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ABSTRACT 
 

 

EXPLORING FOREST KINDERGARTEN PRACTICES IN TÜRKİYE: 

KINDERGARTEN FOUNDERS’, TEACHERS’, AND PARENTS’ KNOWLEDGE 

OF FOREST PEDAGOGY 

 

 

YALÇIN, Fatma 

Ph.D., The Department of Elementary and Early Childhood Education, Early 

Childhood Education 

Supervisor: Prof. Dr. Feyza TANTEKİN ERDEN  

 

 

September 2022, 308 pages 

 

 

This study had several objectives. First, to investigate the practices of forest 

kindergartens in three different geographic regions of Türkiye. Second, to explore how 

the founders of forest kindergartens overcome challenges and take advantage of 

favorable circumstances as they set up and run the kindergartens. Third, to research 

the challenges and favorable circumstances that teachers face in such kindergartens 

and ways to deal with them. Fourth, to examine what kinds of cultural adaptations 

kindergarten founders and teachers need to make to use Forest Pedagogy in their own 

culture or location. Fifth, to elicit the kindergarten founders', teachers', and parents' 

knowledge of Forest Pedagogy. And sixth, to explore how parents' knowledge of 

Forest Pedagogy relates to their expectations of forest kindergartens. This study 

included members of the forest kindergartens (N = 21), which comprised the founders 

(N = 3), teachers (N = 9), and parents (N = 9). The study discovered that forest 

kindergartens were not typical, despite sharing similar practices with other 

kindergartens, such as the daily use of outdoor playgrounds. The diversity of the 
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outdoor settings employed by forest kindergartens varied from region to region, 

depending on their geographical characteristics. However, they shared certain 

challenges with other kindergartens, such as a lack of unstructured and affordable 

natural settings surrounding the kindergartens. In all cases, the kindergarten founders 

and teachers had limited knowledge of sustainable attitudes for children and the 

significance of risky play. Yet, the parents possessed the knowledge to value free, 

muddy, and risky play throughout the year. 

 

Keywords: Forest Pedagogy, Forest Kindergarten Practices, Knowledge, Challenge, 

Favorable Circumstances 
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ÖZ 
 

 

TÜRKİYE'DEKİ ORMAN ANAOKULU UYGULAMALARININ İNCELENMESİ: 

KURUCULARIN, ÖĞRETMENLERİN VE EBEVEYNLERİN ORMAN 

PEDAGOJİSİ BİLGİLERİ 

 

 

YALÇIN, Fatma 

Doktora, Temel Eğitim, Okul Öncesi Eğitimi Bölümü 

Tez Yöneticisi: Prof. Dr. Feyza TANTEKİN ERDEN 

 

 

Eylül 2022, 308 sayfa 

 

 

Bu çalışmanın amacı çok boyutludur. Birincisi, Türkiye’nin üç farklı coğrafi 

bölgesindeki orman anaokullarının uygulamalarını incelemektir. İkincisi, bu 

okulların kurulum ve işletim sürecinde okul kurucuların karşılaştığı zorlukları ve 

kolaylıkları (elverişli koşulları) ve karşılaştıkları zorluklarla baş etme yollarını tespit 

etmektir. Üçüncüsü, orman anaokullarında çalışan öğretmenlerin bir orman okulunda 

çalışırken karşılaştıkları zorlukları ve kolaylıkları ve zorluklarla baş etme yollarını 

tespit etmektir. Dördüncüsü, Orman Pedagojisini uygularken, kurucu ve 

öğretmenlerin okullarının kurulduğu coğrafi ve kültürel bağlama bağlı olarak ihtiyaç 

duyduğu kültürel adaptasyonları incelemektir. Beşincisi, kurucuların, öğretmenlerin 

ve ebeveynlerin Orman Pedagojisi bilgilerini ortaya çıkarmaktır. Sonuncusu, 

ebeveynlerin Orman Pedagojisi bilgilerinin orman anaokullarından beklentileriyle 

nasıl ilişkili olduğunu araştırmaktır. Çalışmanın katılımcılarını [N = 21], orman 

anaokullarının kurucuları (N = 3), öğretmenleri (N = 9) ve ebeveynleri (N = 9) 

oluşturmuştur. Okul bahçesinin her gün ve düzenli kullanımı gibi ortak uygulamalara 

rağmen orman anaokullarının tipik olmadığını ortaya koymuştur. Kullandıkları dış 
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mekân ortamlarının çeşitliliği, coğrafi özelliklerinden dolayı bölgeden bölgeye 

değişmektedir. Bununla birlikte, anaokullarını çevreleyen yapılandırılmamış/âtıl ve 

yüksek sağlarlığa sahip (affordable) doğal ağaçlık ya da ormanlık alanların olmaması 

gibi zorluklar tüm okullar için ortaktır. Tüm okullardaki kurucular ve öğretmenlerin 

sürdürülebilirlik, riskli oyun ve bunların önemi hakkında sınırlı bilgiye sahip olduğu 

bulunmuştur. Ebeveynlerin oyun, riskli oyun ve çamurla oyunu takdir etmelerini 

sağlayan bilgilere sahip olduğu görülmüştür 

 

Anahtar Kelimeler: Orman Pedagojisi, Orman Anaokulu Uygulamaları, Bilgi, 

Zorluklar, Elverişli Koşullar 
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CHAPTER 1 
 

 

1. INTRODUCTION 
 

 

1.1. Background of Study  

According to numerous early childhood researchers (Bento & Dias, 2017; 

Flatman, 2016; Frost & Sutterby, 2017; Harte, 2013; Olsen, Thompson, & Hudson, 

2014; Rivkin, 1997, 1998), it is crucial for children to experience nature as part of a 

high-quality, developmentally appropriate early childhood education (ECE). 

However, many studies have pointed out that modern children spend less time 

outdoors than their parents and grandparents did when they were young (Bento & Dias, 

2017; Clement, 2004; Karsten, 2005; Rivkin, 1997; Waller, Sandseter, Wyver, 

Arlemalm-Hagser, & Maynard, 2010). In the 21st century, learning and play 

experiences like diving into a pond or catching a frog in a natural setting are extremely 

rare and are considered unusual forms of learning and play for children (Bailie, 2012). 

As a result of a lack of exposure to nature and outdoor settings, children today 

suffer from several developmental and psychological problems, such as obesity (Padez 

et al., 2012) and attention deficit disorder (Louv, 2005, 2008). Thus, researchers such 

as Louv (2005, 2008), Karsten (2005), and Gill (2007) came up with different ways to 

describe the status of modern children. To emphasize how serious the problem is, the 

researchers proposed terms like "bubble-wrap generations," "a new type of childhood 

addicted to technology—digital play," and "children with nature deficit disorders." 

Even though this is not the case in every part of the world, empirical research has 

identified several factors that limit children's access to nature in many nations, 

including Türkiye. The Wild Network (n.d.), a not-for-profit organization, categorized 

these factors and problems into four groups: fear (stranger danger, dangerous streets, 

and a culture that doesn't like taking risks), lack of time (nature-starved curriculum, 
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busy parents, and lack of free-range play), lack of space (disappearing green space), 

and technology (more time spent in front of screens). 

Spending time in natural settings has many positive effects on children's 

development, as opposed to a lack of exposure to nature, which can cause 

developmental problems. These effects include better fine and gross motor skills 

(Fjortoft, 2001; Lysklett, Berg, & Moe, 2019), better academic performance (such as 

school readiness skills and a longer attention span), and a variety of environmental 

values (such as a positive attitude, a connection to nature, or an appreciation of the 

environment) (Zamzow & Ernst, 2021). Other benefits of being in natural settings are 

low stress, high resilience, emotional well-being (Wojciechowski & Ernst, 2018), 

building confidence and trust through taking risks (Waters & Begley, 2007), and better 

physical health (Butwright et al., 2007, as cited in Knight, 2017; Frenkel et al., 2019). 

