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The call for an “educational 
footprint” in conceptualizing 
mental health and psychosocial 
support: the case of Norwegian 
kindergarten teachers
Ingrid R. Christensen *

University of South-Eastern Norway (USN), Notodden, Norway

This article presents an in-depth qualitative case study asking, “How do 
Norwegian kindergarten teachers conceptualize and negotiate the field of 
psychosocial support?” This article thoroughly explores how Norwegian 
kindergarten teachers perceive of the field Mental health and psychosocial 
support (MHPSS). Recognizing the global imperative to advance mental health 
and psychosocial support for children, the study highlights the crucial need 
for interprofessional grounded concepts and logics in developing MHPSS 
interventions. The study employs a grounded theory approach to actively 
develop concepts in the MHPSS field in Norway. The six selected Norwegian 
expert teachers can make up a so-called “unique case”, representing a high-
income country with a robust welfare system and child-centered pedagogy. Yet, 
they reveal challenges in embracing the concept of psychosocial support: The 
analysis shows that the teachers seem to neglect and even reject the concept 
of psychosocial support, while also expressing inferiority and lack of agency 
towards other professions. However, the teachers also express the desire for 
more knowledge, and with proudness they energetically engage in fostering 
children’s agency and functioning by their everyday descriptions of «meeting 
with the child». The study calls for the kindergarten teachers’ increased efforts 
to actively participate in MHPSS interventions, advocating for the further 
development of an «educational footprint» that can empower interprofessional 
work.
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1 Introduction

This article presents a qualitative case study that investigates how kindergarten teachers 
in Norway conceptualize and negotiate the field of mental health and psychosocial support 
(MHPSS). The Norwegian context is particularly interesting due to its status as a high-income 
country and a stable welfare system. The kindergarten has in general highly qualified teachers 
and a strong program for child-centered pedagogy. This paper therefore asks: How do 
Norwegian kindergarten teachers conceptualize and negotiate the field of psychosocial support?

The global need for increased attention to the field of mental health and psychosocial 
support (MHPSS) for children is globally acknowledged. The rising instabilities caused by 
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political conflicts, a shared economic crisis, a pandemic, and 
environmental changes have amplified concerns about the mental 
health and well-being of children worldwide (Collishaw and Sellers, 
2020; Hossain et al., 2022; World Health Organization, 2022b). The 
field of mental health and psychosocial support comprise measures 
directed toward “any type of local or outside support that aims to 
protect or promote psychosocial well-being and/or prevent or treat 
mental health condition” (UNHCR, 2022).

During the last decade, there is an increased awareness of 
children’s mental health in schools and kindergartens (Holen and 
Waagene, 2014; Tjomsland et al., 2021; World Health Organization, 
2021, 2023). Education, and especially kindergarten, is an arena with 
tremendous potential for providing psychosocial support with 
available professional competence in everyday relations (Soneson 
et al., 2020; World Health Organization, 2023) While a teacher’s role 
does not officially include being a mental health practitioner, 
education should provide learning and well-being for all students 
(Andrews et al., 2014).

As a consequence, MHPSS is implemented in the formal curricula 
of education in many countries (Cefai et al., 2021). The kindergarten 
is considered effective for “early prevention” measures (Holmes et al., 
2015). In Norway, MHPSS has been part of the national curricula in 
schools as well as the kindergarten framework plans in education 
since 2017 under the label “public health and life skills” (Ministry of 
Education and Research, 2017), and is supplemented by programs and 
teaching materials for use in public and private kindergartens. Many 
of these Norwegian measures often take a cognitive-psychological 
approach, describing emotional regulation as the teachers’ most 
important task (Nordanger and Braarud, 2014, Bru et al., 2016, p. 22).

However, the implementation of the field of MHPSS in education 
meet several common challenges across many countries. International 
and Norwegian evaluations of interventions show limited long-term 
effects of interventions and programs (Gjerustad et al., 2019; Maynard 
et  al., 2019; Finning et al., 2020). Some explanations for the 
shortcomings are explained as matters of implementation methods, 
such as developing feasible measures (Soneson et al., 2020). Some 
pinpoint the need for a more standardized conceptual basis in the 
programs (Bangpan et al., 2016; Augustinavicius et al., 2018). Some 
shortcomings of the MHPSS can be  explained as a lack of 
consideration of the gaps between knowledge, services, and 
adjustments to actual local needs (Fatori and Polanczyk, 2020; 
Soneson et  al., 2020). Furthermore, some emphasize the lack of 
interprofessional collaboration across community sectors such as 
health, social services, and education as a reason for possible failures 
of effective interventions (Lund et al., 2013; Sashidharan et al., 2016).

In addition, one main criticism is that the rationale and many 
of the concepts in MHPSS interventions in education by and large 
are developed by the health sector. The MHPSS field is dominated 
by psychological or psychiatric definitions and measures, and 
with none or few contributions from the educational sector. Some 
studies of MHPSS in education show that teachers tend to 
question their mandate and role in dealing with mental health 
issues, and in addition, they express that they do not have the 
formal competence to do so (Stubø, 2018; Ní Chorcora and 
Swords, 2021). Furthermore, educational programs are not 
providing enough preparation for teachers, and teachers express 
that they do not have enough knowledge to position themselves 
toward materials produced by interest groups (Andrews et al., 

2014; Shelemy et al., 2019). The teachers’ own contribution to 
interventions seems to be  rare, if not absent (Maynard 
et al., 2019).

Thus, there is a need for developments that can balance 
systematized and standardized measures of MHPSS and local, 
interprofessional interventions (Jordans et al., 2016; Haroz et al., 
2020; Kamali et al., 2020). There is also a need for bottom-up 
contributions for developing a particular “educational footprint” 
that adds to the field of MHPSS by investigating the logic and 
concepts of MHPSS among kindergarten teachers. Against this 
background, this study explores how kindergarten teachers 
themselves conceptualize and negotiate the field of 
psychosocial support.

The present study is a development of a previous international 
comparative study of psychosocial support described by 
kindergarten teachers in Palestine and Norway. The comparison 
showed that although Palestinian kindergarten teachers were 
more well-acquainted with the MHPSS terminology, the two 
countries shared many common challenges in providing 
psychosocial support in kindergarten. The study describe a need 
for further national studies to develop a more distinct “educational 
footprint” in the field of MHPSS (El-Khodary et al., 2021). The 
aim of this present paper is to bring in-depth insights into 
teachers’ professional logic and conceptualization of psychosocial 
support, calling for an “educational footprint” in interprofessional 
work in MHPSS interventions.

In the following sections, I will describe the case of kindergarten 
and the field of MHPSS in Norway, and some key concepts and 
methodological considerations of the study before an in-depth 
analysis of the kindergarten teachers’ conceptualizations and 
negotiations of the field of psychosocial support.

2 The case of Norway: the relevance 
of exploring the field of psychosocial 
support in Norwegian kindergartens

The question about how kindergarten teachers describe 
psychosocial support toward traumatized children is a key concern in 
Norway countries, along with the challenges of mental health, early 
intervention, and the particular role of kindergarten. Norway shares 
the complex global challenge of an increasing number of young people 
seeking help for mental health difficulties (Nordic Council of 
Ministers, 2017). Even though Norway represents a stable high-
income country and a well-founded general welfare, psychosocial 
difficulties are considered among the largest challenges for public 
health (Department of Health and Care, 2019). In Norwegian 
kindergartens, 4–7% of the children require mental health services 
(Størksen et al., 2018).

On this background, the study from Norway might represent a 
contribution to the field of MHPSS as a “best case scenario” or a 
“unique case” (Yin, 2009, pp. 46–47). Norway has a generally stable 
national infrastructure, a strong public kindergarten, an overall high 
formal competence among the teachers, and also good material 
conditions. Enrolment into ECEC before formal schooling is 97% of 
children between 3 and 5 years old in Norway (Norwegian Directorate 
for Education and Training, 2023). All children in Norway have an 
individual right to center care from age one, and about 90% of the 
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children attend a kindergarten on a full-day basis, the majority from 
the age of 1-year-old (Norwegian Directorate of Education, 2019). As 
a basis, children are offered kindergarten with publicly regulated rates, 
being subsidized by the government, based on the equal right to 
education and early intervention (Einarsdottir, 2011; Haug, 2013). 
Initiatives such as discount schemes and free core time aim to boost 
kindergarten enrollment. Both regionally and decentralized strategies 
and supervision for professional development actively support local 
quality of the kindergarten (Meld.St.6, 2019-2020). Over 40% of 
Norwegian kindergarten staff hold a 3-year bachelor’s degree in early 
childhood education and care, while other staff typically complete 
shorter vocational courses or gain experience.

