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Abstrakt 

Att under en längre period i förskolan uppleva otillräcklig emotionell trygghet kan få konsekvenser för 

förskolebarns utveckling. Forskningen om vilken relevans och betydelse som barnen tillskriver sina upplevelser 

av trygghet är mycket begränsad. Denna studie är därför utformad med syfte att utifrån ett fenomenologiskt 

perspektiv visa hur pedagoger kan närma sig barns livsvärld och få förståelse för hur enskilda barn på de olika 

avdelningarna upplever emotionell trygghet. Detta genom att undersöka hur en grupp med fem- och sexåringar 

upplever begreppen tillit och trygg bas. Begrepp som enligt anknytningsteorin är grundläggande för barns totala 

upplevelse av emotionell trygghet. Studien är kvalitativ, med semistrukturerade intervjuer som 

datainsamlingsmetod och interpretative phenomenological approach (IPA) som analysmetod. Resultatet visar att 

tillit spelar en central roll i barns livsvärld när det kommer till de relationer som barnen har och skapar i 

förskolan. Vidare är de känslor som framkallas i en specifik situation avgörande för hur barnen upplever 

emotionell trygghet. För att verkligen kunna förstå hur barn upplever tillit och emotionell trygghet behöver mer 

forskning genomföras med utgångspunkt i barns perspektiv. Genom att anta barns perspektiv kan pedagoger få 

förståelse för varje enskilt barns livsvärld, och på så sätt öka pedagogernas möjligheter att möta varje barns 

socioemotionella behov. 
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1. Introduction 

This work has been done based on interviews with a group of five and six-year-old children 

with the intention of gaining an insight into how they understand and experience the 

phenomenon emotional security in preschool. 

1.1 Problem statement 

In the last 20 years, the preschool has become an integral part of many children’s lives. 

Skolverket (2018) reported that in the autumn of 2018, 95 percent of children aged five years-

old were registered as attending preschool. The average group size for children in this age 

group has in the last year risen from 15.4 to 16.1 children per group. Skolverket also report 

that in conjunction with increases in child group size the percentage of legitimised preschool 

teachers has decreased from 41.1 percent down to 39.7 percent. Several researchers (Bowlby, 

2007; Hagström, 2010; Johansson & Pramling Samuelsson, 2003) have raised concerns that 

larger child groups together with a tendency to prioritise achieving learning goals has led to a 

reduced emphasis on building secure, caring relationships. The consequence of this is that 

children may be experiencing prolonged periods of time without access to a secure attachment 

figure, which could have developmental repercussions (Bowlby, 2007; Hagström, 2010; 

Johansson & Pramling Samuelsson, 2003). Attachment theory concerns itself with how close 

emotional relationships are formed and how attachment relationships are connected to 

children’s learning and development (Broberg, 2006; Broberg, Hagström & Broberg, 2012; 

Havnesköld & Risholm Mothander, 2009). However, since attachment theory primarily 

focuses on the nature of the relationship between mother and young child, its usefulness in the 

school context has been somewhat miscomprehended. A result of this is that there exists a 

lack of knowledge regarding how teachers can serve as supplementary attachment figures to 

children in preschool (De Schipper, Tavecchio & van IJzendoorn, 2008; Durkee, 2017). A 

core concept within attachment theory is the circle of security with the safe base. When the 

child’s attachment seeking signals are consistently responded to by a nearby adult in a 

reciprocal, caring and responsive way a trusting and secure relationship is formed which 

creates the circle of security (Brandtzæg, Torsteinson & Øiestad, 2016; Broberg et al., 2012). 

This circle provides the child with a safe base from which to explore and return to in times of 

uncertainty, worry or distress. It is through this investigation and exploration that the child 

gains an understanding of their environment and learns how to negotiate it which helps to 

develop new skills, self-confidence and independence. The circle of security that is created 

illuminates the dynamic of the relationship between the child’s need of an attentive and 
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dependable adult and their ability to become self-assured, competent and independent 

individuals (Bowlby, 2010; Brandtzæg et al., 2016; Broberg et al., 2012; Havnesköld & 

Risholm Mothander, 2009).  

        Several studies (Lippard, La Paro, Rouse & Crosby, 2018; Pianta & Stuhlman, 2004; 

Roorda, Spilt, & Koomen, 2017) have shown that relationships characterised by reciprocity, 

closeness, responsiveness and trust are prerequisite for a positive and successful experience of 

preschool. Additionally, research has shown that children’s emotional and cognitive 

development is connected to their experience of security in their relationships (Bergin & 

Bergin, 2009; Peisner‐Feinberg, Burchinal, Clifford, Culkin, Howes, Kagan & Yazejian, 

2001; Rugancı, 2008). It is argued by Sheridan and Williams (2018) that care and learning 

should be understood as interwoven within the preschool environment. A stimulating and 

secure environment has a positive effect on children’s language development (Brodin & 

Hylander, 1998; Smidt, 2010; 2013). Development and learning are achieved through, social 

relationships, engagement and interaction with the environment (Harré, 2008; Havnesköld & 

Risholm Mothander, 2009; Säljö, 2015). 

        There is an argument that most evidence about the quality of child-teacher relationships 

in preschool is limited to teacher reports of the relationship quality. What this means is that 

little is known about the meanings and significance that children attribute to their 

relationships with teachers (Harrison, Clarke & Ungerer, 2007; Spilt, Koomen & 

Mantzicopoulos, 2010). It is asserted by Nutbrown and Clough (2009) that we can only gain 

an insight into children’s own unique experiences, and perceptions of situations in preschool 

by giving children the opportunity to express their views. The child’s voice must be central in 

studies about their perspectives. Several researchers (Engdahl & Ärlemalm-Hägsér, 2015; 

Nutbrown & Clough, 2009; Spilt et al., 2010) assert that more research from the child’s 

perspective is needed in order to understand how children experience emotional security in 

their preschool relationships, and surroundings. The inclusion of children, and their own 

experiences in research can contribute to the creation of a more supportive and positive 

learning environment (Engdahl & Ärlemalm-Hägsér, 2015; Nutbrown & Clough, 2009; Spilt 

et al., 2010).  

        During the course of our practical education we have noticed that there appears to be a 

difference in perception regarding babies and toddlers, respective older children’s need for 

caring and secure relationships. We have found that how older children’s need of caring and 

secure relationships is catered for within the preschool operations is not as visible as it is for 

younger children. The ambition with this study is thus, to contribute empirically based 
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knowledge arising out of five and six-year-old preschool children’s own perceptions and 

experiences of emotional security in preschool. This is a relevant contribution to the research 

field with background in the presented problem area that there is a lack of research based on 

children’s own experiences. Based on the notion that the circle of security is created when 

trust in relationships has been established through consistent experiences of reciprocity, 

closeness and responsiveness, we have chosen to primarily to use the term trust. This means 

therefore, that when trust is recognised it is presumed that the other three concepts have been 

experienced. 

        This work hopes to show how educators can get closer to children’s lifeworld and gain 

insight into how individual children in their classes, experience emotional security. With this 

knowledge educators can better create a thriving environment that supports each individual 

child’s learning and development.   

1.2 Purpose of the study 

The overall purpose of this qualitative study is to accentuate a group of five and six-year-old 

preschool children’s own perspective of emotional security in order to get closer to their life 

world. Our aim is to gain an insight into how this particular group of children experience trust 

and the safe base in preschool, which are essential to their overall sense of emotional security. 

Additionally, we will seek to find out what this group of children, themselves, perceive as 

most relevant, and meaningful in relation to their experience of emotional security.  

1.3 Research question  

How do children experience trust and the safe base, in their preschool relationships? 

2. Literature review 

In this section we will present previous research that is relevant to the research field of the 

current study. In order to structure the reading the literature has been divided into the 

following themes: Attachment theory in relation to preschool and school relationships; 

Children’s perceptions of their relationships with teachers; Sense of security and its 

importance to language and communicative development; Secure attachment and children’s 

socio-emotional development; Connection between children’s emotional security and school 

success. A joint summary of all the themes is presented at the end of the literature review. 

2.1 Attachment theory in relation to preschool and school relationships 

In their study De Schipper et al. (2008) investigated if children in preschool formed 

attachment relationships with teachers. The authors found that children form attachment 
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relationships with teachers but that these relationships were of a different character and 

quality than that of the parent-child relationship. The authors conclude that although there are 

disparities in the character and nature of the child-parent attachment relationships, respective 

the child-teacher attachment relationship, teachers could be understood as temporary or ad-

hoc attachment figures. In this way, teachers function as a safe base for children during the 

time when the parents are inaccessible. In her dissertation Hagström (2010) came to a similar 

conclusion regarding how teachers can function as auxiliary or temporary attachment figures. 

The author concluded that children can form many attachment relationships with different 

people. These relationships are then placed in a hierarchical order by the child. When the 

parents are unavailable the child will look to the next person in the hierarchy to function as 

their secure base.  

        In her thesis, Durkee (2017) infers that whilst both parents and teachers play a significant 

role in children's socio-emotional development, there are subtle differences in how these roles 

function. Durkee found that these differences exist in how care and instruction are 

accentuated. Parents generally prioritised their role as caregiver over that of instructor, whilst 

in the case of teachers it is vice versa. However, the author emphasises that even though the 

relationships may differ the attachment process that occurs is the same. This means, thus, that 

attachment theory is a viable research perspective. Durkee’s view is also shared by Barker 

(2015), who utilised attachment theory’s concepts in her dissertation about the nature of 

teacher-child relationships. The author adjudges that children by nature are inclined to look at 

the teacher as a person from whom they can receive emotional support and security. During a 

child's time in school, the teacher functions as a safe base from which the child could explore 

and participate in the classroom. Therefore, previous research into the parent-child attachment 

process can be understood as applicable in the analysis of teacher-child relationships. It is also 

discussed by Schuengel (2012) how earlier research into the formation of parent-child 

attachment relationships can be used as a template for the study of teacher-child relations. The 

author argues that the attachment behaviour system operates in the same way regardless of 

who the relationship is with. Care is a form of existence, a child can form a secure 

relationship with any person who consistently shows willingness, kindness, caring and 

supportiveness (Broström, 2006). 

        In two different studies conducted by, Nickerson and Nagle (2004; 2005), attachment 

theory was used to analyse the relevance of children’s peer relationships. In their first study 

the authors found that close peer relationships were related to various aspects of children’s 

overall life satisfaction. Close peer relationships were positively correlated with good self-
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esteem and social confidence. In their second study the authors found that as children progress 

through childhood and into adolescence they look more to peers, who have been consistently 

responsive and supportive to fulfil the safe base function. The authors also point out however, 

that this does not mean that adults are relinquished as attachment figures. What takes place is 

a restructuring within the child’s attachment hierarchy, in which peers are given a higher 

status than adults. The authors assert that their studies show that there is clear evidence to 

suggest that attachment relationships operate throughout a person’s lifespan. Children develop 

socially and emotionally through experiencing reciprocal intimacy within their friendships. 

This indicates that an attachment theory perspective is also viable for the study of close 

friendships. Gorrese and Ruggieri (2012) also argue for the application of attachment theory 

in research about children’s peer relationships. The authors used attachment theory as a 

framework for understanding how peer relationships develop and change as children age. It 

was found that the attachment bond that develops between peers creates a special kind of 

relationship that is characterised by a preference of interactions with particular individuals. 

This preference developed through repeated contact during which a sense of emotional 

security was felt. The authors conclude that as children age their attachment system changes. 

Children’s social world with peers expands and becomes a more important part of their life. 

