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Abstract

In this study, the use of the term movement in the Framework Plan for the Content and Tasks of Kindergartens (hereinafter, the “framework plan”) was investigated. Movement is understood as crucial for the core values in the framework plan, as it creates the base for children’s play, exploration, learning, care, and formative development. Through a document analysis, this enquiry examined whether the use of the term movement in the framework plan supports the steering document’s focus on the intrinsic value of childhood. This enquiry was guided by the research question, “How is the term movement outlined and used in the Framework Plan for the Content and Tasks of Kindergartens?” The analysis consisted of a word search, identifying how often, when, and in relation to what the term was used. Furthermore, this article discusses the implications of the use of the term for the underlying understanding of movement in children’s lives. We postulated that providing a clearer rationale for meeting, celebrating, and working with different approaches to movement in the framework plan could create a more substantial base for didactic designs and further research focusing on movement not only as motor skills but also as exploration, participation, communication, and a kinesthetic way of understanding oneself and one’s surroundings.
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Background and introduction

The Framework Plan for the Content and Tasks of Kindergartens (Ministry of Education and Research [MER], 2017), the steering document for Norwegian kindergartens, is based on the Nordic traditions for kindergartens (Hu & Ødegaard, 2019; Vallberg Roth, 2014; Weldemarian et al., 2017). This tradition has been an example of good practice, a model associated with high standards from an international perspective. The Norwegian framework plan shares several features with the Nordic curricula, which consider early childhood education and care (ECEC) as the first stage of lifelong education. Universal ECEC services are provided by well-educated staff (Hännikäinen, 2016). The tradition holds a socio-pedagogical stand that emphasizes the intrinsic value of childhood and promotes an all-around approach to children’s development (Børhaug et al., 2018; Einarsdottir et al., 2015).

In line with the Nordic tradition, terms such as play, exploration, learning, care, and formative development are promoted as important matters for kindergartens in Norway (MER, 2017). However, these ideals are problematized in ECEC research. A large-scale study on socially engaged children showed that the open-ended pedagogical approach in Nordic ECEC curricula failed to provide equal social and intellectual opportunities for all children (Jensen, 2009). Borgen and Ødegaard (2015) attributed this to the paradoxes in the Nordic context of childhood. The core ideal of the Nordic welfare state model is the belief in equal opportunities for all children. A web of structural and relational factors and interrelated dynamics condition children’s spaces for relative autonomy and self-regulation to provide conditions for children’s bodily movement. “Agency” has been a key concept in the social studies of children and childhood since the 1980s. Research has scrutinized the relationship between social structure and the individual social actor (James & James, 2012; Uprichard, 2008). Later, interdisciplinary research showed a more specific interest in children as bodies (Bartholdsson et al., 2014).

Children’s lives have many paradoxes when it comes to, for example, conditions for self-regulation and movement. Children are implicitly and explicitly exposed to cultural artefacts (Wartofsky, 1979). The framework plan is an artefact that affects young children’s lives in ECEC in Norway. Norms for children’s participation in educational institutions can be found in the steering document. A document analysis can reveal whether certain paradoxes can also be found in focus on bodily movements. This is the background for our interest in studying how “movement” is outlined in the framework plan.

Among the Nordic curriculum studies presented earlier, only the Norwegian framework plan presented the overarching concept of Bildung (danning in Norwegian, which is translated to “formative development” in the English version of the framework. Danning and formative development imply a growth mindset framework. Such frameworks include the recognition of ecological designs and nonlinear pedagogy; the teacher encourage co-creation, encouragement, and participation and wayfinding alongside children (Rudd et al., 2020; Ødegaard, 2020). Against this background, the Norwegian framework plan can be considered “ecological,” but how ecological? Will there be wordings that imply paradoxical meanings? At the heart of ecological frameworks, we expect to find wordings that imply ecological dynamics and guidelines encouraging embodied and situated approaches to the constant, reciprocal, and interactive relationships between the child and what the environment (people, materials, and landscapes) affords the child.



Research aim and question

The use of the term movement in the framework plan was investigated to provide insights into kindergartens’ formalized conditions for working with bodily movements as part of children’s all-around development. This investigation was performed through a document analysis (Bratberg, 2018) focusing on the research question, “How is the term movement outlined and used in the Framework Plan for the Content and Tasks of Kindergartens?”

Furthermore, the aim of this study was to highlight the use of the term movement in relation to the core values of the framework plan that imply an ecological framework. Part of the investigation was to examine whether the use of the term movement shows signs of a more instrumental or explorative approach or whether it holds several approaches at the same time. This can reveal potential paradoxes and how they can support and/or limit the expectations from teachers’ work with movement.

The research question was designed to eliminate preconceptions about the research field. However, researchers carry certain preconceptions that affect the results of the studies. In this case, some of the preconceptions are related to the consideration that the framework plan must be read and understood in the context in which it was created and enforced. Therefore, it was analyzed in relation to its own core values and goals concerning childhood’s intrinsic value.



