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Foreword

In 2011, Torill Hindmarch contributed an OMEP (UK) Research Update
entitledfiChallenges with introducing Forest School/Nursery to the Garden of
England: a comparative study of Forest Nursery in England and Norway.
Forest schooling has grown consi de
remains a subject @onsiderableoncernand interestvithin the early

childhood educational communityn 2021, OMEP (UK) therefore
commissioned Torill to provide us withTen Years o 6 pdate on the

up d a t Teeéproject quickly grew into something more substantial than a
regularOMEP UK Researchlpdate and in collaboration with Diane Boyd,
Torill hasprovided a much more substantial report that we felt deserved
dissemination as a OMEP (UK) published Report.

In her 2011 comparative study of foresthgoling in Norway and England,
Torill felt that something hautrythee
t he next 0 edthat® imay haveubgen thes greater emphasis placed
upon the natural environment in the Norwegian Curriculum framework that
explained much of the difference, astte argues here thiis is something
many of us are pressing hard forEnglandat the presentrtie. Torill argues
that there has been a growing public awareness in the importance of the
environment that is due in part to the pandemic crisis, and that this may
provide a renewed impetuous in both countries. In the back page of this
report, we provideletails of theNature Premium Campaigwhich provides

an important focus for these efforts.

Torill explains most significantly perhaps, how it has been the forest that has
been her teacher, and she shows us that it can be the same for us all, for eve
child and adult.In Chapter TwdDiane Boyd providsfurther detail of the

English Curriculum context and contrasts this with other nations of the United
Kingdom. She also argues thatraaal aim should be to develop every

chil dés e nmptardalwond, ahdothrat thislerapathy can only be
achieved through 0 i commeonBEnglishpractice with n
the theory of forest schoolinBianeeches much of Toril |l s
her arguments are further supported bypteetitioner perspective provided

by Louise Rossiter in Chapt&ihreeand the researdavidence presented in
Chapterourby Nicola Kemp and Dr Joanne Josephidou.



The changethat have been made torest school in Norwagver the past
decadeare highighted in these pages, with their progressive trend towards
6establishing O6Nature Nurserieso.
di fference is identified as the ex
forest is supported to follow their inddual interests regardless of any
preconceived plans or preconceptions held by the adults involved. Torill
guotesJorge Navarro Ficg2018) who describes a chifanosaand her play

in an evidently real buteverthelesé f a i r y t.Atltirmes Toolb evs1t 6
wordsalsocapture the awesome wonder of tbheest environment which in

this casefi consisted of variety in topography and vegetation with both open
and hilly plains and sl opes, mount

Danosa had special educational nestisyvas withdrawn, struggled to

interact with the other children and showed little inclination to communicate.
But she loved to catch insects and was very skilled in doing so. Her speed ar
agility impressed the othehildren whoshowed great interest in thesects

that she caught. The staff quickly responded to the opportunity and resource
and supported the gfibapedsodl asethth
where the children and adults were equal as exgpiyrdiscovery seekers and
knowledge seekars

NavarroFica(2018)explains thatDanosa gradually gained a higher status in
the group of children, as she was the one who mastered finding and catching
the various insecteand it hat her st atroupledtosef he
assertion and secured support for the establishment of more friendships and
positive social experi encesNawairot h t
Fica alsadescribesiow the adults followed up on other individual children in
thegroupp Kat heri ned was excited to dis
to a group of children taking a cl
fascination fomg s$trwdyidnd wanagnifying s le )
glass was supported and led to an extended discumsiongsthe children.

The adults were clearly looking ocwnstantlyfor cues from the children on

the directions to take in their support of their exploratday pNavarroFica
refers to it as 6t unilmtigeUK Effecivé t h e
Practice in Preschool EducatidiPPE) research this was referred to as
60sustained shared ®hinkingd (Syl va

il believe that thismprovisational way of working gave us experiences of
present and committed adults who dared to offer themselves in the sphere of
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play. Our inner child created a connection and presence, the safe base that
all owed us to di sapfNaeamoFican2018). t he w

Gi b s @99 scologicat oncepti on OisfisefdiathiE or dan
context. Gi bson suggested that th
we perceive in our interactions with the environment are neither an objective
property ofthat environment (or any part the environment), nor a
psychological property of the individual perceiver (or their culture)

0OAf fordanceodo must be bahdktheset ood as
Affordances are constantly being created, recreated and exparttied i
interactions of the individuand their environment (along with all its
components/artefacts etc).