2.2 Children’s perceptions of their relationships with teachers 

Spilt et al. (2010) infer that most studies conducted into children's attachment relations in 

preschool have been limited to the teacher’s perceptions. They believe that since the 

relationship is a dyadic structure, an effective tool is needed to address the simultaneous 

relationship between children’s perceptions and indicators of social-emotional function. The 

authors used the Young Children's Appraisals of Teacher Support (Y-CATS) test, and the 

Kindergartener-Teacher Interaction Computer test (KLIC) to gain an insight into 50 five-year-

old children’s perspectives of their relationships. The results of the study showed that the 

children's perceptions of a caring relationship were positively correlated with teacher-related 

closeness and negatively with conflict. The authors claim that their findings underline the fact 

that research cannot rely only on the perspective of teachers if they wish to properly 

understand the nature of the child-teacher relationship. 

        Ubha and Cahill (2014) also aimed to gain insight into children's perceptions of their 

relationships with their teachers. The authors point out that, despite the extensive implications 

of attachment theory, there is a lack of research regarding the use of attachment theory-based 

efforts in school. The purpose of their study was to show how the children's sense of security, 



6 

 

attachment behaviour and self-esteem could be positively affected by the introduction of a 

Secure Friendships group project. The project consisted of various activities such as 

storytelling, emotional discussions and drawing activities. The authors conducted assessments 

of the children's level of security both at the start and end of the project. In their comparison 

of these assessments, Ubha and Cahill came to the conclusion that the attachment-based 

efforts had a positive impact on the children's sense of security, attachment behaviours and 

self-esteem. What this means is that the project can be seen to indicate that it has had a 

positive impact on the children's overall perceptions of their relationships with both the 

teachers and other children. 

        Just like Ubha and Cahill (2014), drawing activities were also utilised by Harrison et al. 

(2007) in their study into children’s perspectives of their relationships with teachers. 

According to the authors, most of the studies on teacher-child relationship are based on 

teachers’ perceptions of children’s sense of security and attachment behaviour. In their 

research, they chose to study the paintings of five-year-olds, which provided a more accurate 

insight and understanding of how children themselves perceived their relationship with 

teachers. The children were asked to produce representational drawings of their relationships 

with their parents’ respective teachers. The author's analysis of the drawings showed that it 

was possible to gain specific information about how individual children differ in their 

relationship with their parents and teachers. Most children's paintings were assessed to show 

that the relationships with teachers were characterised by less security, intimacy and 

happiness, as well as more emotional distance, tension and conflict. In addition, the authors 

explain that their interpretation of the drawings was in line with the children's own 

descriptions of the drawings. Children's verbal comments and tone of voice indicated little 

evidence of emotional ties between them and their teachers (Harrison et al., 2007). 

2.3 Sense of security and its importance to language and communicative 

development  

According to Cugmas (2011) play, communication and relationships are intertwined, they are 

dependent on and influence one another. Children who form close, and secure relationships 

with their teachers spend more time engaging in cooperative play with their peers, which then 

provides further opportunities for social communication. It is claimed by Bagga-Gupta and 

Carlsson (2006) that development and knowledge acquisition occur naturally in 

communicative and social interactions with others. 

        In a study conducted by White (2013) the quality of teacher-child relationships and 
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children's language, and writing skills was examined. The results showed that children’s 

feeling of security in their relationships with the teacher was connected to their literacy 

development. Insecurity in the relationship was found to have a negative effect on children’s 

language acquisition and writing skills. In another study Bigras, Lemay, Bouchard and Eryasa 

(2017) examined the connection between teacher supported play and children’s cognitive, 

linguistic, and socio-emotional development. Their results found a correlation between the 

quality of teacher support and children’s linguistic abilities. Higher quality support during 

play created a climate which promoted children’s use of more developed vocabulary, 

communication strategies, and reasoning skills. 

        In their study Phillips and Soltis (2014) had communication as the focus for how 

knowledge acquisition and experience become visible. They claim that people build 

experience through various forms of communication. The authors found that language was 

used as a means of communication to improve learning, solve problems and acquire a variety 

of skills. However, language as a social attribute functioned not only a tool but was also 

important to children’s cognitive and symbolic systems. The authors conclude that language 

and thought are interconnected in more advanced cognitive functions such as reasoning, 

decision-making and memory.   

2.4 Secure attachment and children’s socio-emotional development 

When children experience caring relationships with teachers, they are more emotionally 

secure. Positive social interactions with the teacher has relevance to the formation of a secure 

attachment relationship. (Howes, Phillips & Whitebook, 1992; Howes & Smith, 1995). In 

their study McNally and Slutsky (2018) found that there was a common belief amongst 

teachers regarding the importance of emotionally secure environments. All participants in 

their study regarded giving praise and attention to desired behaviours as a more effective 

method of classroom management than using punishment or behaviour modification. They 

accentuated the creation of a safe, caring and secure environment as the foundation to a 

successful classroom. 

        It is claimed by Choi (2012) that children with secure attachments are more socio-

emotionally developed. They have a better ability to recognise different emotions and tend to 

be more developed in expressing positive emotions than children with insecure attachments. 

In another study Diaz, Eisenberg, Valiente, VanSchyndel, Spinrad, Berger, Hernandez, Silva 

and Southworth (2017) examined whether children's expressions of emotions and emotional 

management was related to the quality of the child’s relationships with teachers. It was found 
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that children who had lower quality relationships showed poorer emotional management 

ability and emotional expression. Searle, Miller-Lewis, Sawyer and Baghurst (2013) found in 

their study that a warm, close and low conflict relationship with teachers helped children to 

develop positive self-image, self-esteem, and self-confidence. 

        According to Bowlby (2007) neuroscience has shown that a child’s brain undergoes a 

rapid development during which it is very sensitive to emotional experiences. The brain 

develops according to the child’s positive emotional experiences. Children who experience 

repeated supportive, and responsive care from their attachment figures, learn better emotional 

skills and control. The author also contends that high quality caring relationships in preschool 

contribute to older children’s cognitive, social and emotional development. Children who lack 

secure relationships in the preschool or are more likely to have future problems in school. 

Insecure and conflictual, child-teacher relationships have implications for the development of 

emotional regulation, cognitive, attention and social skills (Acar, Torguati, Garcia & Ren, 

2018; Peisner‐Feinberg et al., 2001). 

        In a study conducted by Hughes, Bullock and Coplan (2014) the connection between 

children’s socio-emotional function and their relationships with teachers was investigated. 

The results clarified that children who had conflictual relationships with teachers displayed 

more worrying behaviours, and fewer social interactions. A similar result was also found by 

Iruka, Burchinal and Cai (2010) in their study of children’s social development. The authors 

found that children with conflictual relationships had poorer social skills, increased 

internalisation and behavioural issues. It is argued by Eisenhower, Blacher and Bush (2015) 

that the behavioural problems caused by insecurity and conflict in children’s relationships 

with teachers becomes a vicious circle. The child’s disruptive behaviour leads to increased 

conflict and a further reduction in security, which thereafter, leads to more disruptive 

behaviour. The authors propose that the implementation of early intervention measures can 

disrupt this cycle and provide time for improvements in the relationship to occur. It is 

suggested by Nitecki (2017) that quality of care in preschool can be improved by 

implementing the concept of “looping” or “continuous care”. The author explains that 

“looping” practice involves keeping children together with the same teacher over a longer 

period of time, which allows for a deeper understanding of each child’s strengths and 

weakness to be gained. This increased understanding means that teachers better cater to 

individual needs which provides better security, stability and social interaction in the 

relationship. However, the author also points out that if a negative relationship happens to 

form it is sustained over a longer period of time. 
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2.5 Connection between children’s emotional security and school success 

In their study, Iruka et al. (2010) found that there was no significant connection between the 

quality of the teacher-child relationship and the child’s academic achievement. However, 

many other studies have shown a different result. An early study by Birch and Ladd (1997) 

showed that there was an association between the quality of the teacher-child relationship and 

difficulties in school adaptation. Children with low quality relationships showed poor 

academic achievement, more negative attitudes towards schools, and lower positive 

participation in the school environment. Students who have close relationships with teachers 

show greater preference for attending school than those whose experience the relationship as 

distant and conflicted (Lee, 2014). An association between the level of closeness in child-

teacher relationships and academic achievement was also found by Pianta and Stuhlman 

(2004). Their results showed that high closeness in the relationship was positively correlated 

with high academic achievement, and good social skills. Whereas low levels of closeness 

were correlated with low achievement, and poorer social skills. 

        Palermo, Hanish, Martin, Fabes and Reiser (2007) also found evidence of a connection 

between the closeness of the teacher-child relationship and the child’s academic readiness. 

Their results indicate that close teacher-child relationships can maximise pre-schoolers’ 

academic readiness by promoting social adaptation. A child’s experience of closeness in their 

relationship with parents can negatively affect how the child experiences preschool. Building 

a close relationship with teachers in preschool is crucial to prevent the child’s early problems 

from escalating and impacting the child’s development (Fram, Kim & Sinha, 2012; Myers & 

Pianta, 2008). It is contended by Commodari (2013) that the emotional attachment bond 

between preschool teachers and children is of significance for school readiness and a child’s 

risk for developing learning difficulties. Results revealed that children’s safe base behaviours 

in relation to their preschool teachers, were related to social self-competence, as well as 

cognitive and behavioural skills involved in school readiness. 

2.6 Summary of the literature 

Knowledge of attachment theory and how teachers can serve as temporary or auxiliary 

attachment figures is important to understanding how children experience emotional security 

in preschool. Children will form caring relationships with a person who is considerate, willing 

to participate, support them and promote their well-being, learning and development. This 

means that teachers can become a safe base from which the child can explore. (Barker, 2015; 

Broström, 2006; De Schipper et al., 2008; Durkee, 2017; Hagström, 2010). As children 
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progress through childhood close relationships with peers become more consequential. Close 

friends can become secure attachment figures and function as a safe base which means that 

attachment theory is also applicable to peer relationships (Gorrese and Ruggieri, 2012; 

Nickerson & Nagle, 2004; 2005). 

        There is a significant connection between the quality of children's attachment 

relationships in preschool and their ability to participate in cooperative play (Cugmas, 2011). 

Children’s communication skills, cognitive and linguistic development is connected to the 

quality of the teacher - child relationship. Insecurity in the relationship has been found to 

negatively affect the development of these skills (Bigras et al., 2017; White, 2013). Creating a 

stimulating and secure environment has a positive effect on children’s language development. 

Development and learning are achieved through, social relationships, engagement and 

interaction with the environment (Bagga-Gupta & Carlsson, 2006; Engdahl & Ärlemalm-

Hagsér, 2015; Harré, 2008; Phillips & Soltis, 2014; Smidt, 2010; 2013).       

        The quality of the teacher-student relationship influences the socio-emotional 

development of children. A child’s socio-emotional well-being is crucial to their school 

progress (Bergin & Bergin, 2009; Peisner‐Feinberg et al., 2001). Attachment based 

relationships in which educators support children with social behaviour problems can 

indirectly improve children’s relationships in school over time (Bowlby, 2007; Eisenhower et 

al., 2015; Nitecki, 2017). Childcare quality makes visible the long-term consequences to 

children's language, cognitive and social skills development throughout their preschool and 

school life (Peisner‐Feinberg et al., 2001). Secure teacher-student relationships contribute to 

higher academic achievement, better school adaptability, and stronger socio-emotional 

functions. Secure relationships can protect children from all kinds of stress in their lives 

(Bergin & Bergin, 2009; Lippard et al., 2018; Pianta & Stuhlman, 2004). 

        The few studies that have been conducted from the child’s perspective have found that 

children describe good feelings about relationships characterised by trust and bad feelings 

about relationships characterised by mistrust (Harrison et al., 2007; Spilt et al., 2010; Ubha & 

Cahill, 2014). There is, however, a need for more research into how children experience 

emotional security in their relationships in preschool from the child’s own perspective. 