Conceptualizing bodily movements

Bodily movement can be considered a crucial part of children’s all-around development and is fundamental for play, exploration, learning, care, and formative development (Bartnæs & Myrstad, 2022). To address this, we found inspiration in an ontological view that accounts for embodied living and movement as a fundamental part of children’s navigation and meaning making in the world and the importance of child-sensitive pedagogy through movement. The ontological view of phenomenology and ecological designs (e.g., Ingold, 2000, 2018; Sheets-Johnstone, 2013, 2016) has inspired and given direction to how we address and understand potential paradoxes and opportunities when it comes to the use of the term movement in the framework plan. Movement is perceived as a fundamental part of young children’s navigation and meaning making in the world (Husserl, 1989; Ingold, 2011; Merleau-Ponty, 2012; Sheets-Johnstone, 2013, 2016). Humans have an inborn inclination to play, explore, experience, sense, and feel through movement (e.g., Ingold, 2011; Rudd, et al., 2020; Sheets-Johnstone, 2016). Children’s exploration of their own and others’ movements can therefore be considered a base for self-agency, empathy, and understanding of themselves and embodied participants in the world in which they live. In line with children’s continuous processes of being and becoming, movement is a persistent part of their cultural formation processes (Ødegaard, 2019; Schei, 2013). Following this line of thought, Tim Ingold, an anthropologist who crosses the boundaries between anthropology, phenomenology, process philosophy (post-humanism), post-Darwinism, and pedagogy (Ingold, 2018), writes that life is “lines of becoming” (Ingold, 2011). Life is not lived within a boundary space but along lines and “meshworks,” a metaphor he uses for how life is lived along lines of becoming: emergent, indeterminate, contingent, historical, and narrative. All species, including humans, have their own bundle of lines. “Becoming” is what unfolds. Children move and, at the same time, are moved by what they encounter. This is demonstrated in relation to Gibson’s (1979) concept of affordance as the perceived possibility for movement in the environment and how children understand their possibilities based on earlier experiences. The conditions for children’s movements are hence important for their meaning making, how they act, and how they see and understand themselves and others now and in the future. Children’s possibilities for movement and how teachers facilitate, meet, and celebrate their inborn inclination to move and be moved are therefore important for their cultural formation processes in kindergarten.

In the present enquiry, the term movement is a translation of the Norwegian term bevegelse. Both movement and bevegelse refer to (among other things) the act of moving or a change or development (“Bevegelse,” 2021). The study examined movement as the act of moving one’s body. This can be approached in diverse ways in the field of ECEC. Movement is physical activity that involves skills of the body (running, jumping, climbing, or dancing). Movement is also exploration, communication, and expression (hugging, hitting when angry, singing when happy, or running away when scared).

The roles that physical activity and movement (should) play in children’s lives and policy documents in ECEC settings have been discussed in previous studies (Lu & Montague, 2016; Pedersen & Fusche Moe, 2020). On the basis of the research studies in the Norwegian context that focused on children’s movement/physical activity, such as those of Løkken (2000), Nilsen et al. (2019), Myrstad and Sverdrup (2019), Pedersen and Fusche Moe (2020), Rossholt (2012), Fjørtoft et al. (2018), Bjørgen (2017) and Sando et al. (2020), we can argue that an enlarged focus on young children’s movement/physical activity has more benefits than just the physical health aspect. Pedersen and Fusche Moe (2020) pointed out the World Health Organization’s (WHO) concern about children’s lives being increasingly organized and more sedentary than ever before (WHO, 2019). The United Nations’ Committee on the Rights of the Child (2013) reported a clear trend that emphasizes academic-targeted plans and actions steered toward modern knowledge societies. On this basis, they bring forth a concern for children’s lack of opportunities to play and be physically active. There is a concern that the preference for academic achievement in the early years may lead to less (focus on) movement (Bae, 2021; Pedersen & Fusche Moe, 2020). Pedersen and Fusche Moe (2020) identified signs that showed that even though movement and play are being prioritized in the agenda, they are often approached as instruments for improving children’s health. However, they argue that play and movement have intrinsic values, as children engaging in playful movements “discover who they are and how they can explore themselves and their surroundings as embodied beings” (p. 69). They argued that playful shared movements in preschools need more attention and that a better understanding of this dimension is central to meeting children on their own terms, which is “crucial if preschool[s] are to be a place of growth and enrichment” (p. 69). Lu and Montague (2016) indicated that ECEC plays a proactive role in developing healthy lifestyles and that children will benefit from physical activities for their health and holistic learning. Both Pedersen and Fusche Moe (2020) and Lu and Montague (2016) argued that kindergarten teachers’ knowledge about physical activity and movement should be enhanced and that policy documents should account for physical activity.



The framework plan for kindergartens: Content and tasks

The framework plan is a 56-page document covering nine sections. The document has two substantial areas, one promoting the core values and pedagogical approaches and the other outlining seven learning areas (MER, 2017). The core values promote education for democracy, diversity and mutual respect, equity and equality, sustainable development and life skills, and health. The seven outlined learning areas are meant to be intertwined with the core values and built on matters promoted to be “of interest and intrinsic value to children of kindergarten age [which] shall help promote well-being, all-round development, and good health” (MER, 2017, p. 47). For this purpose, children’s rights to participation, exploration, and expression of opinions and the diversity of methods and activities are promoted as crucial. Play is emphasized as an important building block in different learning areas. Besides play, terms such as formative development, exploration, learning, care, and development are promoted as important matters for kindergartens in Norway throughout all learning areas (MER, 2017).

The current framework plan for Norwegian kindergartens was first implemented in 2017. The intentions were to make kindergartens’ responsibilities and tasks clearer. As the updated version has been implemented, several analyses of the framework plan have been performed. Some analyses were concerning the emphasis on Nordic kindergarten traditions and values (Eriksen et al., 2017), and some have shed light on a down-schooling tendency, leaning toward an Anglo-Saxon approach to education and ECEC, which means that a readiness-for-school approach is emerging in ECEC in Norway (Fosse et al., 2018). Even though several studies have highlighted the importance of an all-around approach to children’s development, we have not found analyses that focused on the emphasis on movement, neither in relation to analyses of the framework plan itself nor in relation to inquiries focusing on Nordic socio-pedagogical tradition and an all-around approach to children’s development. However, a recent expert report concerning the kindergarten teacher’s role (Børhaug et al., 2018) expresses a need for a greater focus on children’s embodiment and movement as conditions for development. Other than the framework plan, the hierarchical government control of kindergartens in Norway is weak (Børhaug et al., 2018). Therefore, the framework plan must be viewed in relation to the teacher’s autonomous work to create a picture of how movement is emphasized in Norwegian kindergartens. In this matter, what is emphasized often ends up being valued (Biesta, 2009). Despite the kindergarten teachers’ autonomy, we can argue that the wording of the framework plan provides meaning to what is emphasized in the daily lives of kindergarten children (Lu & Montague, 2016).