Both public and private kindergartens in Norway are regulated by 
the Kindergarten Act (Ministry of Education and Research, 2017), and 
their purpose and content adhere to the national curriculum known 
as The Framework Plan for the Content and Tasks (Norwegian 
Directorate of Education and Training, 2017). The Framework Plan 
for Kindergartens clearly defines the roles and responsibilities of 
kindergartens, as well as underlining the rights of children and 
parents. The Framework plan suggest a core staff ratio-to children, 
requiring one adult for every three children under 3 years old and one 
adult for every six children over 3 years old.

Norwegian kindergartens prioritize free play as an inherent 
aspect of childhood, as an activity and end goal in itself, adopting 
a holistic approach to children’s development in close 
collaboration with the parents. The ideas presented in the data 
material can be  interpreted in the light of general Norwegian 
pedagogical ideals of child-centered pedagogy, representing a 
particular childhood ideal of independence and self-governed 
development prior to academic learning. Children should 
be viewed as “beings” and not only “becomings,” and the teacher 
should value a child’s own agency and take time for their 
initiatives (Bae, 2007).

Since 2017, MHPSS has had the label “public health and life 
skills” in the framework plan for kindergarten (Ministry of 
Education and Research, 2017), In Norway MHPSS programs have 
had increased attention after the covid pandemic (Nøkleby et al., 
2021), and is supposed to support the formal curricula in 
education. For instance, in some parts of Norway there has been a 
particular political priority to develop “Trauma 
sensitive kindergartens.”

However, there are sharp controversies within educational 
context about the framing of MHPSS. On the one hand, there is 
a political priority of introducing the measures of MHPSS 
through the Framework plan, followed by financial support for 
several MHPSS interventions in kindergartens. On the other 
hand, representatives of education raise critical questions about 
the relevancy of MHPSS interventions in kindergartens, 
especially if they promote coming and mastery of life as a 
“competence,” as if life itself can be measured, tested and failed 
(Helskog, 2019; Madsen, 2020). They argue toward education as 
a therapeutic and clinical arena and seem to oppose any kind of 
standardization or programs, based on the conviction that 
MHPSS in terms of coping and mastery of life puts an even 
higher pressure on children today. On this basis, there should 
be  good conditions for developing the field of MHPSS in 
Norwegian kindergartens, yet the discursive academic landscape 
shows that this can be contested.

3 The concept of mental health and 
psychosocial support

This study explores kindergarten teachers’ own conceptualizations 
and negotiations of psychosocial support, aiming at contributing to an 
“educational footprint” in interprofessional work in the field of 
MHPSS. The Inter-Agency Standing Committee (IASC) describes the 
field of psychosocial support as the support provided by a community 
and holds that “the composite term mental health and psychosocial 
support is to […] describe any type of local or outside support that 
aims to protect or promote psychosocial well-being and/or prevent or 
treat mental disorder” (Inter Agency Standing Committee, 2022). This 
description can be supplemented with Woodward’s (2015) definition, 
holding that psychosocial support should include “the combined 
influence that psychological factors and the surrounding social 
environment have on children’s physical and mental wellbeing and 
their ability to function.”

The descriptions of psychosocial support of IASC and Woodward 
are wide, flexible and comprise psychosocial support as a field of 
practices and an open space for the teachers’ own conceptualizations. 
At the same time, the description of psychosocial support also sets a 
focus on the interactional quality of MHPSS and specific social 
patterns and transactions between the child and their caregivers. 
Additionally, they underline that MHPSS should rely on 
interprofessional work and the collective cooperation rather than 
being a domain of for instance the health sector. The interplay among 
different societal actors significantly impacts a child’s physical and 
mental well-being, as well as their ability to function in society 
(Woodward, 2015). Individuals, families, kindergartens, the 
environment, municipal administration, societal structures, and the 
political situation collectively influence a child’s development 
(Bronfenbrenner and Morris, 1998; Sabol and Pianta, 2012).

Although this study adheres to the larger field of MHPSS, the 
main analytical unit of this study is «psychosocial support», as many 
Norwegian teachers themselves seemingly contest their role within the 
mental health field (Stubø, 2018). The concepts of mental health could 
have created distance, or in worst case, be seen as irrelevant for the 
informants. Another reason for this is that present study does not 
cover the field of MHPSS for instance clinical assessment, treatment, 
or describe clinical trauma as such. By using the term “conceptualize,” 
I  will turn the attention to the combination of the teachers’ own 
terminology and the contexts making a meaningful conceptualization 
of psychosocial support. By “negotiation,” I open up for the inclusion 
of interpretations, tensions, priorities, and values that kindergarten 
teachers express. Exploring the conceptualizations and negotiations of 
kindergarten teachers may catalyze further development of an 
educational contribution and “footprint” in interprofessional work 
within the field of MHPSS.

3.1 Methods of the study

This paper offers a new and in-depth analysis of the Norwegian 
segment of data, being part of a previous comparative study on 
kindergarten teachers’ perspectives on psychosocial support in 
Palestine and Norway (El-Khodary et al., 2021). The two studies 
shared certain features early in the research process, serving as a 
mutually informative reference group during various research phases. 
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The prior study (El-Khodary et al., 2021) provided brief comparisons 
across two distinct national contexts, while this present study 
represents new analyses, research questions and units of analysis, 
calling for in-depth national studies of the data material.

The study holds a so-called “one-case design.” A case study can 
be described as a flexible and comprehensive methodology with well-
established procedures (Creswell, 2009). A case study yields an 
opportunity for in-depth exploration of the phenomenon under 
study” (Mohammed et al., 2015, p. 100). In this article, we conduct a 
study of one phenomeon, namely the term psychosocial support, as it 
conceptualized by Norwegian kindergarten teachers. By treating it as 
a case, we can have knowledge about how the concept of psychosocial 
support appears in a specific period of time (2018), in time and 
context, and according to certain knowledge domains, kindergarten 
teachers. Studies like these cases can offer essential insights for the 
academic leadership of kindergartens and serve as a foundation for 
developing other research designs for larger samples.

As for sampling, this present study comprises a strategic sampled 
case of six well-educated kindergarten teachers with specialized 
experience in providing professional support for trauma-exposed 
children (Table 1).

All the kindergarten teachers work in kindergartens in a city in 
the southeastern part of Norway with a mixed socio-economic 
environment, including a significant number of immigrants and 
refugees. This constitutes what can be  labeled an “expert sample,” 
particularly in terms of higher education and in-service training.

Most of the teachers have comprehensive higher education. One 
holds a bachelor’s degree in early childhood, another is a kindergarten 
teacher with a bachelor’s in child welfare, and a third has a Master’s in 
Inclusive Education. Some of the teachers possess two higher degrees. 
Experience in kindergarten varies from a few months to 42 years.

In the evaluation the combination of the sample toward the 
responses, I reflected about whether education level, age, or having 
children themselves educational program, and years of experience are 
significant for the quality or the depth of the responses. Within the 
scope of this research design, it is not possible or relevant to draw 
conclusions on the background of singular factors of the sample.

Another factor I considered was whether employment in public or 
private kindergartens had an impact on the responses, which, in this 
context, was negative. Four teachers were from a public kindergarten, 
and the other two were from a private kindergarten. In Norway, the 
public kindergarten sector includes both public and private 
kindergartens, all subject to close management and adhering to the 

same quality systems, psychological supervision systems, and a 
standardized teacher/child ratio in both public and private kindergartens.

Therefore, on an overall level, the responses are developed as a 
one-case design, meaning that the responses are analyzed by their 
content, and not by person. The qualitative design still pays close 
attention to the details and logics of the informants’ responses, and 
tensions and contradictions in the data materiel. The aim of this study 
is to explore the qualitative conceptualizations and logics in a selected 
group of kindergarten teachers who are evaluated as highly qualified 
for describing the concept of psychosocial support.

Data were collected from September to October 2020 and selected 
through an open call and direct contact with kindergartens. In 
addition, many of the teachers work in multicultural areas, and with 
immigrants and refugees.

The interviews in this study were semi-structured. The interview 
protocol was not developed from pre-defined specified clinical 
indicators; instead, it poses open-ended interview questions regarding 
the teachers’ concepts and conditions for providing psychosocial 
support. A first question to the informants, all the informants was how 
they would define the term “psychosocial support.” It was followed up 
by description of how the teachers provide psychosocial support, as 
well as the children’s needs for psychosocial support, and then adjusted 
to the individual responses from the kindergarten teachers.

The interviews were conducted either face-to-face or on Zoom (2 
face-to-face and 4 on Zoom). Data were gathered by a native-
language-speaking researcher using a qualitative semi-structured 
interview guide. The semi-structured interview was dynamic, 
primarily structured around the question of how kindergarten 
teachers would describe the concept of psychosocial support, but also 
following the informant’s lead in connecting terms and engagement. 
All the interviews were transcribed and then translated into English, 
with the process overseen by a second native speaker. The respondents 
were given fictional names. From anonymity reasons, these are not the 
same as “Informant 1, 2, etc.