Additionally, researchers need to develop alternative strategies and methods to accurately 

capture the child’s point of view (Harrison et al., 2007; Spilt et al., 2010).      

3. Theoretical Framework  

3.1 Phenomenological approach 
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The purpose of the current study is to investigate the idea of emotional security from the older 

preschool child’s perspective, in order to gain an insight into how they perceive and 

experience emotional security in their relationships. According to Qutoshi (2018) the 

phenomenological approach is an effective way to describe subjective realities, rather than 

explain them, which is particularly suitable when the researcher’s aim is to get close to an 

individual's personal experience. Adopting a phenomenological inspired approach is an 

interesting and meaningful way to study aspects of social science from the personal 

perspective of the individuals involved.  In relation to our study we felt that this approach 

would be best suited to achieving our purpose. According to Allwood and Eriksson (2017) the 

discipline of phenomenology may be defined as the study of things, of which emotional 

security is one, as they appear in our experience, and how the way that we experience them 

creates their meaning. With a phenomenological approach the aim is to study the structures of 

various kinds of conscious experiences from the subjective or first-person point of view.  In 

the case of this study it is the child's subjective experience of emotional security that will be 

researched. Qutoshi (2018) argues that the Husserlian phenomenological approach is central 

to the idea of describing the parallel aspects of phenomena as they materialise to 

consciousness. This approach consists of gathering explicit descriptions of experienced 

everyday situations from the perspective of the participant. In this way the researcher 

describes the frameworks of a phenomenon. Husserl (1931) theorised that the consciousness 

is always directed towards something through particular notions, thoughts, ideas, images and 

so on. When a person's consciousness is directed towards a phenomenon natural knowledge is 

acquired and remains in the experience. These particular things that the consciousness is 

directed towards constitute the meaning or content of an experience and are independent of 

how the thing is in reality, that is to say it is a “pure phenomenon” (Cerbone, 2014). 

According to Allwood and Eriksson (2017) another core concept in phenomenology is the 

concept of lifeworld. The lifeworld can be explained as the daily reality that we constantly 

live in and unknowingly take for granted. The lifeworld is the world, such as it is encountered 

in everyday life through direct and immediate experiences independent of and prior to 

explanations. The lifeworld is both subjective and objective at the same time. Engdahl (2007) 

argues that the preschool is part of the children's lifeworld which can be understood to 

represent the intersection where society's, teachers and children's beliefs and experiences 

meet. The contention of the present study is that each experience of emotional security is 

individual and is dependent on how each individual child perceives the notions of trust and 

the safe base in a given situation. These two notions are considered as integral parts in the 
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child’s circle of security experience, which thus, enhances their overall sense of emotional 

security. The phenomenological approach means that the researcher aims to obtain a precise 

and detailed description of the phenomenon. Once this clear description is achieved the 

essence or eidos of the thing can be accessed through the process of eidetic reduction, in 

which a phenomenon is imagined with different properties, some of which are discerned as 

fundamental (Allwood & Eriksson, 2017; Qutoshi, 2018).  

        According to Miller, Chan and Farmer (2018) the philosophical basis of the 

interpretative phenomenological approach (IPA) is closely associated with traditional 

phenomenology. The authors also point out that IPA is a good choice when the research 

question or questions are open and exploratory. Therefore, we felt that IPA was the best 

choice for us to analyse our data. A full explanation of IPA will be presented in the method 

part of this paper. 

4. Method 

4.1 The research paradigm 

The research paradigm is according to Groenewald (2004) a set of beliefs that guide the 

actions of the researcher. This means that it is the researcher’s epistemology that decides how 

the social phenomena will be studied. The epistemological position we took regarding our 

study was that to enable a study on how five and six-year-old children, experience the 

phenomenon emotional security in preschool, the relevant data needed was contained within 

the perspectives of the children themselves. This is not something that could be accurately 

measured through quantitative research method, the work thus is based on a qualitative 

research method. The data collected through qualitative study methods can create an image 

and give insight into the experienced reality of the individuals studied (Bryman, 2011). 

Because the main aim of the current study is getting closer to the chosen group of children’s 

lifeworld, we believed that a phenomenological approach would best suit this purpose. 

Allwood and Eriksson (2017) explain that phenomenology gives structure to lived 

experiences through a reflective process that enables others to grasp the meaning a 

phenomenon has to an individual person.  

4.2 Selection 

We contacted a preschool that was able and willing to participate during the relevant time 

period within the Halland region. One of us was particularly familiar with this preschool and 

is already well known to both the staff and the children. The class in which the study is to be 

conducted consists of children in the age group five to six-years-old. This choice was made 
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based on the purpose of the study which is to show how educators can get closer to children’s 

lifeworld and gain insight into how individual children in their classes, experience emotional 

security. With this knowledge educators can better create a thriving environment that supports 

each individual child’s learning and development. We made, thus, what Bryman (2011) refers 

to as a targeted selection. According to Alase (2017) the accepted parameter of an IPA 

research study is that semi-structured or unstructured interviews are conducted with a 

maximum of twenty-five participants and a minimum of two participants.  A total of fifteen 

children between the ages five years, 6 months and six years, two months were invited to 

participate in the study, out which nine were available to us at the time of interviews, which is 

within the accepted parameter. 

4.3 Interview as data collection method 

According to Bryman (2011) semi structured interviews are the most commonly used method 

for collecting data on individuals own personal histories, perceptions and experiences. With 

semi structured interviews the questions are based on specific themes which allows the 

interviewee greater freedom in their answers than is normally possible with only structured 

interviews, that offer only pre-decided answer alternatives. Farrell (2005) argues that children 

often enjoy participating in the research process more when a flexible method such as semi-

structured interviews is used. This method grants children the freedom to give detailed 

information and explore the topic in a way that is relevant to them. In relation to the purpose 

of the study, we chose to use semi structured interviews as our main data collection method. 

Qutoshi (2018) explains that phenomenological research, like other qualitative research, uses 

interview methods where the focus is on gaining a more in-depth understanding of an 

individual participant’s perspective of a phenomenon. The principal focus should be on 

minimising the structure and maximising the depth of the description. We had thus, a few 

initial questions as a starting point which aimed to encourage the children to reflect over and 

discuss their individual experiences. Moreover, new questions arose based on individual 

answers with the purpose to further develop upon the children’s descriptions and responses. 

The types of questions that were used were initial questions, follow-up questions, probing 

questions and interpretative questions. Initial questions were general questions such as “Can 

you describe” or “Can you remember”. 

        According to Harwood (2010) some important issues to consider when interviewing 

children are the familiarity of the surroundings, the proximity of trusted persons and how a 

good rapport can be built and maintained. These issues were considered in the light of the 
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current study’s argument for the importance of the circle of security to children’s comfort and 

willingness to participate in the interviews. It was therefore, of importance and relevance that 

one of the researchers was already well known to and had an existing relationship with the 

children. Harwood also points out that further important issues regarding the content, 

relevance, language and formulation of the interview questions must also considered. We 

thought very carefully about the formulation of our questions and tested them with a 

researcher’s own children to try to ensure that they were formulated with appropriate 

language and in a way that was understandable. The process of interviewing children in one-

on-one situations can be challenging, adaptive and flexible strategies that are appropriate for 

engaging with children and meeting their individual needs must be employed (Farrell, 2005; 

Green, 2015; Harwood, 2010). Based on this argument we chose to let the children decide 

how the interviews would be conducted, for example if they wanted to talk to us alone or 

together with a friend. We also chose to apply the use of visual support aids, in the form of 

facial expressions pictures, to make it easier for the children and children were also invited to 

draw pictures which they then described and talked about. Furthermore, in relation to the 

study’s aim, which was to gain an insight into how five and six-year-olds experience 

emotional security, the data collection commenced from the moment that we presented 

ourselves and the study to the children. We, thereafter, assessed which circumstances and 

conditions were best suited for conducting the interviews on an individual basis. 

4.4 Audio recording and observations 

According to Bjørndal (2018) using audio recordings is a good way to capture the smaller 

details that can easily be missed by a researcher when their attention is focused on, for 

example, conducting an interview. We felt thus, that it was important to accurately capture the 

children’s verbal communication. By recording the interviews, it was made possible to 

repeatedly listen to the answers and descriptions given by the children. We were able to better 

distinguish the exact words used, tone of voice and the intonation of words or phrases which 

enabled a thorough and accurate transcription to be done.  

        Considering that a phenomenological approach seeks to gain insight into the lived 

experience we felt that it was also important to capture how the children communicated their 

experiences through gestures, facial expressions and body posturing. Merleau-Ponty (1962) 

believes that the world is experienced with the living body in which mind impressions are not 

just signals. The living body is a whole where body and soul exists through thoughts, feelings 

and sensory experiences. It is with the living body that we interact and communicate in our 
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lifeworld. One of us hence, focused on observing and recording as accurately as possible the 

body language that was displayed by the children during the interviews. 

4.5 Ethical principles 

When conducting research within the social sciences, the researcher must be aware of the 

ethical balance between the conducting of the research without restraint whilst respecting the 

rights of individuals affected by the research (Ahrne & Svensson, 2015; Farrell, 2005). When 

conducting research with children Farrell (2005) points out that our understanding of the 

research is rooted within how we view children and childhood. A childhood sociological 

viewpoint means that children are considered as competent participants in their everyday 

world, who are perfectly capable if they wish to participate or if they wish to withdraw from 

the research. Farrell also maintains, that research with children is essential to advance 

knowledge about their well-being, however the intention of the research question posed must 

be to reach this aim. There are four basic individual protection requirements that must be 

adhered to when conducting a research project, the information requirement, the consent 

requirement, the confidentiality requirement and the utilisation requirement (Vetenskapsrådet, 

2002). 

        The information requirement: This requirement involves informing the consenting 

respondents and the study participants of what the project involves, their role in the study, 

furthermore that participation is voluntary and may be discontinued at any given time. The 

information shall also give clear details of aspects of the study that could reasonably be 

expected to affect their willingness to participate (Vetenskapsrådet, 2002). In the case of this 

study it involved ensuring that both the adult consent givers and children were aware of and 

understood what the interviews were about and what the children’s role was in the study. 

Furthermore, we informed all persons involved that participation was completely voluntary 

and that they could choose to leave at any time. Finally, it was made clear that they had the 

right to refuse permission to be filmed or recorded during the interviews.  

        The consent requirement:  In the case of children under 15 years of age consent shall be 

obtained from both the child and the child’s parents/guardians (Vetenskapsrådet, 2002). In 

order to adhere to this requirement consent was obtained verbally from the children. This 

meant that the study and the children’s participating role was explained in a way that was 

understandable to them. Moreover, a consent form was sent out to the children’s guardians. 

The participating children had the right to decide whether, for how long and under what 

conditions they would participate. Additionally, we did not influence or place undue pressure 
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on any of the participants (Vetenskapsrådet, 2002). 

        The confidentiality requirement: All information collected has been recorded, stored and 

reported in such a way that the individuals involved are unidentifiable. In particular, this 

applies to information that could be deemed as ethically sensitive. Collected personal data 

shall not been disclosed and individuals shall be anonymised (Vetenskapsrådet, 2002). To 

meet this requirement all names that appear in this study are fictitious. All audio recordings 

have been stored on the units own in built storage device and not in any type of online cloud 

storage. All information and data collected has been deleted on completion of the study. 