Many studies have demonstrated that early exposure to nature promotes the desired 

developmental outcomes for children. Thus, some researchers (Frenkel et al., 2019; 

Paci, 2016) believe that forest kindergartens, where children play and learn about 

nature on their own, could be one of the alternatives to traditional early childhood 

education settings. The definition of a forest kindergarten or how it differs from a 

regular kindergarten might then be of interest. The definitions derived from the studies 

are presented in the sections that follow to conceptualize a framework for the 

remaining parts of the current research. 

The kindergartens that use natural outdoor settings to carry out most or all the 

teaching and learning processes in ECE are frequently referred to as "nature-based 

preschools," "outdoor nurseries," "forest schools or kindergartens," "nature 

kindergartens," "Waldkindergarten," or "Bush kindergartens," among others. 

However, Larimore (2016) stated that there must be a clear understanding of nature-

based early childhood education programs and their characteristics. Before discussing 

Larimore's classification, it is essential to understand what these schools are called in 

various regions of the world. In Norway and Denmark, they are known as "nature 

preschools" or "outdoor nurseries," in Sweden as "I Ur och Skur-Rain or shine 

schools," in Germany as "Waldkindergarten," in England as "forest kindergartens," in 

Australia as "Bush kindergartens," and in North America as "nature or forest 

preschools" (Borge et al., 2003; Kane & Kane, 2011; Knight, 2017; Linde, 2010; 

Lysklett, 2017; Robertson, 2008). 
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Larimore (2016) created a taxonomy of these kinds of institutions based on 

Sobel's (2014) hypothesis that nature preschools and forest kindergartens are two types 

of the same genus. Larimore's taxonomy is depicted in Figure 1.1. 

 

Figure.1.1 Taxonomy of Larimore (2016) 

Early childhood environmental education is a family of programs that teach 

children about the environment. Nature-based and nature-enhanced ECE include 

forest/nature kindergartens, nature-based preschools, and forest schools. Based on 

previous research (Bailie, 2010; Green Hearts, 2014; Larimore, 2011a; 2011b; Moore, 

2014), Larimore (2016) defined nature-based preschools as "a licensed early childhood 

program for 3–5-year-olds, with 25–50% of the class day held outside each day, nature 

as the driving theme of the curriculum, and nature being infused into the indoor spaces" 

(p. 1). On the other hand, he said that forest kindergartens are "educational programs 

that give children aged 3–6 daily outdoor experiences and have few or no indoor 

facilities." Larimore added that "most of the time, the children in these programs spend 

70–100% of their time outside" (p. 33). In his opinion (2016), the terms "forest 

kindergartens," "nature kindergartens," and "Waldkindergartens" are also 

interchangeable. 

Larimore said that forest schools are a type of early childhood environmental 

education program that "takes children to a nearby natural area on a regular basis for 

half to a whole day at a time, is broader in the ages they serve, with some even going 

beyond early childhood, involves public schools, and has the goal of building a 

relationship with a particular natural space through regular visits over time" (Larimore, 

2016, p. 33). The program determines how frequently and for how long students in 

forest schools visit natural settings. According to some sources, including Knight 

(2013, 2017), it takes at least 10 weeks to develop long-term, environmentally 
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sustainable attitudes and practices in staff, children, and the community through 

regular nature experiences. Larimore (2016) concluded that, even though the ways 

these programs work are different, they all believe that regular exposure to nature as 

part of a high-quality, developmentally appropriate early childhood education helps 

children develop a strong connection to the environment and improves their overall 

health and well-being. 

Unlike Larimore, several other sources, such as Waite, Bølling, and Bentsen 

(2016), used the term "forest school" to refer to a type of outdoor learning at the 

elementary or primary school level in England. The forest schools in England were 

modeled after the forest kindergartens in the country. Waite, Bølling, and Bentsen 

(2016) compared the Danish Udeskole and the English Forest Schools. They used a 

metaphor to show how the two programs are similar and different by stating that the 

Danish Udeskole and the English Forest Schools are "apples and pears in the fruit bowl 

of outdoor learning" (p. 886). They also added that while both share a naturalistic and 

progressive pedagogical tradition, they differ in their marketization, professional 

autonomy, risk management, and feelings about nature. For instance, the Danish 

Udeskole is consistent with the Danish tradition of teacher autonomy, whereas the 

English Forest Schools are more in line with early years practice in England. Likewise, 

risk aversion is more prevalent in English Forest Schools than in Danish Udeskole. 

In another study by Schaffer and Kisteman (2012), forest kindergarten has been 

described as "a special kind of daycare, with walks, free play, and environmental 

education in the forest on the daily agenda" (p. 270). The Forest School Association 

(n.d.), one of the first and most well-known organizations to start a forest school, 

defined it as "an inspiring process that gives all learners regular opportunities to 

achieve and develop skills, confidence, and self-esteem through hands-on learning 

experiences in a woodland or natural environment with trees." While describing forest 

schools, the Forest School Association did not differentiate between forest 

kindergartens and forest schools in the UK. In addition, they emphasized all learners 

rather than just young children. 

Thus, different studies and sources have demonstrated that these programs can 

be defined in a variety of ways, despite having varying effects on issues such as using 

natural settings for teaching and learning and fostering a connection to nature. 

However, in addition to the age group they serve, they also vary in the amount of time 
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and the frequency with which they engage with nature throughout the year. To present 

a clear picture, the current study utilized Larimore's (2016) taxonomy to categorize the 

attributes of three nature-based institutions (see Figure 1.2). 

 

Figure 1.2 Attributes of nature-based institutions to Larimore's (2016) taxonomy. 

Gaye Amus, like Larimore, has highlighted the difficulties in defining forest 

kindergartens. Amus is a pioneer in the trend of Nordic forest kindergartens becoming 

more prevalent in the context of Türkiye. She initiated teacher training programs for 

the Nordic Forest Pedagogy based on what she had learned and accomplished in 

Finland while working as a teacher in a Finnish forest kindergarten for many years. 

Originally from Türkiye, Amus is an advocate of alternative education. Depending on 

her trainings and networks, she visited many forest kindergartens across the world, 

including Germany, the Czech Republic, Norway, Sweden, and Finland. She reported 

her observations in her 2022 book, Let's Play Outside: A Learning Journey towards 

Nature Pedagogy. In the book, she asserted that forest kindergartens around the world 

share several similarities and patterns but have distinct practices. Therefore, she stated 

that it is difficult to define a forest or nature kindergarten because their characteristics 

vary based on the culture or era in which they were created (Amus, 2022). This 

assertion is supported by empirical evidence. For example, the study by Master and 

Grogan (2018) explored forest kindergartens in Australia and New Zealand to make 

profiles of the programs. To this end, the researchers conducted participant 
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observations and semi-structured interviews with teachers. The profiles of three New 

Zealand forest kindergartens and four Australian forest kindergartens were compared 

in terms of how the programs were set up, what philosophies they were influenced by, 

where they were located, their safety concerns, and what they did during the programs. 

