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FILIORUM - Research and Innovation for Quality in Diverse Early Childhood Education and Care  
 

1. Background and the need for a center in the field 
Variations in ECEC quality are a general problem in Norway. With increasing diversity in ECEC, this issue 
has become even more critical. High process quality (e.g., warm and responsive teachers that facilitate 
friendship among children) and culturally sensitive care are essential to strengthening children’s sense of 
belonging, communication, and play. Recent reports have called for systems to ensure high process quality in 
Norwegian ECECs, and there is a need to link research and practice (Engel, Barnett, Anders, & Taguma, 2015; 
Nordenbo, Larsen, Tiftikci, Wendt, & Østergaard, 2008). Although research in the ECEC field in Norway is 
growing, it is still fragmented. There is an urgent need for synergies for quality in a diverse ECEC, through a 
national center that initiates high quality research, innovation and dissemination. By establishing FILIORUM, 
we will meet this need. FILIORUM means “children” in Latin, and as the name of our new center, it signals 
how children and their well-being, play, development and learning - both of today and tomorrow - are at the 
core of our understanding of quality and the focus of our work. Diversity challenges ECEC traditions, and 
innovations for new ways of supporting children’s belonging, communication, and play are needed. These 

three distinct, yet interconnected, themes will be our focus in 
FILIORUM, see illustration. By involving researchers, 
students, and practitioners in cutting-edge research, we will 
contribute to a more scientifically based ECEC teacher 
education and high quality ECEC services in Norway. We 
reply to the FINNUT call for research on: children’s play, 
learning and development from ages 0 – 6 years, individually 
and in groups, and we will work with development, 
organization and leadership that promotes quality for 
diversity. FILIORUMs overall goal is: to promote belonging, 
communication and play for all children. To achieve this, we 
aim at serving the ECEC sector as a national hub for cutting 
edge research on quality for diversity, innovation and policy 
guidance. 

 