Play is the natural way that children, and other intelligent animals, have
evolved to learn. That is why Play is a fundamental human right enshrined in
the 1989United Nations Convention on the Rights of the Chiddd, as
Maudsley(2008b)has arguediPlay affordances may be thought of as
invitations to play that arise when a child intentionally encounters any

p hysi c a lntraimng, cMaudsley (20Gh, 2009 invites workshop
participants to consider the eptheay
fact that, whether you consider the stick real, or metaphorical:

1 Every stick is uniquechildren, when left to their own devices, often find
their own individual ways of playing and interacting with outdoor
environments.

1 The more sticks there are the bettéihe number of play affordances
increases with complexity tfe environment, and the looseness and
flexibility of its constituents. Woodlands or beaches, for instance, are very
high affordance environments.

9 Sticks act as play toolgplay affordances arise where children are able to
sense and act at the same tifRer instance, children instinctively hold
sticks and then use them to discover and extend their playful environment:
interactions: poking, tapping, twirling, scraping, marking etc.

1 Sticks have a hundred usesticks, and other natural props, do not kayv
predetermined function. Therefore they can be used by children in many
different ways, for many different purposes, at many different times.

T Sti cks do n-&hrough playing ofitdoore chikelren interact with
and change the environment, creatitheir own play spaces. Through



being able to manipulate outdoor environments children detect new play
affordances.

Of course the principles apply even more widalyhat Mawlsley refers to as
the tool b6s, or O6toysé6é, of c hanyl dr e
object that a child plays witlor to put it another way, as. any object that
provides them withhea f f or dance of O6pl ayithatg 0.
any particular object O6of f 10/)ahat h a
could only ever be established empirically. Maudsley (2009) puts it, play
affordance® ari se at the meeting point b
environmentandtheot ent i al of the chil do.

Given the versatility of a stick, it is perhaps unsurprising that Vygotsky chose
the example of a child playfully substituting a stick for a horse, to explain how
a child begins manipulating symbols in their mind.considenng this we
mightal so consi der t he c hihbrse@ndthehoese o n
riders physical operationshere . g . 0 qaitritheiedrhion gdd ng o f
etc, as they play out the dramfend in play, we should also considae

benefitsof the child being id F | o w éBlafct8ardramdjBrock2021).

But of course we are not only speaking of sticks here, as Maudsley reminds
us, we are talking about wild spacasdall of the environmental artefacts
found wi tWoodlands$ dn leeaches, fior instance, are high affordance
environments.

Details of theOMEP UK Early Childhood Education for Sustainable
Citizenship Awardare provided in Appendix A. The Award scheprevides
support for early childhood settings in deyghg this profoundly child

centred approach to teachiwith resources related the Environmental,

Social and Culturabnd Economic objectives identified in the United Nations
Sustainable Development GoalBhe Award training encourages practitioners
to identify the schemes and schema that each child apply in their play, to
reveal what it is that they already know and cajbécause these provitlee
foundations and 6anchor pointsd fo

Appendix B is provided byoanna Hinsonyho is the cedicated Forest School
Lead at Chartham Primary School, Kent. Joanne prous@gthan account

of Forest Schoolinghat is consistent with the findings of this report, and also
apracticalglimpse intosome othe deeperrealities ofday to dayForest

School practicéen England.



Finding natural objects around Forest School and taking a closefJoakna
Hinson.

Childrendiscussing fire safety around the campfif@ands up to offer an idea
on how to stay saf@oanna Hinsoh
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Chapter One: Forest School in Norway
and in England: Ten Years On

Torill Hindmarch

Introduction

Ten years has seen changeBorest School practice in both England and
Norway, and to gain some insights to developments | interviewed a selection
of practitioners irboth countriesMy English colleagues hawasocontributed

to thisReportwith their own research and experienaesrf England.

Together withDr. Diane Boyd, Dr. Nicola Kemp, IDJoanne Josephidou and
Louise Rossiter, 18 report presestsome of the experience, perception and
research evidence from Norway and England which hopefully will inspire
some ideas and set chaigges for the next ten years of forest, woodland and
coastakettings.

After fourteen years of working as a kindergarten teacher and manager of twi
Nature nurseries in Norway, I came
degree in early Years EducatioRorest school was in the limelight as an
exciting new aspect of eduaat for the youngest pupils in school and nursery
settings in Englandl was engulfed with questions about the Forest school
practice in Scandinavia, where | had several years of experience in taking
children over the fence and into the woods. The moegedarched into the

forest school phenomena the more | understood that lifting a practice from or
culture to the next was a pedagogical challenge. It became apparent that the
content of Forest school practice in Norway was not quite the same as practic
in the Forest school movement in England.