Based on what they found, the researchers realized that the profiles of the forest 

kindergartens were quite similar. They demonstrated that these similarities were 

caused by the synergies between the national curriculum and the effects of Forest 

Pedagogy in Europe. For example, the researchers found that the nature of preschools 

in both countries was similar in a number of ways, such as how the curriculum was 

designed with the child in mind, how risk was evaluated, and how insurance and 

permissions were handled. But even in the Southern Hemisphere, where practical and 

pedagogical knowledge can spread from one country to another, the different profiles 

of the two countries resulted in several differences in the forest kindergartens. For 

example, the Australian teachers were more worried about risk-taking than the New 

Zealand teachers because of Australia's geography and climate. They had to be aware 

of poisonous plants and animals like snakes and blue-ringed octopuses, keep kids out 

of the extreme weather conditions when integrating practices, and learn how to 

incorporate the sun in excessively hot weather. Similarly, the researchers found that 

the teachers in New Zealand were better able to use their indigenous backgrounds in 

their work, while in Australia, children needed the help of an indigenous expert to learn 

how indigenous people used the land. On the other hand, the Australian teachers were 

better than the teachers in New Zealand at incorporating sustainability principles, such 

as having the least impact on nature, into their lessons. The researchers believed the 

Early Years Learning Framework (EYLF) agreement for long-term effects was 

responsible for this disparity between the nations. As a result of this study, the 

researchers suggested that writing profiles of forest kindergartens in different countries 

or different regions of the same country could serve as an inspiration to other ECE 

professionals. Similarly, Dean (2019) pointed out that the cultural and historical 

background of a country or even a region within a country could affect how forest 

kindergartens work. According to Dean, a forest kindergarten is a philosophical 

approach to learning outside. The fact that culture and history vary from place to place, 

according to Dean, may alter how education and, by extension, outdoor education are 

viewed. Dean stated that this is the reason why forest kindergartens, a novel concept 
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in the field of outdoor education, could take on culturally or geographically specific 

characteristics. 

Dean (2019) exemplified his claim by referring to the differences between the 

schooling practices of the UK, the USA, and Nordic countries. Waite and Goodenough 

(2018) also claimed that teachers in Nordic countries have more autonomy, whereas 

there is a demand for standardization of schooling in countries like the UK and the 

USA. While the Nordic culture and pedagogy in early childhood match the forest 

kindergarten practices, the cultures that internalize standardized schooling might 

challenge the child-centered structure of forest kindergartens (Dean, 2019; Waite & 

Goodenough, 2018). A scientific study conducted by Fritz, Smyrni, and Robert in 2014 

confirmed this case. Fritz, Smyrni, and Robert (2014) examined how to operate a 

Waldkindergarten in the United States in the German style. They stated that both the 

German and American ECE programs aim to give children a place to play and prepare 

them for elementary school. Culture can influence how a community approaches ECE 

and how children utilize early education. Adapting the German Waldkindergarten 

model to the United States presented researchers with various challenges, such as play 

versus academics, the role of the teacher, safe versus risky play, fun, nature, and 

childhood. German parents believe that play is the most essential element of ECE, 

while American parents think that play is only one of many necessary parts of ECE. 

Germans believe that kindergarten prepares children for formal schooling by fostering 

their development in all areas, whereas Americans place greater emphasis on academic 

skills and concepts. 

Leather (2018) stated that Forest Pedagogy is becoming increasingly popular 

because of its ability to meet a need in the field of ECE. However, he expressed that 

the rapid growth of forest kindergartens worldwide could result in some difficulties. 

Leather exemplified this assertion by proposing three major points of discussion. The 

first relates to the understanding of Forest Pedagogy's cultural foundations. According 

to Leather (2018), professionals in English forest kindergartens are trained to lead 

activities such as managing, cooking over fires, engaging in imaginative and fantasy 

play, playing environmental games, and using full-sized tools (which are also common 

in Nordic forest kindergartens), but they do not comprehend the concepts behind these 

activities. This was interpreted by Lyod, Truong, and Gray (2018) as a "drag and drop" 

method; however, this interpretation was criticized by outdoor education advocates. 
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Thus, Leather (2018) stated that the essence of Nordic "Friluftsliv" might be lost when 

adopted by other cultures, such as the United Kingdom, due to variations in how people 

live and view nature. Leather supported his claim with a study by Maynard and Water 

(2007), which revealed that some British teachers believed that spending a 

considerable amount of time outdoors was anathema due to the lack of a strong 

relationship between nature and British culture. 

The second topic Leather (2018) wished to discuss was the loss of play 

pedagogy. Several studies (Amus, 2022; Borge, Nordhagen, & Lie, 2003; Lysklett, 

2017; Lysklett & Berger, 2017) have demonstrated that the original Nordic forest 

kindergartens placed high importance on characteristics such as child-initiated play, 

child-centered or child-led learning, free choice, and freedom in nature. To Leather, 

British forest kindergarten teachers challenged child-led play and their ability to 

facilitate it. Leather's (2018) assertions were supported by Cree (2019), a UK forest 

kindergarten leader and UK Forest School Association chairman, who trained UK 

teachers in forest schools for 18 months. He found that "teachers and practitioners 

openly admit they find it challenging not to intervene and shut up!" during child-led 

play and learning after these training sessions (p. 24). Leather asserted that a forest 

kindergarten teacher's career path and education influenced their ability to assist 

children to play independently. Some forest kindergarten leaders are willing to change 

their plans based on children's needs and interests. Others do not act proactively and 

view child-led learning as a challenge (Harris, 2015). 

Leather's (2018) final issue was the commercialization of forest school training 

in the United Kingdom. He nicknamed this marketing approach "McDonaldization" 

and "Disneyization." British forest school leader trainers asserted that Level 3 

qualification enables Forest Pedagogy to be delivered in a more standardized, 

manageable, and successful manner. On the other hand, Leather argued that the 

commercialization of forest school training would likely result in fewer qualified forest 

leaders. He argued that these lower-skilled practitioners, who deliver a variety of forest 

school activities in a standardized performance, may be unaware of the impact of the 

cultural context in which they practice and the significance of the place for this 

practice. 

Concerns raised by Leather (2018) and other scholars (Cree, 2009; Harris, 

2015; Henderson & Vikander, 2007) prompted me to explore the current condition of 
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forest kindergartens in Türkiye. For the Turkish ECE, forest kindergartens are a recent 

but developing issue. Based on this interest, empirical research on forest kindergartens 

from many perspectives has been conducted in this study, albeit relatively recently and 

in limited numbers (for example, Bal & Kaya, 2020; Eroğlu, 2018; Kahriman, Pamuk, 

& Ahi, 2019; Kanat, 2020; Koyuncu, 2019; Sönmez, 2020). The number of individuals 

attending forest kindergarten leader training is steadily increasing due to its rising 

popularity. For instance, as of 2018, Gaye Amus offered training for forest school and 

forest kindergarten leaders, which was attended by 300 teachers from 40 different 

Turkish provinces (Amus, 2022). Similarly, a network map presented on the website 

of the Turkish Forest School Association (Orman Okulu, n.d.) indicates that more than 

a hundred individuals from seven different regions of Türkiye attended forest 

kindergarten leader training at this institution. Details of this training were offered in 

the literature review section. Due to the lack of a formal authority or accreditation 

institution in Türkiye, many private entities provide forest kindergarten leader training. 

Due to a lack of standardization and accreditation, this diversity may create various 

difficulties. Private kindergartens in Türkiye must adhere to the National Preschool 

Educational Program (MoNE, 2013). However, they can design their own curricula by 

drawing from MoNE and other ECE models, approaches, and methods. This affords 

private kindergartens the opportunity to designate themselves as forest kindergartens, 

Reggio-inspired kindergartens, or Montessori kindergartens. The kindergartens can 

use these names to encourage parents to enroll their children in their institutions. Due 

to the popularity of forest kindergartens on social media and other networks, a rising 

number of institutions are introducing themselves as forest kindergartens or nature-

based kindergartens. However, their practices are questionable due to the lack of 

research on forest kindergarten practices in Türkiye (see, for example, Eroğlu, 2018). 