1.1. State-of-the-art and knowledge needs 
Norwegian ECEC centers are often considered to be among the best in the world, because of their high 
accessibility and a common Framework plan, which focuses on holistic development through care, play and 
learning. Still, studies have pointed to an enduring problem with uneven quality in Norway (Bjørnestad & Os, 
2018; Lekhal, Wang, & Schjølberg, 2013). Although we do not know the exact causes of this uneven quality, 
suggested reasons include a persistent shortage of qualified staff, absence of mandatory continuing education 
programs, insufficient monitoring practices to promote process quality, and a poor linkage between research 
and practice (Engel et al., 2015).  
There is no singular “effective” pedagogy (Siraj‐Blatchford & Sylva, 2004, p. 720), and a toolkit-approach to 
ECEC quality has been proposed (Dickinson, 2006). Although the concept of quality may be difficult to define 
and might be an issue of perspective (Sheridan, 2001), in this proposal we conceptualize quality in terms of 
approaches that are beneficial for children’s development and well-being. We use the singular form of the term 
quality while still acknowledging that there is plurality in the strategies and approaches that promote quality 
in ECEC. Our understanding of quality in ECEC is closely linked to the UN Convention on the Rights of the 
Child and to the National Kindergarten (ECEC) act (Ministry of Education and Research, 2017a). High quality 
ECEC is essential and matters for all children (Engvik et al., 2014; Melhuish, 2011); it can have substantial 
impacts on children’s early learning (Yoshikawa et al., 2013) and long term outcomes, e.g. on literacy and 
numeracy (Melhuish, 2011). Still, high quality in ECEC setting is especially crucial for children at risk 
(Brandlistuen et al., 2015; Solheim, 2013).  
ECEC quality is very often defined and measured according to two basic aspects—structural quality and 
process quality (OECD, 2015; Slot, Lerkkanen , & Leseman, 2015). Structural quality includes basic aspects, 
such as teacher education, child-staff ratios, and group size. Process quality represents the direct experiences 
of children in ECEC and therefore requires more in depth observation. Key features of process quality include 
the sensitivity and responsiveness of caregivers to individual needs, the materials available for learning, and 
interactions with teachers and peers. Thus, changing process quality may also be a more complex issue than 
changing structural quality. Structural quality has only a small effect on children’s development (Brandlistuen 
et al., 2015; Engvik et al., 2014; Palludan, 2007), but various aspects of process quality have been found to be 
crucial for early childhood learning, development, and well-being (Bjørnestad et al., 2012; Bratterud, 
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Sandseter, & Seland, 2012; Hamre, 2014; Lee & Bierman, 2015; Sabol, Soliday Hong, Pianta, & Burchinal, 
2013; Yoshikawa et al., 2013). Ignoring ECEC process quality in research can lead to seriously flawed results 
and conclusions (Sammons et al., 2017). Yoshikawa et al. (2013, p. 3) summarize the importance of process 
quality as follows: “Children benefit most when teachers engage in stimulating interactions that support 
learning and are emotionally supportive. Interactions that help children acquire new knowledge and skills 
provide input to children, elicit verbal responses and reactions from them, and foster engagement in and 
enjoyment of learning.” For young children, process quality lays the foundation for brain development and 
lifelong learning and well-being (Shonkoff, 2010). Sustained Shared Thinking (SST) is one component of 
process quality. During SST, individuals share thoughts over time. For example, they may work together to 
solve a problem or discuss a storybook together (Siraj-Blatchford, Sylva, Muttock, Gilden, & Bell, 2002). 
Despite widespread knowledge of the importance of SST, this way of being together with children is observed 
only occasionally in many ECEC settings, and there seems to be a need to support and improve such practices 
(Melhuish et al., 2016; Siraj-Blatchford et al., 2002). Similar elements of process quality are evident in Playful 
learning approaches (Hirsh-Pasek, Michnick Golinkoff, Berk, & Singer, 2009; Størksen et al., 2016). A playful 
approach to learning fosters the close and caring interactions that are so characteristic of process quality. 
Norwegian reports show that aspects of process quality (high levels of closeness to teachers and low levels of 
conflict) are associated with school readiness, learning and social development, especially for boys and 
children at risk (Brandlistuen et al., 2015; Engvik et al., 2014). The quality of teacher-child interaction has 
been more closely linked to vocabulary-building for minority children (children with parents born in other 
countries than Norway) than for majority children (Vestad & Fandrem, 2015).  
Despite recent recommendations to build systems that strengthen process quality in Norwegian ECEC (Engel 
et al., 2015; Nordenbo et al., 2008), to our knowledge, there are still few tools for teachers and students. Only 
11% of the curriculum for ECEC student-teachers is dedicated specifically to children’s development, play 
and learning, and pedagogy is not a specific subject (Ministry of Education and Research, 2012). Thus, 
efficient approaches to ECEC teacher training are needed, as is training for experienced teachers and assistants. 
Theoretical models (Hamre, 2014), research (Melhuish et al., 2016), and continuing professional development 
(CPD) systems such as MyTeachingPartner (Kinzie et al., 2006) are currently being developed across the world 
to improve ECEC process quality. Typically, such improvement involves extensive and continuous 
observation, reflection and adjustment of ongoing practice (Siraj, Kingston, & Melhuish, 2015). Few CPD 
systems for process quality exist in Norway. Norway has a strong tradition of combining care, play and learning 
in a holistic pedagogical way of thinking, and outdoor play is highly valued (Ministry of Education and 
Research, 2017a). Exploring, detecting and developing ECEC tools and strategies in the Norwegian context 
will benefit ECEC nationally and will provide new knowledge and insight for an international audience.  
Other challenges affecting the quality of Norwegian ECEC include increased diversity due to growing numbers 
of refugees and minority children. The number of children in ECEC who speak a minority language is 
increasing, and in 2016, that number was 46,000, which represents a 7% increase from the year before 
(Statistics Norway, 2017). Refugee children arriving in Norway may have experienced loss and trauma; they 
may need special attention and care from competent staff. Norwegian society has also changed in other ways, 
and we are now seeing increasing diversity in families, traditions and culture. Individual risk factors (e.g., 
language problems or social difficulties) and gender issues also create diverse needs among children. The 
increasingly diverse nature of ECEC (and the population it serves) calls for studies of process quality because 
process quality is especially important for multi-linguistic children and children at risk. The Framework Plan 
for Norwegian ECEC teacher education (Ministry of Education and Research, 2012) states that students are 
educated for professional work in a society characterized by diversity and change. The new Framework Plan 
for the Content and Tasks of Norwegian Kindergartens (Ministry of Education and Research, 2017a) 
emphasizes diversity and mutual respect even more than before. The question of whether children feel included 
has become more important than ever, and there is a call for efficient systems for training, and reflection, 
especially within the complex field of quality for diversity. Our research indicates that ECEC settings 
reproduce social injustice and manifest social exclusion, and children with minority backgrounds tend to be 
placed in marginalized positions (Zachrisen, 2013, 2016). Culturally sensitive care (Gay, 2010) means 
acknowledging how one’s own sociocultural experiences and background influence care; it involves admitting 
and challenging power positions and stereotypes, as well as valuing differences and similarities when caring 
for young children. Teachers can show signs of both culturally sensitive and insensitive care (Zachrisen, 2017 
in press), and research and development are needed to ensure process quality for all children.    
We adopt a broad concept of diversity, arguing that diversity is present in children’s daily lives because all 
children, despite their various needs or different backgrounds, can attend ECEC (Booth & Ainscow, 2011; 
Harpur 2012). Diversity refers to gender, children from different ethnic backgrounds, and children with and 
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without special needs and disabilities. It has been shown that although there is strong rhetorical support for the 
participation of all children, practical application of this support remains low (Phillips, 2010). Tools and 
approaches are needed to support teachers’ work with inclusion. Teachers’ capacities to understand and 
implement quality teaching for diverse learners contributes directly to the creation of educational and social 
justice (Lunn Brownlee, Johansson, Walker, & Scholes, 2017). There are certain themes that need special 
awareness among staff in diverse ECEC settings to ensure children’s wellbeing and learning. Children need to 
feel a sense of belonging and being part of a community, being able to experience and communicate meaning 
and shared understandings with others, and to experience joy, flow, creativity, motivation and learning in play. 
These themes are both distinct and interconnected. FILIORUM will address these themes in research, 
development and innovation. 
Belonging 
There is growing societal concern about children’s exclusion, especially for children with individual needs and 
minority cultural and linguistic backgrounds (McKay, 2014). Early signs of bullying and discrimination are 
societal concerns and should be prevented by ECEC teachers (Ministry of Education and Research, 2017a; 
Idsøe & Roland, 2017). Belonging refers to how individuals, groups and institutions present themselves 
through negotiations, conditions and experiences of citizenship, participation, inclusion, exclusion, and 
integration in communities. In ECEC, belonging concerns connectedness at all levels and can be defined as an 
existential necessity, a fundamental emotional need, and a democratic right (Johansson, 2017). 
Inclusion and exclusion processes in childhood influence positions in adulthood in various ways. ECEC centers 
are powerful institutions in terms of creating inclusive processes for children. However, research also shows 
that exclusive processes exist in ECEC (Zachrisen, 2016). Previous research has shown how everyday life is 
enmeshed in values and value conflicts; the values of community and diversity may clash with the values of 
individuality and efficiency (Lunn Brownlee et al., 2017; Puroila et al., 2016). There are important links 
between the establishment of community in ECEC and future successes in school (Gillanders, 2007). ECEC 
settings may often reproduce social injustice and manifest social exclusion (Zachrisen, 2013, 2016), and 
diversity is often mixed with sameness, with a risk of reducing children’s various social and cultural diversities 
to conform to the majority culture. This calls for research on how processes for belonging, involving both 
inclusion and exclusion, take place in ECEC.  
Experiences of diversity in ECEC can also dismiss senses of belonging (Gulløv, 2010). If children experience 
their family being neglected by a mono-culturally oriented ECEC, there is a risk that their foundation of 
belonging to society will be eroded (Zachrisen, 2017 in press). Disability is another leading cause of social 
exclusion (McKay, 2014). Rootlessness and restlessness are characteristics common to many children from 
cross-cultural backgrounds (Pollock & Van Reken, 2010). Although these studies describe the processes of 
exclusion that take place, there is still a need for deeper knowledge of how ECEC centers contribute to social 
injustice on an institutional level (Yuval-Davis, 2011). Research has identified various challenges to the 
implementation of inclusive education, such as lack of requisite knowledge and skills, as well as challenges 
with resources, curricula, and policies (Adebayo & Ngwenya, 2015). 
With support from ECEC teachers, children can establish new ways of being together in diverse settings 
(Bergersen, 2016). Children’s commitments to sharing worlds with their peers emerge early in life (Johansson, 
2017). The sense of belonging is a matter of children’s very existence and is part of everyday life. However, 
positive attitudes toward diversity and acknowledgment of differences are not always easily constructed in 
children’s peer activities (Löfdahl & Hagglund, 2012). We know too little about how belonging is negotiated 
and realized in the daily lives of children, parents, and educators involved in ECEC. Furthermore, we do not 
know enough about how belonging is articulated in educational policies and embodied in educational practices. 
There is also a need for didactic tools to promote staff awareness in this area, enabling staff to better support 
children’s belonging. Systems to support and promote culturally sensitive care in ECEC are needed. 
Communication 
Bodily, emotional and aesthetic communication can be observed in children beginning at birth, and are 
important for children’s everyday life and development (Thelen, 2000; Trevarthen, 2009). Aesthetic 
communication is crucial for establishing positive relationships, especially among children from diverse 
cultures (Kulset, 2016). Additionally, staff communicate in powerful ways through both verbal and bodily 
actions that may affect children’s sense of belonging (Zachrisen, 2016). Language competence, enables the 
child to communicate intentions clearly and to make explicit agreements and negotiations, which promotes 
effective interaction (Säljö & Moen, 2001). Children with weak language skills adjust significantly more 
poorly in play than their peers with typical language development (Stangeland, 2017) they are found to have 
weaker social skills (Yew & O’kearney, 2013) and to be less attractive playmates (Rice, Sell, & Hadley, 
1991). Early language skills play an important role for later academic success (Bleses, 2016; Melbye-Lervåg, 
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2011; National Early Literacy Panel, 2008; Snow & Kim, 2007) and are critical for children’s belonging. 
Teachers can tend to use closed questions in pedagogical settings (Gjems & Løkken, 2011), or to talk and 
communicate with children who already have well-developed verbal skills (Palludan, 2007). For children 
found to be at risk of weak language development, there is a need for pedagocial toolkits that engage them in 
communiative activities. In addition to biological causes, differences in language environment also have an 
important impact on language acquisition (Tomasello, 2010). Children who grow up in language-rich 
environments develop more complex language skills (Huttenlocher, Vasilyeva, Cymerman, & Levine, 2002). 
Neuman (2003) found that while children from the highest socio-economic backgrounds were read to for an 
average of 1000 hours between the ages of one and five years of age; the average was only 25 hours for children 
from the lowest socio-economic backgrounds. This leads to huge differences in children’s communication 
skills. It is essential to study how ECEC can mitigate differences in language skills caused by family 
background. Early et al. (2010) found that boys spent less free choice time on language activities compared 
with girls. Whether the free choice activities contribute to maintaining gender differences in language - as 
reported in recent Norwegian research (Simonsen, Kristoffersen, Bleses, Wehberg, & Jørgensen, 2014; 
Stangeland, Lundetræ, & Reikerås, submitted) - needs to be examined. 
Multilingual children`s lexical knowledge is distributed between their native language and the majority 
language, and they do not catch up to monolinguist children in terms of vocabulary (Karlsen, Lervåg, & Lyster, 
2014; Kieffer, 2008). These children perform more poorly in school than their peers (Kjærnsli & Roe, 2010), 
and in Norway there is a larger proportion of multilingual students who fail in school compared to monolingual 
children (Ministry of Children and Equality, 2012). Approaches to better facilitating multilingual children’s 
language development in ECEC are needed. In a review combining several approaches Poll (2011) presents 
three factors of special importance for effective language interventions for children with weak language 
development (a) sufficiency of language input, (b) active engagement of the child, and (c) connecting language 
form to meaning. There is a need for further exploration and development of tools that use similar approaches 
in diverse ECEC settings.  
Children's everyday lives are digital, and digital technologies should be a natural part of educational work in 
ECEC (Ministry of Education, 2017). However, there are still major differences between ECEC centers in 
regard to the use of technology and the staff’s professional digital skills and attitudes (Mangen & Hoel, 2017). 
New research questions about digital media are constantly emerging. There is a need for an extended 
understanding of technology-based communication in diverse ECEC. Communication is essential to all subject 
themes in ECEC. There are close relations between early language and math skills (Toll & Van Luit, 2014), 
and early mathematic skills are found to predict academic outcomes (including reading) even better than early 
language skills (Duncan et al., 2007). Low family income and minority background have negative impacts on 
mathematical skills (Baroody, Lai, & Mix, 2006). Large variations in these skills are already found in toddler 
age groups (Reikerås, Løge, & Knivsberg, 2012), and early stimulation of mathematics is especially important 
for children with a weak starting point (Clements, Baroody, & Sarama, 2014). Playful approaches are 
recommended (Hirsh-Pasek, 2009), especially for children at risk of mathematical difficulties (Mononen, 
Aunio, Koponen, & Aro, 2014). 
Play 
The UN Convention on the Rights of the Child confirms children´s rights to play and participate in society, as 
well as their right to education. Early childhood is a crucial period of life and forms the foundation not only of 
future well-being and social and academic development but also of children’s lives in the present. There is a 
need for more knowledge of how children develop basic skills as well as a need for studies on how children 
experience the joys of learning, motivation, discovery, creativity, enquiry and problem solving to build a solid 
foundation for life-long learning (Fisher, Hirsh-Pasek, Golinkoff, Dinger, & Berk, 2011; Hirsh-Pasek et al., 
2009). High quality ECECs promote the development of important and enduring skills that can most likely 
prevent children from dropping out of school in the future (The European Union, 2014). Closeness and 
responsive input from caretakers are some of the most prominent factors shaping the quality of early childhood 
education. Playful approaches that value and encourage children’s participation set the stage for learning within 
important areas (The European Union, 2014). 
We live in a knowledge-based society, where education is essential to participation and belonging. Many 
western countries struggle with very high rates of school dropout, and children with various risk factors seem 
more vulnerable in this regard (The European Union, 2014). In many ways, participation in society starts with 
inclusion through play (Zachrisen, 2017 in press), and play may embrace diversity in novel ways. Play is 
essential for young children’s everyday life and well-being (Alvestad, et al, 2017), and in fact play – in many 
ways – resembles what we call flow – a state where human beings are at their happiest and are fully engaged 
with a meaningful task that also demands some level of skill and provides challenge (Hallowell, 2002; Moneta 
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& Csikszentmihalyi, 1996). In this way, play may promote friendship, mental health and life-mastery and 
prevent bullying. Play builds the foundation for future joy, motivation and learning (Fisher et al., 2011). Early 
efforts to stimulate motivation and the future joy of discovery and learning among all groups of children may 
possibly counteract school dropout. The three most-cited and famous early intervention studies with long-
lasting effects (the Carolina Abecedarian Project, the High/Scope Perry Preschool Project, and the Chicago 
Child-Parent Center Project) were all whole-child approaches that valued children’s play and participation and 
that took children’s individual development and competencies as their starting points (Hirsh-Pasek et al., 
2009). It is also noteworthy that all three projects were tailored to children at risk. More research is needed on 
how to facilitate play and flow, engagement, the joy of learning, creativity and motivation for lifelong learning 
in a diverse society. Crucial elements suggested by the Norwegian ECEC teachers involved in our research are 
teacher motivation, engagement, joy, humor and playfulness (Størksen et al., 2016). More research is needed 
on these aspects of teaching. Specifically, what contributes to staff satisfaction, motivation, engagement, and 
barriers to quality? How do management and organization affect children’s everyday play and wellbeing? 
There is a need for more research-based resources that focus on enhancing pedagogical practice in this area.  