        The utilisation requirement: Individual data, collected for scientific research purposes, 

shall only be used for this purpose, and may not be used for commercial or other purposes 

(Vetenskapsrådet, 2002). All persons involved in this research have been informed that all 

collected data will only be used for the purpose of this study and will not be used for any 

commercial purpose or in any way that may affect individual participants. All documents such 

as consent forms, transcriptions and any other written information have been stored together 

for the duration of the study, to minimise the risk of any unauthorised use of the information. 

All documents have been destroyed with the conclusion of the study. 

4.6 Procedure  

The procedural process began with that we took initial contact with the proposed preschools 

via email and text message. A visit was then conducted to the participating preschool to 

explain personally in more detail what the study entailed and what times would be most 

suitable to conduct the interviews. During this visit the potential participating children were 

also given information about the study and asked how they felt about being interviewed in 

order to control if there were any children with particular objections. 

        The data collection for our research started from the moment we met the nine 

participating children. We first gathered the children together, collectively on a sofa just 

outside the classroom in order to give them detailed information about the process. Based on 

the ethical codes of conduct, we first informed the children that we wished to interview them 

which meant that we were going to ask them several questions about how they feel when they 

are at the preschool. We explained that video and audio recording might be required during 

the interview process. To this end, we requested the children's permission before we began the 

film and audio recordings. The children expressed clearly to us that they did not wish to be 

filmed. Based both upon our viewpoint of adopting the child’s perspective, and the children’s 

ethical right to choose we discarded the idea of video recording and made only audio 
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recordings supported by observational notes instead. After that, the children were asked if 

they wished to be interviewed alone or together with friends. This resulted in the children 

choosing to be interviewed together with friends, with the exception of one who chose to be 

interviewed alone. The children also chose in which room, and where in the room they would 

like to be interviewed. Allowing the children to decide was also a part of our aim that the 

study should be performed based on the children’s perspective. The interview times are 

published in the Table 1 below. In addition to the recorded interviews two further 

conversations, one with Jessica and one with Theo, were conducted in order to gain a deeper 

insight into their experiences. At the request of the children these conversations were not 

recorded, one of us therefore transcribed the conversations as they occurred. These two 

conversations lasted for approximately five to six minutes each. Once all the interviews were 

conducted, we moved on to the process of transcribing, coding, and analysing the data   

Table 1 

Interview Schedule 

4.6.1 Explicitation of the data 

In this section an account is given of the methods that were used to enable an explicitation of 

the collected material to be conducted. An explicitation of data means according to 

Groenewald (2004) that an investigation of the constituents of a phenomenon and a 

transformation of the data through interpretation in the context of the whole is performed. The 

data collected through qualitative study methods can create an image and give insight into the 

experienced reality of the individuals studied (Bryman, 2011). The method is inductive, which 

means that a probable conclusion is induced based on several events and observed patterns 

(Ahrne & Svensson, 2015).  

4.6.2 Interpretative phenomenological approach 

The interpretative phenomenological approach (IPA) can according to Alase (2017) provide 

novice researchers with a way to explore in detail the lived experiences of individuals. The 

IPA approach is a qualitative approach that is devoted to understanding how people make 

sense of their lived experiences. Furthermore, IPA is participant oriented and shows 

consideration, awareness and responsiveness to participants experiences (Alase, 2017). 

Children’s group Audio according’s time 

Luna 10 minutes and 07 seconds 

Ava & Mia 09 minutes and 52 seconds 

Arlo & Hugo  10 minutes and 32 seconds 

Arlo, Hugo & Theo 09 minutes and 45 seconds 

Jessica, Sophia & Layla 11 minutes and 36 seconds 
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According to Miller et al. (2018) IPA integrates ideas from both Husserl’s transcendental 

phenomenology and Heidegger’s hermeneutic phenomenology, which results in a method 

which is both descriptive and interpretative. The authors further explain that the IPA approach 

is flexible and prioritises the heterogeneity of lived experiences, the freedom to explore the 

context of an experience and the relationship to people’s life stories. There is no absolute right 

or wrong way to implement IPA in a research study, there is however, a shared focus in all 

IPA studies which is to identify patterns in individual experiences (Miller et al. 2018). It is 

clarified by Alase (2017) unlike a traditional phenomenological approach where the emphasis 

is placed on how the essence of a phenomenon is experienced by a particular group of people, 

IPA seeks to examine the convergence and divergence of perceptions or experiences across of 

a group of individuals. When using IPA, the researcher conducts a comprehensive 

examination of each individual case, through which emergent themes and units of meaning 

can be identified. The units of meaning are then used for cross case examinations to identify 

shared patterns that form units of meaning clusters (Alase, 2017). 

        Examination of data in IPA is according to both Alase (2017) and Miller et al. (2018) an 

approach in which the researcher put themselves in the shoes of the participants to gain a 

deeper insight in order to amplify and interpret the ‘lived experience’ stories. The process is 

normally divided into separate phases. In the initial phase the aim is to give a descriptive 

account of an experienced phenomena from the participants viewpoint, that is through their 

eyes. The inquiry then moves beyond just description and towards interpretation that explores 

what aspects of their stories the participants give meaning to.  

4.6.3 Coding  

During the transcription process we looked for patterns and units of meaning that emerged. 

The identified patterns and units of meaning that were closely connected to the studies aim 

and question were marked for further checks. A phenomenological research approach means, 

according to Allwood and Eriksson (2017) that an emphasis is placed on gaining an insight 

into how participants understand and experience the phenomenon in question. Our 

accentuation was placed on identifying patterns and units of meaning from where the notions 

reciprocity, closeness, responsiveness and trust could be identified as relevant to the 

children’s descriptions. These four notions are fundamental to the circle of security and the 

safe base concept that is imperative to having a sense of emotional security.  

        Based on the transcription of the audio recordings together with the observational notes, 

a total 82 units of meanings were identified. The units were then cross referenced and 
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organised into clusters which revealed four different themes of relevance. The clustered units 

of meaning that formed moments are presented below in Table 2. 

Table 2 

Emergent themes and units of meaning 

4.7 Trustworthiness of the study 

The quality of a qualitative study and the analytical tool used is important to the studies 

credibility. When conducting an IPA research study, the design and planning should be 

carefully evaluated. The selection of participants should be done carefully and thoroughly to 

ensure that participants are chosen based on the study’s aim of understanding the “lived 

experiences” (Alase, 2017). The group of children that was chosen for this study was done 

based upon the specific purpose of the study. The children chosen for the study were of a 

relevant age, have attended the same preschool, together for a significant amount of time and 

spend on average more than 20 hours a week at the preschool. The validity of the selection 

can thus be considered as good regarding the purpose of the study. Engdahl (2011) explains 

that validity refers to the suitability of the methods used in relation to the aim of the study. 

When conducting a phenomenological study, the methods applied in the analysis must be 

suitable. The analysis method that we chose to utilise in our study was IPA, which is 

grounded in classical phenomenology. 

        With regard to our decision to allow the children to choose how the interviews would be 

conducted we must take into account the possible effect of the resulting differences in group 

constellation. Green (2015) asserts that when group interviews or conversations are conducted 

researchers must be aware of how children may influence each other. Some children are more 

passive and introverted whilst others are more assertive and extrovert. This means that is a 

risk that the more outspoken children can take over the conversation. During the interviews 

and conversations that were conducted for the current study close attention was paid to 

ensuring that all of the children were given equal opportunity to talk about their experiences. 

We cannot, however, be completely certain that their answers were not influenced by the 

other children present. Furthermore, due to ethical reasons two interviews were not recorded 

which means that we did not have the possibility to repeatedly listen to exactly what was 

Headings Units of meaning Colour coded 

Emotions: I know how I feel 28 Blue 

Security: I choose this place 14 Purple 

Trust: I can get help from who 21 Green 

Relationships: Me, preschool and my friends 19 Yellow 
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expressed by the children. The data from these two interviews was based only on the original 

notes taken at the time of interview.  

        A further aspect that must be taken into account regarding the trustworthiness of the 

current study is the decision to translate the transcripted interviews from Swedish to English. 

According to van Nes, Abma, Jonsson and Deeg (2010) qualitative research can be considered 

valid when the distance between the original meanings as expressed by the participants and 

the meanings as interpreted by the researcher are as close as possible. The translation from 

Swedish that was performed in the current study has been kept as literal as possible, with 

minor exceptions where it was deemed necessary to make modifications in order to preserve 

the original context of the citation. It must, however, be accepted that there is still a risk, 

albeit it a minor one we believe, that something may have been lost in the translation.     

        Engdahl (2011) argues that the validity of qualitative research is assessed by examining 

if the methods, analysis and interpretations conducted are consistent with the theoretical 

framework and can be regarded as representational of a normal day in the preschool. In regard 

to the current study the limited number of interviews and their quite short duration must be 

considered in relation to if they can be judged as giving a truly accurate and representational 

picture of how the children experience emotional security on a daily basis.    

        According to Alase (2017) perhaps most important is that the researchers must be 

cautious and try to ensure that they remove their own personal experience from the “lived 

experience” of the participants. This we have tried to do as much as possible. We have in the 

analysis descriptions tried to place ourselves into the children’s lifeworld and see through 

their eyes as much as possible. However, because the current work is a phenomenological 

study it cannot be guaranteed that the study results can be repeated since each individual’s 

experience of a given situation, including their participation in this study, is unique. 

5. Results 

The study's results and transformations are presented below, where the focus of the current 

study is children's experiences. The overall purpose of this qualitative study is to accentuate a 

group of five and six-year-old preschool children’s own perspective of emotional security in 

order to gain insight into and get closer to their lifeworld. The results consist of the children's 

descriptions of their experiences of emotional security in different situations. The empirical 

examples are presented under the following headings: Emotions - I know how I feel; Security 

- I chose this place; Trust - I can get help from whom; Relationships - me, preschool and my 

friends. These were the four themes, that became evident during the transcription and coding 
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processes. The thematisation allows us to more clearly find the answers to our question. The 

way in which we have chosen to present the results has been inspired by the IPA approach 

and Engdahl’s (2007) dissertation “Med barnens röst”, the exact format however, is our own 

design. Within each theme examples from the empirical data will first be presented with a 

subheading that gives an idea of what the citation is about. A description, in italic text, then 

follows in the form of stories told with the children’s voice. In the stories we have tried to see 

through the eyes of the children and amplify the lived experience. We have chosen not to 

present comments after each individual story but to instead present joint comments based on 

the overall theme of the collection of stories. In the comments the stories of the children’s 

experiences are examined in relation to the feeling of trust and the safe base that are integral 

parts of the broader concept of emotional security, which is exactly what the current study 

aims to find out. 

        For reasons of text uniformity, the empirical examples presented have been translated 

from the original Swedish transcriptions to English. According to van Nes et al. (2010), when 

translating between languages the message communicated must to some degree be interpreted 

by the translator. The interpretation, however, must be done in such a way that the meaning 

and context of the source message is maintained. Every care was taken with the translations to 

ensure that original meanings and contexts have remained intact. 

5.1 Emotions - I know how I feel  

In this moment the researchers, Rose and Zoe, are talking with the children about how they 

feel and if they can describe feelings which they have experienced in different situations that 

have occurred at the preschool. 

I don’t feel like being filmed 

Zoe and Rose ask the children if it is okay that they make audio recordings of the interviews, 

all the children answer, yes. Now Zoe asks if it is okay to make video recordings. Ava 

answers directly in a strong clear voice, “I do not want to be filmed. I think it’s creepy.” Mia’s 

eyebrows move down and closer together, “I hate being filmed” she says. Hugo looks at Arlo 

and Theo and then all three shake their heads from side to side. Hugo says, “we don’t want to 

be filmed either, it is boring”. Arlo and Theo nod their heads. Sophia answers, “it is fine for 

me”. Jessica and Layla look at Sophia and then say, “we don’t want to be filmed.” Luna says, 

“I don't want to, it's not fun”. Sophia glances at the other children sitting to her left and then 

those sitting to her right, and says, “or no”, she pauses, takes a deep breath, and says in a 

slow, deliberate voice, “I do not want to be filmed either”. The children are looking at Zoe 
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and Rose, waiting. “We won’t film then only record sound. It’s that okay?”, ask Zoe and 

Rose. All the children answer “yes” with smiles. 