Thus, it is important to determine whether these kindergartens are typical or not in 

terms of their practices, such as the frequency and amount of time spent in the forest, 

the play pedagogy, the place attachment, the role of teachers, the rules and regulations, 

and sustainability principles. Similarly, it is necessary to ascertain whether the Turkish 

forest kindergartens' staff, including the kindergarten founders and teachers, are 

knowledgeable in the philosophical foundations of Forest Pedagogy or whether they 

employ the "drag and drop" approach, which has been heavily criticized by outdoor 

education authorities. In this context, Lyod, Truong, and Gray (2018) stated, "a drag-
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and-drop strategy does not work for forest kindergartens; one must consider the 

cultural-ecological context and particular characteristics of each geographical region" 

(p. 46). 

The Nordic countries, the United Kingdom, Germany, Australia, Canada, and 

the United States, where forest kindergartens are prevalent, have a distinct cultural-

ecological and geographical background from Türkiye. Even in Southern Hemisphere 

nations such as Australia and New Zealand, discrepancies in forest kindergarten 

profiles have been identified. In addition, forest kindergarten teachers experience 

diverse challenges in their practices (Master & Grogan, 2018). Similarly, Fritz, 

Smyrni, and Roberts (2014) had trouble putting German forest kindergarten practices 

into an American ECE setting because of the differences between parents' expectations 

of ECE and teachers' understandings of ECE. Thus, the parents' knowledge of Forest 

Pedagogy is just as important as the kindergarten founders' and teachers' knowledge 

of Forest Pedagogy because they are all crucial components and decision-makers in 

early childhood education. 

As previously stated, Nordic parents desire their children to become connected 

with nature as soon as possible because they value it so strongly. Moreover, according 

to the Nordics, happy children are those who spend most of their day playing outside, 

regardless of the season or weather. As a result, they prefer these early childhood 

education and care institutions and support the methods in these services, as these 

practices align well with their ECE expectations and cultural way of life. This stable 

and ongoing contact between school and family may be lost when forest kindergarten 

is implemented in other cultures, such as England (Leather, 2018; Waite & 

Goodenough, 2018) and North America (Fritz, Smyrni, & Roberst, 2014). According 

to Waite and Goodenough (2018), the relationship between family and school is 

continuous in the Nordic model and way of thinking, whereas it is discontinuous in the 

UK model of forest kindergartens. From this perspective, it is essential to clarify 

parents' knowledge of Forest Pedagogy and determine whether people prefer forest 

kindergartens due to their popularity or philosophy. 

Thus, based on what is already known, additional research is required to learn 

more about how forest kindergartens function in their particular cultural, ecological, 

and geographical settings. Sönmez (2020) examined the forest school approach thesis 

in the context of Türkiye. She discovered that only six master's theses involving 
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preschoolers, teachers, parents, and founders had been conducted. Therefore, she 

asserted that there are insufficient dissertations in Türkiye on the forest school 

approach. However, a larger viewpoint is required to interpret the issue when 

conducting these investigations. Thus, it is essential to include the perspectives of 

stakeholders, such as kindergarten founders, teachers, and parents, who are the most 

influential decision-makers in the process of implementing an educational practice. 

Based on what has been discussed thus far, the following objectives guide the current 

study: 

1.2. The Purpose of the Study 

This study had multiple objectives. First, to investigate the practices of forest 

kindergartens in three different geographic regions of Türkiye. Second, to explore how 

the forest kindergarten founders overcome challenges and take advantage of favorable 

situations as they set up and run the kindergartens. Third, to research the challenges 

and favorable circumstances that teachers face in a forest kindergarten and ways to 

deal with them. Fourth, to determine what kinds of cultural adaptations kindergarten 

founders and teachers need to make to use Forest Pedagogy in their own culture or 

location. Fifth, to elicit the kindergarten founders' teachers' and parents' knowledge of 

Forest Pedagogy. And sixth, to understand how parents' knowledge of Forest 

Pedagogy relates to their expectations of forest kindergartens. 

To this end, this study addressed the following research questions and sub-

questions: 

1. What are the practices of forest kindergartens in three different regions of 

Türkiye? 

2. What challenges and favorable circumstances did the kindergarten founders 

experience when establishing and operating the forest kindergarten? 

● In what ways do the kindergarten founders overcome challenges in 

establishing and operating forest kindergartens? 

3. What challenges and favorable circumstances do the teachers experience 

while working in forest kindergartens? 

● In what ways do the teachers overcome the challenges they face while 

working in forest kindergartens? 
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4. What kind of cultural adaptations do the kindergarten founders and teachers 

need to make depending on their cultural or geographical context? 

5. What is the teachers' and kindergarten founders' knowledge of Forest 

Pedagogy? 

6. What is the parents' knowledge of Forest Pedagogy? 

●  How does the parents' knowledge relate to their expectations of forest 

kindergartens? 

1.3. Significance of the Study 

There are several important factors that make this study essential. Forest 

Pedagogy is a relatively new issue for the Turkish ECE, which dates back less than a 

decade. Thus, there is very little empirical research on forest kindergartens (for 

example, Bal & Kaya, 2020; Eroğlu, 2018; Kahriman, Pamuk, & Ahi, 2019; Kanat, 

2020; Koyuncu, 2019; Sönmez, 2020). Out of these, only Eroğlu (2018) focused on 

forest sessions in state-funded kindergartens. The study evaluated the experiences of 

parents and forest school leaders through interviews and the experiences of children 

through field notes and observations. The forest kindergarten program was 

implemented in the yard of the kindergarten over the course of just 12 sessions. 

However, Forest Pedagogy has been adopted primarily by private kindergartens in 

Türkiye. The number of Turkish private kindergartens introducing themselves as forest 

kindergartens is gradually increasing due to its worldwide popularity (Dilek, 2020). 

However, their practices have not been explored by scientific studies. The 

present study is the first PhD dissertation and the most comprehensive investigation of 

forest kindergarten practices in the context of Türkiye. The findings of this study may 

allow academics, educators, and policymakers to evaluate and contrast the practices of 

Turkish forest kindergartens with those of other cultures. This study will contribute to 

the existing body of knowledge by filling in gaps in the Turkish forest kindergarten 

literature. The observation of forest kindergarten practices in three distinct regions of 

Türkiye is another reason why this study is noteworthy. As demonstrated by the 

empirical evidence offered in the literature review section of the present study, Forest 

Pedagogy originated from the Nordic culture, pedagogy, and perception of childhood. 

This pedagogy and its implications are extremely sensitive to the cultural, ecological, 

and even historical background of the setting to which they are adapted (Dean, 2019; 
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Leather, 2018). Thus, the current study is significant as it investigates forest 

kindergarten practices by taking into account not only the cultural context of Türkiye 

but also the geographical variances that may impact forest kindergarten practices. In 

consideration of the climatic changes in the regions, the observations were undertaken 

over a three-season period. From this perspective, the current study is significant 

because observation sessions conducted over different seasons of the year yielded a 

wealth of information on how seasonal changes influence forest kindergarten activities 

in the Turkish context. Seasonal change data is required for two reasons. First, earlier 

research with similar objectives (Bailie, 2012; Barnett, 2016) had relatively limited 

kindergarten observation (three hours or half a day). To acquire reliable data, they 

suggested that future studies observe each environment over an extended period. 