1.2. Need for a center 
Children of today live in a world with increasing demands for social skills, communication, problem solving 
skills, and knowledge in various new fields. In addition to this, cultures are in constant change and merge into 
each other, and the world becomes increasingly more digitalized. This places complex demands on children 
growing up today. In a world characterized by high complexity and mobility, ECEC diversity must be studied, 
understood, and embraced in new ways. There is a need for research, awareness, and better solutions and 
strategies to teach and care for all children in ECEC. Early intervention for diversity is called for in recent 
national documents (Ministry of Education and Research, 2017a, 2017b), and the solution is to build and spread 
knowledge on belonging, communication and play for all children. Capacity building in the ECEC field 
through FILIORUM will serve children and our country in years to come through new high quality early 
interventions. Although research in the ECEC field in Norway is growing, it is still fragmented. There is an 
urgent need for synergies for quality in a diverse ECEC sector, through a national center that initiates high 
quality research, innovation and dissemination. There is a need to build bridges between ECEC researchers in 
Norway. In FILIORUM, we will achieve this through our common goal to raise quality in ECEC in order to 
enhance belonging, communication and play for all children. Generally, the ECEC research field is young, and 
there is a need to become recognized as a significant and established field. Professional recognition will grow 
as result of our new research center. New funding for research in ECEC should be used in efficient ways that 
profit the field. Coordination through FILIORUM will serve this need. The establishment of FILIORUM will 
leverage funding from other international sources such as HORIZON2020. Researcher, students, and 
practitioners should be involved in cutting-edge research, to contribute to a more scientifically based ECEC 
teacher education and high quality ECEC services in Norway, and in FILIORUM we will engage students and 
staff across the country. Norwegian ECEC research tends to communicate with a Scandinavian audience, and 
there is a need to publish Norwegian research internationally and a need for enhanced international 
collaboration. We will communicate both with a national and international audience of researchers, politicians, 
teachers, and students, and we will serve as a resource for ECEC teacher education. Internationalization 
promotes quality in education and research, and in FILIORUM international mobility will be given high 
priority. We will engage our international partners as co-authors on our publications. Many sectors are 
interested in ECEC research, but studies are often narrow and not integrated with other research. Qualitative 
and quantitative ECEC researchers mostly work separately. To enlighten new research questions thoroughly, 
there is a need to adopt mixed-method approaches. In FILIORUM, our cross-sectional and multi-
methodological center, we will pull together to advance our research quality and international collaboration 
and publication. Research activities carried out together with students, staff and national and international 
partners will enhance our research quality and build capacity at all levels. Our infrastructure at UiS will help 
us make connections between researchers, practitioners, and students, including BM, MA and PhD students. 
Infrastructure at UiS also includes a newly developed “Didactic Digital Laboratory” fully equipped with a 
maker space area and relevant technological and digital learning resources for early childhood. Undergraduate 
and graduate students will be involved in high quality research, and international PhD courses.  
There is a need to link ECEC research and practice. FILIORUM will take on a National coordinating role and 
contribute to improved interaction in the ECEC field both for research, practice and teacher education. ECEC 
staff, students and owners in our reference group (representing the field of practice in Norway) express a need 
for easy access research-based knowledge and resources within this area, and they wish for a credible national 
center where they can retrieve this. FILIORUM will serve as a common platform for knowledge and 
dissemination. To achieve new insights in this field, we will create an Open Innovation Environment (OIE), 
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which will include staff, students, owners, parents, and local, national, and international researchers and policy 
makers. In open assemblies such as conference, webinars and breakfast meetings, we will bring together ideas 
from ECEC centers, owners, students, politicians and researchers. We will coordinate and integrate high 
quality internationally competitive research activities and results. This will enable high quality policymaking 
based on sound research findings. Our web based resource bank will contain a rich toolbox of research based 
methodological approaches for reflection and professional developments. We will create MOOCs (Massive 
Open Online Courses), and Innovative Training Networks (ITN), including e.g. interactive scenario based 
education for ECEC staff and student teachers. Work conducted in FILIORUM will increase the status of 
ECEC teacher education. Our two national centers, The National Centre for Reading Education and Reading 
Research [The Reading Centre], and The Norwegian Centre for Learning Environment and Behavioral 
Research in Education [Centre for Learning Environment] have responsibility to serve Colleges and 
Universities across the country on themes such as ECEC learning environment and early language and 
emergent literacy development.  