This present paper employs a grounded-theory analytical strategy 
(Glaser and Strauss, 1967), providing a “bottom-up” concept and 
offering “thick descriptions” (Geertz, 1983). The grounded theory 
approach was applied in two steps: During the first step, I conducted 
several thorough readings of the data material and outlined a few central 
keywords that appeared to be  significant for all the kindergarten 
teachers, utilizing the strategy of so-called open coding (Strauss and 
Corbin, 1990, p. 61). These categories were not predefined but stemmed 
from the data material. As an example, the responses to the question 

TABLE 1 Description of the sample in the study.

Education Experience In-service training in psychosocial support and/
or regular supervision from public educational 
psychological services

Informant 1 2 Bachelor degrees, Kindergarten teacher and social 

work

App 10 years in 

kindergarten

Yes

Informant 2 MA in inclusive education and educational psychology 4 years in kindergarten Yes

Informant 3 BA kindergarten teacher degree 5 years in kindergarten Yes

Informant 4 2 BA degrees:

BA child care and BA education.

<1 year in kindergarten Yes

Informant 5 BA kindergarten teacher degree 22 years in kindergarten Yes

Informant 6 No higher education 42 years in kindergarten Yes
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“how do you define psychosocial support” were organized below each 
other, with comments provided for each, specifying the dimension to 
which they referred. As a result, the findings are presented as a one-case 
scenario denoting the common key tendencies among the kindergarten 
teachers. During the second step, I systematized paragraphs connected 
to the keywords and read them in their contexts, seeking to explore the 
format of the data material, their speech acts through more elaborate 
descriptions and engagements (so-called “axial coding,” Strauss and 
Corbin 1990, p. 123).

For instance, some teachers did not find all the questions relevant, 
including the term “psychosocial support,” which is crucial to describe 
in the analysis. On one hand, one could consider this a “zero finding.” 
On the other hand, it is important to conduct systematic reflections 
on how and why the teachers respond the way they do. Thus, the study 
seeks to identify unspoken presuppositions, implications, negotiations 
(Abrams and Harpham, 2005), and even subversions of professional 
logics (Freidson, 2001).

Considering the trustworthiness of qualitative research (Peels and 
Bouter, 2023), the current study involving Norwegian kindergarten 
teachers has been discussed within an international research group at 
various stages, including planning and discussing the specific context 
of MHPSS in Norwegian kindergartens. We discussed the interview 
guide connected to the Norwegian context and the selected informants 
and conducted initial analyses together. This collaborative effort 
resulted in the first paper, shedding light on the need for a new and 
in-depth analysis of the rich data from the Norwegian sample.

The study has adhered to the guidelines for data collection, 
information, and handling of data, and has been clarified according to 
the requirements of Norwegian Agency for Shared Services in 
Education and Research (sikt.no/en). The participants received 
invitations in written form with information about the study, of 
anonymization procedures and the rights to withdraw at any time.

As for the validity issues, this study will provide analytical 
exploration rather than statistical generalization (Flyvbjerg, 2001). The 
findings develop generalizations of topics and themes used to generate 
key notions and clarify key conditions for the further development the 
field of MHPSS in kindergartens in Norway and in an 
international context.

4 Analytical explorations: kindergarten 
teachers negotiating the concept of 
psychosocial support

This section introduces some key analyses and results of how 
Norwegian kindergarten teachers conceptualize psychosocial support, 
aiming at bringing in-depth insights into teachers’ professional logic 
and conceptualization of psychosocial support, calling for an 
educational contribution and “footprint” in interprofessional work in 
MHPSS interventions.

A dual analytical lens will be employed, showing the emphasized 
content of psychosocial support as well as showing how kindergarten 
teachers address the concept of psychosocial support. The analysis 
presents three main topics from the interviews with the kindergarten 
teachers: Kindergarten teachers’ rejection of the concept of 
psychosocial support, the reconceptualization and new components 
of psychosocial support, and the professional identity and positioning 
toward the field of psychosocial support.

4.1 Psychosocial support rejected by 
kindergarten teachers

An overall finding in this study, is that the concept of psychosocial 
support is weakly established. When the kindergarten teachers 
respond to the question about how they would describe the term 
“psychosocial support,” there is a strikingly similar response:

“It’s not a word we use in kindergarten, psychosocial support? Is 
that what you  said? But we  perform psychosocial support, as 
I understand the concept. In the form of supporting children’s 
mental health and interaction with others, self-regulation, taking 
the other's perspective … coping with feelings, considering the 
feelings of others, and expressing feelings. […] “I work mostly 
with children where the PPT [psychological-pedagogical services] 
has used the term” attachment difficulties or disorder”. Here 
we see a lot of quite strong feelings, an overwhelming expression 
of one or the other feeling. Preoccupied with feelings, one is not 
just a bit sad, but very sad …” (Kari)

“For me … well I am not used to using that concept. But building 
good relationships, supporting children in all situations, is not a 
such precise language, but is the same meaning”. (Brit)

“I have read your definition (laughs), in kindergarten, it is about 
meeting children’s emotional needs, that's what I think of first. To 
be available for children and create a safe space for the children. 
So that they dare to show their feelings and that they will meet 
adults that can cope with their feelings. No matter what one has 
experienced” (Anna)

“It is quite a wide concept, but essentially it’s about meeting the 
child where they are, on many levels”. (Ida)

In the first lines of the quotes, the kindergarten teachers seem to 
reject the term psychosocial support, by “it’s not a word we use …,” “I 
have read your definition (laughs) ….,” “I am not used to that concept 
…” “It is quite a wide concept …” These kindergarten teachers 
emphasize that the term psychosocial support is not a concept they 
immediately would identify as their own; that they are not used to it 
or criticizing it as a too wide concept. They underline the distance to 
it by repeating the definition given by the interviewer, laughing a bit, 
as if it is not precise or strange to their professional enterprise. They 
seem to comment with particular confidence, as if questioning, 
othering, and maybe even ridiculing the term psychosocial support 
does not apply to what the kindergarten teachers do. At first glance, 
psychosocial support as a concept does not hit the target for what 
these teachers think they do.

4.2 The “But” introduced: psychosocial 
reconceptualized

However, the quoted kindergarten teachers offer many alternatives 
to the term psychosocial support. Some of them do so by saying “but,” 
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introducing a negotiation of the concept, and demonstrating a certain 
demarcation of a contrasting position. One could say that the 
kindergarten teachers now negotiate it and explain what they do, 
providing nuances and maybe even replacing psychosocial support as 
a concept.

After this introduction, the kindergarten teachers establish some 
components of the concept of psychosocial support: Kari enlists some 
concepts above that psychosocial support is to support children’s 
mental health and interaction with others, self-regulation, taking the 
other’s perspective … coping with feelings. Kari also mentions 
“attachment difficulties or disorder” - underlines that it is a term used 
by others, the public-school psychologist service (called “PPT”). Kari 
somehow sees the need for replacing the term with everyday language 
by saying “one is not just a bit sad, but very sad ….” In this manner, 
the kindergarten teacher actively translates clinical concepts to a 
language that seems adjusted to everyday language, as if they were 
speaking to a parent or the children themselves. Brit also translates, 
explaining that she has “not have such precise language,” but that 
psychosocial support means “building good relationships.” This 
making of alternative definitions and concepts can interestingly 
be read as an act of communication as if they now are in a dialog with 
children or non-professionals. As a result, the term psychosocial 
support is translated, and maybe also diversified. It can give the 
impression that they are in a dialog with an unseen audience, that does 
not to be other professionals, but rather parents or children.

4.3 Psychosocial support reconceptualized 
by kindergarten teachers: three main 
components

During the rest of the interviews, the kindergarten teachers 
maintain the distance to psychosocial support as a term and do not 
use it. Instead, one could say that kindergarten teachers reconceptualize 
psychosocial support through three main components of support 
toward children. These components can be summarized as (a) support 
of feelings, (b) support of relations and open-ended meetings, (c) 
support having time.

4.4 Component a: support of emotions and 
feelings

One main component all the kindergarten tea of psychosocial 
support is the support of emotions and feelings. Children’s feelings 
seem to be at the core of the work with children in general, and it is 
one of the most frequent terms used by all kindergarten teachers. 
Anna says:

” … children are little people full of feelings. Everything they 
experience in a day, both at home and in kindergarten affects 
them in some way. They pick up everything”.

The kindergarten teachers do not describe emotions, which often 
can be described as a psychologist’s terminology (Rogndal, 2017), but 
the everyday term “feelings”. Anna expresses feelings as a sort of 
observation of what a child is, also a child’s sensitivity toward people, 
places, and changing character of feelings during the day. The other 

teachers describe various professional actions and reactions to 
children’s feelings.