A common factor was the thrill of being out in a wooded area, with tall trees
and thick undergrowth that provided a place of shelter from the cold winds in
winter and from the hot sun in the summer. The majestiyeoforest is awe
inspiring and provides a rich tapestry of experiences and learning possibilities
| first encountered the Norwegian equivalent of Forest school in 1998 when |
had contact with a Special education teacher, Merete Holmsen, who informec
meof a research project | ocally whi
Mestreodo (Al (NdbaHl andviiding, 1986} odithining the Forest
Group Method. | recognised the possibilities it offered for my setting in a
forest environrent by a coastal villageAt first it was something | first used
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for a group of children that needed that little extra to develop emotional
control and social skills, autonomy, sdiépendency, and setbnfidence.

The benefits to the children were of sichharacter that | expanded the remit
of the project to encompass the whole nursery setting.

The goals with forest group method were many and varied, from developing
language skills and emotional intelligence, to enabling children to realise theil
strendghs and to voice their knowledge with other children in the grdine
mastering of physical goals such as coordination, balance, climbing skills anc
mastering uneven terrain was also part of the pedagogical apploacs

aimed at helping children what challenges or were struggling with social
integration.] t al so provided a multitude
learning through following their own interest.gave them strategies to

consult each other and to speculate on the thingsdibegvered out in the
woods or the possibilities that materialised en rolttepened opportunities

for the adults to observe and evaluate the children while they were in free floy
play, where often new aspedhes of a
devebpment of selworth in conjunction with an intuitive and exploratory
inquisitiveness is seen as important factors motivation learning (Nordahl and
Misund , 200922). This then the staff could build on to extend and scaffold
the childrends | earning.

The pedagogical base line for the Norwegian framework was and is still a
pedagogy of play, of chitthitiated interactions and a holistic approach to
learning. My pedagogical education, based on Froebelian principles and
educationalist such as Bruner, Vysky and Bronfenbrenner, is influenced by
Scandinavian educationalist such as Berit Bae, Ingrid Pramling Samuelsen,
Ingunn Fjgrtoft and Elin Sandseter to name a few.

Developing playbased learning using the resources in the forest was a very
economical ey to run a settingThere was always so much going on the
forest floor, trees that have been toppled by winter winds, streams changing
from gurgling brooks to roaring cascades after the spring rains made for a
varied and an exciting monthly scheduf@ften the only resources the eldest
children might take out with them was a pencil and a small book in which to
draw and record experienceEhese books were also used in the planning of
our trip out before we left the nursery.

Persuading my staff that we siid be outside all day was difficult during the
start phase until they experienced a fine spring morning in the forest where w

12



assembled for lunch by a little stream and a fallen theean inspirational
playground it was perfect for the childrekly staf became relaxed and

realized there was no quarrelling over toys, everyone seemed to be in a gooc
mood which affected the adults in a positive wae children became

inventive in their play while others called the adults over as they discovered
the hiden wildlife on the forest floorlt was a start.From there on, the forest
has been my teacher, throwing up opportunities and ideas that have enrichec
our learning and been absorbed into the culture of the sefnogn making a
water wheel and testingaut in the stream to tracking the signs of a fight for
life and eventually finding the haéfaten deer that the lynx had left behind, the
projects have beemcolourfu and intense way to learn about nature, the
ecosystem, and our social democracy whereyévieg affects everyone.

Coming to England | was surprised to find how popular the trend was toward:
the Scandinavian pedagogy of the ford3tit during discussions and

interviews with staff at various settings | became aware that there was a big
difference in not just what was ke but how it was being deliveredhe

basic idea of child initiate play that was practiced in Norway and which | had
read so much about during my MA research was not being put into practice
outdoors in the English forest.here was, it felt, something log the

translation from one country to the next; duplicating ideas from one culture to
another without knowledge tiehavioural moresttitudesand social
expectations that prevaiSome striking differences were:

1 Rigid planningin Englandcontrasting withflet us see whatirns up.

1 Children not involved in the prevalk planning contrsting with the
involvementof children and integratin oftheir ideas

1 Set activities at each location comsiag withobserving how children
used the playscape

1 Everyone doing an activity in the same way casting withletting

the chidren find their own solutions

I nterrupting chil dr stingwsthextamding st i

the activities the children found interesting.

English children said very little

Norwegian children talked all the time

The English adults asked control questions

The Norwegian adults asked Al w

Talking at the child contsding totalking with the child

=

= =4 =4 -4 4
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1 Addressing adults with titles and surname cating withbeing on
first name status

1 In Norwaytheforest groug also included under threes in contrast to
England wih three and above taking part

1 A planned route and destination in England contrasted with the
Norwegian idea that the path is more important than getting.there

1 Evaluating experiences with the children, letting their voices make an
impact was less apparan English settings

I made this the focus of my research, comparing practice and trying to
understand the pitfalls and the possibilities that | encountered on my journey.
But | did meet some interesting practices and exceptional practitioners who
overthe time that | did my research absorbed and implemented ideas evolvin
from our discussions, some of which | took back with me to Norway.