Video story:   

Ava: Oh, no! Being filmed gives me the creeps, it makes me feel odd, like a cold feeling that 

creeps over me and a strange swirling sensation in my stomach. Mia: I get a strange 

fluttering feeling in my stomach and my face starts to feel like it’s burning. Hugo: I’m so tired 

of being filmed. I get a tense feeling inside like a fist clenching in my stomach and my body 

feels kind of heavy. Sophia: Hmm, it feels okay or wait I have a little bit of a strange feeling, a 

fluttering sensation in my body. Jessica and Layla: It doesn’t really feel good. It feels kind of 

like someone is staring at us the whole time. Luna: It doesn’t feel fun. My legs feel a little 

shaky and my head feels light. All: That feels great that they’re not going to film, it feels 

comfortable just like being home.    

I feel worried 

Zoe asks Theo if he can describe a situation where he remembers how he felt. Theo proceeds 

to talk about when he arrives at the preschool in the morning. “Um…”, After thinking for a 

moment, he continues speaking in a very low quiet almost whispered voice, “I feel worried 

when my big sister has to go away from me into school”. He looks at the facial expression 

pictures on the rug. He begins to fiddle with the picture that shows a worried face. 

Theo’s story 

It’s not a good feeling, my hands feel cold and sticky, my body shakes it feels like I am made 

of jelly and it feels like someone is sitting on my chest. Now when I think about it, I’m getting 

a bad feeling again, and I don’t like feeling this way. I have that feeling again in my chest, it 

feels hard to talk. I wish my big sister could stay with me the whole day then I wouldn’t feel 

this way. If she was here right now, I would feel warm inside, like the sun is shining inside my 

body. If something happens, I know that she will help me feel better. The face on this picture, 

this is how I feel right now. The bad feeling that I get inside makes my head feels fuzzy, my 

heart pounds and I can’t breathe.  

I dislike noise 

“I don’t want to be at this preschool. She leans backwards towards Rose and continues, 

“There is always too much noise”, Jessica puts her hands over her ears, “there are earmuffs 

though they do not help. I want a place where I can have peace and quiet. The others scream 

too much”. 

Jessica’s story 
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There is always so much noise here, it hurts my ears, I can’t think straight because it feels like 

there is a thunderstorm going on in my head. I feel sad about it. I don’t like feeling sad! Sad is 

a cloudy, tired feeling. Nothing seems fun when I feel sad, it’s like everything is too much 

effort and I don’t have the energy. I want the sadness to go away like when the sun comes out 

from behind the clouds. I just want a bit of peace and quiet. The earmuffs they have here are 

useless, they don’t help with the storm at all. If I had a place to go where it is peaceful and 

quiet maybe I wouldn’t feel this way anymore. I wish I didn’t feel this way.  

It feels good with friends 

Rose asks Arlo and Hugo if they can describe how it feels to play with friends. Arlo smiles 

and gives a thumbs up sign. “It feels good”, he says. Hugo also gives a thumbs up sign and 

says, “when I play with Jake and James. Jake is my big brother, it feels good”. Rose then asks 

how it feels when an argument or fight happens. Both Arlo and Hugo do a thumbs down sign. 

Hugo pouts his lips a little and says, “when we argue then I feel bad”. Arlo says, “I can tell. 

Me, James and Robert are friends for a long time, so I can say to them that they started an 

argument and they can stop arguing”. 

Arlo and Hugo’s story 

Arlo: It makes me feel good inside. A good feeling in my body. I am happy that I’m 

somebody’s friends. It just like having sunshine in my chest. It maybe feels a little bad at first 

when we start to argue with each other, like a cloud covers the sunshine, but then not so bad, 

because I know that I can help us. I’m glad that I can help someone, like when the wind blows 

away the cloud. Hugo: I feel good when I play with my big brother Jake and my friend James, 

I get a warm, glowing feeling inside which makes me full of energy and laughter. That is 

when I feel best maybe not always the same when I play with others but it’s still a good 

feeling with friends. It doesn’t feel so good when we argue. I get a bad feeling inside, it feels 

like I have a big knot in my stomach, and I want to run away but my legs feel wobbly and hard 

to move.  

I got trapped 

Theo’s mouth is closed, his lips clenched tightly together. His eyes roll around in his eye 

sockets. After a short while he begins to speak. “Once I was trapped in the toilet, I was 

worried and afraid. Then I became angry. I kicked the door”, Theo pauses a little, “the teacher 

opened the door and then I cried”. 

Theo’s story  

One day I got scared and cried. It seemed to get dark in the toilet, it felt like the darkness was  
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slowly creeping up over my body and I couldn’t get out. I yelled out loud, but nobody came, 

and it felt like I would be stuck covered by darkness forever, I couldn’t breathe, like there was 

a heavy weight was on my chest. Scared is a cold, tight feeling. I just wanted to get out. I 

wanted to stop feeling scared! I got Angry. Anger is a strong, hot feeling. Like boiling water 

that bubbled over and made me kick the door. The moment that I got out and saw the teacher, 

I still felt scared but also relieved. I couldn’t feel my body; it was like something was gone 

from my body. So, I cried so hard, the tears came flooding out of me, spilling down my face.  

Comments 

The children could feel and remember specific situations when they had felt and expressed 

different emotions. There was divergence in the situations described by the children and the 

type of emotions that they experienced during these situations. That which was convergent in 

the stories was how the emotions felt gave meaning to the overall experience of emotional 

security. Although, the emotions themselves were divergent with each individual child there 

was convergence in that good feelings felt gave meaning to a sense of trust and security, 

whilst bad feelings gave meaning to a sense of mistrust and insecurity. The children showed 

that they understand many feelings, such as happiness, sadness, scaredness, worriedness, 

fearfulness, angriness and they knew which out of these feelings made them feel good and 

which make them feel bad, both physically and mentally. In the first story the children clearly 

expressed that having their voices recorded felt okay but that being filmed was not a good 

feeling. The feelings that were expressed can be understood as having given the children not 

just a mental experience but also a physical experience that affects their entire body, which 

means both their physical and mental well-being is affected. This can be seen to exemplify 

why it is important to understand the children’s perspective, especially in the current climate 

where filming as a method of documentation is very popular. We gained an insight into the 

children’s lifeworld that it is perhaps, the situations when they felt bad that give the clearest 

memories. The strong emotions and bodily sensations that were felt in these situations seemed 

to very clearly imprinted in the children’s memories and could be seen as an affecting factor 

in how the children perceived other situations. In Theo’s and Jessica's stories it can be 

interpreted that because of previous negative experiences they currently do not seem to have 

sufficiently secure relationships within in the preschool. Theo in particular gave no clear 

indication that anyone at the preschool fulfils the role of safe base for him. Their stories can 

be seen to exemplify why it is necessary for children to have a person who functions as the 

safe base when they are in distress and need comfort.   
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5.2 Security - I choose this place 

The children are coming into the room where Rose and Zoe are waiting. They are choosing 

where they are going to sit. In the room there is a den, a large round rug and a table with four 

chairs.  

Your knee makes me feel safe 

Luna is standing in the doorway. She looks around the room and points to the rug, “I want to 

be there on the rug”. We go into the room. Rose and Zoe sit down on the rug. Luna looks at 

Rose and then Zoe. She turns towards Rose and says, “I want to sit on your knee”. Rose 

smiles and says, “Yes, of course you can”, and opens up her arms in a welcoming gesture. 

Luna moves forward and then sits down. She tilts her head backwards, looks upwards and 

gives Rose a smile. 

Luna’s story 

I like the rug it feels soft like the fur on a cat. Yes, the rug will be nice. Actually, I feel a little 

strange, like I have bubbles in my stomach and the room feels a little colder and darker. I feel 

like I want to sit on Rose’s knee, so that I feel safer and more protected. Now the strange 

bubbly feeling has gone away, and it seems like the sun is shining in through the window. 

With Rose’s arms around me, I feel like I am wrapped in a soft warm blanket that is keeping 

the coldness away. It’s a good feeling that she likes me. This is good sitting here on Rose’s 

knee. 

Not in the middle of the rug 

Arlo goes directly to the rug whilst Hugo looks around. Hugo sees that Arlo has gone to the 

rug, he stops looking and goes over to the rug. Rose and Zoe sit across from one another. Arlo 

chooses to sit with his back to the wall. Hugo is standing at the edge of the rug and looking at 

the other three. He then goes and stands in between Arlo and Rose, pauses, glances at one 

then the other before sitting down close to Arlo. Theo comes into the room and says that he 

wants to join now. He goes to where there is a small space between Rose and Hugo, then sits 

just outside the rug at the edge of the den, a little behind Rose. He holds his legs up to his 

chest and looks at the worried facial expression picture that is laying on the rug. 

Hugo, Arlo and Theo’s story 

Arlo:  I like the way the rug feels, it’s soft and close to the window so the sun shines in. Hugo:  

My hands are a little sweaty and I can feel my heart beginning to pound. Oh! Arlo is sitting 

on the rug, maybe there is best. I’m not completely sure but it’s probably good to be close to 

Arlo. Arlo is my friend and I like to be with him, but I also feel good close to Rose. It feels best 



26 

 

close to Arlo, warm and safe. Theo: I have a funny feeling, like something is churning around 

inside my stomach and tying itself into a big knot. It feels like there is something pounding in 

my chest making it hard to breath. There is a small space there in between Rose and Hugo. I 

can sit with my back towards the den at the edge of the rug, it feels better somehow knowing 

that there is no- one behind me. If I decide I don’t want to talk more, or the strange feeling 

gets too bad I can easily go out from here. 

Beside friends 

Jessica jumps into the middle of the rug, and giggles, then she moves to the edge of the rug 

and sits where she can have her back to the wall. Layla and Sophia follow suit. “I want to sit 

here,” Jessica says, looking at everyone. Layla goes to the left of Jessica and giggles towards 

her while saying, “I want to sit here”. Sophia jumps a big step to Jessica's right side and 

giggles, “I want to sit here then!”. 

Layla, Jessica and Sophia’s story 

Jessica: I can choose to sit where I want. It feels good to choose instead of being told. It 

makes me feel good inside, my arms and legs feel light and almost as if they are full of air, I 

feel like running, jumping, laughing and having a little fun. That was fun running and 

jumping onto the rug. We’re not normally allowed to run and jump inside but I always feel so 

good when I do it. I think that I will sit just here with my back against the wall nice and 

comfortable. This is where I want to be, this is my place. Layla: I like it when Jessica does fun 

things, she makes me laugh which feels good. It feels good to be close to Jessica. Sophia: It 

looked like fun when Jessica jumped onto the rug. Think I will also jump to the rug and see 

how it makes me feel. Yes! That felt good, my body felt light and almost as if I was floating for 

a moment. I feel like the happiness wants to jump right out of me and to the others, a giggle 

feels good right now. 

Closer to you 

Ava and Mia are standing hand in hand in the middle of the room. Mia tugs Ava’s hand and 

points with her other hand towards the rug. “Shall we sit there?”, she asks. Ava nods her head 

and they go hand in hand over to the rug. They go to the far side of the rug and sit side by 

side, close together. They look at each other and sit with their knees tucked underneath them, 

and their backs towards the wall, closer to Rose than to Zoe.   