Moen and Rugseth (2018) indicated how learning about and with the body is central in physical education (PE) in Norwegian schools. A theoretically driven text analysis of the national curricula in PE in Norwegian schools and the bachelor’s program in physical education and sport revealed how body emerged as both object and subject. The results of the analysis provide a broad understanding of the body but show that in the learning outcomes, it is “less clear that the body can be understood from different theoretical perspectives” (p. 154). They used this as a backdrop to discuss how “different perspectives on the body can establish an opportunity for developing PE as an inclusive subject which manages to meet and support learning and development, in a constructive way, for all students” (pp. 154–155). Even though the same terms such as body as object or body as subject were not used in the present research, their perspectives inspire a discussion of how different approaches to movement can support an all-around approach to children’s formative development. Furthermore, we believe that this can help identify and overcome challenges and paradoxes and raise opportunities in kindergarten as an arena for formative development.



Document analysis and its implications

The research question was investigated through a document analysis (Bratberg, 2018). A content analysis provided insights into the research question through a systematic view of how often, when, and in relation to what the term movement or the other key terms are mentioned in the framework plan. As we were inspired by a phenomenological and ecological approach to children’s movement, the enquiry holds a different emphasis and carries different results than it potentially would have if the vantage point were based on another approach. Hence, the results from the enquiry cannot be considered as end results but can be an attempt to highlight a dimension of the research and a contribution to the development of future framework plans.

The framework plan itself is not an end product. There are several stages in the “life” of a steering document, beginning with the ideas in the plan, the formal document, the perceived document, and the operationalized plan and resulting in the experienced plan (Goodlad, 1979). Therefore, it is not adequate to analyze parts when trying to understand the content fully. The perceived and operationalized plans will depend on the kindergarten and the teacher. The experienced plan depends on the child affected by it. Therefore, the assumption that the stages can be fragmented and criticized separately is not geared toward either policy makers or the plan itself.

Despite the existing research on movement and physical activity, concern about overlooking the embodied dimensions of children’s being and becoming is increasing (Alexander, 2015; Bae, 2021; Ødegaard, 2006; Pedersen & Fusche Moe, 2020). Moreover, phenomenological theories on kinesthesia show a lack of focus on movement as fundamental for meaning making and navigation in the world, even in the phenomenology of the body (Sheets-Johnstone, 2016). Therefore, policy makers, teachers, or other users of the framework plan are not expected to know how to account for this dimension of children’s being and becoming. The claim that policy makers are not accounting for this dimension of children’s meaning making if they do not mention it specifically in their documents is therefore not necessarily an accurate claim. Policy makers might attempt to grasp all aspects of children’s multifaceted development by referring to the intrinsic value of childhood. Within this attempt, elements may remain unaccounted for in words, as they are of a more pre-reflective character. The same can apply to kindergarten teachers, who in their daily lives might be working with all the elements described without putting them to words. It is therefore important to remember that the framework plan holds guidelines and does not necessarily depict the current situation in kindergartens in Norway. However, content analysis can help identify traces of a conceptualization of movements place in children’s being and becoming.



Analysis procedures

The analysis followed a four-step process inspired by Fosse et al. (2018) and Nilsen et al. (2017). The process was partly planned in advance and developed as the analytical process progressed. Before the start of the analytical process, the word movement was conceptualized in relation to the aim of the study. As the term movement (“Bevegelse,” 2021) can carry several meanings, an outline of movement as the act of moving one’s body was made. Furthermore, terms and expressions that could describe movement were detected in Norwegian and English. These terms were found partly based on common sense, such as physical activity, and theoretical conceptualization about young children as moving bodies, such as kinesthesia, while some words such as motor skills were added to the search as they occurred in relation to movement in the initial search. Translations between Norwegian and English were checked at http://www.ordnett.no and in the Norwegian Directorate for Education and Training Norwegian/English dictionary for terms used in primary and secondary education and training (https://www.udir.no/verktoy/ordbok/). The words included in the search as a first step of the analytical process were “bevegelse/movement,” “bevege/move,” “kropp/body,” “kroppslighet/embodiment,” “kinestetisk/kinesthetic,” “fysisk aktivitet/physical activity(ies),” and “fysikk/physic.” The search was both in Norwegian and English to strengthen the translation for the present article. The second analytical step was inspired by Fosse et al. (2018) and consisted of producing a table identifying an overview of the selected terms: where they were mentioned and how, how often, and in relation to what they were used. In the third step, the terms surrounding the key terms were considered in relation to the key terms. These surrounding terms such as “challenging and safe environment” (for varied movement experiences) were noted in a column next to the sentence to detect repetition. This analytical step was carried out to view how the relationship between the key and surrounding terms mediates ideas about movement in the framework plan. As an example, the expression “challenging and safe environment” in several cases indicated the importance of the environment to facilitate varied forms of movement. The last step was considering the emphasis on movement in relation to the framework plan’s core values and the Nordic socio-pedagogical approach that views childhood as having an intrinsic value (MER, 2017). This was inspired by theories about young children as moving bodies (Husserl, 1989; Ingold, 2011; Sheets-Johnstones, 2016). On the basis of the Nordic traditions’ values, the words “learning,” “(formative) development,” “exploration,” “care and play,” and “childhood’s intrinsic value” were added to the table in this step. Table 1 provides an example of the analytical process.


Table 1. The keyword search



	Term
	What is it connected to?
	Sentence
	Surrounding terms
	Play
	Explore
	Learning
	(Formative) development
	Care
	Childhood’s intrinsic value





	Movement/move
	Core values: life skills and health
	“Kindergarten shall be an arena for daily physical activity, and it shall promote joy of movement and motor development in the children” (p. 11)
	Daily physical activity

Promote joy of movement

Motor development
	
	
	
	(Motor) development
	
	



	Physical and physical activity/activities
	Learning area: body, movement, and food and health
	“… continue to develop their motor skills, body control, coordination, and physical capabilities” (p. 49)
	Motor skills Body control

Coordination

Physical capabilities
	
	
	Learning
	Development
	
	






Results of the keyword search that were not relevant to the research question were excluded from the third step of the analysis. An example of this is how the search result for the word “physic” occurred in relation to the law of physics and was thus omitted.