Unlike previous studies, this study attempted to investigate forest kindergarten 

practices over a long period. In addition, prompted by Barrable's (2019) research, 

seasonal observations were made for this study. Early springtime observations by 

Barrable (2019) spanned three weeks and included a range of meteorological 

conditions, from chilly and rainy to sunny. According to her, it is necessary to consider 

different weather conditions in a study conducted in forest kindergartens since the 

weather conditions affect the interactions of preschoolers with the surrounding 

environment and teachers. Second, Turkish and similar cultures strongly believe that 

children will become ill if they play outside in cold and rainy conditions. The 

substantial body of research (Cevher-Kalburan & Yurt, 2011; Çetken & Sevimli-Çelik, 

2018; Yalçın, 2015; Yalçın & Erden, 2021) on outdoor play in Turkish ECE has 

indicated parental health concern. From this perspective, conducting observations over 

three different seasons allowed the researcher to study the techniques created by 

Turkish kindergarten founders and teachers to overcome such cultural barriers. Even 

practitioners in state-run kindergartens may find it enlightening to review the 

experiences of kindergarten founders and teachers of forest kindergartens regarding 

the elimination of obstacles, such as parental anxiety over safety and health. 

Concerning the elimination of challenges, the study's practical implications may be 

valuable not just for Turkish ECE practitioners but also for those from other societies, 

where anxiety over children's safety and health is on the rise (Brussoni, Olsen, Pike, 

& Sleet, 2012; Tovey, 2007; Waller, 2017). The current study focused not only on the 

difficulties related to the operation of forest kindergartens but also on the establishment 
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of kindergartens in Türkiye. From this perspective, the study's practical consequences 

may serve as motivation for other Turkish kindergarten founders who wish to create 

forest kindergartens in Türkiye. The experiences of the kindergarten founders, such as 

the strategies they used to overcome challenges posed by rules and regulations and 

cultural or regional adaptations they had to make when establishing a forest 

kindergarten, may encourage and facilitate the establishment and operation of forest 

kindergartens in Türkiye and other countries with nearly equivalent socio-cultural 

backgrounds. 

As previously indicated, forest kindergartens are recognized as an effective 

alternative to traditional ECE settings because early engagement with nature 

encourages desirable developmental outcomes (Frenkel et al., 2019; Paci, 2016). 

However, to promote such desirable outcomes, Forest Pedagogy should be 

implemented while keeping its philosophy of free air life and play pedagogy. 

According to Leather (2018), if this methodology is implemented using a drag-and-

drop approach, child-centered learning, child-initiated play, free choice in play, and 

attachment to a place or to nature may be lost. This study evaluated the kindergarten 

founders' and teachers' knowledge of Forest Pedagogy based on the assumption that 

kindergarten founders and teachers knowledgeable about Forest Pedagogy implement 

it by appreciating and maintaining its philosophical and pedagogical foundations. The 

implications of elucidating the kindergarten founders' and teachers' knowledge of 

Forest Pedagogy for Türkiye's pre-service and in-service teacher training programs 

and forest kindergarten leader training programs were numerous. 

In any curriculum model or pedagogy, teachers and kindergarten founders are 

viewed as essential components, as they are the decision-makers of learning 

environments (Kayange & Msiska, 2016; Spodek & Saracho, 2006). On the other 

hand, forest kindergartens throughout the world, including Türkiye, are mostly 

privately held institutions that quietly consider parental expectations of ECE. In the 

context of the present study, investigating parental pedagogical expertise is deemed 

essential for various reasons. First and foremost, knowledge is a critical factor that 

defines an individual's behavior. As stated previously, Nordic parents highly favor 

forest kindergarten practices due to their cultural lifestyle and perception of childhood. 

However, in cultures that do not share the Nordic concept of childhood and ECE 

pedagogy, the support for forest kindergarten practices may be lost (Fritz, Smyrni, & 
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Roberts, 2014). The purpose of this study was also to explore parental knowledge of 

Forest Pedagogy, with the assumption that knowledgeable parents would likely 

support forest kindergarten practices. If parents are unfamiliar with Forest Pedagogy, 

their expectations for forest kindergartens may conflict with the underlying philosophy 

of forest kindergartens. For example, school readiness is not a priority in Forest 

Pedagogy. Forest Pedagogy claims that children learn most effectively through social 

interaction with peers and the environment during child-initiated play. Therefore, the 

curriculum arises from children's daily activities based on their needs and interests. If 

parents do not comprehend the theory and pedagogy underlying forest kindergarten 

practices, they may question the forest kindergarten's strategies and attempt to interfere 

with them. Due to the misinformation of parents, Forest Pedagogy, which emphasizes 

fundamentally less consumption to create a more sustainable world, may become a 

model of education purchased by the consumer society for their children. From this 

perspective, it is essential to investigate the parents' knowledge of Forest Pedagogy 

and expectations of forest kindergartens. 

1.4. My Motivation for the Study 

Since the undergraduate years of my education, I have been interested in 

alternative educational models in ECE. This interest led me to read about those 

curriculum models in detail. When I was an Erasmus student in Belgium, I had a 

chance to be a practicum student in a kindergarten applying a Freinet pedagogy. I 

visited two kindergartens in the Netherlands after graduation. One of them applied 

Freinet pedagogy while the other practiced the Pyramid method. These visits and 

experiences gave rise to two book chapters (Yalçın, 2017; Erden & Yalçın, 2022). 

During my graduate studies, I became interested in outdoor play. This interest was also 

rooted in my Erasmus experiences. During that time, I had observed children playing 

outside, even in cold weather. I found this fascinating because I came from a culture 

in which children were allowed to play outside only in good weather. 

Based on this rooted interest during my undergraduate education, I decided to 

study outdoor play in the early years in my graduate education. My readings on outdoor 

play surprised me once again because I noticed that most of the studies on outdoor 

play originated from Nordic countries. Thus, I decided to conduct a cross-cultural 

study on outdoor play by including a Nordic country. For my master's thesis, I 
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investigated Turkish and Finnish early childhood teachers' beliefs and practices 

regarding outdoor play. In addition, I examined Turkish and Finnish parents' beliefs 

regarding outdoor play practices in the kindergarten setting. Thus, I thoroughly 

investigated outdoor play in Nordic countries, and this investigation enabled me to 

read about forest kindergartens. In those years, forest kindergartens were not as 

popular in Türkiye as they are now. Due to my interest in alternative education and 

outdoor play, I wished to visit a Finnish forest kindergarten in Helsinki, Finland. 

Thanks to my network in the Finnish public kindergarten, I had a chance to visit a 

Finnish forest kindergarten and a forest club in Helsinki in February 2014. During this 

visit, I spent the whole day in the forest kindergarten and interviewed the principal of 

that kindergarten. My observations during this visit made me critically think about the 

status of the Turkish ECE. These visits also gave birth to a Turkish book chapter on 

forest kindergartens (Erden & Yalçın, 2017). 

In parallel to my thesis study, I also researched outdoor learning, risky play, 

and forest kindergartens. In 2015–16, Gaye Amus initiated forest kindergarten leader 

training in Türkiye. I met Gaye Amus in Helsinki, Finland, as she was an ECE teacher 

in the kindergarten where I collected data for my master's thesis. Therefore, I was one 

of the first participants in Amus' initial leadership training. After completing the first 

level of this training, I completed my portfolio by conducting five forest sessions. In 

this portfolio process, I noticed that children were very happy to be in nature, and 

nature is one of the best places for children to play and learn due to its dynamic 

structures. Thus, I attended the second level of training to become a forest kindergarten 

leader. This training also required five forest sessions. This training and portfolio 

process, along with my studies of outdoor education, reinforced my belief that young 

children should have a chance to play outdoors, particularly in nature. I thus discussed 

with my advisor and other play advocate professors the possibility of introducing an 

undergraduate course related to outdoor education and Forest Pedagogy. With the 

support of METU, the Elementary and Early Childhood Education Department, an 

accredited undergraduate course, Outdoor Education in the Early Years, was 

introduced to prepare pre-service students to conduct play and learning activities in 

outdoor settings, including the forest. I was also a teaching assistant in that course. 