Ava and Mia’s story 

Mia: I like to hold my friend’s hand when we are together, it gives me a warm feeling, like 

when I am at the beach laying in the sun and daydreaming without a care in the world. I feel 
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good inside. I feel a little strange when I don’t know what is behind me, that kind of feels like 

my stomach is upside down. It makes me feel safer knowing exactly what is behind me. Ava: I 

like to hold Mia’s hand so that she is close, it feels good like when I snuggle down under my 

blanket at night, safe, warm and cosy. Mia is tugging at my hand and pointing. Oh, she wants 

to know if it’s okay that we sit there. I don’t mind where we sit as long as I’m sitting beside 

Mia. I trust her it feels safe when we are together. Maybe also closer to Rose, we know Rose 

and it feels a bit strange close to Zoe. I need to make sure Ava understands. Ava gets Mia’s 

message and understands what she means. Ava: I agree, I will do the same as Mia. 

Comments 

The children chose carefully a place that they, perhaps, felt would give them the best feeling 

of comfort and security. Although there was divergence in the exact place chosen the rug was 

a convergent element for all the children. There was also divergence regarding the meaning of 

the other people present. For Luna it was sitting on knee of a person which gave her the 

sensation of feeling warm and secure. For Mia and Ava, it was a place where they could be 

close together and feel the warmth of their friendship. For Hugo, it was next to the friend 

whom he perhaps feels he is close to and that is responsive to his needs. They chose to be 

closer to who out of the available people they had most trust in. However, in Theo’s case he 

did not appear to be at all comfortable in the situation. The place and manner in which he sat 

suggests that he wanted to hide and be as invisible as possible. Although he wanted to share 

his experiences it was as if he did not want to be seen whilst doing so, which can be 

understood as, that he perhaps found himself in a personal dilemma in which his fears and 

anxieties were in conflict with his wish to disclose his experiences. This indicates that Theo’s 

experience in this situation was one characterised by mistrust and insecurity. In Jessica, Layla 

and Sophia’s case the choice of where and how to sit was initiated by Jessica. Additionally, it 

was her reaction and actions that set the atmosphere for the interview. Her bounciness and 

happiness seemed to influence Layla and Sophia’s actions. When choosing a place Zoe can be 

understood as a convergent element as the children all preferred sitting closer to Rose than to 

Zoe. This is not really surprising as they have no real relationship with Zoe. This can be 

understood to mean that there is no trust as there is no consistent relationship between the 

children and Zoe. However, it can be understood that there is trust in the relationship between 

Rose and the children which has been consistently built up over a long period of time. A 

certain amount of trust may also have been created by respecting the children’s wishes and 

allowing the children to choose the place for the interviews. A place that feels secure is not 

just related to the physical area, who is in the area also has meaning in relation to how 
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children experience security.   

5.3 Trust - I can get help from whom? 

In this part the children talk about what they do when they need help at preschool? 

Maybe a teacher 

Luna is sitting quietly on Rose’s knee, considering the question she has just been asked. After 

a while she begins to talk, “If I am sad maybe I go to my dad”, waits a short while, “Maybe to 

a teacher. To you!”. Luna turns her head and body towards Rose, looks up at her, smiles then 

opens her arms wide and gives Rose a big hug. “Is there anyone else”, asks Zoe. Luna is quiet 

again and then says in a low, quiet voice, “Maybe also to Ivy” 

Luna’s story 

Um, that’s a hard question. When something has happened that makes me feel sad and I need 

help to feel better, then I like to go to my dad. He can give me a big warm hug, that makes me 

feel safe. Like when I hide under the blanket when there is thunder outside. So maybe if I’m 

sad, I will go to him. Um, but wait, my dad isn’t here during the day. I’m sitting here right 

now on Rose’s knee and I feel relaxed, happy and safe. I get the same feelings with her just 

like with my dad. I like Rose. I want to show Rose that I like her and that I feel good. Ivy, 

maybe, she has helped me before, but I’m not completely sure about Ivy. She is quite nice but 

I’m not always completely comfortable with going to Ivy for help, but sometimes maybe.   

Different choices 

“I go to a teacher if I need help”, Arlo answers directly. Hugo nods his head and says, “an 

adult, all the time”. Hugo then looks at Arlo and says, “Arlo can help me, right?”. “Yes”, 

answers Arlo. Theo is sitting looking down at the rug, he says very quietly, “I will go to my 

big sister when I feel bad”. “Is your big sister also here?”, asks Zoe. “Mm, she will quit soon, 

and me too”. 

Arlo, Theo and Hugo’s story 

Arlo: I have no hesitation or concern about going to a teacher. I know that they are there just 

like the stars in the sky, even in the daytime. You don’t always see them, but they are always 

there. Hugo: Yes, it’s good to go to teachers but also any adult can usually help. I like to go 

to an adult all the time when I need help. But, if it’s something Arlo can do that I can’t, maybe 

I can also ask Arlo for help. He’s my friend, friends can help each other, right? He is a good 

friend who will help me. I can trust him. Theo: I’m a little afraid and don’t want to look 

directly at them and I don’t want them to look at me either. I want to talk about it, but it 

makes me feel sad and my head starts to hurt, and I feel like a darkness is creeping over me. I 
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don’t like to go to any of the teachers, only my big sister. She is the only one here that I trust 

completely to help me and make me feel better. Maybe it will be better when I go to my new 

school, maybe there I will get help from the teachers.    

Talk to the teachers or not 

“A teacher can help me”, says Mia calmly, “tell a teacher so that they can talk to them”. “Who 

are they?”, asks Zoe. “Those who are nasty”, Ava now begins to speak, “or maybe we can go 

and talk with them, ourselves”. Mia looks at Ava, her eyebrows are turned downwards, and 

her forehead is wrinkled, she then says, “we talk to all the teachers”. Ava shakes her head 

from side to side and answers, “it is some teachers. We tell Ivy and Nancy.” 

Mia and Ava’s story 

Mia: Of course, they can help. If there is an argument or if someone does something I don’t 

like, then I can tell a teacher so that they can go and talk to them. There are some of the 

children here that I don’t really like. Sometimes when they are mean and nasty, I get a hot 

feeling inside and want to scream at them or hit them, but I hold it inside of me and tell a 

teacher instead. Ava: We can talk to those who are nasty ourselves, tell them that we don’t 

like what they are doing. That it doesn’t feel good when they say or do nasty things to us. We 

can try and make them understand how it makes us feel. Mia: No way, I don’t want to talk to 

them myself.  The idea of talking to them myself makes my stomach swirl, what if it just makes 

them say and do even meaner and nastier things. We should always go and talk to any of the 

teachers. Ava: Okay, okay I understand, but I’m not comfortable with all, of the teachers. 

There are some teachers I don’t want to tell. I don’t trust them to fix it. It’s only with Ivy and 

Nancy, that I have a good feeling with.  

Teacher is not the only choice, children too 

“All! I go and say to all teachers in the whole preschool”, says Sophia. Layla nods, “say to the 

teacher, almost all teachers”. Sophia shakes her head from side to side, “you can go to a 

teacher or another child. Sometimes the teacher can help and sometimes they can’t. They 

maybe are taking care of another child. But we can help each other”. 

Sophia and Layla’s story 

Sophia: I feel good with all the teachers. Layla: With some of the teachers my stomach feels 

kind of funny when I ask for them for help, but with others it feels good. Sophia: There are 

maybe some teachers Layla doesn’t really trust. Some that she feels are always too busy 

doing other things or helping other children, so they don’t help her. I can help Layla, I’d like 

to help her, she is one of my best friends and if she feels sad, I also feel sad. If I’m not here, 



30 

 

I’m sure there are other children that can help her, always. She should just ask friends to help 

if teachers can’t. Sometimes friends understand better how it feels. Sometimes it feels like us, 

children and the teachers, come from two different planets. 

Teachers do not help 

“I go and say all the time, ‘hi, I will talk with my mum, hi, I will talk with my mum, hi, I will 

talk with my mum’, several times, to all teachers in the whole preschool”. Jessica then 

screams, “Bad! Bad! Bad! Bad!”. Zoe asks, “Are you angry? What is it that is so bad that it 

makes you angry?”.  “Because I hate this preschool, there is no good teacher, they don’t help 

me”, answers Jessica. 

Jessica’s story 

I just want to have my mum, I don’t want to have any of teachers, but they don’t want to help 

me with that at all. It makes me feel hot inside when I think about it, the more I think about it, 

the hotter I feel, and my body feels like it is burning. There is too much heat built up inside of 

me, I need to release it, get it out of me before I explode like a volcano erupting and 

propelling rocks high into the sky. I need to scream to release my pain and show them how 

bad it makes me feel. Maybe it’s the only way that I can show how unhappy I am about the 

situation. Now I’m screaming. Of course, I am angry, very, very angry! I don’t like the 

preschool, I hate this preschool, I don’t like the teachers, they are not helping, they are not 

listening. That’s why they are not good teachers! Nobody is helping me. 

Comments 

In the above examples the convergent factor was the need to have somebody who they could 

go to in times of needing help. The divergence was who the children perceived as a 

trustworthy person to get help from. It can be seen that there was trust in the teachers and that 

the teachers are generally responsive towards them when they need help. Arlo, Hugo and Mia 

expressed this in terms of all the teachers at the preschool, whilst Luna, Ava and Sophia 

named specific teachers. This can be understood to suggest that these specific teachers have 

been appropriately responsive and available to the children on previous occasions which 

means that the children remember positive emotions and experiences. The relationships with 

these specific teachers would thus, seem to be characterised by trust, which means that these 

teachers can act as a safe base for the children. However, teachers are not the only people who 

the children feel they can seek help from. Sometimes, the children may choose their friends 

and other children to help instead, for example, Hugo names first that he goes to the teachers 

but then also says that he can get help from Arlo as well. What this means is that children can 
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build secure relationships that are typified by trust both, with teachers and with other children. 

However, in Theo’s case he talked only about his big sister as the person who could help him, 

which can be understood to mean that he trusts his big sister. He does not seem to have any 

kind of secure bond with the teachers or his classmates and expressed a desire to be alone 

rather than together with them. Jessica became quite clearly distressed when talking about 

who she could help from. She gave no indication during the interviews that any of the 

teachers at the preschool function as a safe base for her. Her previous experiences with 

teachers suggest that she is mistrustful of them, because her perception is that they do not 

listen or take her seriously which means that she sees them unresponsive and distant.  Both 

Theo and Jessica’s verbal and bodily reactions seem to imply that they are experiencing both 

mental and physical ill-being due to not having trustful relationships in the preschool. This 

can consequently mean that they are possibly experiencing such feelings as misery, anxiety, 

stress, anger, fearfulness on a regular basis which means that they are also experiencing 

emotional insecurity. It can be, that this is why both of them expressed a desire to not attend 

the preschool anymore. 

5.4 Relationships - Me, preschool and my friend  

Here the children talk about their experience of being at preschool in relation to their 

friendships.  