2. Competence, objectives and research activities 
2.1. Key competences  
UiS is the institution in Norway with the highest expenditure on ECEC research (Gunnes, Hovdhaugen, Olsen, 
2017), signifying a long-standing commitment to developing competence and knowledge in this area. The 
researchers behind this proposal have a solid foundation for building innovation and quality in ECEC; our 
diverse backgrounds and multi-methodological approach is a clear strength (see attached CVs). The leader of 
FILIORUM, Ingunn Størksen, has extensive leader-experience from four RCN (Research Council of Norway) 
funded research projects (RCN no 187572, 203326, 237973, 270703). She has published nationally and 
internationally, and developed several toolkits for ECEC. Ingunn Størksen and Mari Rege are currently PIs of 
two large RCT projects (The Agder project and Playful learning, total N=2000) funded by RCN. These projects 
focus on increasing ECEC quality and the joy of learning within crucial school-readiness areas, with the goal 
of reducing social differences. A scientifically based preschool intervention (Størksen et al., 2016) was 
developed together with 42 ECEC teachers and is being tested in various conditions (with extensive teacher 
training, or with online training versus control). The intervention will be enriched by a web-based toolbox for 
teachers. The results from these two large field studies will inform policy both in Norway and internationally. 
Pål Roland has in-depth knowledge of, and experience with, implementation of research and new 
interventions. Atle Løkken works with e-learning and digital learning. He has also contributed to developing 
computer tablet assessments for young children. In the following, we will describe our scientific starting point 
for our three work-packages. Key personnel are mentioned below, but all ECEC researchers (21 Professors, 1 
Docent, 21 Associate professors, 3 Post Docs, 16 PhDs) and new PhDs (11) and post docs (7) will be involved 
in the various ways in the WPs.  
Belonging: Eva Johansson is PI in the qualitative division of the RCN funded BePro (Better Provision) study, 
together with co-leader Marit Alvestad.  This is a study of ECEC quality in Norway. Johansson is also PI in 
the international action research project on values and gender in ECEC, called ValueEd (N=1940). She is 
involved in an international research project on citizenship and holds an adjunct professor position at QUT, 
Brisbane, Australia. Her research team has used video-vignettes to enhance professional reflection on ECEC 
values among teachers.  Berit Zachrisen and Ove Bergersen are both conducting projects on diversity and 
culturally sensitive care in Norwegian ECEC. Jo Lunn Brownlee, Donna Berthelsen, Sue Walker, and Melinda 
Miller are experts on values and diversity. Pål Roland has developed programs for social inclusion and bullying 
prevention in ECEC. Ingunn Studsrød and Ingunn T. Ellingsen lead a research group on Children in contact 
with Child Welfare Services. Klara Øverland works with refugee children and trauma victims in ECEC and 
develops tools in this field. Communication: Elin Reikerås is PI of the multi-disciplinary, longitudinal 
Stavanger Project (N=1346) conducted in collaboration with Åse Kari Hansen Wagner and Thomas Moser. 
This project is studying the learning and development of children aged 2 1/2 to 10 years through authentic 
assessment, including specific foci on communication, language, mathematics, social competence and motor 
skills.  Reikerås and Moser have wide competence on children’s early development, including early risk. 
Wagner has expertise on multi-linguistic children. Trude Hoel, Reikerås and Wagner have developed a very 
successful and widely used tool for language and literacy development called Språkløyper. Hoel and 
Margrethe Jernes are working on VEBB, a new research and development project led by Anne Mangen 
evaluating the use of e-books in ECEC institutions. An APP advising teachers on quality e-books will be 
developed. Dorthe Bleses, Adriana Bus and David K. Dickinson are experts on early language and 
communication and have comprehensive experience developing interventions for children with diverse 
backgrounds. Torill Vist has worked with aesthetic communication. Play: Alvestad has conducted research and 
written articles and books on play and learning cultures in ECEC. Størksen, Roberta M. Golinkoff, David K. 
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Dickinson, and Megan M. McClelland are experts on playful learning, early child development, and children 
at risk. Størksen and Rege currently study ways to engage preschool children in playful learning activities, and 
will continue to follow these children in years to come to examine school adjustment and dropout. Iram Siraj 
is a specialist on SST, and she and Sonja Sheridan have their expertise on ECEC quality. Vibeke Opheim 
(competence across all WPs) works with the TALIS Starting Strong Survey 2018, initiated by OECD. This is 
an international survey of ECEC center leaders and all staff groups, and it provides comparable data relevant 
to the delivery of quality ECEC services internationally. The survey also contains data on children’s shared 
play, belonging, communication in general and more specifically language development among multilingual 
children.  
One challenge for such a diverse group of researchers from various fields and research traditions is to build 
the bridges necessary to generate synergies. The establishment of our new center, FILIORUM, will enable us 
to bring together ideas, findings and strategies from various fields. We have intentionally organized researchers 
with different backgrounds and approaches in each WP, to encourage new solutions. We also have several 
important meeting points; including the FILIORUM Academy, OiE, WPs, etc., see section 3.1. Research from 
FILIORUM is very comprehensive and wide, and has transfer value and links to other educational ECEC 
research; e.g., collaboration between ECEC and families, religion in ECEC, and values for sustainability. 