Results

In the following section, the findings of the analysis are presented. Initially, we outline the research question of how the framework plan uses the term movement. Subsequently, the findings are discussed in relation to theories about movement as a fundamental dimension of children’s multifaceted processes of being and becoming.


Move/movement

The framework plan mentions the word move/movement in different variations seven times in the English version and nine times in the Norwegian version. The frequency differed according to how bevegelse at one point is translated to “physical activity,” which directly translates to the Norwegian fysisk aktivitet. Meanwhile, “Gjennom arbeid med kropp, bevegelse” (MER, 2017, p. 49), which directly translates to “working with body, movement,” is translated to “by engaging with the human body” (MER, 2017, p. 49). Movement is mentioned in the sections describing core values, objectives and content, and learning areas. Under the section “Core Values: Life Skills and Health,” it is written that “kindergarten shall be an arena for daily physical activity, and it shall promote joy of movement and motor development in the children” (MER, 2017, p. 11). Movement/physical activity is thereby emphasized as a core value in the framework plan, and the joy of movement and motor development is proposed as important in relation to life skills and health. Under the “Objectives and Content” section, it is written that “the physical kindergarten environment shall be safe and challenging and give the children opportunities for engaging in varied forms of movement” (MER, 2017, p. 19). “Varied forms of movement” is translated from the Norwegian bevegelseserfaringer, which can also be translated to “movement experiences” in English. Hence, the framework plan values engaging in varied forms of movement/movement experiences and holds kindergartens responsible for providing content and conditions that facilitate safe and challenging environments that provide opportunities for children to have these experiences. This is found in a section of the framework plan that promotes care, formative development, learning, social skills, communication, and language to be viewed in context, and these “all together contribute to children’s all-around development” (MER, 2017, p. 19). It is also emphasized that children should be allowed to play and explore their creativity, which indicates that conditions for different movement experiences can support an all-around approach to children’s development and be viewed in relation to play, development, exploration, care, and learning.

In the learning area “Body, movement, food, and health” in the framework plan, movement is mentioned four times, of which two were in headlines. The two remaining times that movement is mentioned were in relation to promoting how kindergartens should provide and introduce children to safe and challenging movement environments and provide opportunities for engaging in varied forms of movement both indoors and outdoors, within and outside the kindergarten grounds (MER, 2017, p. 50). The repeated focus on this underlines how “staff shall design the physical environment so that all children are given the opportunity to actively participate in play and other activities” (MER, 2017, p. 19). This shows not only a concern about varied forms of movement and physical environment but also a requirement to meet all children and groups of children (MER, 2017), indicating that inclusion is an important matter in kindergarten. Furthermore, joy of movement and varied forms of movement, sensory experiences, and physical play are emphasized as experiences and opportunities that kindergartens should provide to children. However, these hold far less emphasis on the sections about movement than on those about physical environment.



Physical activity/activities and physic/physical

The terms physical activity/activities and physic/physical are used in relation to or as translations for movement several times. Physical activity/activities is used three times, and physic/physical is used 10 times in the English version of the framework plan. In the Norwegian version, fysisk aktivitet/aktiviteter (physical activity/activities) is mentioned one time and fysisk/fysiske (physic/physical) is mentioned nine times. On page 49, kroppslig (embodied) is translated to “physical”; bevegelse, to “physical activity”; and bevegelseserfaringer, to a “variety of physical activities.” The use of the terms physical activity/activities and physic/physical, as well as the term movement, highly emphasizes the physical environment. Kindergarten is promoted as an “arena for daily physical activity” (MER, 2017, p. 11), and “children shall be included in activities in which they can engage in physical activity [Norwegian: bevegelse], play and social interaction and experience motivation and achievement according to their abilities” (MER, 2017, p. 49). The terms play, development, and care were all used in relation to these matters. Play is mentioned twice regarding kindergartens’ responsibility to introduce children to varied forms of physical activity and play (MER, 2017), and physical activity (movement), play, and social interactions are linked. The connection to development is made, as challenging movement environments are promoted to introduce children to sensory experiences and physical play (kroppslig lek in Norwegian) and motor development. In the present enquiry, the focus on physical well-being and physical (and mental) health is understood as care, although this is not necessarily linked to the act of moving. However, it is relevant in this discussion, as it might point to the earlier emphasis on joy in movement and the development of motor skills as parts of life skills and health. Staff should “meet the children’s need for physical care, including their need for quiet and rest” (MER, 2017, p. 20). This might not be traditionally connected to movement, but it can be an important part of being responsive toward the act of moving one’s body, which is a part of moving that is not found accounted for in the framework plan (MER, 2017).



Body/embodiment

Body is mentioned five times in the framework plan (two in headlines). It is presented, at one point, under the section describing the objectives and content of kindergartens in relation to how kindergartens should promote learning: “the children shall be able to use their entire body and all their senses in their learning processes” (MER, 2017, p. 22). This is mentioned after the sentence, “Children shall be able to explore, discover, and understand correlations, broaden their perspectives, and gain new insights” (MER, 2017, p. 22). Hence, the body is understood as connected to exploration and learning. Body is also mentioned under the learning area “Body, movement, food, and health,” promoting that “by engaging with the human body, food and health, kindergartens shall help the children to get to know their own needs, explore the human body and develop good hygiene habits and a varied diet” (p. 49) and “continue to develop their motor skills, body control, coordination and physical capabilities” (p. 49). In relation to an instrumental view of movement, the latter quote is most interesting and relevant. However, awareness of one’s needs and exploring the human body are relevant for a more explorative approach to movement. Embodiment (“kroppslig/kroppslighet” in the Norwegian version of the framework plan) is not mentioned in the English version of the framework plan, but kroppslig is mentioned under the learning area “Body, movement, food, and health” to promote that “by engaging with the human body […] kindergartens shall help the children to evaluate and master risky play through physical challenges [Norwegian: kroppslige utfordringer]” (p. 49). The emphasis that children should continue to develop motor skills, body control, coordination, and physical capabilities indicates that the framework plan acknowledges that children are already engaged in this dimension of their development. However, exploration is not mentioned in relation to this, and body language or bodily communication is also not mentioned in the framework plan.