“All children need psychosocial support in kindergarten, to 
recognize their feelings, to know about feelings, to be  able to 
assure consideration from others and to others” (Kari).

“[the children] need a lot of validation and caring, from the staff. 
So they can feel they belong with us, that they feel safe in the 
kindergarten […]” (Ida)

“There is a need for regulation of feelings, and support in dealing 
with difficult and strong feelings. If the child is feeling unhappy 
[…] they come to an adult to be comforted, then too […] there 
are a lot of children who need comforting to control their feelings 
in both small and large situations in kindergarten” (Anna).

In these quotes, the kindergarten teachers enlist several actions on 
children’s feelings. They describe knowledge about feelings, as a kind 
of psycho-educative perspective and use terms like “recognition,” 
“consideration” and “validation” of feelings. These terms could 
be elaborated on as philosophical or psychological terms. However, 
they are only enlisted briefly among all the kindergarten teachers and 
can indicate a low emphasis on academic terms.

Thus, the kindergarten teachers in this study seem to conceptualize 
psychosocial support in terms of attention to the children’s feelings. 
They only mention academic complex terms and seem to prefer to 
describe intuitively the feelings as what a child is or does. The language 
is vivid, with everyday affectionate examples, making psychosocial 
support a matter of sensing, maybe more than registering or 
systematizing observation.

4.5 Component B: support of relational 
spaces and open-ended meetings

The kindergarten teachers introduce also psychosocial support as 
a social and relational domain. The term “other” is central for all the 
kindergarten teachers, in phrases like “each other,” “in relation to 
others” “other children” “being with/playing with others.” In addition, 
alternative concepts about the relations, such as “group” and “inclusion 
among the children,” “interact” and “relationship” make up a major 
feature throughout the data material. This could imply that 
kindergarten teachers describe psychosocial support with an emphasis 
on the social aspect.

Yet, few kindergarten teachers specify for instance the 
development of social skills, but make summarizing headlines:

“In the form of supporting children’s mental health and interaction 
with others, self-regulation, taking the other's perspective … 
coping with feelings, considering the feelings of others, expressing 
feelings (Kari)

These social skills are presented as a kind of list, and they utilize 
terms from the psychological discipline, such as emotional regulation 
and cognitive behavioral approaches (Lekhal and Drugli, 2019) 
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However, only Kari uses these terms, and they are not explained 
further by Kari or other kindergarten teachers.

The kindergarten teachers do not describe singular children with 
diagnoses, special needs, or trauma. Instead, all the children in the 
kindergarten are described in general.

“Psychosocial support … what I think of when I hear this word 
are children who need support so they can interact with other 
others, build relationships with others, when the child is 
struggling, or the situation around the child is difficult […] So the 
challenge is to include the child in good interactions, good 
play” (Peter)

According to Peter, the teachers’ job is not to interfere with the 
emotional difficulties of the child but lies in involving and including the 
child and securing good play. Being able to relate and the act of inclusion 
seems to work indirectly as a protective force when a child is struggling.

The social relations and values of belonging and inclusion have a 
high priority in kindergarten. However, the details of how the 
kindergarten teacher works with social relations seem not to 
be emphasized in these interviews. First, this could be interpreted as 
a lack of vocabulary or process dimensions for facilitating the social 
relations between the children. Second, relations in terms of belonging 
and inclusion can adhere to a tacit value more than practical skills. A 
third way to understand the lack of procedures is, the kindergarten 
teachers seem to draw attention to the relations in the kindergarten. 
Psychosocial support is a kind of open-ended meeting and is essential 
to psychosocial support.

“[…] essentially it’s about meeting the child where they are, on 
many levels”. (Anna).

“It [psychosocial support] is quite a wide concept, but essentially 
it’s about meeting the child where they are, on many levels” (Ida)

Strikingly many of the teachers use the word “meet” and “meeting 
the child where s/he is” in the interviews of this study. The meeting is 
described in expressions like for instance “being available for the 
children,” “creating a safe space” and “meeting the children where they 
are.” This meeting is not framed as a physical meeting. Instead, the 
meeting appears as something indistinct, like a kind of sensitivity or 
open-ended presence.

Thus, the relational aspect of psychosocial support does not lie in 
developing particular social competencies of the child (Lamer, 2014) 
or in psychological procedures, for instance, emotional regulation of 
for example how to calm a nervous child (Nordanger and Braarud, 
2014). Instead, the relational focus appears with layers of existential 
and ethical space with a less verbalized notion and open-
ended meetings.

4.6 Component C: psychosocial support 
and the quest for time

“Time” or “having time” is emphasized and engages all the 
kindergarten teachers. In the interviews, time appears not only as an 
organizational unit of hours and minutes; it can also be read as a kind 

of open-ended attention for the kindergarten teachers. It might denote 
a flexibility that seems crucial for providing psychosocial support, 
both when it comes to practical organization as well as a quality of the 
relation to the child.

First, the teachers seem to repeatedly use the terms “having time” 
or “not having time.” Time appears as a face value and practical 
condition for providing good psychosocial support-or the risk of the 
opposite. For instance, Ida describes the importance of

“… staff who see how important [psychosocial support] is, even 
when time is tight. In kindergarten there are many routines, 
things that need to be  done throughout the day. That can 
feel stressful”.

Time is described as tight, and even something the teachers have 
or do not have as a crucial factor, adding pressure for providing 
psychosocial support.

Second, time is also depicted through pedagogical values for the 
kindergarten teachers. Vera says: “In kindergarten, we say we have “all 
the time in the world,” but we do not have “all the time in the world”! 
We always have too few hands”. On the one hand, Vera expresses 
worries about not having enough time for providing psychosocial 
support. “Not having time/hands” can be described as a practical and 
linear understanding of time (Barad, 2017), and can refer to practical 
and organizational matters in kindergarten. On the other hand, Vera’s 
statement also exposes another and deeper conflict about time. Saying 
that “we have all time in the world” implies a professional ideal 
presented for the children. This value might refer to the understanding 
of time as relative and flexible in kindergartens, where the time and 
activities of the child guide the day (Ulla, 2017). Yet, through the 
limitations of the linear time, Vera reveals foundational professional 
values under pressure and implicit threats toward the provision of 
good psychosocial support.

Third, time appears a kind of available to the child, displaying risk 
and vulnerability in providing psychosocial support, for both the child 
and the teacher.

“I am very conscious of wanting the child to have the time this 
child needs to feel ready to explore things again or get back into 
play. For some children that can take a long time, so not to rush 
them in, but at the same time think it is good for the child to come 
in, or that they want to go into play with others. (Peter)

“Some of the children we meet here take a long time to warm to 
you. Days and weeks can go by where they are just not interested 
in any form of contact with the teachers. Just grumpy, quarrelsome, 
won’t join in, nothing is fun, everything is boring, that’s boring, 
that’s boring, and one just has to keep trying. It means you just 
must try every day to make contact …” (Brit).

In these quotes, Brit and Peter utter that providing psychosocial 
support and having contact is not a given, even for them as 
experienced kindergarten teachers. Peter and Brit both describe 
patient waiting. Psychosocial support is not only dependent on what 
they give as teachers but is dependent on waiting for a connection 
with the child. Brit describes the steady waiting as a strategy for 
connecting the grumpy and the quarrelsome child. This might take 
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days or weeks or months, revealing time as important for the fragile 
acts of communication and coexistence for the kindergarten teachers.

Peter says that he waits for “the child to come in” and wants to go 
into play and join in with the others. Psychosocial support is 
established as a long-term goal and might lie in the ability to envision 
a long-term goal of participation and being part of a group.

In the quotes of Peter and Brit above it is not necessarily the teacher 
who provides psychosocial support. The teacher does not have a clear 
role in the terms of scripted and defined actions in providing 
psychosocial support. Instead, they wait: They wait for the child to join, 
they wait for the child to play, and they wait for the general contact with 
the teachers. According to this approach, there is a genuine focus on the 
child as an actor (Hewett, 2001; Bae, 2007; Ministry of Education and 
Research, 2017). The meeting with the child appears to be an open space 
for the child to act, connect, and develop. According to such logic, 
psychosocial support is a matter of promoting a child’s agency and willful 
actions. Contact and attachment are focused on the acting and the 
interacting child. From Brit’s quote, the teacher does not correct or 
regulate the behavior of the grumpy and quarrelsome child. The 
kindergarten teacher mostly waits. The waiting can represent an open 
space where children play, quarrel, interact – these seem to 
be fundamental in the kindergarten teachers’ descriptions of psychosocial 
support. In the quote, especially Brit displays a vulnerable approach to 
time. Time does not only imply a practical organizational structure, nor 
a procedural order or structure of the day. Time rather appears as a 
relational and open space, a circular matter of repetition and observation 
(Barad, 2017) whereas anything could happen, and with the risk that 
both the teacher and the child can fail. Providing psychosocial support 
is all but a procedure, it turns the attention to agency and subjectivity as 
the most important assets for conceptualizing psychosocial support.