2.2. Overall objectives and ambitions 
FILIORUMs overall goal is to promote belonging, communication and play for all children. To achieve this, 
we aim at serving the ECEC sector as a national hub for cutting edge research on quality for diversity, 
innovation and policy guidance. Our ambition is to be a National center that serves the ECEC sector (owners, 
staff, student-teachers, teacher educations, researchers and policy makers) with research based knowledge, 
resources and professional meeting points, to meet a need related to growing diversity. In order to do this we 
aim at producing cutting edge research at an international top level within this field, and transform knowledge 
into innovative approaches, strategies and tools for ECEC staff. Our ambition is to enhance our research 
capacity by educating 11 PhD candidates within 5 years, involving 7 post docs, and by conducting high quality 
research. We will disseminate research publications through high-impact journals and have high ambitions for 
dissemination in other channels as well, see e-application. We will seek possibilities to collaborate on research 
proposals for HORIZON2020 and other EU funding (e.g. Marie Curie funding) together with our partners. 

2.3. Research activities 
Our WPs are concerned with quality in three areas: Belonging, Communication, and Play. The timeline for 
each area consists of three phases: 1) Exploration, 2) Development and 3) Implementation. See table on next 
page for key research questions within each WP across the three phases. 
Phase 1 - Exploration: In this phase, we will adopt an open approach to studying the strengths and limitations 
of existing teaching processes and practices in ECEC. Qualitative and quantitative approaches, including 
observation, interviews, and questionnaires, will be applied to explore new ideas among researchers and 
practitioners, and previous interventions related to diversity will also be studied. Participants include children, 
parents, staff, directors and owners of ECEC centers.  Phase 2 - Development: Based on the findings of the 
first phase, we will work in collaboration with our partners (students, staff, owners, and collaborating 
researchers) to develop and study reflection tools, approaches and strategies through participatory research 
techniques. Examples of innovations are next-practice video examples, colleague-based guidance systems, 
interactive cases and scenarios, reflective questions based on vignettes, web-based courses and electronic 
articles. We will collaborate closely with NettOp – our unit that develops e-learning and digital learning for 
students and professionals. Phase 3 - Implementation: Based on the activities of the two first phases, we will 
implement new approaches, strategies and tools in one or several large RCT studies (approximately 300 – 400 
ECEC centers). These tools will be studied both quantitatively and qualitatively. Depending on the toolkits 
developed in the three WPs, we will test new approaches under various conditions. Similar RCT studies will 
be conducted with ECEC student-teachers. During their practice periods, we will randomly select and assign 
them to different conditions with various combinations of toolkits. The UiS has an excellent infrastructure for 
RCT studies, established through our work with projects such as Two teachers (N=5700), the Agder project 
(N=700) and Playful learning (N=1300).  

2.4. Examples of methodological approaches  
Drawing on our previous experiences with research tools while simultaneously searching for and developing 
new tools, we will choose methods applicable for our research questions. To assess staff values, beliefs, and 
intentions, and children’s sense of belonging, communication and play we need tools that capture subjective 
experiences, such as Q methodology with visual cards (Størksen, Thorsen, Øverland, & Brown, 2012),   
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Key research questions and approaches in WP1, WP2, and WP3 across the three phases of our research 
 Phase 1 – Exploration Phase 2 – Development Phase 3 – Implementation 

W
P1

 –
 B

el
on

gi
ng

 

What type of practices can support / 
hinder conditions for belonging in diverse 
ECECs? How do staffs address issues of 
belonging in their practice? What types of 
learning processes are observed in 
teaching for inclusion and belonging? 
What types of belonging and collective 
identities are constructed between 
children, and between staff and children? 
How do power and social positions impact 
on constructions of belonging? What types 
of institutional policies and traditions may 
impact belonging? How is belonging 
illuminated in policy documents? What 
kind of leadership practices can support 
belonging for all children and staff? What 
life experiences do children in a diverse 
society bring to ECEC and how do staffs 
address these? 

In collaboration with practitioners, 
partners and students, we will identify, 
develop and support new pedagogies 
and processes that can promote 
belonging for children with different 
backgrounds and individual needs in 
educational settings. New tools and 
strategies will be developed, e.g., 
resources that promote awareness, 
reflection and good practices for 
belonging in ECEC. 
What types of pedagogies could 
improve belonging for children in 
diverse ECEC settings? What types of 
tools could be useful to study and 
support children’s experiences 
(identities) and constructions of 
belonging? How can loss and trauma 
best be managed to reinforce a sense of 
belonging?  

We will implement and examine how new 
strategies in ECEC centers can enhance 
belonging. In ECEC teacher education, 
students will be presented with and 
evaluate strategies for awareness, 
reflection and good practices for 
belonging. In this phase, we will study 
children’s, parents’ and staff’s 
perspectives and experiences of belonging 
in relation to new tools and strategies. Are 
our new tools and strategies feasible to 
implement in ECEC centers? Do they 
enhance staff’s awareness of and 
reflection on values and practices for 
belonging? Do they enhance culturally 
sensitive care? Do they affect children’s 
and parents’ experiences of belonging? 
Do they affect group processes among the 
children in ECEC? 