I do not want to be here 

Jessica is sitting on Rose’s knees. She talks in a calm steady voice, “I don’t want to be at this 

preschool, I hate this preschool. It’s boring without my friends. I’m always alone when I 

come early, then it is boring, and I feel sad”. She leans backwards, closer to Rose and says, “I 

hate when I am the only one here from my class” 

Jessica’s story 

I don’t like being alone, it makes me feel empty inside and my stomach hurts. I want my 

friends with me, so that the empty feeling goes away. The other children don’t understand me 

in the same way that my friends do, I constantly have to explain what I am thinking and what I 

want to do. With my friends we always seem to just know it’s like we have a special 

connection and don’t need to explain to each other. I hate always being sad, it feels like there 

is a big black raincloud floating over my head all the time.  I just want to be happy and have 

fun, to feel like the sun is shining on my face, but I can’t do that alone. Maybe if I went to 

another school, I could make new friends who come at the same time as me, then I wouldn’t 

be alone and sad. 
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We like to have each other here 

“It’s not fun”, says Mia with pouty lips. “What is it that isn’t fun”, asks Zoe. “I think that it’s 

boring if Ava isn’t here”, answers Mia. Ava giggles and looks at Mia, “me too, it’s boring if 

you aren’t here”. “Why?”, asks Zoe. “Because it’s not the same playing with others. We trust 

each other and are always nice to each other and really like each other”, says Ava. “We love 

each other”, says Mia and then they start laughing. 

Mia and Ava’s story 

Mia: I always want to be together with Ava, when she’s not here it feels like a dull cloudy day, 

but when I’m with Ava, it feels like the sun is shining brightly filling me with warmth. She is 

never nasty or tries to make me do things I don’t want to do. We understand each other and it 

always feels good, we are like two peas in a pod. If we don’t agree on something, then we fix 

it in a good way that makes us both happy. Ava: I can play with others, but it isn’t the same as 

when I play with Mia, with others it feels sometimes that they are speaking a totally different 

language.  With Mia it feels like there is a warm glowing light inside of me. She understands 

me and I understand her. We are always nice to each other and really like each other, and we 

are always on the same wavelength.  

I am here for you, my friend   

Sometimes I feel happy, then in the afternoon, happy and then it is a little, hmmm…”, Arlo 

says. Hugo looks at Arlo and says, “I also feel good”. “I like to play with James, Robert and 

with all”, says Arlo and giggles. Hugo looks at Arlo and says quickly, “and me, and me!”. 

Arlo looks at Hugo and says, “yes, and you, Hugo”. Hugo smiles. 

Arlo and Hugo’s story 

Arlo: I feel good most of the time but when the day starts to get too long, I get a tired feeling 

in my body and I’m not sure that I feel so happy anymore. I have friends here who make me 

feel good and happy. Hugo: don’t forget me! My heart is pounding a little and my breathing 

is getting faster and faster. I know that you like to play with me, as well but I’m a little afraid 

right now that didn’t say my name. Arlo: I hear you. Don’t worry. of course, I like to play 

with you as well. 

It is too loud to be here 

Theo looks at the floor and fiddles with the worried facial expression picture that he is 

holding in his hand. Theo begins to talk, “I want to change preschool because others scream  

and shout at me. It feels bad. I want to be alone. I will have a place where I can be by myself”. 

Theo’s story 
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The face in the picture looks worried. I often feel worried when I’m here at this preschool. I 

don’t really feel that I have friends here. It feels like I’m a ghost just floating around, that 

nobody sees or believes exists. When the other children scream and shout at me, it feels as if 

my body is being stuck with tens of thousands of hot needles that start to burn into my skin. I 

don’t feel good at all, it’s a scary and bad feeling, that makes me want to just run away and 

hide. If I’m alone then I won’t feel this pain and hurt, and they won’t be able to scream at me 

anymore.  

Actually, it is my friend  

Sophia goes to the table and says that she wants to draw a picture. After a few minutes she 

comes back and shows her picture to Zoe and Rose. In the picture there is a figure with a red 

heart for a head and lots of blue balloons. Zoe asks, “who is that?”. Jessica is standing beside 

Sophia and says before Sophie can answer, “It’s Rose!”. Sophia looks at Jessica and laughs, 

then she says, “yes, it’s Rose”. Jessica goes out of the room. Sophia picks up a yellow pen and 

says that she wants to finish her drawing. She then says to Zoe, “It’s Jessica”. Zoe asks, “Why 

did you choose those colours and why did you draw a heart as the head?”. “I like red and 

hearts are nice”, answers Sophia with a light voice, while she looks at the paper. 

Sophie and Jessica’s story 

Sophia: Something is coming out from my body, words are flowing out like endless rain into a 

paper cup, I can’t tell but I can draw. I feel like drawing a picture of Jessica now. Sophia: It 

must be Rose. It will be fun if I say it’s Rose, ha-ha. Sophia: No, it’s Jessica...But she looks 

happy. I make her happy. It feels so good when my friend is happy. I can add more colours to 

the picture, so that it looks even better. I can take this yellow pen make it more colourful. I 

like these colours, the head is a heart, because I like Jessica and hearts mean that people like 

one another because they are nice. The one of my best friends, Jessica feels like that. 

Comments 

The divergent elements in the stories was in the strength and kind of feelings the children felt 

in their peer relationships. The convergent element can be seen to be the meaning peer 

relationships have to the children’s overall sense of emotional security. Peer friendships can 

be understood to be the source of many good feelings and experiences. Mia and Ava showed 

that there is a strong bond between them, they spoke only about good things with their 

friendship and that they feel best and enjoy the moments they spend together. Although, they 

play with others, they do not have the same emotionally secure feeling as when they play with 

each other. This can mean that when children’s peer relationships are of a trusting nature the 
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children can act as each other’s safe base. The example with Jessica and Sophia would seem 

to suggest that Sophia really likes Jessica and wants to be close to her. However, her decision 

to not correct Jessica regarding who the picture was of could indicate that she perhaps, is 

uncertain as to whether, or not, the relationship with Jessica is fully reciprocal. It is 

conceivable that she is afraid that Jessica does not feel the same about their relationship as she 

does, so will not tell her for fear of rejection. On the other hand, it can also be interpreted to 

mean that Sophia is protecting Jessica’s feelings by choosing not to correct her assumption 

that the picture was of Rose. She perhaps did not want Jessica to feel bad or insecure in any 

way. However, it is also conceivable that she simply did not want Jessica to know it was her 

until the drawing was completely finished. Through the drawing she perhaps, wanted to show 

Jessica how much she likes her, that she feels close to her and trusts her. She possibly felt that 

the incomplete drawing did not fully show this. From this viewpoint can the relationship be 

seen as emotionally secure in that Sophia wished to show her feelings for Jessica through a 

heartfelt drawing. She wants to use the drawing to show how she views Jessica and what 

Jessica means to her. Jessica’s individual story in which she talks about being sad when her 

friends are not there can be seen to support that there is a secure relationship between her and 

Sophia. The example with Theo showed that his experience when the other children yell and 

scream at him makes him feel so bad that he would prefer to be alone than endure the mental 

and physical effects that he experiences in these situations. It can be understood that it is these 

negative experiences that were most vivid and memorable to him. He did not give any 

description of a good situation with a friend. This suggests that at the current time he does not 

experience any of his peer relationships as trusting and emotionally secure. In other words, we 

can understand that children need and want to have emotionally secure peer relationships. 

6. Discussion 

In this section of the work a discussion of the results will be presented followed by a 

discussion of the methods used. 

6.1 Result discussion 

The overall purpose the current study was to through the child’s own perspective, accentuate 

and gain insight into how a group of five and six-year-old preschool children experience 

emotional security. This was done with the help of stories told with the children’s voice. The 

results are discussed based on our research question that has guided this work, and how they 

can be related to previous research, The United Nations convention on the rights of the child 

and the preschool teaching mission.  
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6.1.1 How did this group of 5-6-year-old children’s experience trust in relation to an 

overall sense of emotional security in the preschool? 

The current study’s results can be seen to show the divergence that can exist in how the 

children experience trust in their relationships. This divergence can be dependent upon 

varying factors. That which can be seen as convergent in relation to trust was the children’s 

previous experiences of reciprocity, closeness and responsiveness within their preschool 

relationships. The children's lifeworld was made visible through how they describe both 

verbally and bodily, the emotions that are induced in relation to their feeling and experience 

of emotional security. The verbal and nonverbal communication and expressions that 

occurred gave an insight into the divergences of the children’s experiences. These results 

were only made obtainable through asking the children themselves and really listening to 

what they said, which can be understood in relation to The United Nations convention on the 

rights of the child (Assembly, 1989) article twelve declaration. In this convention on the 

rights of the child (CRC) declaration it is stated that children have the right to give their 

opinions and have their voices heard. Additionally, the results suggest that environment can 

also be a factor in how children experience emotional security. Environmental factors can 

contribute both positively and negatively to a child’s experience. Thomas (2010) infers that 

the interactions that occur in preschool are affected by factors such as, the physical 

environment as well as the daily structure and routines. Shortcomings that can occur in 

dialogues and in the environment or routines. In the surroundings of the preschool, it can 

cause difficulties if the child only has secure relationships with family or others who are not 

present in the preschool environment (Bowlby, 2010). Based on the results of the current 

study, there is an indication that attachment theory can be seen as a suitable theoretical basis 

for understanding children’s experiences of the phenomena emotional security and the safe 

base. The argument that individuals want to and will form attachment relationships with 

others that is raised by (Bagga-Gupta & Carlsson, 2006; Havnesköld & Risholm Mothander, 

2009; Palmer, 2012; Säljö, 2015) can be examined in relation to the current study’s results.  

        Our results would also seem to suggest that the children, did not always appear to have 

secure attachment figures available to them within the preschool environment. This can be 

related to the concerns raised by (Bowlby, 2007; Hagström, 2010; Johansson & Pramling 

Samuelsson, 2003) that children may be experiencing prolonged periods of time at preschool 

without access to a secure attachment figure. Our results can thus, be considered as supporting 

the aforementioned concerns that have been raised. The importance of this is if children’s 

experience is one of emotional insecurity, as was shown in our results to be the possible case 
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for some, there is a risk of continued and future difficulties. As is pointed out in several 

studies (Bergin & Bergin 2009; Bowlby, 2007; Broström 2006; Nitecki, 2017). Secure 

relationships are essential to a child’s socioemotional well-being, which in turn is vital to the 

child’s language development and ability to engage in social peer play. The current study’s 

results showed that experiencing trust and emotional security in their relationships in 

preschool, be it with teachers or friends seemed to be connected to the children’s overall sense 

of emotional well-being. This in turn was connected to how they experienced engaging in 

social peer play. According to Sheridan and Williams (2018) the teaching perspective should 

always have the children's best interests in focus and the teaching should conducted in a way 

that is meaningful, relevant and contributory to children’s learning and development. It is 

essential that children's voices are not only heard but also used in a meaningful way. 

Furthermore, the current study’s results can be examined in relation to articles three and six of 

the CRC (Assembly, 1989) declaration regarding the best interests of the child and the right to 

live and develop. Children whose relationships in school are defined by closeness and 

sensitivity tend to show higher academic performance and good social skills. Children whose 

relationships are defined by conflict and distance tend to show lower academic performance 

and poor social skills (Bergin & Bergin, 2009; Kabay, 2013; Lippard et al., 2018; Pianta & 

Stuhlman, 2004). The current study thus, can be seen as giving further evidence to support 

earlier research findings, and are also consistent with the teaching perspective and CRC’s 

declarations regarding children’s rights. 

6.1.2 Who within the preschool can act as a child’s safe base? 

In relation to our results it can be understood that teachers did not always function as a safe 

base for the children, also there was evidence to suggest that a secure relationship with peers 

was not always present. A child may form several attachment relationships dependent upon 

how many people in the environment the child has a close and consistent relationship with 

(Broberg, 2006; Broberg et al., 2012). The safe base is a central concept within attachment 

theory. When a secure relationship is present, the children use the attachment person as a safe 

base for exploring and returning to when they feel unsafe, anxious, threatened and in need of 

comfort (Bowlby, 2010; Broberg, 2006; Broberg et al., 2012; Havnesköld & Risholm 

Mothander, 2009). Sheridan and Williams (2018) articulate that it is highlighted in the 

preschool curriculum, that each individual child's well-being, security, development and 

learning must be taken into consideration. Educators must be aware of the importance of 

learning being based both on adult-child interactions and peer interactions. 