Motor development/motor skills

“Motor development/motor skills” was included in the word search, as the phrase showed up as a surrounding word during the keyword search for movement. The two places where it is mentioned promote that kindergartens should “continue to develop their motor skills, body control, coordination and physical capabilities” (MER, 2017, p. 49) and “be an arena for daily physical activity, and it shall promote joy of movement and motor development in the children” (p. 11). Again, this shows that the framework plan accounts for developing movement skills, although it does not emphasize what these skills are, why they are valuable, or how the development of motor skills or joy of movement can be achieved, nor does it mention fine motor skills in any variation. This can be related to an instrumental approach to movement.



Kinesthesia

“Kinesthesia/kinesthetic” was included in the keyword search, being the sense through which an awareness about the qualities of one’s own and others’ movements arise (Sheets-Johnstone, 2016). According to Theorell (2021), children perform a kinesthetic musicality, meaning sensitivity, and sensuality toward what the children encounter when being in places, forces, media, and play impulses. Kinesthetic musicality contains transducing processes where children transform and renew energies, as for example seen in children’s war and battle games. Despite its relevance to young children’s development, it is not mentioned in the framework plan.



Summary of the results

The term movement and/or the related key terms used in the search show that focus on movement as moving one’s body/physical activity (or other key terms) is mentioned 27 times in the English version of the framework plan. The Norwegian version holds the same number of mentions but focuses on different key terms. The themes that occurred during the analysis focused on the physical environment for movement and the facilitation of motor and movement skill development and sensory experiences. Risky play and the joy of movement are also mentioned as aspects that should be facilitated by kindergartens. However, it is unclear how movement, the act of moving one’s body, is understood through risky play, joy in movement, development of motor skills, or sensory experiences. There is no clear conception of what type of movement is valued in these settings or of why movement is valued at all. Communication through movement is also not mentioned.




Discussion

In the following section, the key elements of the findings are outlined and discussed in relation to how children explore and undergo existential and formative experiences.


The framework plan’s emphasis on movement

The document analysis revealed a high emphasis on kindergartens’ physical environment and children’s possibilities for varied movement experiences. Kindergarten staff are encouraged to introduce children to varied challenging movement environments, sensory experiences, and physical play, both indoors and outdoors, within and outside the kindergarten. In relation to a turn to sensory experiences (e.g. Thyssen & Grosvenor, 2019) and Gibson’s (1979) notion of affordances and how children perceive their possibilities based on the environment, this emphasis is in line with an all-around approach. From a phenomenological perspective, such as shown in Merleau-Ponty’s (2012) “phenomenology of embodiment,” the movement experience becomes a part of a child’s understanding of self and others. The affordances (Gibson, 1979) available can therefore be meaningful for how children act and understand their possibilities in the present and future. This can be considered in line with Pedersen and Fusche Moe’s (2020) focus on how playful shared movement is likely to increase children’s opportunities for growth. It can also lead to a change to more than an increased frequency of organized and sedentary activities (Pedersen & Fusche Moe, 2020). A high focus on the physical movement environment could promote embodied exploration. It could also promote that different environments can support the development of various movement skills and a child’s perception of how to move in different environments in the future. However, in these settings, there is no clear conception of what type of movement is meant or valued and why. On the basis of the further emphasis on movement skills (body control, coordination, and motor skills), the framework plan could lean toward an understanding of movement as the development of skills, more than an inborne explorative navigation in the world. In line with research that promotes physical activity as important for health, learning, and all-around development (Lu & Montague, 2016; Stodden et al., 2021), both aspects will become crucial focal points for children’s development, and several aspects are meant to be considered at the same time.



Movement and children as being and becoming

One could question whether clarification of the use of the framework plan is necessary, as the cultural formation processes will happen regardless. Important matters of all-around development can be present in both an instrumental approach to children’s movement (as healthy for their bodies) and an approach leaning toward embracing playful and explorative movement. From this understanding, it can be challenging to categorize an activity, or even more so, a term in a written document (in this case, movement) as holding to a specific approach.

This complexity of children’s lines of becoming (Ingold, 2011) is important to consider when analyzing and/or criticizing the framework plan. Still, we argue that the analysis can raise awareness about how acknowledging all aspects of being human, including non-verbal, emotional, and expressional aspects, is significant to seriously consider the whole human. The framework plan promotes that kindergartens should continue to develop the motor skills, body control, coordination, and physical capabilities of children and promote the inclusion of all children and child groups (MER, 2017). However, it does not mention movement as a form of communication or expression of feelings through toddling and singing. To meet the all-around approach to children’s development and to include all children, create a space for different age communities, and promote the intrinsic value of childhood, we argue that one must account for these elements of movement as well. This is a natural part of kindergarten teachers’ work, although the focus of the guidelines may also receive more focus in the practical work (Biesta, 2009).



Teachers’ movement practices

Teachers’ movement practices are not mentioned in the framework plan. To leave autonomy to teachers is in line with the intentions of the document and Nordic tradition (Børhaug et al., 2018). A lack of outlined responsibility and acknowledgement of explorative non-verbal movement practices can also mean a lack of a decent or fulfilling language for this. We view teachers’ movement practices as crucial for children’s understanding of themselves and others, as moving with others is a crucial part of navigating in the world (Sheets-Johnstone, 2013). By illuminating different approaches to understanding and working with movement in steering documents, we suggest that teachers’ movement practices can be examined. Meanwhile, it can encourage both explicit and implicit work with movement as a means for better health and physical being and being expressive, communicative, and explorative, either at the same time or through specific activities. One can argue that providing space for open-ended activities in which children explore with and through their bodies is meaningful and is a base for self-agency (Sheets-Johnstone, 2017). In line with Jensen’s argument (2009), we can argue that a less open-ended pedagogical approach wherein one accounts for special activities, whether it be motor skill training, expressive, explorative, or a combination of these movement forms, can create pedagogical practices that might be more inclusive and offer more equal opportunities for all. Particularly for young children who have not yet learned to master verbal language, it is crucial to also shed light on a non-verbal dimension (explorative movement, touching, pointing, hitting, caressing, or dancing) of being and becoming (Hännikäinen, 2016; Ødegaard, 2006, 2020).