W
P2

 –
 C

om
m

un
ic

at
io

n 

What types of everyday practices of 
communication can be observed among 
children in diverse ECEC settings and 
between children and adults? What types 
of pedagogies can be found that support 
verbal, aesthetic, mathematical, and 
technological communications in a diverse 
ECEC? In which ways can 
communication be a barrier to belonging 
for children? In what way is 
communication related to play and flow 
for children in diverse ECEC settings, and 
how does it affect group processes? How 
are children involved in communicative 
practices in diverse ECEC settings? What 
types of narratives are shared in diverse 
ECEC? What kind of leadership promotes 
communication among staff, and among 
staff and children? 

In this phase, we will develop tools 
and approaches to study, reflect upon 
and promote verbal language and 
communication for belonging. These 
will include, e.g., interactive cases and 
scenarios, video-examples with 
questions for professional reflection, 
online-training courses through 
Massive Open Online Courses 
(MOOCs), and other systems for 
professional development. Staff, 
students and partners will be involved 
in this work.  
What tools and strategies can promote 
communication among children in a 
diverse ECEC? How can child groups 
in diverse ECEC promote 
communication, and how can staff 
support SST?  

With findings from the two previous 
phases as a starting point, we will 
implement and test the effects of new 
tools and strategies in ECEC centers and 
teacher education. Which of the suggested 
tools are efficient for professional 
development within the field of 
communication in diverse ECEC? Do 
professional development systems 
enhance SST among children and adults? 
Do they give staff and students a higher 
sense of self-efficacy and motivation? 
How can new tools enhance the ability of 
staff to promote verbal communication 
and communication for belonging among 
children? Do the tools and strategies 
affect children’s learning of 
communication skills?  

W
P3

 –
 P

la
y 

What types of practices of play and flow 
can be observed in an ECEC? How are 
play and flow expressed among children 
with various backgrounds, and how can 
teachers facilitate shared play and 
belonging? How can play be used in work 
with children who have experienced 
trauma and loss? What types of narratives, 
texts and games are used to promote SST 
and a sense of engagement and 
motivation? How can play be used to 
support a common ECEC culture? How is 
play used to promote motivation and 
continuous joy and motivation for 
discovery and learning? How do ECEC 
activities and staff beliefs affect children’s 
play and development? What characterizes 
staff satisfaction, motivation, engagement, 
and barriers to quality? How do leadership 
and organization affect children’s 
everyday play and wellbeing? 

Together with ECEC students and 
staff, we will develop innovative 
approaches, tools and strategies that 
can promote play, flow, motivation 
and continuous joy of learning among 
children, and motivation among adults. 
How can play support SST in ECEC? 
How can play support communication 
and belonging? How can play prevent 
exclusion and discrimination? What 
types of play can promote flow and 
happiness, and how can staff support 
such play? What types of playful 
activities can ECEC staff use to 
support engagement and motivation 
for learning? How can the organization 
of ECEC centers and children’s groups 
affect play, engagement and SST? 
How can staff satisfaction, motivation, 
and engagement be supported?  
 

Based on findings from the previous 
phases, we will implement and test new 
approaches, tools and strategies to 
enhance play, flow, belonging, happiness, 
engagement, motivation and mastery 
among children in diverse ECEC.  
Are new tools and strategies helpful for 
staff, and do they promote self-efficacy 
and motivation?  
Do the new tools enhance play, flow, 
belonging, motivation and continuous joy 
of learning among children?  
Do the new tools enrich SST?  
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phenomenological interviews, or ethnographical observations. To stimulate and study staff reflection and 
dialogues around values we may apply narratives, video-recordings, and various documentations from 
everyday practice. We can also include artistic and arts-based methods in studies of children’s communication.  
When studying ECEC teaching practices and child participation, we will apply various field observation 
techniques (e.g., authentic assessment, actions research, video observation). To study outcomes among 
teachers and children, we will use e.g. questionnaires and playful tasks to assess children’s language, 
mathematical and social skills. Through previous research, we have established a rich battery of teacher, 
student and parent questionnaires; computer tablet games for assessment of young children’s well-being and 
development; a newly developed online server that secures personal data efficiently; and an administration 
that has performed such data-collection for many years. We have a long tradition of applying qualitative 
research approaches, and these will be useful during the implementation phase for in-depth studies of 
interactions and pedagogical processes in the various conditions. We will development novel and innovative 
approaches, strategies and tools for research and, later, for the field of practice. Interactive cases and scenarios 
are new ways of enhancing student and teacher reflection and learning. The solution is based on game 
methodology and involves possible scenarios and outcomes. The user is faced with a selection of relevant 
choices, leading to new choices in the ongoing history. It is possible to provide immediate and highly detailed, 
individual academic feedback and the user can record and play his own story as a continuous movie. The 
interactive cases and scenarios made for the practical field also have the advantage that they can enable data 
collection on the choices and skills of the users. Furthermore, quantitative comparative data from the 
international survey TALIS (through our collaboration with Nordic Institute for Studies in Innovation, 
Research and Education; NIFU) of ECEC center leaders and all staff groups will be used. From this survey we 
also will get comparative data on children’s shared play, belonging, communication in general and more 
specifically language development among multilingual children. 
 

3. Organization and Cooperation 
3.1. Organization 

FILIORUM is organized under the The Faculty of Arts and Education at the University of Stavanger (UiS).  
Team members are located at the Department of Early Childhood Education, The Reading Centre, The Centre 
for Learning Environment and Behavioral Research in Education, the UiS- Business School, Department of 
Social Studies, and NettOp, all at the UiS, see organization map below. Partners include National association 
of private kindergartens (PBL), NIFU, and Transcultural center at Stavanger University Hospital (SUS). Three 
Adjunct Professors who are specialists in our WP themes will be engaged. The board consists of the Rector of 
UiS, the Dean of the Faculty of Arts and Education, Heads of Departments and centers, representatives from 
NIFU, PBL, and SUS, and a Norwegian ECEC leader at the municipality level. The board will review progress 
according to goals, evaluate budget and accountancy, and agree on strategic planning. The Center Leader, will 
lead FILIORUM. In collaboration with the team leaders (Management group, that meet weekly), she will make 
plans for and organize research activities in accordance with milestones in e-application, and report to the 
board. (See competences for all involved in section 2.1. and positions in the organization map below.) Together 
with the Management group and administration, the Center Leader will plan and monitor WPs, ensure 
synergies between WPs, arrange employments, administer budget, plan for internationalization and 
mobilization, and arrange meetings in the FILIORUM OiE, Academy, reference group, and Scientific board. 
The administration will work with accountancy, dissemination and communication with the public, arrange 
collaboration with ECEC centers, support data collection and management, and support Center Leader and 
WP leaders. The participants in FILIORUM are involved in one or several of our three WPs. The WPs will 
include new PhD students, and PhD projects will constitute parts of WP themes. In addition to what is outlined 
in this proposal, the UiS has many existing projects in ECEC research that will be incorporated in the 
FILIORUM Academy. Our reference group consists of representatives from the practical field, from ECEC 
institution owners, from our collaborators, and from the UiS units. This group has already met to give input to 
this proposal, and it will continue to meet once a year to give input on research questions, activities, practical 
arrangements for data-collection, interpretation of results, and development of approaches, strategies and tools. 
Our scientific advisory board consists of national and international researchers, and it will include the three 
adjunct professors. It will meet with FILIORUM once a year, physically or through web-meetings. Their input 
will help secure novelty and quality in research. The FILIORUM Academy will be arranged monthly. 
Researchers, PhD and MA students will meet for scientific discussions and reflections and present research. 
The FILIORUM Open Innovation Environment (OIE) will serve as a Communication hub and gather a larger 
assembly of people representing, e.g., researchers from multi-disciplinary fields (established and new 
collaborators), national and local policy makers, the Norwegian Directorate of Education and Training, ECEC 
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owners, academics, centers, staff and parents, student teachers, and international networks. Once a year, the 
OIE will arrange a meeting where research activities and results are presented and discussed. 
 