In line with those developments, in recent times, forest kindergartens have 

started to become popular in Turkish ECE. Even so, their popularity in theory (i.e., in 
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related literature) has lagged behind their popularity in practice. These developments 

made me happy since I questioned traditional understandings of teaching and learning, 

in which children learn a lot of concepts and acquire various skills indoors, under the 

watchful eye of an adult. Like Ashman (2018), I am critical of teaching approaches in 

which children are expected to learn the same things at the same rate with the same 

rhyme. Thus, I believe forest kindergartens are an appropriate pedagogy to enable 

children to have a good and enriched childhood. However, the rapid development of 

forest kindergartens in Türkiye has made me somewhat worried about the future of 

forest kindergartens. I do not wish for Forest Pedagogy to become a victim of 

marketization, as in the case of the UK. The philosophy behind it and other 

pedagogical practices should not be lost due to translation into other cultures. 

Otherwise, forest kindergartens in Türkiye will likely share the destiny of the 

Montessori method. This method was originally developed for disadvantaged children 

but has now become an alternative teaching method accessible only to children from 

elite families. Along the same line, forest kindergartens have been developed to enable 

children to connect with a place or nature. Forest kindergartens aim to help children 

develop an awareness of their consumption behaviors to create a more sustainable 

world. If these philosophies are lost due to a lack of knowledge of Forest Pedagogy by 

kindergarten founders, teachers, and parents, the forest kindergartens might be 

purchased by the consumer society for their children. In order to prevent Forest 

Pedagogy from experiencing this kind of end in the context of Türkiye, I was motivated 

to conduct the current study. I believe that if the kindergarten founders, teachers, and 

parents understand the underlying philosophy and pedagogy of forest kindergartens, 

these kindergartens can produce the desired developmental outcomes for Turkish 

children. If such is not the case, pre-service and in-service training can be used to 

educate the founders, teachers, and parents. While doing so, it's important to remember 

that knowledge might not always be sufficient to explain choices and behaviors. 

Therefore, cultural and geographic adaptations appear to be essential in the context of 

the current study when examining the current practices and challenges as well as the 

strategies to eliminate them. 
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1.5. Definition of Key Terms 

• Early Childhood Education (ECE): It is a special term for an educational 

program for children between the ages of 0 and 8 that is geared toward their 

development (Essa, 2003). 

• Early Childhood Teachers: According to Copple, Bredekamp, and National 

Association for the Education of Young children [NAEYC] (2009), an early 

childhood teacher is a professional educator who has a certification in early 

childhood teaching and is qualified to work in early childhood care and 

education centers. 

• Outdoor play: Outdoor play is any kind of play that happens outside, whether 

planned or not (Parsons, 2011). 

• Outdoor Environment: In this study, "outdoor environment" refers to a wide 

range of outdoor settings, such as playgrounds, gardens, woodlands, forests, 

parks, beaches, and rivers. 

• Outdoor Learning: This term is operationally defined as the learning that 

accrues as a result of outdoor education that is carried through organized 

activities taking place outdoors, such as outdoor playgrounds of schools, parks, 

gardens, woodlands, forests, in the sand, coasts, in a puddle, and up a tree. 

• Loose Parts: Loose parts are materials (variables) that can be moved, picked up, 

carried, arranged, combined, changed, redesigned, pulled apart, and lined up by 

children in multiple ways. They may be small or large and made of natural or 

manufactured materials or recycled objects (McClintic, 2014; Sear, 2016). 

• Knowledge: Knowledge is a fluid mix of experiences, values, and information 

about a context. This mix allows people to evaluate and incorporate new 

experiences and information (Davenport & Prusak, 1998). 

• Knowledge of Forest Pedagogy: In the context of this study, knowledge of 

Forest Pedagogy is defined as theoretical (for example, philosophy and 

pedagogy) information that comes out of Forest Pedagogy and its practical 

implications in a forest kindergarten setting. 

• Forest kindergartens: Forest kindergartens are educational programs that 

provide daily outdoor experiences for children aged 3–6, with limited or no 

indoor facilities. Children in such programs spend 70–100% of their time 
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outdoors, in a nature immersion experience with a curriculum derived from daily 

activities (Larimore, 2016, p. 33). 

• Geographical region: The Turkish Geographical Society (2006) stated that a 

geographical region is the largest geographical unit whose borders are set by 

natural conditions and social and economic factors; it is different from its 

surroundings and similar to itself. Based on this definition, Türkiye as a country 

has seven geographical regions. Three of these regions were included as 

locations for the determined forest kindergartens in this study. 

• Culture: Culture is the set of ideas and ways of thinking that describe the 

behaviors and beliefs of a group of people or individuals in a society (Hofstede, 

1980; Stephens, 2007). These ideas and ways of thinking can be seen in customs 

and artifacts. In the current study, culture refers to how the community views the 

value of childhood, early childhood education, and Forest Pedagogy and its 

relationship with nature 
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CHAPTER 2 

 

 

2. LITERATURE REVIEW 
 

 

The purpose of this chapter is to provide a review of the empirical literature on 

forest kindergartens from around the world. The theoretical and historical context of 

forest kindergartens is examined in the first section. The second section provided an 

overview of Nordic culture, pedagogy, and the value of childhood, all of which are 

important components in the development of Forest Pedagogy in Nordic countries. 

The third section discussed practices in the original Nordic Forest kindergartens as 

well as emerging versions in other cultures. The fourth section concentrated on Turkish 

culture, pedagogy, and the value of childhood in order for readers to understand forest 

kindergarten practices in the context of Turkish culture and geography. The following 

sections provided knowledge concepts, Forest Pedagogy knowledge, and the study's 

theoretical framework, in that order. The final section organized the conducted studies 

on forest kindergartens into three subtitles. These studies were presented 

chronologically. 

2.1. The Theoretical and Historical Basis of Forest Kindergarten  

According to several studies (Fisher, 2011; Haartsen, Jones, & Johnson, 2016; 

Nagel, 2012), early childhood is a special time in life that holds the keys to future 

development. Jean-Jacques Rousseau, who lived from 1712 to 1778, said that early 

childhood is a separate stage of a person's life (Graves, Gargiulo, & Sluder, 1996). He 

also said that natural settings are important for teaching and learning in early 

childhood. Rousseau influenced educators and philosophers who came after him, like 

Pestalozzi and Froebel, even though he may not have been able to put his ideas about 

education into practice (Wellhousen, 2002). Because of this, it could be said that early 

childhood education has been interested in introducing children to nature since the 

1800s. Rousseau was influenced by Johann Pestalozzi, who was one of the pioneers. 
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Pestalozzi thought that young children should be allowed to play in nature in order to 

learn about the world. In this way, he talked a lot about how important nature walks 

are as they give children a chance to observe and learn about nature. Because of this, 

he told teachers to plan outdoor learning activities that included gathering natural 

materials and examining them with all their senses (Tovey, 2007). The following 

quote, which is said to come from Pestalozzi’s diary (Mayer, 1960, as cited in Amus, 

2022, pp. 23–24), shows how Pestalozzi thought about early childhood education: 

"Bring the children outside, train them on the hills and in the valleys." Then, 

they could give you a better ear. Their sense of freedom will make them feel capable 

of overcoming challenges. Instead of you teaching the kids, let nature do it. Give kids 

the impression that nature is their true teacher.  And you, with your teaching art, could 

walk silently with children. If a bird sings or an insect buzz on a leaf, you should stop 

walking and be silent. At that moment, you know that birds and insects are teaching 

the children. You could be silent. " 

Like Pestalozzi, the other pioneers, such as Froebel, McMillan, Isaacs, 

Montessori, and Steiner, saw nature as a place where children could learn by doing 

different things. So, Herrington (2001), Garrick (2009), Knight (2009), and Tovey 

(2007) all say that children should be helped to spend time in nature, where they can 

learn skills like observing, analyzing, and exploring. 