The use of movement in the framework plan offers examples of paradoxes in the expectations of teachers’ work. Kindergartens are expected to offer movement environments that are challenging and safe. They are also expected to meet and celebrate the intrinsic value of childhood, although movement as expression, which is the only way of expression for some children, is not mentioned. An openness in how movement is emphasized in the plan can hence offer great potential for teachers’ autonomous work but can limit the dimensions of movement practices if awareness of this emphasis in the framework plan is lacking.



Concluding remarks and impact of the study

The findings of this study raised the critical question of whether the framework plan leans toward an understanding of movement as the development of skills rather than as an inborne explorative navigation in the world. Paradoxical wordings were identified. Against this background, we suggest that a clearer emphasis on the different dimensions of movement can offer a meaningful contribution for understanding and accounting for children’s being and becoming in ECEC. Furthermore, we raise the question of whether a clarification of different approaches can contribute to an understanding of how the different approaches can be (and potentially already are) intertwined and hence lead to new ways of understanding the meaning of movement in ECEC. Movement has been described as an inherently important part of young children’s being and becoming in the world (e.g., Gradovski et al., 2019; Ingold, 2011; Ødegaard, 2020; Sheets-Johnstone, 2020; Stodden et al., 2021; Theorell, 2021). It represents a viable means for integrating health, well-being, play, and education during the early years, but movement competence and physical development as ECEC quality indicators are generally lacking (Pesce et al., 2018) and more interrogation on conceptual work is needed for a more complete understanding of the scientific borders and bridges between crucial concepts in early years, such as movement, play, and exploration. Therefore, future studies with research and didactic designs are warranted to better promote and capture these important aspects of children’s lives and development. Following this critique, we suggest that the body and movement must be considered in ecological frameworks and non-linear didactics. This could imply that researchers could adjust their focus between seeing the body as a movement competence (Pesce et al., 2018) and as a subject, with an emphasis on kinesthetic navigation and understanding of themselves and others.





Author biographies

Maria Grindheim holds a Masters of Arts (Education) in General Education from Danish School of Education, Aarhus University, in Copenhagen. Her field of interest is within children and youth, with a special focus on dancing and children’s exploration through movement. Grindheim has worked with children from ages 2–18 in Norway and Denmark and is currently an assistant professor in pedagogy at the kindergarten teacher education at Western Norway University of Applied Sciences.

Tiri Bergesen Schei is Professor (Dr. Art.) in Music Education and leader of the strategic research program “Arts, Creativity and Cultural Practices” at Faculty of Education, Arts and Sports, Western Norway University of Applied Sciences (HVL). Core fields of interests are related to creative and artistic activities with children, as well as teaching strategies within early childhood area; topics on cultural formation, construction of vocal identities, and the relationships between the audible body and the phenomenology of being heard by others.

Elin Eriksen Ødegaard is a professor and the research director at KINDknow – centre for Systemic Research on Diversity and Sustainable Futures, also called BARNkunne in Norwegian. She is a capacity builder with commitments to sustainability and equity. She researches early childhood education and teacher education with particular attention to conditions for children’s cultural formation and teachers’ transformative practices. Keywords in her research are: play, exploration, collaborative narratives and dialogic engagement. She is the project leader of Norwegian Research school of Early Childhood Education – NORCHILD (2022–2030). She produced the animated film “Becoming – the first 1000 days of early childhood.”



References


	Alexander, K. J. (2015). No ends, no means, just education: A kinaesthetic approach to thinking otherwise [Doctoral dissertation, University of Stirling]. STORRE Stirling Online Research Repository. http://hdl.handle.net/1893/23089

	Bae, B. (2021). Children’s participatory rights at risk? Perspectives from Norway: Policy and practice in early childhood education and care. In A. Višnjić-Jevtić, A. R. Sadownik, & I. Engdahl (Eds.), Young children in the world and their rights (pp. 189–201). Springer.

	Bartholdsson, Å., Gustafsson-Lundberg J., & Hultin, E. (2014). Cultivating the socially competent body: Bodies and risk in Swedish programmes for social emotional learning in preschools and schools. Critical Studies in Education, 55(2), 201–212. http://doi.org/10.1080/17508487.2014.889733

	Bartnæs, P., & Myrstad, A. (2022). Knowing-with-snow in an outdoor kindergarten. Journal for Research in Arts and Sports Education, 6(1), 76–91. https://jased.net/index.php/jased/article/view/3012

	Bevegelse [Movement]. (2021,  April 19). Ordnett. https://www.ordnett.no/search?language=la&phrase=bevegelse

	Biesta, G. (2009). Good education in an age of measurement: On the need to reconnect with the question of purpose in education. Educational Assessment, Evaluation and Accountability, 21, 33–46. https://doi.org/10.1007/s11092-008-9064-9

	Bjørgen, K. (2017). Bevegelsesglede i barnehagen: En kvalitativ studie av 3–5 åringers trivsel, involvering og fysiske aktivitet i barnehagens ulike utemiljø [Joy of movement in the kindergarten: A qualitative study of 3–5 year olds’ well-being, involvement and physical activity in the kindergarten’s various outdoor environment] [Doctoral thesis, Norwegian University of Science and Technology]. NTNU. http://hdl.handle.net/11250/2431153

	Borgen, J. S., & Ødegaard, E. E. (2015). Barnekultur som forskningsfelt – et interdisiplinært vitenskapelig emne [Child culture as research area—An interdisciplinary scientific area]. Barn, 33(3–4), 5–17.