 
 

3.2. Applicant / coordinator and partners 
The Faculty of Arts and Education at the University of Stavanger (UiS) is the applicant of the FILIORUM 
research center. NIFU, PBL and Transcultural Center at SUS are partners. They will contribute with data 
(NIFU), research competence (NIFU, SUS), close contact with the practical field (SUS, PBL), and access to 
research participants (PBL). PBL organizes 1944 owners and employers of private ECEC centers in Norway, 
and works to increase quality and competence in ECEC centers.  
What makes UiS exceptional is our combination of high-impact ECEC research with Early Childhood teacher 
education at all levels (BA, MA, PhD and CPD). We also have comprehensive experience with and 
infrastructure for dissemination, in particular through our two national centers that focus highly on ECEC (The 
Reading Centre and Centre for Learning Environment). Educational science, including Early Childhood 
Education, is one of three prioritized themes in the UiS strategy. As a member of the European Consortium of 
Innovative Universities (ECIU), UiS has a strong focus on innovation and regional and national development 
and collaboration. Another strategic priority is the development of teachers’ professional digital competence 
and the development of our newly established Didactic Digital Laboratory. The establishment of FILIORUM 
will enable UiS to reach its overall goals. The UiS is in the process of establishing municipal University ECECs 
where students and teachers will have easy access to the practice field.  

3.3. User involvement 
In FILIORUM, and especially through our OIE and our reference group, many users will be engaged in 
planning, monitoring, participating and implementing research activities. Users include teachers, student-
teachers, special education support systems (PPT), Transcultural Centers, and policy makers. In phase 2 
(Development), we will arrange a series of workshops. In several iterative processes, we will develop research-
based approaches, strategies and tools for ECEC center staff and ECEC teacher educations, focused on quality 
for diversity, promoting belonging, communication, and play. This will be modelled on previous experiences 
from the Agder project where we worked together with 42 teachers throughout a whole year in an iterative 
process to develop a research-based preschool intervention that was firmly anchored in the Norwegian ECEC 
context. We will also involve teacher-students and staff in data-collection. In the Stavanger project, several 
hundred teachers were involved in authentic assessment, and mutual learning among assistants, teachers and 
researchers took place. We will continue our collaboration with our partners and establish new collaborations 
with private and public ECECs through our large network across Norway and through PBLs member centers. 
In the first meeting of our reference group (March 14th), collaborators gave important input to this proposal.  

3.4. Interdisciplinary and cross-sectoral cooperation 
The UiS units collaborating on this proposal represent various fields, including ECEC, pedagogy, 
developmental psychology, psychiatry, sociology, literacy research, special education, arts, organization 
theory, e-learning and digital learning, economics and social work. Furthermore, our partners also represent 
various fields. To achieve our ambitions in FILIORUM, we are encouraged to cooperate with each other across 
subject areas and research disciplines and traditions. In order to address our research questions, we need to 
draw on the competences and experiences of all researchers and partners involved. We have organized 
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researchers with different backgrounds and approaches in each WP, to encourage discussion, reflection and 
new solutions. We have several important meeting points; the FILIORUM Academy, OiE, WPs, etc.  

3.5. National and international cooperation 
FILIORUM enables us to strengthen our national and international cooperation and our competence in many 
ways. We will collaborate with the new ECEC research center called Kindknow at HVL on several areas. Our 
ambition is to arrange research conferences together and we will also seek the possibility to establish a 
National, Nordic or International Research School in Preschool Teacher Education, together with Kindknow, 
and to collaborate on PhD programs and courses. We already collaborate with Universities and Colleges across 
Norway; HSN (VEBB and the Stavanger Project), HiOA (BePro), UiA (the Agder Project and VEBB), HVL 
(project on sustainability), DMMH (book projects and co-supervision of PhD), NORD (BePro), HiB (book 
projects), and UiO (Stavanger Project and VEBB). Our new national contacts in FILIORUM include NIFU 
(Oslo), PBL (Bodø) and Transcultural Center, SUS (Stavanger). We will continue our collaboration with our 
established partners through ongoing projects, and our new OIE will also enable rich possibilities for 
networking and collaboration with established and new national partners.  National partners are also 
represented in the FILIORUM board and reference group. We will collaborate with ECEC centers across the 
country in activities such as data collection and development. Our experience is that municipalities and 
counties are eager to engage in ECEC research at the UiS, and we will keep on collaborating with 
municipalities and counties across Norway. FILIORUM will be a national center, and national ECEC 
conferences will be arranged. 
FILIORUM researchers are engaged in several international networks and research coalitions that provide 
ample possibilities for networking and collaboration. Our three FILIORUM Adjunct professors, Roberta M. 
Golinkoff (University of Delaware), Adriana Bus (University of Leiden), and Melinda Miller (Queensland 
University of Technology, QUT), and existing Adjunct professors, Megan M. McClelland (Oregon State 
University, OSU) and Thomas Moser (HSN) will enrich our network. The UiS has long-term agreements of 
collaboration with OSU and QUT, incorporating research activities, teaching, and staff/student exchange. 
Topics relating to ECECs are central to our research cooperation, and joint PhD-courses with QUT will be 
held in 2017/18 (Early childhood education for active citizenship: Sustainability, democracty and social 
justice).Researchers in FILIORUM have long experience with international cooperation and ECEC teacher 
educator exchange through the Comenius Project TODDLER (Towards Opportunities for Disadvantaged and 
Diverse Learners on the Early childhood Road, Coordinated by UiS 2010-2013) with partners from Belgium, 
Denmark, Portugal, Romania, Spain, UK and Germany. We are also partners in ToWe (Enhancing 
Opportunities for Toddlers’ Wellbeing, 2015-2018, ERASMUS+, Key Acton 2) including UK, Spain, and 
Norway. We are also involved in two ongoing COST Actions focusing on learning, literacy and technology: 
Mangen is Chair of COST Action IS1404 E-READ (>160 members from 33 countries) with the objective of 
empirically investigating the effects and implications of digitization on reading and literacy. Researchers in 
FILIORUM are members of COST IS1410 DigiLitEY, studying the digital literacy and multimodal practices 
of young children (age 0-8). In addition, there is an ongoing initiative to acquire large-scale H2020 funding 
led by the Chairs and Vice-Chairs of E-READ and DigiLitEY, and the Chair of a literacy and technology 
COST Action, the IS1401 European Literacy Network. Researchers in FILIORUM will play a key role in this 
initiative, especially with respect to ECEC pedagogical activities involving technologies. Networking, 
research, international mobility and exchange, conference participation, co-publishing and co-supervision with 
national and international partners will be highly prioritized in FILIORUM. We will arrange an international 
research conference at the end of the first five years of FILIORUM.  