The name of Froebel's first school for young children shows how he thought 

about education for young children. Rather than using the concepts of school or 

institution, he preferred to use “children (kinder)” and “garden”. According to Froebel 

(1885), early childhood education should not be carried out in a school building with 

a traditional, formal schooling mentality. He thought that a teacher should act as a 

guide for kids and help them grow and develop like a gardener. Because of this, he 

chose to use the metaphorical meanings of kindergarten in his first schools for young 

children. 

Froebel, the father of kindergarten, expressed that the garden is an important 

place that enables children to grow up in harmony with nature (Froebel, 1886). In 

Blankenburg, Germany, where his first kindergarten was, the garden was set up so that 

kids could play and learn. This garden included several specific areas, such as a free 

play area and a paved area in which parents could sit. In addition to those areas, the 

center of the garden included a plot that was specifically designed for each child. The 



 

 22   

aim of these plots was to give children a place where they could do whatever they 

wanted, ranging from painting the ground to growing plants. This garden was also a 

spiritual place where children could take care of some crops (Froebel, 1987, as cited 

by Herrington, 2001). 

In Froebel's pedagogy, nature walks and gardens both played a significant role 

in fostering children's connections to the natural world. According to Froebel, children 

must be taught to love and appreciate nature, and this love and appreciation can only 

grow if kids spend time outside. Because of this, Froebel told the teachers to plan 

nature walks in fields and open spaces once a week. He told the teachers not to teach 

about nature but to make people wonder about it instead. He thought that people should 

learn about nature by being in nature (Lindberg et al., 1991, as cited in Amus, 2022). 

Froebel’s ideas and practices inspired many educators who followed him in 

Germany.  However, his ideas and practices were not limited to Germany. In the years 

that followed, his ideas about how to teach were taken up by many countries in Europe, 

Japan, and even North America. For example, Amus (2022) said that Froebel’s ideas 

about how to teach young children formed the basis of Nordic pedagogy and, by 

extension, Forest Pedagogy.  The relationship between Froebel’s ideas on ECE, Nordic 

and Forest Pedagogy is explained in detail in the following sections. 

Margaret McMillan, who lived in England at the start of the 20th century, was 

also influenced by Froebel's ideas (Garrick, 2009). Depending on Froebel’s ideas, she 

was to establish “an open-air camp for children." At that time, the diseases were 

common in the suburbs of South London. She thought that children would be healthier 

in a natural outdoor setting with fresh air, so she set up an "open-air nursery and a 

garden" for them. In this nursery, the garden was the main place for learning. Shelters 

were used to make indoor spaces for when it rained. That is why the children were 

doing almost everything, ranging from sleeping to playing in an outdoor setting 

(Tovey, 2007). 

Susan Isaacs, another important figure in this tradition, was able to work with 

children who had a lot of advantages because she started Malting House School.  This 

school, which was opened in Cambridge in 1924, provided training for children aged 

between 2 and 8 years old. Those children were generally free during outdoor sessions. 

The materials and equipment in the garden were designed to stimulate children’s 

creative thinking. To this end, there were spaces for bonfires and constructing places, 
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including bricks and seesaws, which included movable weights. In addition, this 

garden also involved some animals, including domestic pets and unusual ones like 

snakes and silkworms (Garrick, 2009). 

Like previous pioneers, Maria Montessori, who was the founder of the 

Montessori Method, gave special emphasis to children’s connection with nature. She 

thought that gardening helped kids develop their imaginations, so she suggested using 

gardening to teach and learn. To this end, in her first kindergarten, "Children’s House" 

(Casa dei bambini), there was a garden where children played freely and cultivated 

some vegetables and plants, like in Froebel’s Garden. Finally, Montessori was the first 

early childhood educator to come up with the idea of "open access from indoor to 

outdoor" (Montessori, 1989, as cited in Tovey, 2007) to support children's self-

direction and freedom of choice. 

Steiner, who came up with the Waldorf method, was also interested in learning 

outside in a natural setting.  That is why the daily schedule of the Waldorf curriculum 

includes outdoor play and outdoor learning sessions. Through this session, children 

were allowed to witness the seasonal change in nature. In addition, Waldorf teachers 

were also advised to implement a variety of outdoor learning activities, such as reciting 

poems and telling stories about the beauty of nature. The purpose of those kinds of 

activities was to draw the attention of children to the fact that individuals need an 

environment to survive. Also, the curriculum included things like growing plants and 

harvesting them to teach kids to be responsible and respect nature (Carolyn Pope, 

2002; Schmitt-Stegmann, 1997). 

Social constructivism is another theory of learning that O'Brien and Murray 

(2007) revealed was behind Forest Pedagogy. In this theory, teachers do not even have 

full control over the teaching and learning process. They instead assist the children in 

developing their self-esteem (Savory et al., 2017) and inspire them to take cooperative 

responsibility for their education by discovering, trying different things out, working 

together, and solving problems. 

The theory of multiple intelligence (Davis et al., 2011) seems to fit with the 

goals of Forest Pedagogy, since this way of learning outside can be changed to fit the 

different ways, children learn (Harris, 2017). For example, nature could encourage 

kids who have a lot of "naturalistic," "spatial," or "kinesthetic" intelligence to achieve 

the greatest benefit from their learning. Pupils with "interpersonal" and "logical-
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mathematical" intelligence may also be good at working as a group to figure out how 

a natural phenomenon (like fog) works or how to handle a risk (like if they run into a 

wild animal). Lastly, the sounds of birds chirping, or crickets stridulating can make 

musically talented children want to learn more about the sounds created by various 

animals and environmental elements (Dabaja, 2022). 

Finally, Bronfenbrenner's ecological system theory is another theory 

compatible with Forest Pedagogy's objectives. The external influences on a child's 

development throughout their lifetime are represented in Bronfenbrenner's model by 

four, and later five, nested interconnected systems (1994). The child's immediate 

relationships, including those with family, friends, and the school, make up the 

microsystem at the model's core. Influential meso- and exosystems include things like 

a child's family's connections to their place of work and their school, and the school's 

connections to the community. While participation in these systems is not required for 

child development, it is possible that it will have an effect on the child's growth if they 

do. Macrosystems, which include societal and policy norms that have an impact on a 

child's growth and development, are the child's most immediate context 

(Bronfenbrenner, 1974). Afterward, Bronfenbrenner presented the chronosystem, 

which considers how a person's development may be affected by external factors such 

as shifts in his or her family's or society's dynamics (Bronfenbrenner, 1994). From this 

point of view, it could be stated Forest Pedagogy, in which children are seen as capable 

individuals to construct their own learning through the interaction with peers and 

environment, is parallel to the Bronfenbrenner’s theory. In addition, Forest pedagogy 

places a high value on children's attachment to local places, cultural heritage, and 

ancestors, which is consistent with ecological system theory, which also states that 

external factors, such as changes in his or her family or society's dynamics, influence 

an individual's internal dynamics. Regarding this issue, Frankel (2018) suggests that 

researchers take the time to define the cultural traditions, formal practices, popular 

trends, and legacy that may affect how the child's voice is received. 

The relationship between nature and children is not a new idea in early 

childhood education, as shown by the ideas and actions of these pioneers. From the 

beginning of the 19th century until now, the requirement for children to be in nature 

has been emphasized (Bilton, 2010). Even though there were some differences in how 

the pioneers lived, the idea that nature is a good place for children to grow and learn 
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has always been the same.  Depending on how children are raised in different societies, 

however, a picture of childhood has emerged in which the child is seen as a dependent 

person who needs to be protected from all possible risks (Tovey, 2007; Little, 2006). 