	Børhaug, K., Fimreite H., & Kunnskapsdepartementet. (2018). The kindergarten teaching profession—present and future. Summary of report developed by an expert group appointed by the Ministry of Education and Research. Norwegian Ministry of Education. https://www.regjeringen.no/contentassets/f8ca7be41be143c0a10e9021511a8b6d/english-abstract-the-kindergarten-teaching-profession---present-and-future.pdf

	Bratberg, Ø. (2018). Tekstanalyse for samfunnsvitere [Text analysis for social scientists] (2nd ed.). Cappelen Damm Akademisk.

	Einarsdottir, J., Purola, A., Johansson, E., Broström, S., & Emilson, A. (2015). Democracy, caring and competence: Values perspectives in ECEC curricula in the Nordic countries. International Journal of Early Years Education, 23(1), 97–114. https://doi.org/10.1080/09669760.2014.970521

	Eriksen, M., Solheim, M., Hognestad, K., Bøe, M., Haaland, G., & Bae, B. (2017). Ny rammeplan for barne- hagens innhold og oppgaver [New framework plan for the kindergarten’s content and tasks]. Prismet, 4.

	Fjørtoft, I., Kjønniksen, L., & Støa, E. M. (2018). Barn-unge og fysisk aktivitet: operasjonalisering av anbefalingene om fysisk aktivitet og stillesitting for barn og unge i alderen 0–18 år [Children-young people and physical activity: Operationalization of the recommendations on physical activity and sitting still for children and young people aged 0–18 years] (Report). http://hdl.handle.net/11250/2578038

	Fosse, T., Lange, T., Hope-Lossius, M., & Meaney, T. (2018). Mathematics as the Trojan horse in Norwegian early childhood policy? Research in Mathematics Education, 20(2), 166–182. https://doi.org/10.1080/14794802.2018.1473162

	Gibson, J. J. (1979). The ecological approach to visual perception. Lawrence Erlbaum Associates.

	Goodlad, J. I. (1979). Curriculum inquiry: The study of curriculum practice. McGraw-Hill.

	Gradovski, M., Ødegaard, E. E., Rutanen, N., Sumsion, J., Mika, C., & White, E. J. (2019). The first 1000 days of early childhood. Springer.

	Hännikäinen, M. (2016). Younger children in ECEC: Focus on the national steering documents in the Nordic countries. Early Child Development and Care, 186(6), 1001–1016. https://doi.org/10.1080/03004430.2015.1071806

	Hu, A., & Ødegaard, E. E. (2019). Play and/or learning comparative analysis of dominant concepts in curriculum guidelines for ECE in Norway, Finland, China and Hong Kong. In A. W. Wiseman (Ed.), Annual Review of Comparative and International Education 2018 (Volume 37, pp. 207–224). International Perspectives on Education and Society.

	Husserl, E. (1989). Ideas pertaining to a pure phenomenology and to a phenomenological philosophy, second book (Ideas II) (R. Rojcewicz & A. Schuwer, Trans.). Kluwer Academic.

	Ingold, T. (2000). The perception of the environment: Essays on livelihood, dwelling and skill. Routledge.

	Ingold, T. (2011). Being alive. Essays on movement, knowledge and description. Routledge.

	Ingold, T. (2018). Anthropology and/as education. Routledge.

	James, A., & James, A. (2012). Key concepts in childhood studies. Sage.

	Jensen, B. (2009). A Nordic approach to early childhood education (ECE) and socially endangered children. European Early Childhood Education Research Journal, 17(1), 7–2.

	Løkken, G. (2000). Toddler peer culture: The social style of one and two year old body—subjects in everyday interaction. [Doctoral thesis] Institute of Education, Faculty of Social and Educational Sciences. Norwegian University of Science and Technology.

	Lu, C., & Montague, B. (2016). Move to learn, learn to move: Prioritizing physical activity in early childhood education programming. Early Childhood Education Journal, 44(5), 409–417. https://doi.org/10.1007/s10643-015-0730-5

	Merleau-Ponty, M. (2012). Phenomenology of perception. Routledge.

	Ministry of Education and Research (MER). (2017). Rammeplan for barnehagen: Forskrift om rammeplan for barnehagens innhold og oppgaver [Framework plan for the content and tasks of kindergartens]. https://www.udir.no/globalassets/filer/barnehage/rammeplan/rammeplan-forbarnehagen-bokmal2017.pdf

	Moen, K., & Rugseth, G. (2018). Perspektiver på kropp i kroppsøvingsfaget i skolen og i faglærerutdanningen i kroppsøving [Perspectives on body in PE in school and PE teacher education]. Journal for Research in Arts and Sports Education, 2(1), 1–15. https://doi.org/10.23865/jased.v2.1052

	Myrstad, A., & Sverdrup, T. (2019). De yngste barna som vegfarere i barnehagen [The youngest children as wayfarers in kindergarten]. Nordisk Barnehageforskning, 18. https://doi.org/10.7577/nbf.2622

	Nilsen, A., Anderssen, S. A., Ylvisaaker, E., Johannessen, K., & Aadland, E. (2019). Physical activity among Norwegian preschoolers varies by sex, age, and season. Scandinavian Journal of Medicine & Science in Sports, 29(6), 862–873. https://doi.org/10.1111/sms.13405

	Nilsen, A. B., Fylkesnes, S., & Mausethagen, S. (2017). The linguistics in othering: Teacher educators talk about cultural diversity. Reconceptualising Educational Research Methodologies, 8(1), 40–50.

	Ødegaard, E. E. (2006). Kaptein Andreas og hans mannskap: Drøfting av forskningsdata om en gutts stemme og hans innflytelse på barnehagens innhold [Captain Andreas and his crew: Discussion of research data about a boy’s voice and influence on the kindergarten content]. Barn, 24(1), 67–89.

	Ødegaard, E. E. (2019). Norway: ‘Danning’ and the infant—Local conditions for the early formation as persons. In M. Gradovski, E. E. Ødegaard, N. Rutanen, J. Sumsion, C. Mika, & J. White (Eds.), The first 1000 days of early childhood: Becoming. Springer.