4. Benefits and significance 
4.1. Benefit for the applicant and partners 

A main goal of early childhood research at UiS is to enhance quality in ECECs and to conduct research that is 
relevant for teacher education programs and CPD both nationally and internationally. At UiS, students will 
benefit from first hand access to the latest knowledge quality for diversity. The establishment of FILIORUM 
also provides us with a platform where we can unite our diverse competencies into a powerful multi-
methodological research community. We have a long tradition of high quality ECEC research, and the new 
center will create new synergies for continued excellence in research. The international and national 
involvement will enrich and strengthen our research community by making comparative research possible. 
Our ECEC system is of interest to many other countries and cultures, and the research of FILIORUM will 
disseminate knowledge of our system internationally. Partnership with PBL, NIFU and SUS will bring relevant 
knowledge to FILIORUM, will help us recruit participants, and contribute to research and development. PBL 
aspires to take greater responsibility for quality in the entire ECEC center sector, and are eager to engage in 
research in FILIORUM. For NIFU partnership in FILIORUM brings them closer to the field of practice and 



12 
 

other ECEC researchers in Norway. SUS are building up competence on refugee children in ECEC, and they 
will benefit from partnership in order to incorporate this work into ECEC research.   

4.2. Benefit for building national capacity and competence 
Because we will explore, develop, implement and assess innovative new approaches, strategies and tools for 
diverse ECECs, research from FILIORUM will provide relevant policy implications. The results and solutions 
from FILIORUM will be disseminated nationally through our web-based resource, and ECEC centers and 
teacher education at all levels will benefit. Our research will strengthen and unify the ECEC research field in 
Norway and internationally within the fields of communication, belonging and play. The new center will 
support teachers in preparing the citizens of tomorrow. We will work for higher levels of awareness of social 
justice, communication, citizenship, belonging and means of embracing diversity in society. Importantly, we 
seek to find tools and strategies to enhance playful learning and motivation for learning at an early age. We 
will establish ourselves as an essential reference for the ECEC sector, informing politicians, media, teacher 
education, parents, and the public on ECEC topics. FILIORUM will support The Norwegian Directorate for 
Education and Training in finding ways to implement diversity themes from the new Framework Plan for 
ECEC. In summary, we will develop research, solutions and national capacity within important ECEC fields: 
process quality, diversity, communication, belonging and play.  Our center will provide a great channel through 
which Norwegian research will gain greater visibility in the international research community. 

4.3. Benefit for users of the results 
FILIORUM will benefit users at many levels. With increasing diversity, many stakeholders need new research 
based knowledge and approaches for quality. Children will benefit when awareness and knowledge in the 
ECEC sector is enhanced on quality for diversity. National policy-makers will have high quality data, 
information, and knowledge to make national policies. They will be given the opportunity to participate in the 
co-creation process to develop information and knowledge appropriate to their needs. Furthermore, we will 
assist them in the implementation of policy. The same will be true for local policy makers and municipalities, 
and the County governors will have resources to support their work with local supervision and inspection. 
ECEC teacher educators will benefit from easy access to cutting-edge research, tools and strategies for 
curricula. Our ambition is to enable recruitment of more and higher quality applicants to ECEC teacher 
education through recognition of the strategic importance of the ECEC field in Norway. ECEC student teachers 
(BA, MA, PhD) will be given the opportunity to participate in leading research (e.g., field trials, secondments, 
and as assistants in research projects). ECEC center staff (teachers and assistants) will contribute to research 
objectives and participate in research activities. Through our web-based resource, they will obtain access to 
research based knowledge, tools and strategies for life-long learning through CDPs. Participants in our 
Academy, reference group, board, and OIE will benefit from, and be great ambassadors for, new research and 
development on belonging, communication and play. Norway is in a leading position in the ECEC sector, and 
research in FILIORUM will create mutual benefits for researchers, such as co-publication, joint dissemination 
activities, development of new networks, conferences, and comparative research. FILIORUM will generate 
improved academic excellence and international recognition. 

5. Budget and funding 

 
Payroll and indirect expenses: 60% position for Center Leader, and 100% Administrative Coordinator, three 
WP leaders in 35% positions, Communications Advisor (50%), Psychologist (20%), and three Adjunct 
professors (5% each). There will at all times be 3 running post doc positions, 6 running PhD positions, and 
during the first 4 years there will be a PhD funded by PBL. Other operating expenses: Travel cost, production 
of educational resources, redemption to participating ECEC, conference costs, and other expenses. Own 
financing: UiS will contribute with 25% research time from 16 UiS researchers, and PhDs and post docs as 
mentioned above. UiS will cover the remuneration that excess the lump sum from RCN. See attachment 
detailed funding plan. Private funding: Funding of a 20% Psychologist by SUS, and 4-year PhD position, by 
PBL. FILIORUM is prioritized by UiS and a main condition is that this continues. A continued priority will 
depend on results from our work. The sustainability of FILIORUM will also depend on our ability to secure 
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external funding through EU or from the RCN in addition to the considerable funding provided by UiS and 
partners. 

6. Other aspects 
6.1. Environmental impacts 

The research project is not expected to generate any major environmental impacts as a consequence of the 
findings, and we will seek environmentally friendly alternatives during the research period. 

6.2. Ethical perspectives 
The research center will follow the ethical guidelines developed by The National Committee for Research 
Ethics in the Social Sciences and the Humanities (NESH, 2016). Research designs and data-collection will be 
signed for The Norwegian Social Science Data Services and ethical guidelines will be strictly followed. Ethical 
considerations in research and practice with young children have been highlighted in our previous projects 
(Johansson et al., 2015), and we will continue to work on these important issues. 

6.3. Recruitment and gender balance 
FILIORUM will recruit PhD candidates within all three main themes, and they will take part in our research 
activities and write their theses and publications in relation to our themes. We will actively seek out top PhD 
candidates nationally and internationally from a range of fields that can contribute to developing a strong 
ECEC research environment. The UiS offers pedagogical training at the PhD level, and candidates will join 
our programs. The FILIORUM Academy will be a workshop arranged with a regular schedule where 
researchers and PhD and MA students will meet for scientific discussions and reflections. Women dominate 
the ECEC field in Norway, and we will strive towards a better gender balance. Gender is an issue in itself in 
studies of diversity, and we will include gender as a variable in our research, since boys in many cases seem 
to be vulnerable in educational settings. Our overall goal is to work for quality for diversity in all senses.   
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