However, the agency of children’s open space is also threatened.

“Children are pressured – “pressured” into a form dictated by 
adults and where children have less opportunity to contribute, 
where children’s participation is marginal, and where the adult's 
needs are more visible. They [the adults] can take up too much 
space.” (Anna).

In this quote, Anna displays the vulnerability and the risk in 
psychosocial support as an open-ended presence., which could be the 
adult taking up too much space. Maybe she also makes a more general 
comment about the “adult world” of policies dominating the agenda 
in kindergarten.

Thus, through the time descriptions, the kindergarten teachers do not 
only communicate that time is something that organizes the day in terms 
of the staff-child ratio. Instead, time can represent the possibility of open 
spaces to enable a child’s agency and subjectivity as the most important 
assets for conceptualizing psychosocial support. As a summary (Table 2), 
the kindergarten teacher’s conceptualizations can be summarized by three 
components and examples of main concepts.

4.7 Professional positioning to 
psychosocial support: ambiguous 
professional identities

A striking feature in this study is that the kindergarten teachers 
seem to avoid the professional title “teacher,” which can be  an 

important part of how the kindergarten teachers position themselves 
to the notion of psychosocial support. The kindergarten teachers 
speak about themselves as “the adult,” which is a previously debated 
issue in Norway (Fimreite and Moxnes, 2021). Not using the 
professional title appears somehow contradictory to the fact that all 
the informants hold at least a bachelor’s degree, have additional 
courses, and are well-experienced teachers with a particular interest 
in psychosocial support. The kindergarten teachers also express pride 
in their formal education and confidence in their work through the 
interviews. The use of the “adult” can rest on more than a pragmatic 
and communicative title communicating inferiority. Rather, the 
kindergarten teachers take their pride in the “meeting with the child.” 
Being “the adult” is then a token for highlighting the focus of the 
meeting, which is based on silence, patiently waiting for the child, and 
active promotion of the agency of the child. The agency does not come 
as a given, especially not in strong asymmetrical relationships 
(Sorbring and Kuczynski, 2018).

Yet, when it comes to psychosocial support, many of the 
kindergarten teachers express psychosocial support as if navigating in 
an unknown field. Even when describing formal education, Anna 
maintains psychosocial support as a matter of handling ad hoc 
situations. “It wasn’t easy to make a plan and I did not feel I had a lot in 
my pedagogical bag of knowledge in a way, I felt it a bit ad hoc” (Anna). 
In contrast to the knowledge Anna had from her formal education, the 
daily work represents challenges, and she expresses that she does not feel 
prepared. The plans and former pedagogical knowledge are experienced 
as insufficient, both by Anna and other teachers.

All the teachers in the study also express openness and call for 
more formal education as well as knowledge of psychosocial support. 
Peter says, “One is never finished learning!.” However, the sources of 
knowledge vary. Some of the kindergarten teachers have had updates 
and other courses on psychological theories. Most of the kindergarten 
teachers mention a general theory of attachment, like “the circle of 
security” theory, that has been translated into Norwegian and 
presented to the kindergarten during the last five years (Brandtzæg 
et  al., 2013). A couple of teachers express the need for more 
psychological knowledge,

TABLE 2 Summarizing key terms and analytical considerations in the 
study.

Dimension Main emphasized 
concepts, examples

Analytical 
considerations

Emotional 

dimension

«Feelings» The kindergarten teachers 

emphasize everyday terms 

and avoid academic terms.

Social 

dimension

“Meet” and “meeting the 

child where s/he is,” “each 

other,” “in relation to others,” 

“other children” “inclusion 

among the children”

Psychosocial diagnoses/

disorders are not 

mentioned.

Time–space 

dimension

“Having time” “having too 

few hands,” “waiting for the 

child”

Psychosocial support as a 

space of risk and 

vulnerability in the relation 

to each child.
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“… to meet children’s need where they are, but also knowledge of 
children’s brain development, about the three sides of the brain, 
and where emotions lie, and where experiences are stored, how 
understanding gets connected to the experience, how late it gets 
connected, if you look at how children mature” (Anna)

Anna expresses a need for more knowledge and can label 
headlines of specific fields of developmental psychological knowledge. 
Yet, at the same time, she maintains that kindergarten teachers 
“meeting the children where they are” is a basic condition for 
developing their competence.

Despite the need for knowledge from other instances, 
kindergarten teachers experience little or weak collaborations outside 
their kindergarten with the other public services. Vera says: “No, no 
we do not get much input from outside, we must have confidence in 
each other, and discuss together […] “. Some of the kindergartens have 
routines for discussing cases and collaborating with other instances 
when a child has complex issues. A general tendency is still that the 
kindergarten teachers describe the collaboration internally in the 
kindergarten and seem less connected to external knowledge circuits.

Thus, the professional expertise, the kindergarten teachers display 
an ambiguity when they position themselves in the field of 
psychosocial support. The teachers do not describe themselves as 
professionals, but as “adults.” Yet they express pride in their formal 
education as well as in their experience. They call for collaboration, 
yet in practice, they are delimited to their internal knowledge circuits 
and describe how they must confide in their own knowledge and 
discernment. The kindergarten teachers also call for more knowledge, 
and very well from interdisciplinary knowledge networks.

5 Summary and discussion

This study explores how Norwegian kindergarten teachers 
conceptualize and negotiate the field of psychosocial support. The 
present study aims to provide in-depth insights into teachers’ 
professional logic and conceptualization of psychosocial support, 
calling for an educational contribution and a “footprint” in 
interprofessional work in MHPSS interventions.

The qualitative analysis of this study shows that the Norwegian 
kindergarten teachers seem to neglect and even reject the concept of 
psychosocial support, while also expressing inferiority and lack of 
agency toward other professions. Despite high formal competence and 
in-service training in psychosocial support, the typical psychological 
and formal terms are avoided prior to everyday language. The 
kindergarten teachers highlight three main dimensions of 
psychosocial support; the emotional dimension, the social dimension 
as well as a “time–space” dimension whereas they describe the 
immediate needs and relations as vulnerable and at risk. However, the 
teachers also express the desire for more knowledge, and with 
proudness they energetically engage in fostering children’s agency and 
functioning by their everyday descriptions of «meeting with the child».

This study represents a small but strategic sample of qualitative 
interviews with Norwegian expert teachers in a well-developed and 
stable structure for providing psychosocial support. The results of this 
case study show that kindergarten teachers display deep ambiguity 
toward the concept of psychosocial support. These findings represent 
both obstacles to and possibilities in the field of MHPSS.

On the one hand, kindergarten teachers in this study tend to reject 
the concept of psychosocial support as an academic term, and terms 
like trauma or diagnoses do not capture their attention. The teachers 
establish psychosocial support with seemingly weak definitions; they 
dismiss, subvert, and translate typical clinical and academic definitions 
into descriptive, everyday language. They also express an inferior 
position to other professions and give the impression of low 
professional self-consciousness, labeling themselves as “adults” instead 
of “teachers.” These findings can cause foundational difficulties in a 
clear framing of any clear “educational footprint.”

However, on the other hand, kindergarten teachers’ responses can 
also be read as important negotiations and active reconceptualizations 
of psychosocial support. At the core of psychosocial support is the 
“meeting with the child.” The meeting with the child is expressed as 
an open-ended presence of having time, making observations, and 
providing a finely tuned response to the varied needs of the children 
throughout the day. Thus, kindergarten teachers seek performative 
and action-oriented concepts of psychosocial support rather than 
academic, representative concepts, following a typical pattern of 
teachers’ conceptualizations (Mulcahy, 2011). Despite their seemingly 
inferior professional position, kindergarten teachers articulate a clear 
vision for observing and acting according to the child’s needs and 
facilitating the child’s agency and functioning. Thus, a summarizing 
finding from this study of the kindergarten teachers’ conceptualization 
and negotiation of psychosocial support can be described as everyday 
performative and finely tuned interactions with the child.

Through this present study, it is possible to envision that 
kindergarten teachers take a position apart from the established 
controversies in MHPSS measures in education. The teachers seem to 
avoid standardized concepts. In their pursuit of the children, their 
emotions, and needs, they seem to have a strong focus on anything but 
standardized concepts and measures. Yet, this study shows that 
kindergarten teachers do not necessarily adopt the criticisms from the 
academic educational discipline toward the MHPSS field either  
(e.g.,). Despite rejecting the concept of psychosocial support, they also 
articulate explicit emotional needs and call for active collaboration.