Now 10 years later it is interesting to see how things have developed both in
the national framework and the growthomtdoor education, (forest and
coastal) in both countries. The pressures on the environment have led to
environmental issues becoming a topic in the framework on par with formal
educational goals in Norway. The restrictions due to Covid 19 also have
influenced the move to the great outdoors and appreciation for nature has
become stronger in both countries. There is new research and practices that
must be shared to ensure that theangcoming generation develop a love for
and understand of our dependencya healthy planet. The attitudes and
behaviours that are learned at this early age are the basis of lifelong learning
and stay with us our whole life. The place to observe and learn is out in natur
not the classroom.

Developments inNorway Today

Merging the Forest school philosophy into everyday teaching

In preparing this papernterviewed stdffrom three nurseries in Norway.

One just outside Bodg which is within the Artic Circle and two south of Oslo.
It is interesting to note that none of these settings promote themselves as
practicing Forest group pedagogyhough two proma themselves as a

Nature Nurser§i The setting in Bodg is in a builip area but close to woods
and the seaThe two other settings are in a rural location on the outskirts of
the town. Common to all three nurseries is the regular visits over the fence to
rural destinations, but not necessarily to the for&€sto use the coastal area
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within a 38minute walk. The third has a minibus to take children to coastal
environments in the locality.

In Norway, outdoor activities in the grounds of the nur$erye been central
to the culture of Early Years Education, but in recent years, the prevalence of
fover the fenced activity has grea

Changes in the Framework for EYE in Norway.

The NorwegianFramework for EYE promote values and pedagogyeredt

on individual needs of the child, focusing on developing language competenc
and social integration through free flow play and child led activilieese are
baselines skills that must be present to facilitatecs®ifidence and well

being which led to participation in learning activities, resulting in lifelong
learning N\DfE, 2017).

In recent years there has been greater focus on environmental issues and the
need to include the local environment in implementatiotiagfto-day
learning.There are seven subject areas including Nature, Environment and
Technology and another Local Environment and Soci€he aim is to

devel op the childrenbés ability to
aware of the connections to themsslead others

This includes sustainable development, involving the childrgmaatices that
demonstratéaking careof and protecting nature in their local environment
and | eave no trace (NdfE 2047 Conbinifgihisr a
with aholistic approachusingt he chi | d 6 s gsa stastiogpairdt, |
the movement from classroom to nature has developed organaaitybrae

the tenets of forest group philosopdnd hasheen absorbed into the daily life
and rhythm of nursery.

Implementation of Forest Group Activities

Getting Staff onboard: d4aff meeting in the forest

A practice of having the staff on an occasional outdoor staff meeting was a
common factor with the three settings | interviewdgbart from
reconnaissancégdocumenting possibilities and making provision for risk

15



reductior), it gives thestaff achance tawonnet with the area and experience
well-being.

| experienced a development withmy own staff over a twayear period
wheresome staff werat firstreluctan to take the youngest children outhis
became an opportunity to develop gganning and orgasational
structures.Theleast motivategberson in the grouwas invited tovoicethe
challengesghatshe envisaged with the different age groupkroughéround

the tablédiscussion each montstrategies wermtroduced layeby layer that
created a secure framework for ensurthgt the staftiltimately felt confident
outside the fenceThis wascombinel with excursionsnto the terrain to find

best suited sitegxamining seasonal availability of natural resousies

finding seasoal solutions for notishment | even had each member of staff

up onahorse to experience the change in perspective, the sensory stimulatio
and to understand what the children experienced when we put them up on th
Shetland ponyThis also strengthened the affinity the staffeloped with the
horses we had at the Farm nursefg journey for all staff member# could

be compared too afcttfaha donsegeéntial bongling of

staff members in their empathetic and cooperation skills.

Involving the children in the process

My experience$rom forest grouhowed that a period of plannif{gutting

marks on papgiand then reflectioafter the forest activityas invaluable to

long term memory and learnindt also encouraged those with little

propendly for drawing to make a few symbols on paper to which they could
laterrelateand recalkexperiencesThis gives the children a real voice in the
reflective process of their learning and should not be overlooked.

However, although there was no evidence of planning with the children befor
the outset of the trip (integral to forest group pedagogy in the nineties), it was
reported that an informal gathering was held in the playground to prepare the
children for the rcursion. Plans might be adjusted in accordance to input
from the children.