        As our results show there was divergence in who the participating children seemed to 
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have attachment relationships with. During each interview parents, siblings, friends and 

preschool teachers were all mentioned in the context of emotional security and the safe base. 

As argued by several researchers (Barker, 2015; De Schipper et al., 2008; Durkee, 2017; 

Hagström, 2010), teachers can also act as secure attachment figures and a safe base. Barker 

(2015) explains that children are naturally inclined to look to teachers when they are in need 

of comfort and emotional support. The results of the current study would seem to suggest that 

there was both divergence and convergence regarding whether or not the children felt that at 

least some of the teachers had responded to their needs in a manner that had provided them 

with appropriate support. This infers that these teachers can be regarded as functioning as a 

safe base from which the children could explore and participate in the classroom.  

        The results of the current study possibly suggest that close friendships are even of 

importance to a child’s well-being at the ages of five to six-years-old. Additionally, our 

results can be related to Nickerson and Nagle (2004; 2005) and Gorrese and Ruggieri (2012) 

claims that peer relationships can also be seen from an attachment perspective. An attachment 

bond with a friend represents a special social relationship within which the individual 

organises emotional experience and regulates felt security. A close friend can also be seen as 

a safe base and can play a constructive role in children’s development. In our results the 

important role that peer relationships can play in children’s experience of emotional security 

was also evident. Nickerson and Nagle (2004) point out that research regarding the 

importance of friendship for children aged eight-years-old and above has found that close, 

supportive friendships are positively correlated with sense of well-being school achievement, 

feelings of self-worth and self-esteem and social adjustment. 

6.2 Method discussion 

To answer our question, we interviewed a group of nine five to six-year-old children who 

attend the preschool regularly. The current study had it is starting point in gaining an 

understanding of the children’s own perspective through a phenomenological approach. The 

method that was chosen, was regarded by us as the best way in which to obtain the necessary 

information required for the conducting of an IPA analysis. Alase (2017) asserts that 

interviews allow the research participants to express their lived experiences in the way that 

they want to without bias or distortion. The interview questions to the children were flexible 

and adaptable, in other words, we had a background thought to the questions but the 

formulation and way of asking could be different from case to case. The interviews also 

followed the direction of the children’s answers and descriptions. In order to adhere to both 
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our idea of the child’s perspective and the ethical principles of research, we requested the 

children’s permission to film the interviews. Harwood (2010) reasons that how a researcher 

positions oneself in relation to the participants is a methodological step that should be 

carefully considered. This is especially true when the participants are young children due to 

the power differential that exists between adult and child. The purpose of filming for us was 

that it would enable more thorough observation of the children’s body language in the context 

of their experience of emotional security. After consultation, the children clearly stated that 

did not want to be filmed, which we respected fully. We, hence, decided that one of us would 

focus on taking observational notes. What this means according to Bjørndal (2018) is that 

although we acquired a reasonable amount of data regarding the children’s body language, 

gestures and facial expressions, we may also have missed certain information thus, affecting 

the overall data acquisition. During the interview time, there were always two researchers 

present, one of whom, Rose, was familiar to the children, whilst the other, Zoe, was a stranger 

to the children. It is important that care is taken with participating children to best gain their 

trust and establish a good rapport (Harwood, 2010). It was thus, decided that Rose primarily 

conducted the interviews whilst Zoe placed herself a little more in the background and 

adopted the role of documenter, who occasionally participated in the conversations with the 

children. Nevertheless, it must be accepted that Zoe’s presence may have affected the 

children’s feeling of comfort and security during the actual interviews, which means that 

willingness to talk about sensitive subjects may have been affected. According to Green 

(2015) pairing group discussions with one-on-one conversations and other interactive 

activities will provide more opportunities for children to share their perspectives. If we were 

to conduct a similar study again, we would try to implement a greater variation of interview 

and conversation strategies. Furthermore, we would conduct interviews on several different 

occasions to obtain an increased amount of data.  

7. Conclusions 

According to the phenomenological method, our study tried to accentuate the children’s own 

perspectives in order to gain an insight into and describe how children experience trust and 

emotional security. The current study has made visible how trust in their relationships with 

both teachers, and peers is central in the children’s lifeworld. The good or bad emotions that 

the presence or absence of trust evoke in a given situation determines how children 

experience emotional security. Children experience emotional security both physically and 

mentally and as little as one bad experience can affect the child’s perception of future 
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situations. To have experienced such strong emotions like real fear, anxiety and a sense of 

being invisible are not emotions that any child should have to endure in preschool. The nature 

of children’s preschool relationships is interconnected with the perceptions that have been 

created by earlier emotional experiences. It is therefore, of vital importance that educators are 

aware of children’s perceptions if they are to counteract the effect of previous negative 

experiences. 

8. Didactic implications 

A close and regular relationship with the children under their care during the day, is necessary 

for the establishment of a secure attachments between preschool teachers and children 

(Broberg, 2006). This is especially important in cases where children lack a secure attachment 

to their parent or guardian, the educator as a supplementary attachment figure can counteract 

the negative effect of shortcomings in the parent-child attachment relationship (Brandtzæg et 

al., 2016; Killén, 2014). According to Sheridan and Williams (2018) it is consistently stated 

that the preschool operations should be based on a child-oriented perspective, that creates a 

fun, safe and educational environment for all children. Educators should view education as a 

two-way process based on mutual respect, curiosity and care. The current study gives an idea 

of how by making visible what is most relevant from the children's perspectives of their 

experiences, educators can address problems so that they better support the children’s socio-

emotional needs and development of school preparedness. Through adopting the child’s 

perspective and seeing through their eyes can educators get closer to an individual child’s 

lifeworld, which thus, creates the opportunity for positive communication which promotes an 

increased sense of emotional security. Hagström (2010) and Mcnally (2016) argue that 

educators need to work more efficiently to create conditions that promote children's sense of 

security. It can be considered that the current study demonstrates a conceivable way in which 

educators can more effectively obtain an insight into the children’s perceptions. Based on 

these insights can adjustments be made that aim to better support children’s experience of 

emotional security. Professional development that supports new pedagogical practices must 

be directly linked to the practical activities and maintained over time to enable the 

development of improved skills (Barker, 2015). It is pointed out by Thomas (2010) that the 

prerequisites that exist in the preschool or school environment are very different to those 

found in the child's home. Consideration of the whole context and influencing factors in the 

environment where children interact with one another, correspondingly with teachers can be 

understood as underestimated in much of the research. Preschool education must be infused 
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with the child’s perspective so that it is meaningful, interesting and can contribute to the 

children’s learning and development. It is essential that children's voices are heard and taken 

seriously (Sheridan & Williams, 2018). The conducting of the current study has contributed to 

our own knowledge and understanding of the importance of the child’s perspective. To build a 

successful and supportive preschool environment we believe that it is a necessity to listen to 

the children’s ideas, feelings and wishes. The only way to fully understand what each 

individual child needs is to ask the child and take what they say seriously. This we will take 

with us as we enter into our new roles as fully educated preschool teachers. 

9. Further research 

When discussing attachment relationships there is a tendency to think only about their 

relevance to young children. After completing our study, we have become more curious about 

the reality in preschools regarding older children’s security issues and the impact this may 

have on their future school experience. To truly understand how children, perceive and 

experience trust and emotional security it is necessary for more research to be conducted from 

the child’s perspective. One of the main difficulties with this type of research is naturally the 

child’s ability to adequately describe the experience and express the emotions they felt. 

Although it is possible through interviews to obtain reasonable data it may be necessary to 

find alternative or supporting strategies that enable a more in-depth analysis. More 

longitudinal studies that test new strategies and methods of data collection are needed in this 

area to gain better understanding and insight into children’s lifeworld. 
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Appendix 

Appendix A – Consent form 

Detta är information till dig som är förskollärare och vårdnadshavare. Våra namn är Angela 

Pettersson och Mira Höjman. Vi studerar på Högskolan i Halmstad och nu är vi på sista 

terminen på förskollärarprogrammet. Vi håller på att skriva vårt examensarbete och har valt att 

fördjupa oss inom trygghet för äldre barn i förskolan. Vårt syfte är att få insikt i hur barn 

förstår trygghet och hur de upplever det i sina relationer. Därför ska studien utgå helt utifrån 

barnens perspektiv för att vi som pedagoger ska kunna få en bättre förståelse för barns 

trygghetsbehov.  

 

Vi kommer att ställa ett antal frågor till barnen kring hur de upplever olika situationer på 

förskolan. Intervjuerna kommer att ske enligt barnens önskemål, till exempel får de välja om 

de vill vara ensamma, i par, i grupp och i vilket rum. Intervjuerna dokumenteras genom video- 

och ljudinspelning för att därefter transkriberas. Vi utgår i studien från forskningsetiska 

principer, vilket betyder att det insamlade materialet kommer att behandlas konfidentiellt, är 

sekretessbelagt och inte kommer användas för något annat än för forskning till vårt 

examensarbete. Förskolans, avdelningarnas och barnens namn kommer att vara fiktiva. Det är 

frivilligt för barnen att vara med på intervjuer och de kan när som helst avbryta om de skulle 

vilja. 

 

Om du har frågor kring studien vänligen kontakta oss på email, alternativt kursens examinator. 

Vi skulle vara väldigt tacksamma för ett snabbt svar om ditt ställningstagande.   

 

Kryssa i JA eller NEJ nedan och skriv under. 

 

Vänliga hälsningar 

Angela Pettersson, Mira Höjman 

Studenter Förskollärarprogrammet 

Mail: anghur16@student.hh.se; qihoj16@student.hh.se 

Kursens examinator - Jonnie Eriksson: Jonnie.Eriksson@hh.se  

 

Klipp av svarstalongen och lämna in. Tack på förhand! 

✂– – – – – – – – – – – – – – – – – – – – – – – – – – – – – – – – – – – – – – 

□ JA, jag/vi ger tillstånd för mitt barn att delta i intervjuer 

□ NEJ, jag vill inte att mitt barn deltar i intervjuer 

 

Vårdnadshavare för: ..................................................................................................................... 

Datum   

................................................................................................................................................... 

Vårdnadshavares namnteckning 

 

 

 

 

 

 

 



 

Appendix B – Interview questions 

The questions are a starting point for the interviews. The order and number of questions may 

vary from child to child. New follow up questions can arise based on the answers given to the 

base questions.  

 

(Bakgrundsinformation) 

Hur är det att vara ledsen, orolig, obekväm, stressad, osäker, glad, lycklig? Hur känns det i 

kroppen? 

Kan du beskriva vad trygghet är för dig? 

(förklarar begreppen om det behövs: trygghet är en känsla av välbefinnande, vi känner ingen 

inre stress, rädsla eller oro. Trygghet uppstår när vi känner oss lugna och bekväma samt att 

andra förstår oss och tar oss på allvar.) 

  

Hur känner du när du kommer till förskolan på morgonen? 

Hur känner du under dagen? (Utvecklade frågor: Finns det skillnad? Varför?) 

Kan du komma ihåg en situation där du inte kände dig så bra? 

  

Vem går du till om du behöver hjälp? Varför till just den här personen? 

Vem på förskolan vill du mest prata och vara med när du inte känner dig så bra, till exempel 

ledsen, arg eller orolig? Varför till just den personen? 

Vem tycker du om att leka med mest? varför? 

Vem tror du på mest? Kan du förklara varför? 

  

Vilken rum tycker du om mest i förskolan? Varför? 

Vilken rum tycker du inte om i förskolan? Varför? 
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