The findings from this qualitative study indicate several challenges 
for further development of the educational contribution in the field of 
MHPSS. The first challenge is directed to MHPSS. The teachers do not 
necessarily need health-based initiatives as a sole “help to think” 
(Raknes, 2019), as they do not lack psychological knowledge. Education 
is not necessarily only a passive “receiver” of health-based interventions. 
It might also be important to establish systems for including teachers as 
professional premise providers, as the teachers can provide a 
systematized, professional body of knowledge and represent 
comprehensive local knowledge (Ní Chorcora and Swords, 2021).

A first challenge could be  directed toward the kindergarten 
teachers. In a landscape of critical needs for good MHPSS measures, 
the kindergarten teachers’ approach to psychosocial support might 
be perceived as too vague, and the kindergarten teachers might seem 
unknowledgeable. If so, it is easy to understand that more defined and 
“harder” psychological concepts of, e.g., “emotional regulation,” might 
easily be incorporated into kindergartens and education. The teachers’ 
descriptions of the “meeting with the child” can also be read as too 
dependent on the individual teacher and bound up in time and space, 
and secrecy and exclusivity. A weak or privatized conceptual basis can 
challenge coordinated actions for MHPSS, which are also dependent 
on clear educational perspectives when developing systematic 
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knowledge. It is necessary to dare to develop concepts that move 
beyond the subjective everyday descriptions, yet without being too 
standardized and far from educational practices.

A second challenge is directed toward educational research on 
MHPSS, including ourselves. This study does not only suggest that 
other sectors should include education as the “weaker part” but 
challenges also the educational sector for increased participation in 
conceptualizing the field of MHPSS. This study shows that 
kindergarten teachers have a clear focus on the psychosocial needs of 
the child and call for more knowledge of the field of MHPSS. They do 
not reject MHPSS measures as such but try to find their own approach. 
Educational research, then, needs to expand rather than hold on to a 
defensive position toward any other disciplines. Education is not only 
under attack or “under invasion” toward the field of MHPSS. The 
pedagogical notions about a child’s agency and experiential learning 
(Lillejord et al., 2015) are obvious perspectives included well in the 
field of MHPSS. The challenge for the academic landscape is to 
develop professional educational concepts that can communicate with 
an interprofessional audience in the field of MHPSS.

A third challenge is directed toward the health sector in the field 
of MHPSS. The efforts for MHPSS are depending on increased 
coordination and inclusive perspectives from education as well as 
mental health and child welfare services (Nordanger and Braarud, 
2014; World Health Organization, 2022a). The success of MHPSS 
interventions should be evaluated according to how they are rooted in 
practice-based foundations during their development (Lund et al., 
2013; Sashidharan et  al., 2016). If cross-sectoral work and good 
cooperation are the keys to better psychosocial support, it is crucial to 
develop common professional concepts and active boundary work 
(Akkerman and Bakker, 2011). There is a need for an “educational 
footprint,” yet only as one footprint among many.

Data availability statement

The raw data supporting the conclusions of this article will 
be made available by the authors, without undue reservation.

Ethics statement

Ethical approval was not required for the studies involving 
humans due to non-sensitive data and the level of anomyization. The 
study was conducted in consultation with SIKT (Norwegian Agency 
for Shared Services in Education and Research) and accordance with 

the Norwegian legislation and institutional requirements. The 
participants provided their written informed consent to participate in 
this study, and the data material has been sufficiently anonymized 
according to national regulations. The studies were conducted in 
accordance with the local legislation and institutional requirements. 
The participants provided their written informed consent to 
participate in this study. Written informed consent was obtained from 
the individual(s) for the publication of any potentially identifiable 
images or data included in this article.

Author contributions

IC: Conceptualization, Data curation, Formal analysis, Funding 
acquisition, Investigation, Methodology, Project administration, 
Resources, Validation, Writing – original draft, Writing – review & editing.

Funding

The author(s) declare that no financial support was received for 
the research, authorship, and/or publication of this article.

Acknowledgments

The author expresses great gratitude to the NORPART Palestine 
research group “Inclusive education and Psychosocial support”, and a 
special thanks to the work and wise comments from Susan Lyden.

Conflict of interest

The author declares that the research was conducted in the 
absence of any commercial or financial relationships that could 
be construed as a potential conflict of interest.

Publisher’s note

All claims expressed in this article are solely those of the authors 
and do not necessarily represent those of their affiliated organizations, 
or those of the publisher, the editors and the reviewers. Any product 
that may be evaluated in this article, or claim that may be made by its 
manufacturer, is not guaranteed or endorsed by the publisher.

References
Abrams, M. H., and Harpham, G. G. (2005). A glossary of literary terms. Boston, Mass: 

Thomson Wadsworth Cengage Learning.

Akkerman, S., and Bakker, A. (2011). Boundary crossing and boundary objects. Rev. 
Educ. Res. 81, 132–169. doi: 10.3102/0034654311404435

Andrews, A., McCabe, M., and Wideman-Johnston, T. (2014). Mental health issues in 
the schools: are educators prepared? J. Ment. Health Train. Educ. Pract. 9, 261–272. doi: 
10.1108/JMHTEP-11-2013-0034

Augustinavicius, J., Greene, M., Lakin, D., and Tol, W. (2018). Monitoring and evaluation 
of mental health and psychosocial support programs in humanitarian settings: a scoping 
review of terminology and focus. Confl. Heal. 12:9. doi: 10.1186/s13031-018-0146-0

Bae, B. (2007). Å se barn som subjekt – noen konsekvenser for pedagogisk arbeid 
i barnehage [To see children as subjects - some consequences for pedagogical work in 
kindergarten] Å se barn som subjekt  - noen konsekvenser for pedagogisk arbeid 
i barnehage - regjeringen.no]

Bangpan, M., Larmbert, F., Chiumento, A., and Dickson, K.. (2016). The impact 
of mental health and psychosocial support programmes for  
populations affected by humanitarian emergencies: a systematic review protocol. 
Oxfam.

Barad, K. (2017). Troubling time/s and ecologies of nothingness: Re-turning, re-
membering, and facing the incalculable. New Formations: A Journal of Culture/Theory/
Politics.

https://doi.org/10.3389/fpsyg.2024.1339332
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.3102/0034654311404435
https://doi.org/10.1108/JMHTEP-11-2013-0034
https://doi.org/10.1186/s13031-018-0146-0


Christensen 10.3389/fpsyg.2024.1339332

Frontiers in Psychology 11 frontiersin.org

Brandtzæg, I., Torsteinson, S., and Øiestad, G. (2013). “Se barnet innenfra. Hvordan 
jobbe med tilknytning i barnehagen” in See the child from within. How to work with 
attachment in kindergartens (Bergen: Kommuneforlaget)

Bronfenbrenner, U., and Morris, P. A. (1998). The ecology of developmental processes. 
In W. Damon and R. M. Lerner (Eds.), Handbook of child psychology: Theoretical models 
of human development (pp. 993–1028). New York: John Wiley and Sons Inc.

Bru, E., Cosmovici, E., and Idsøe, K.Ø. (2016). Psykisk helse i skolen. [Mental health 
in schools] Oslo: Universitetsforlaget.

Cefai, C., Simões, C., and Caravita, S. (2021). A systemic, whole‐school approach to mental 
health and wellbeing in schools. EU NESET report. Publications Office of the European 
Union. doi: 10.2766/50546

Collishaw, S., and Sellers, R. (2020). “Trends in child and adolescent mental health 
prevalence, outcomes, and inequalities” in Mental health and illness of children and 
adolescents. eds. E. Taylor, F. Verhulst, J. Wong and K. Yoshida (Thousand Oaks, CA: 
Sage).

Creswell, J. (2009). Research design: Qualitative, quantitative, and mixed methods 
approaches (3rd). Thousand Oaks, CA: Sage.

Department of Health and Care. (2019). Opptrappingsplan for barn og unges psykiske 
helse [upscaling plan for the mental health of children and youth] (2019–2024). 
Prop 121 S (2018-2019).

Einarsdottir, J. (2011). Contributing factors in policymaking in early childhood 
education. Nordic early childhood education and care–effects and challenges research–
practice–policy making. Oslo: Norwegian Ministry of Education and Research.

El-Khodary, B., Christensen, I., Abou-Dagga, S., Raji, S., and Lyden, S. (2021). 
Palestinian and Norwegian Kindergarten Teachers\u0027 Perspectives on Psychosocial 
Support: A Qualitative Study. Frontiers in psychology, 12, 761303. doi: 10.3389/
fpsyg.2021.761303

Fatori, D., and Polanczyk, G. V. (2020). “Gaps between knowledge, services, and 
needs” in Mental health and illness of children and adolescents. eds. E. Taylor, F. 
Verhulst, J. Wong and K. Yoshida (Springer)

Fimreite, H., and Moxnes, A. R. (2021). Hvem er de voksne i barnehagen? [who are 
the adults in the kindergarten?]. Utdanningsnytt. Hvem er de voksne i barnehagen? 
(utdanningsnytt.no)

Finning, K., Ford, T., Moore, D. A., and Ukoumunne, O. C. (2020). Emotional 
disorder and absence from school: Findings from the 2004 British Child and Adolescent 
Mental Health Survey. European Child & Adolescent Psychiatry, 29, 187–198. doi: 
10.1007/s00787-019-01342-4

Flyvbjerg, B. (2001). Making social science matter: Why social inquiry fails and how it 
can succeed again. Cambridge: Cambridge University Press.