All nurserieshave ayearlyplanbased on the seasons and cultural events
which guide them in where and when certain topics are brought into fAcus.
specifictopic maybetheplannedgoal of anexcursionto the foreststaff
introducingrelevar aspectsf discovered alongn the way A Norwegian
saying Athe path is made in the wa
practiti oner sForthevaiginal@dstiation mayneverde
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reachedecause something tpicalinterestmightprovide a diversionThe

staff arewell versedin using opportunities as they present themsedhgtise
resource to attaithe overarching goalsThere isseldomtheneed to bring
resources out as there is an abundance just waiting to be discovered under tt
foliage. Observing whatapturegshec h i | dnragimatiors gives the teacher

a vehicle to promote learning and developnanset out in the Framework

An example of Norwegian practice
Jorge R. Navarro Fica, a teacher from a setting in Restonritten about
showshow the magic of the forest enables hidden talents to be revealed.

NavarroFica (2018)escribes a trilingual girl who played primarily in
situations which needed little verbal communicatidnwithdrawn and
anxious childvho wasisolated in the group by underdeveloped skills in
formulatingand expressing herself clearly

The staff based their approagpecificallyon forest grougpedagogyto enable
and stimulatethe hi | d6s devel opment

Ontrips into theforest,the girlexhibited a special interest for insects aras
especiallydrawn to play involving speedlhis active play in the forest
attracted the other childreimcreasing her social involvemenVith a focus

on insect life a project developed based on playful exploration and study of
insects. In this process the child revealbedr swiftnessn finding and

cgpturing insects so that theywd be studied out in the opeithis gave her a
higher status in the group, increased positive social interactiongesurited in
the establishing of friendship3.he project developed into much moaéso
within the classrom, involvingcross subject elements conjoined in dramatic
play. The author asserts it was the ability to playfully engage with the child
and Atune ino with the childrenbs
(Navarro Fica, 2015).

This methodology does not need any other qualification than a degree in Earl
Years EducationAn important aspect is the recognition of the skill of a
teacher in using what is at handot just resources in the forest or on the

shore buglsothe individual conpetencies of the stafPersonal eperience is
animportantfactor that can be shared witke staff enhancing the overall
knowledge of the settingThere are no special courses in Norway that are
obligatory for those wishing to move out of the classrobmaintain that it is
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not what one teaches that but homefacilitates learningin others that
matters

Another example Sticks and boys

| observed a particular group ffe-yearold boys were compulsively finding

a stick each time we went out into the woodlikey would constantly bang
trees with their sticks, playing out different scenarios together or individually.
| found several different ways of incorporating stigksnesin paticular
constructing shapes and indulging in mathematical reasoklifegtook this
activity to higher and higher levels of complexity.

| asked them if they could make a shape with four sideswvidaaof equal
length. Then we discussed how we could makelve smaller squares hey
eventually reasoned that if they could start kakimg four squares they might
proceed from thereThis changedhto making 3 oblongs and dividing these
up resulting intwelve squaresl was impressed at the way they showed
understanding and involvement in the tasilaborating, moving sticks until
they found a solutian

Thisgridwasusedass f rame for Kimés Game as
up with their colletion of different types of moss, lichen, fallen leaves and
stones.The interactions during the weelwe worked with thiensired the
sharing of mathematical amdant life knowledge moving through other
subjects on the way

This activity encouraged dtat the setting to use more mathematical
concepts in other areas of daily life.

Staff experience and knowledge

Somestaff alreadyhave ararea ofinterest anaxpertisewhich can enrictthe
setting andeshared withstaff. This was apparent in the settingtive north
where the manager was also a teacher of swimming and lifesav¥igg.
enthusiasm affectesther members of staff and resulted in water
familiarization and learto swim projects on the beach.

18
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A settingin south Norwayhad a twoweek period where they are on the beach
all day in June every yeal encouraged them takepart in a water safety
project which | conducted together with another seiting016 to 2018 We
integrated elements of windiater,under watefife, floating, water
familiarization, regaining and retaining body heat and much mbne. staff
integrated their knowledge of play with water activities, increased the overall
awareness of learning possibilities at the same timechegluisk by
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introducing the children to safe strategi€se development of specialized
courses that | have seen in the UK undermines the expertise and understand
that many staff have already accumulated through both research and
experiencef being in the outdoors in their free tinTehis is reflected in

Loui se Rasesstudyt GhaptesThree

3 £y

B i
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Chapter Two: Recent Curriculum

Developments in England
Dr Diane Boyd

Boyd et al (2018) provide a review of current practice in understaediriyg
childhood education fasustainability in England, Wales, Scotland and
Northen Ireland, along with accounts of the particular contributitwas are
beingmade by many Montess@nd Steiner school projects.

