sverige och som sammanfattats av vetenskapsradet i skriften Forsknings-
etiska principer inom humanistisk-samhallsvetenbggdprskning

Reglerna innebar i korthet att barnen och férskolan kommer att vara anony-
ma, i min studie. Jag ger dem andra namn i mina texter. Allt material som jag
samlar in kommer att férvaras inlast och bara anvandas for denna studie.
Jag kommer inte att visa bilder fér andra an er, som &r direkt berérda, och
for min forskningsgrupp pa Lararhogskolan.

Medverkan i studien kan avbrytas nar som helst under studiens gang om ni
skulle andra er. Da far inte heller redan gjorda observationer av ert barn
anvandas.

Har ni nagra fragor kan ni ringa eller maila till mig.

Halsningar Ingrid Engdahl

Harmed ger jag tillstand att min son/dotter fatalesmabarnsstudien
om lek.

Datum Underskrift av Malsman
Address Vigits Telephone Fax nr
Box 34 103 Ralambsv. 34b, 6141 +46-8-737 5917 +46-8-737 96 75

SE-100 26 Stockholm e-mail: ingrid.engdalii@de

93