Freidson, E. (2001). Professionalism. The third logic. San Francisco: Polity Press.

Geertz, C. (1983). Local knowledge: Further essays in interpretive anthropology. New 
York: Basic Books.

Gjerustad, C., Smedsrud, J., and Federici, R. A.. (2019). Systematisk arbeid med 
psykisk helse i skolen: Spredning, bruk og implementering av eksterne skoleprogram. 
systematic work with mental health in school: NIFU.

Glaser, B. G., and Strauss, A. L. (1967). The Discovery of Grounded Theory: Strategies 
for Qualitative Research. Aldine. doi: 10.1097/00006199-196807000-00014

Haroz, E., Nguyen, A. J., Lee, C. I., Tol, W. A., Fine, S. L., and Bolton, P. (2020). What 
works in psychosocial programming in humanitarian contexts in low-and middle-
income countries: a systematic review of the evidence. Intervention 18, 3–17. doi: 
10.4103/INTV.INTV_6_19

Haug, K. H. (2013). Kindergarten — a universal right for children in Norway. Int. J. 
Child Care Educ. Policy 7, 1–13. doi: 10.1007/2288-6729-7-2-1

Helskog, G. H. (2019). Fragmentering og disharmoni, eller helse og livsmestring? 
PRism 70, 53–61. doi: 10.5617/pri.6857

Hewett, V. M. (2001). Examining the Reggio Emilia approach to early childhood 
education. Early Childhood Educ. J. 29, 95–100. doi: 10.1023/A:1012520828095

Holen, S., and Waagene, E. (2014). Psykisk helse i skolen. Utdanningsdirektoratets 
spørreundersøkelse blant lærere, skoleledere og skoleeiere. [mental health in school. The 
Norwegian Directorate of Education's survey among teachers, school leaders and school 
owners.] NIFU, 2014–9.

Holmes, C., Levy, M., Smith, A., Pinne, S., and Neese, P. (2015). A model for creating 
a supportive trauma-informed culture for children in preschool settings. J. Child Fam. 
Stud. 24, 1650–1659. doi: 10.1007/s10826-014-9968-6

Hossain, M. M., Nesa, F., das, J., Aggad, R., Tasnim, S., Bairwa, M., et al. (2022). Global 
burden of mental health problems among children and adolescents during COVID-19 
pandemic: an umbrella review. Psychiatry Res. 317:114814. doi: 10.1016/j.psychres.2022.114814

Inter Agency Standing Committee. (2022). IASC humanitarian system-wide scale-up 
activations and deactivations. Available at: https://interagencystandingcommittee.org/
iasc-transformative-agenda/iasc-humanitarian-system-wide-scale-activations-and-
deactivations?_gl=1*122krbe*_ga*MTgwODI5NTE4MS4xNjY1NzY1MDMy*_ga_E60
ZNX2F68*MTY2NTc2NTAzMi4xLjEuMTY2NTc2NTE4MS4xNi4wLjA.

Jordans, M. J., Piggot, H., and Tol, W. A.. (2016). Interventions for children affected 
by armed conflict: a systematic review of mental health and psychosocial support in 
low-and middle-income countries. Curr. Psychiatry Rep. 18:9. doi: 10.1007/
s11920-015-0648-z

Kamali, M., Munyuzangabo, M., Siddiqui, F. J., Gaffey, M. F., Meteke, S., Als, D., et al. 
(2020). Delivering mental health and psychosocial support interventions to women and 
children in conflict settings: a systematic review. BMJ Glob. Health 5:e002014. doi: 
10.1136/bmjgh-2019-002014

Lamer, K. (2014). Dette vet vi om barnehagen: Sosial kompetanse [this is what we know 
about kindergarten: Social competence]. Oslo: Gyldendal Akademisk.

Lekhal, R., and Drugli, M. (2019). Psykiske vansker hos norske barnehagebarn 
[Mental health issues among Norwegian kindergarten children]. Første steg 1, 46–49.

Lillejord, S., Børte, K., Halvorsrud, K., Ruud, E., and Freyr, T.. (2015). Tiltak med positiv 
innvirkning på barns overgang fra barnehage til skole: En systematisk kunnskapsoversikt. Oslo: 
Kunnskapssenter for utdanning.

Lund, C., Waruguru, M., Kingori, J., Kippen-Wood, S., Breuer, E., Mannarath, S., et al. 
(2013). Outcomes of the mental health and development model in rural Kenya: a 2-year 
prospective cohort intervention study. Int. Health 5, 43–50. doi: 10.1093/inthealth/
ihs037

Madsen, O. J. (2020). Livsmestring på timeplanen: Rett medisin for elevene? [life skills 
on the schedule: The right medicine for the students?] Oslo: Spartacus.

Maynard, B., Farina, A., Dell, N. A., and Michael, K. (2019). Effects of trauma-
informed approaches in schools: a systematic review. Campbell Syst. Rev. 15, 1–2. doi: 
10.1002/cl2.1018

Meld.St.6 (2019-2020) Early intervention and inclusive education in kindergarten, 
schools and out-of-school hours care. Ministry of Education and Research. Meld. St. 6 
(2019–2020) Early intervention and inclusive education in kindergartens, schools and 
out-of-school-hours care - regjeringen.no

Ministry of Education and Research (2017). Rammeplan for barnehagen: Forskrift om 
rammeplan forbarnehagens innhold og oppgaver. Framework plan for Kindergarten 
Udir. Available at: https://www.udir.no/contentassets/7c4387bb50314f33b828789
ed767329e/rammeplan-for-barnehagen—bokmal-pdf.pdf

Mohammed, S., Peter, E., Gastaldo, D., and Howell, D. (2015). Rethinking case study 
methodology in Poststructural research. Can. J. Nurs. Res. 47, 97–114. doi: 
10.1177/084456211504700107

Mulcahy, D. (2011). Assembling the ‘accomplished’ teacher: the performativity and 
politics of professional teaching standards. Educ. Philos. Theory 43, 94–113. doi: 
10.1111/j.1469-5812.2009.00617.x

Ní Chorcora, E., and Swords, L. (2021). Mental health literacy and help-giving 
responses of Irish primary school teachers. Irish Educ. Stud. 41, 735–751. doi: 
10.1080/03323315.2021.1899029

Nøkleby, H., Borge, T. C, and Johansen, T.B. (2021). Konsekvenser av covid-19-
pandemien for barn og unges liv og psykiske helse- oppdatering av en hurtigoversikt.. [the 
effects of the Covid-19 pandemic on children and youth’s life and mental health: An update 
of a rapid review]. Oslo: Folkehelseinstituttet. Konsekvenser av covid-19-pandemien for 
barn og unges liv og psykiske helse - FHI

Nordic Council of Ministers (2017). Mental health among youth in Norway. Nordpub  
HYPERLINK, https://norden.diva-portal.org/smash/get/diva2:1071160/FULLTEXT01.pdf

Nordanger, D., and Braarud, H. C. (2014). Regulering som nøkkelbegrep og 
toleransevinduet som modell i  en ny traumepsykologi. Tidsskrift for Norsk 
psykologforening 51, 530–536.

Norwegian Directorate of Education. (2019). The Norwegian Education Mirror 
Available at: https://www.udir.no/in-english/education-mirror-2019/school/

Norwegian Directorate of Education and Training (2017). Framework plan for 
kindergartens. https://www.udir.no/contentassets/7c4387bb50314f33b828789ed76732
9e/framework-plan-for-kindergartens--rammeplan-engelsk-pdf.pdf

Norwegian Directorate for Education and Training. (2023). The Norwegian Education 
Mirror 2022. https://www.udir.no/in-english/the-education-mirror-2022/

Peels, R., and Bouter, L. (2023). Replication and trustworthiness. Account. Res. 30, 
77–87. doi: 10.1080/08989621.2021.1963708

Pettersvold, M., and Østrem, S. (2019). “Problembarn og programinvasjon 
[problem children and program invasion]” in Problembarna. Metoder og manualer 
i barnehage, Skole og barnevern [the problem children. Methods and manuals in 
kindergarten, school and child welfare services]. eds. M. Pettersvold and S. Østrem 
(Oslo: Cappelen Damm)

Raknes, S. (2019). Madsen bommer på kritikken [Madsen misses by his critics]. 
Tidsskrift for Norsk psykologforening 56:47.