In September 2021, a third version of the EYFS (DfE, 2017) will be published
as a statutory requirement in English schools for childrBry@ar. There are
four overarching principles afd whi
seven areas of learning which are all supposedly interconnected. There are
three prime areas of which physical development is one, and it is only there
that the first reference is made to the outdoors. It highlights the need for gros
motor developmet through the indoors and outdoors, citing them as places to
build 6core strength, st etinatianangd, b
a g i |Dfg 20%7,p9). The outdoor environment provides a wealth of
authentic and natural opportunities for this uliteracy (a specific area of
learning) the language changes and contradicts this possibility, to children
learning about their world through listening to adults. Learning about their
worl d must involve Obeingd i nying he
down listening to sounds and smells, not just seeing abstract images in book:
Sadly,this too is reflected in the specific area Understanding the World which

al so suggests children can Hictient e n
rhymes angphoems will foster their understanding of our culturally, socially,
technologically and ecologically d
practitioners to 6éguided children

visiting parks as the only real outdoor¢t at i on suggested.

does not imply a relationship with, bufd eet i ng stay i n a
ti med. I n the regul ations the outs
Oproviders must provide aatései@s t o
possible, ensure that outdoor act.i

(DfE, 2017,p35). This outdoor area could literally bésamackedspace with
plastic equipment and no opportunities for developing a love of their natural
world.
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This is in total contrast to other home country requirements. In Scotland for
example, therés a document for the Curriculum for Excellence through
outdoorlearning (Learning and Teaching Scotland, 2010) as well as
sustainability embedded into their teaching standards. In Wales they have
taken a different step in their outdoor publication with a section on Forest
school included. It recognises that forestsschl | s a Opract i «
learning experiences which encourage children to explore and challenge
themselves. This leads to the development of confidence arekssa#im as
well as a growing appreciation of
Assembly, P09). England sadly seems to yet again lag behind their national
and International partners in early childhood, missing out on promoting the
need for children to engagensorially and experientially in the natural world.

It has been documented that dnén enjoy the release Forest school gives
from the routine of lessons. (Coates and Pirlliison, 2018) where free play
and physical activity provide a good alternative for young school children to
engage with nature. But research shows that thereiistaiance between the
original ethos of forest school and some practices that have been establishec
(Leather, 208).

My interview with one practitioner reported that ovetructuring of forest

school activity left no room for free play or selitiated activities. She felt

that Forest School workers promoted an agenda of activities that left no roomn
for the natural curiosity and the urge for physical movement that young
children have. Othesettings faikdto make use of the opportunities present in
nature and ok manyresources outemovnng forest school from the precepts

of free play and chikldnitiated activity. These indications of commaodification

of ForestSchool (Leather, 2018) and structuring of activities removes it from
the sociocultural origins that the pedagogy of forest schootgaddrom.

There has been an increase in settings marketing themseka®stSchool

in England. The Forest School Association has established itself with
guidelines and support for those wishing to get involved which is very
positive.They promote &hild centered approach and the value of free play
and have been active in establishatigictures and principles to guide those
wanting to move the classroom outdoors.
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The Principles of Forest School on England

Within the UK there are an agreed set of six principles developed in 2011
(Forest School Association) which all providers must adherdlicessions
must be run by a level Three Forest school practitioner with 180 hours of
assessment behind them, whadntrasts with Scandinavian practitioners who
are soci al pedagogi stés and abAe t
key requirement is also recognisith@tit is a longterm process and not a

one off visit and should enable all learners totetaand be part of the

evolving four seasons as a res&BA, 2011, para 4)A second pinciple
recognises that for children émgagen forest school they needed to be in a
Awoodl and or natural woodéeddyenviro
recognisesthatamr ea wi th only a few trees
pr ac tF$Ac281d, pdra 8). Another aspect of principle two is crudial
asks |l earners to Af oshASA201llapana &l)). &ahisi o
surely is difficult to achieve in an area witlieav trees and a poor awareness
of the indigenous fauna and biodiversity. It is also extremely difficult if the
practitionerd6s knowl edge iusderstanding.s u
The principles do not acknowledge this or provide the suppatrtebrners

and practitionersequire if they are tanderstand what is really requirebh
unpicking 6devel oping a relationsh
developing an ecological sense of self. Thomashow (1996, 3) suggests this
refers to Aall the different ways
t he eart ho te$ attdudesperdoraldy, and act@rs.uSebba,
(1991) opined that children have a
enables them to experience the essence of the world in a magical way,
resonating with Pearce (1992). Steiner pedagogy also advocattehittren
need experiential, selmotivated physical activity, but most importantly that
they should 6feel & and understand

Feeling is a strong emotion which develops because otlational

interactions wittsomeone or something, and therefore, children will love and
have empathy for all living and neliving matter in the forest. This can only
happen if as it states the children are immersed in the forest on a daily or
weekly sessionHSA, 2011, para 4), with kswledgeable other
(Vygotsky,1978).