	Ødegaard, E. E. (2020). Dialogical engagement and the co-creation of cultures of exploration. In M. Hedegaard & E. E. Ødegaard (Eds.). Exploration and cultural formation. (pp. 83–104). Springer.

	Pedersen, L., & Fusche Moe, V. (2020). The moment of play and movement: A qualitative study of children’s playful shared movements. Journal for Research in Arts and Sports Education, 4(2), 68–83. https://doi.org/10.23865/jased.v4.2218

	Pesce, C., Faigenbaum, A. D., Goudas, M., & Tomporowski, P. (2018). Coupling our plough of thoughtful moving to the star of children’s right to play. In R. Meeusen, S. Schaefer, P. Tomporowski, & R. Bailey (Eds.), Physical activity and educational achievement insights from exercise neuroscience (pp. 247–274). Routledge.

	Rossholt, N. (2012). Kroppens tilblivelse i tid og rom: Analyser av materielle-diskursive hendelser i barnehagen [The body’s becoming in time and space: analysis of material-discursive happening in kindergarten] [Doctoral thesis, Norwegian University of Science and Technology]. NTNU Open. http://hdl.handle.net/11250/269067

	Rudd, J. R., Pesce, C., Strafford, B. W., & Davids, K. (2020). Physical literacy—a journey of individual enrichment: An ecological dynamics rationale for enhancing performance and physical activity in all. Frontiers in Psychology, 11. https://doi.org/10.3389/fpsyg.2020.01904

	Sando, O., Kleppe, R., & Sandseter, E. B. H. (2021). Risky play and children’s well-being, involvement and physical activity. Child Indicators Research, 14(4), 1435–1451. https://doi.org/10.1007/s12187-021-09804-5

	Schei, T. B. (2013). Everyday life discourses in kindergarten. Cultural Historical Psychology, 8(2), 31–37. http://psyjournals.ru/kip/2013/n2/61549.shtml

	Sheets-Johnstone, M. (2013). Movement as a way of knowing. Scholarpedia Journal, 8(6), 30375. https://doi.org/10.4249/scholarpedia.30375

	Sheets-Johnstone, M. (2016). Insides and outsides: Interdisciplinary perspectives on animate nature. http://ez.statsbiblioteket.dk:2048/login?url=https://ebookcentral.proquest.com/lib/asb/detail.action?docID=4770248

	Sheets-Johnstone, M. (2017). Agency: Phenomenological insights and dynamic complementarities. The Humanistic Psychologist, 45(1), 1–22. https://doi.org/10.1037/hum0000058

	Sheets-Johnstone, M. (2020). The body subject: Being true to the truths of experience. The Journal of Speculative Philosophy, 34(1), 1–29. https://doi-org.galanga.hvl.no/10.5325/jspecphil.34.1.0001

	Stodden, D., Lakes, K. D., Côté, J., Aadland, E., Brian, A., Draper, C. E., Ekkekakis, P., Fumagalli, G., Laukkanen, A., Mavilidi, M. F., Mazzoli, E., Neville, R. D., Niemistö, D., Rudd, J., Sääkslahti, A., Schmidt, M., Tomporowski, P. D., Tortella, P., Vazou, S., & Pesce, C. (2021). Exploration: An overarching focus for holistic development. Brazilian Journal of Motor Behavior, 15(5), 301–320. https://doi.org/10.20338/bjmb.v15i5.254

	Theorell, E. (2021). Kraft, form, transformationer: Om kinestetisk musikalitet och kroppsvärldande i pojkars krigslek [Force, form, transformations: kinesthetic musicality and body-worlding in boy’s war play]. [Doctoral dissertation]. Stockholm University.

	Thyssen, G., & Grosvenor, I. (2019). Introduction: Learning to make sense—interdisciplinary perspectives on sensory education and embodied enculturation. The Senses and Society, 14(2), 119–130.

	Uprichard, E. (2008). Children as beings and becomings: Children, childhood, and temporality. Children and Society, 22(4), 303–313.

	UN Committee on the Rights of the Child. (2013). General comment No. 17 (2013) on the right of the child to rest, leisure, play, recreational activities, cultural life and the arts (art. 31). Refworld. https://www.refworld.org/docid/51ef9bcc4.html

	Vallberg Roth, A. C. (2014). Nordic comparative analysis of guidelines for quality and content in early childhood education. Nordisk barnehageforskning, 8(1), 1–35.

	Wartofsky, M. (1979). Models: Representation and the scientific understanding. Springer.

	Weldemariam, K., Boyd, D., Hirst, N., Sageidet, B. M., Browder, J. K., Grogan, L., & Hughes (2017). A critical analysis of concepts associated with sustainability in early childhood curriculum frameworks across five national contexts. International Journal of Early Childhood, 49(3), 333–351.

	World Health Organization [WHO]. (2019). Guidelines on physical activity, sedentary behaviour and sleep for children under 5 years of age. https://www.who.int/publications-detail/guidelines-on-physical-activity-sedentary-behaviour-and-sleep-for-children-under-5-years-of-age








OPS/xhtml/nav.xhtml




Contents





		Cover



		Contents



		Children’s movement according to the Norwegian framework plan: A document analysis



		Background and introduction



		Research aim and question



		Conceptualizing bodily movements



		The framework plan for kindergartens: Content and tasks



		Document analysis and its implications



		Analysis procedures



		Results



		Move/movement



		Physical activity/activities and physic/physical



		Body/embodiment



		Motor development/motor skills



		Kinesthesia



		Summary of the results









		Discussion



		The framework plan’s emphasis on movement



		Movement and children as being and becoming



		Teachers’ movement practices



		Concluding remarks and impact of the study









		Author biographies



		References

















OPS/images/cover.png
JASEd

Vol.6,2022

Children’s movement according
to the Norwegian framework plan: A document analysis

Maria Grindheim, Tiri Bergesen Schei & Elin Eriksen Odegaard

NOASP &