Rogndal, J. (2017). Lær deg å forstå emosjoner. [Learn how to understand emotions]. 
Psykologisk.no. Lær deg å forstå emosjoner (psykologisk.no)

Sabol, T. J., and Pianta, R. C. (2012). Recent trends in research on teacher-child 
relationships. Attachment and Human Development, 14, 213–231. doi: 
10.1080/14616734.2012.672262

https://doi.org/10.3389/fpsyg.2024.1339332
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.2766/50546
https://doi.org/10.3389/fpsyg.2021.761303
https://doi.org/10.3389/fpsyg.2021.761303
https://doi.org/10.1007/s00787-019-01342-4
https://doi.org/10.1097/00006199-196807000-00014
https://doi.org/10.4103/INTV.INTV_6_19
https://doi.org/10.1007/2288-6729-7-2-1
https://doi.org/10.5617/pri.6857
https://doi.org/10.1023/A:1012520828095
https://doi.org/10.1007/s10826-014-9968-6
https://doi.org/10.1016/j.psychres.2022.114814
https://interagencystandingcommittee.org/iasc-transformative-agenda/iasc-humanitarian-system-wide-scale-activations-and-deactivations?_gl=1*122krbe*_ga*MTgwODI5NTE4MS4xNjY1NzY1MDMy*_ga_E60ZNX2F68*MTY2NTc2NTAzMi4xLjEuMTY2NTc2NTE4MS4xNi4wLjA
https://interagencystandingcommittee.org/iasc-transformative-agenda/iasc-humanitarian-system-wide-scale-activations-and-deactivations?_gl=1*122krbe*_ga*MTgwODI5NTE4MS4xNjY1NzY1MDMy*_ga_E60ZNX2F68*MTY2NTc2NTAzMi4xLjEuMTY2NTc2NTE4MS4xNi4wLjA
https://interagencystandingcommittee.org/iasc-transformative-agenda/iasc-humanitarian-system-wide-scale-activations-and-deactivations?_gl=1*122krbe*_ga*MTgwODI5NTE4MS4xNjY1NzY1MDMy*_ga_E60ZNX2F68*MTY2NTc2NTAzMi4xLjEuMTY2NTc2NTE4MS4xNi4wLjA
https://interagencystandingcommittee.org/iasc-transformative-agenda/iasc-humanitarian-system-wide-scale-activations-and-deactivations?_gl=1*122krbe*_ga*MTgwODI5NTE4MS4xNjY1NzY1MDMy*_ga_E60ZNX2F68*MTY2NTc2NTAzMi4xLjEuMTY2NTc2NTE4MS4xNi4wLjA
https://doi.org/10.1007/s11920-015-0648-z
https://doi.org/10.1007/s11920-015-0648-z
https://doi.org/10.1136/bmjgh-2019-002014
https://doi.org/10.1093/inthealth/ihs037
https://doi.org/10.1093/inthealth/ihs037
https://doi.org/10.1002/cl2.1018
https://www.udir.no/contentassets/7c4387bb50314f33b828789ed767329e/rammeplan-for-barnehagen—bokmal-pdf.pdf
https://www.udir.no/contentassets/7c4387bb50314f33b828789ed767329e/rammeplan-for-barnehagen—bokmal-pdf.pdf
https://doi.org/10.1177/084456211504700107
https://doi.org/10.1111/j.1469-5812.2009.00617.x
https://doi.org/10.1080/03323315.2021.1899029
https://norden.diva-portal.org/smash/get/diva2:1071160/FULLTEXT01.pdf
https://www.udir.no/in-english/education-mirror-2019/school/
https://www.udir.no/contentassets/7c4387bb50314f33b828789ed767329e/framework-plan-for-kindergartens--rammeplan-engelsk-pdf.pdf
https://www.udir.no/contentassets/7c4387bb50314f33b828789ed767329e/framework-plan-for-kindergartens--rammeplan-engelsk-pdf.pdf
https://www.udir.no/in-english/the-education-mirror-2022/
https://doi.org/10.1080/08989621.2021.1963708
https://doi.org/10.1080/14616734.2012.672262


Christensen 10.3389/fpsyg.2024.1339332

Frontiers in Psychology 12 frontiersin.org

Sashidharan, S. P., White, R., Mezzina, R., Jansen, S., and Gishoma, D. (2016). Global 
mental health in high-income countries. Br. J. Psychiatry 209, 3–5. doi: 10.1192/bjp.
bp.115.179556

Shelemy, L., Harvey, K., and Waite, P. (2019). Secondary school teachers’ experiences 
of supporting mental health. J. Ment. Health Train. Educ. Pract. 14:372. doi: 10.1108/
JMHTEP-10-2018-0056

Soneson, E., Howarth, E., Ford, T., Humphrey, A., Jones, P. B., Thompson, C. J., et al. 
(2020). Feasibility of school-based identification of children and adolescents 
experiencing, or at-risk of developing, mental health difficulties: a systematic review. 
Prev. Sci. 21, 581–603. doi: 10.1007/s11121-020-01095-6

Sorbring, E., and Kuczynski, L. (2018). Children's agency in the family, in school and 
in society: implications for health and well-being. Int. J. Qual. Stud. Health Well Being 
13:1634414. doi: 10.1080/17482631.2019.1634414

Størksen, I., Evertsen, C., and Løkken, I. M.. (2018). Psykisk helse i  barnehagen. 
[Mental health in kindergarten] Livsmestring og livsglede i  barnehagen, Oslo: 
Cappelen Damm

Strauss, A., and Corbin, J. (1990). Basics of Qualitative Research: Grounded Theory 
Procedures and Techniques. Sage.

Stubø, K. (2018). Mellom fagfokus og omsorg. En kvalitativ intervjustudie av lærere 
i videregående skoles tilnærming til elever med psykiske vansker [between academic focus 
and care. a qualitative interview study of upper secondary school teachers' approaches to 

students with mental health difficulties]. Norway, MA: Department of Pedagogy. 
Tønsberg, University of South-Eastern.

Tjomsland, H. E., Viig, N. G., and Resaland, G. K.., (2021). Folkehelse og livsmestring 
i skolen: I fag, på tvers av fag og som en helhetlig tilnærming [public health and life skills 
in school, in school subjects across subjects as a holistic approach]. Bergen: Fagbokforlaget.

Ulla, B. (2017). Reconceptualising sleep: relational principles inside and outside the 
pram. Contemp. Issues Early Child. 18, 400–408. doi: 10.1177/1463949117742781

UNHCR (2022). Mental health and psychosocial support. Available at: https://
emergency.unhcr.org/entry/49304/mental-health-and-psychosocial-support.

Woodward, K. (2015). Psychosocial studies: An introduction. New York: Routledge & 
CRC Press.

World Health Organization (2021). Making every school a health-promoting school. 
Global standards and indicators. Geneva: World Health Organization.

World Health Organization (2022a). World mental health report: Transforming mental 
health for all. Geneva: World Health Organization

World Health Organization (2022b). Introducing mental health and psychosocial 
support (MHPSS) in emergencies, Geneva: World Health Organization.

World Health Organization (2023). How schools systems can improve health and 
wellbeing: topic brief: mental health. Geneva: World Health Organization

Yin, R.K. (2009). Case study research. Design and Methods. London: Sage.

https://doi.org/10.3389/fpsyg.2024.1339332
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.1192/bjp.bp.115.179556
https://doi.org/10.1192/bjp.bp.115.179556
https://doi.org/10.1108/JMHTEP-10-2018-0056
https://doi.org/10.1108/JMHTEP-10-2018-0056
https://doi.org/10.1007/s11121-020-01095-6
https://doi.org/10.1080/17482631.2019.1634414
https://doi.org/10.1177/1463949117742781
https://emergency.unhcr.org/entry/49304/mental-health-and-psychosocial-support
https://emergency.unhcr.org/entry/49304/mental-health-and-psychosocial-support

	The call for an “educational footprint” in conceptualizing mental health and psychosocial support: the case of Norwegian kindergarten teachers
	1 Introduction
	2 The case of Norway: the relevance of exploring the field of psychosocial support in Norwegian kindergartens
	3 The concept of mental health and psychosocial support
	3.1 Methods of the study

	4 Analytical explorations: kindergarten teachers negotiating the concept of psychosocial support
	4.1 Psychosocial support rejected by kindergarten teachers
	4.2 The “But” introduced: psychosocial reconceptualized
	4.3 Psychosocial support reconceptualized by kindergarten teachers: three main components
	4.4 Component a: support of emotions and feelings
	4.5 Component B: support of relational spaces and open-ended meetings
	4.6 Component C: psychosocial support and the quest for time
	4.7 Professional positioning to psychosocial support: ambiguous professional identities

	5 Summary and discussion
	Data availability statement
	Ethics statement
	Author contributions

	References