Practice versus theory
Unfortunately, forest school sessions are from my experience more tightly
controlled with practitioners o6pl a
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classroom outside rather than letting the chkitdroam free. For example, |

have seen paints of bright primary colours, feathers and other materials
transported into the space. How does this build a relationship with ndfure?
the children 6édwantd to paint tedrtley
and water, or fallen leaves ground down, which is more in keeping with
indigenous ways of being creative toAdditionally, from my experience

there are very few practitioners who really know their locality, the history, the
culture, the knowledgeftvow the locality evolvedl have seen a practitioner
when asked by a young child what a certain berry was, decline to answer or
even gave an incorrect answer (a cheriypgtead, it would have been better
that they find out together. Another example, 48 ve observed o
school 6 is offering children plast
herbs (not even growing them in a
does this foster a relationship?

We would advocate for forest school (the name to be amended to remove
6school 6) to be more nature play b
their world. A place where they can be still, observe, and become one with
their place. To know the names of theets, the plants and to recognise bird
song. By changing the name and rem
organic and natural approach to emeklye.would recommend that we need

to draw upon indigenous ways of being. Wilson (2@B5) highlights this as
away of WAfostering conservation at:t
interconnection between all living things. Morgan and Waite (2033)

suggest that the early years is the period when children should be introduced
to nature and frame this nurturingpdac as fAnestl ing. 0 Mo
(2018,) suggest that Onestlingd co
interaction and a place to cherish, resonating with an ecological sense of self

A place of Interaction

Evidence of this practice wakscribed by mEarly Yeargesearcher ditg a
project in Kent wher¢oddlers and parentsd sessionis a forest setting
together. This gave parents an insight and understanding into learning
experiences through creative free plalis wassupplemented by additional
sessions for older preschool children without their par@ims toddlers ha
the opportunity tgjust bein nature, evolving their own sense of the forest
and developing their own exploratory platytheir own pace
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Chapter Three: A Practitioner
Perspective
Louise Rossiter

For the last seven years, | have been studying Early Childhood Education an:
Care (ECEC), whilst either on placement or working within an early years
setting. | began with a level thrgealification and | am currently culminating
this professional development with an autoethnographic masters dissertation
exploring pedagogy and professionalism within the sector. For the vast
majority of my life, | have been involved in the Scouting Movatand |

recently started a new role in an outdoor early years setting. | now have a 35
mile commute to my new workplace as although outdoor education in early
years settings has begun to gain m
School 6 wé&mn Scandmavia tn 8393 (Forest School Association,
no date), there still remains an inequality of access to outdoor learning
environments. This paper will explore some of the tensions | have experience
as an ECEC practitioner committed to learning ooitslo

Are You Qualified to Work Outdoors?:

As a graduate practitioner working in an outdoor environment who has not ye
completed Forest School training, | may be highly qualified by the standards
of the sector as a wholFqgr eautt 3chox
children. Despite having a lifetime of scouting experience and having
dedicated time to researching about and developing my knowledge and
understanding about outdoor education and pedagogies within my degree, |
am still not qualifiedinhe o6r i ght wayd. Al though
more closely reflecting the Scandinavian expectation, as having a Forest
School qualification has been decided as the measure for quality and
capability in England (Leather, 2018Xxtill fall short.

The institutionalisation of practitioner education to enable the delivery of a
Forest School program is reflective of the imported nature of the ethos
(Leather, 2018). Although the importance of, and beneficial nature of,
spending times outdoors that isestial to Scandinavian practice is apparent

in British interpretations of Forest School, some of the fundamental principles
of o6friluftslivd have been [ ost in
living is central to their culture and lifestyle, s@ithconnection to their
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practices and pedagogies surrounding outdoor education have developed
organically and authentically to align with the society that their children are
growing up in (Brookes and Dahle, 2007). The same cannot be said about th
UK, sopractitioneranust betaught the principles and pedagogy that would
otherwise be innate in Scandinavian practice.

The training of Forest School Practitioners differs significantly from that of
Scandinavian pedagogues, and this can be seen in the irntifezahces
between international practicd3ocumentation and researstiggests that
outdoor education should be chlietl and exploratorin Norway, focussed on
play in the natwural environment (O
2016). Thissupports childrem fosteing a connection to, and understanding
of the natural world, which afford reciprocal benefits for both people and the
Earth. It is understood that exposure to the outdoors in childhood supports
childrend6és emot illbang,inaddigog to thartholistion a n
development (Kemple et al, 2016). Although elements of free play and
exploration can be found in outdoors practice in the UK, Forest School has
become associated with specific activities such as having fires andpiegel
whittling skills. These activities are exciting, and children may not have the
opportunity to experience these in their lives outside of Forest School, but
they are removed from the central ethos and pedagogy of Scandinavian
outdoor education.

Inequality of Access to Outdoor Education:

Where would you want to play?

The access to and provision of outdoor environments for children in the UK
has been improving over recent decades, but our approach tandteied

and led free play outdoors and thepogunities for highly qualified
practitioners need reviewing if we endeavour to provide high quality early
childhood education to all children.

Outdoor education has not yet become fully integrated into the early years
curriculum, so the variation in prsion is immense. This disparity is only
exacerbated by the Early Years Foundation Stage Statutory Guidance which
states that

AProviders must provide access to
possible, ensure that outdoor activities gleeined and taken on a daily basis
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(unless circumstances make this inappropriate, for example unsafe weather
conditions). o (Department for Educ

The guidance is not explicit in its expectation for outdoor play and as a result
equalopportunities for all children to access quality outdoor environments in
early childhood is not achieved. As many early years settings are not purpose
built, unless the founding pedagogy is centred around an outdoors pedagogy
the outdoor play space coudeé a small, tarmacked area. This would meet the
requirements of the statutory guidance, but the experiences of the children
would greatly differ from those attending an outdoor setting where children
are outdoors in all weathers, (except high winds).

Resmnsibility for equalising the opportunities for children to access quality
early education and care therefore falls to passionate practitioners. In my
personal experience, although | was passionate when | was qualified at level
three, it was not until | wea graduate practitioner that | have gained the
confidence to ground my practice in theory and research, even if this differed
to, or surpassed, statutory requirements.

Early Years Retention Crisis: Would you want to stay?:

The value of highly qualifiegractitioners in the sector can be found in their
understanding of research and theory, as well as their wider comprehension
and evaluation of the structures of society. Studying at a higher level support:
the devel opment of o ryéeok&sllepge adimegto gy
practice to induce change and improvement, yet this is not reflected in their
pay and status (McDonald, Thorpe, and Irvine, 2018; CEEDA, 2019). Even
before the consideration of outdoor pedagogy and the troubling approach to
training Forest School Practitioners, there is a retention crisis in early
childhood settings. The poor retention of all practitioners is entirely
understandable when the basic pay rate for a supermarket worker is far highe
than that of an early years practitiofigtorton, 2020; Read, 2021).

The importance of early childhood development is well documented, and
recognised by the government, yet it is not reflected in their investment into
the early years sector. When highly qualified practitioners leave the,ssator
only is their knowledge and expertise is lost, but so is their passion to develoj
progressive practice that improves the lives of young children.
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Although there are clear tensions within the early years sector, particularly
surrounding the accessdaatdoor education, there are examples of
progressive and innovative practic
beneficial nature of these practices becomes more widely acknowledged,
practice will begin to evolve more universally.

Risk or Safety

The possibility to engage in adventurous play, to seek the sensation of
schadenfreude, is the very spice of life.

Being able to deliver Adventure play in a safe environment was a priority for
the three settings interviewed. The pedagogy of safety is something that is
often overlooked. The practice of it has well documented benefits to young
chidrenMur ray & @00BOS5,enMaynard, 2007)
playo, which may result in negatiyv

They confirmed that the children learnt how to evaluate their own strength, to
realize their own limitations and
gain good experiences in safe
parameters. dachers at all three
settings experienced that
children were better able to
evaluate risk, to make strategies
for reducing risk in their own
free play. For example, when
climbing over wet rocks in
summer or icy surfaces in winter
they would slow down and
choose their route carefully,
going on all fours if necessary.
They also became good at
knowing when it was safe to run
down a hill or which tree to
climb. They became resilient in
situations which required
negotiating difficult terrain and
experienced a gwth in
confidence.
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A teacher reported how evident this was when a new child joined the nursery
This child had only been accustomed to tarmac and even surfaces, there wa:
marked difference between her mobility and the rest of the group. Just
walking over a ploughed field challenged her balance andcseifidence,

again when walking up a steep hill, she became quite emotional. Gradual
familiarization with uneven surfaces and an adult close to hand was necessal
to build confidence and motor skills. ttiag the children find their own
solutions is important, one teacher described the variety of wdyaance on

a fallen tree trunk revealed a lot about their personal confidence and their
strategy to keep safe. Creative ability was also demonstratedameechild
chose to just sit on it and be a i
on that game, the teacher accepted

29