As a result of this socialization, a new type of childhood, which is called “bubble wrap 

generations” (Gill, 2007), has appeared.  Even though this type of socialization and 

new types of childhood have become quite common throughout the world, there are 

still some societies (such as Nordic ones) that believe that happy young children are 

those who spend the majority of the day outside, regardless of season or weather 

(Borge et al., 2003). At that point, the Nordic peoples (Tomm Mustard from Norway, 

Ella Flatau from Denmark, Gösta Frohm from Sweden) appeared on the stage of 

postmodern early childhood education. They were the first to notice the severed 

relationship between children and nature. So, based on their own history and culture, 

they started taking young children to natural places to help them reconnect with nature 

and heal this broken connection. They arranged nature walks for young children, and 

the evaluation of these walks over time gave birth to forest kindergartens (Lysklett, 

2017). 

Germany, the United Kingdom, Australia, Canada, the United States of 

America, Japan, and New Zealand changed Forest Pedagogy to fit their cultures and 

locations. The differences in the practices of forest kindergarten among the countries 

were presented in the following parts. Yet, if anyone would like to grasp Forest 

Pedagogy deeply, s/he needs to know and understand the Nordic climate, the Nordics’ 

relationship with nature, and early childhood pedagogy in Nordic countries. 

The Nordic countries are geographically grouped together, but perhaps even 

more so because of their shared past, present, and future (Einarsdottir & Wagner, 

2006).  The sections below were composed with this in mind. 

2.2. Nordic Countries in the Socio-Cultural Context 

2.2.1. A brief introduction to the Nordic nations 

Norway, Denmark, Iceland, Finland, and Sweden, as well as the regions and 

provinces of the Aaland Islands, make up the Nordic region, or Norden. Even though 

each Nordic country has its own language, the languages of Sweden, Norway, and 

Denmark are similar enough that people can communicate.  While Norwegian, Danish, 
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and Swedish have undergone many changes over the centuries, including grammatical 

simplifications and the adoption of words from other languages, particularly German 

and English, Icelandic, which is related to Old Norse, the original language of the area, 

has changed little over time. A non-Germanic tongue with roots in Estonia and 

Hungary is the official language of Finland (Einarsdottir & Wagner, 2006). 

The total land area of the Nordic nations is 1.32 million square miles. The 

population of the Nordic nations is 26 million, with Sweden having the largest 

population with almost 11 million people. They rank highly globally in categories like 

civil liberties, education, economic competitiveness, and quality of life, which is one 

of the many similarities between the nations (State of the Nordic Region 2020, 2020). 

Still, each Nordic country is very different from the others, maybe even more so for 

its own people than for visitors. However, according to Wagner, Einarsdottir, and 

others (2003, 2006, 2005, and Wagner, Comparo, Tsenkova, and Camparo, 2005), the 

Nordic nations also hold deeply held, widely accepted, and deeply cherished beliefs 

about children and childhood. 

Finally, during the last century, the Nordic countries came up with a model for 

welfare that is often called the social democratic model or the Nordic model. This 

means making changes like child allowance, paternity leave, and universal access to 

preschool, as well as creating a society where men and women have more equal access 

to social welfare and opportunities. Thus, just as education in schools is the duty of 

both the family and society, so too are children. All of this is based on democratic 

principles like fairness, equality, civil rights, and unity (Broström, Einarsdottir, and 

Samuelsson, 2018). 

2.2.2. The Nordic countries' climate 

The polar and northern temperate zones are where the Nordic nations are 

located. The northern parts of Iceland, Norway, Sweden, and Finland are all in the 

polar zone. The southernmost parts of Denmark, Sweden, and Finland, on the other 

hand, are in the northern temperate zone. There are big differences in climate from 

season to season, and there are also big differences in geography (Sandseter & 

Lykslett, 2017). 

In Norway, the inland regions get substantially colder winters than the coastal 

areas. In Norway, the average January temperature ranges from 6°C to 3°C. Summer 
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temperatures in northern Sweden and Finland typically range from 8 °C to 16 °C, while 

they are closer to 13 °C and 22 °C in the south. During the middle of winter, only 5 to 

6 hours of daylight reach the south of Denmark, Norway, Sweden, and Finland. The 

north, on the other hand, gets little to no sunlight. The northernmost regions of 

Norway, Sweden, and Finland see what is known as the "midnight sun" in June and 

July, when there is essentially no darkness. Sandseter and Lykslett (2017) say that 

seasonal and daily learning activities in Nordic ECE services are based on and affected 

by changes in the sun and weather. 

2.2.3. Nordic culture and nature 

Many sources (Amus, 2022; Beery, 2013; Hennig vd., 2018) say that the Nordic 

love of nature, especially forests, has a long and strong history (e.g., Beery, 2013; 

Hennig vd., 2018). Regarding this long and enduring relationship, Isberg and Isberg 

report a dramatic overall statistic. According to them (Isberg & Isberg, 2007), the late 

premodern times were a period when “eight out of ten northerners lived in rural areas."  

More than half the population supported themselves through farming, logging, 

hunting, or fishing. There was a strong sense of belonging to the landscape "(p. 175).  

In the same way, it was said that the number of ways people use forests has grown 

since the 17th century. For example, the Nordic people used forests for many things, 

like getting food and resources for their homes and using them for economic, 

recreational, social, and inspirational purposes (Hytonen, 1995). 

Like every other society in the world, Nordic families go through big changes 

and improve their quality of life. This change gives them the chance to live in a way 

that is different from how families lived hundreds of years ago (Hareven, 1982). Even 

though urbanization changed their way of life, it didn't stop them from spending time 

in nature. Although they do not use the forest as a food or economic source, the use of 

the forest as a leisure and recreational activity has remained stable for Nordics over 

the previous decades. Nordic people have started to see the forest as a place of peace 

and nature because their standard of living has gotten better. With this understanding, 

the Nordics, who have a high socio-economic status, have started to spend their 

holidays in places such as cottages, cabins, or summer houses since the end of the 19th 

century. After the World War II, the working and middle classes also had the economic 

wealth to use nature for recreational purposes. To do this, Nordic families did basic 
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things like building fires, cutting wood, and cooking the same way their ancestors did. 

The Nordic people thought that having fun and relaxing in the wild was a way to 

connect with their ancestors (Fernand, 1995). In the Nordic countries, this way of 

enjoying nature and leisure time was called "Friluftsliv," which means "open-air life" 

or "free-air life." 

Friluftsliv, which is believed to give birth to Forest Pedagogy in Nordic 

countries, refers to the philosophical lifestyle of the Nordics (Amus, 2022; Borge et al. 

2003). Although it does not have one specific definition, there are several definitions 

that complement each other. Gelter (2000) says that the Friluftsliv is "a philosophical 

way of life based on experiences of freedom in nature and spiritual connection with 

the landscape" (p. 78). This shows how the Friluftsliv can be used as an example. 

For Isberg and Isberg (2007), friluftsliv means "a simple life" (p. 10), while for 

Repp (2007), it means "people making, believing in, and establishing a friendship with 

nature" (p. 107).  Additionally, Stenseke (2010 as cited in Berry, 2013)  introduced 

friluftsliv as  “the use of universally accessed nature characterized land and water areas 

with a recreational purpose and without the influence of competition” (p. 96), while 

Öhman (2010 as cited in Berry, 2013) specified that friluftsliv is an upbringing that, 

on the first hand, is about developing a personal relationship to nature from one’s own 

experiences’ (p. 96). 

As the references above indicate, friluftsliv has diverse but complementary 

definitions. Amus, who lived in Nordic countries for many years, said that it is hard to 

define friluftsliv. She claimed that the Nordics know and feel the meaning of friluftsliv 

as a part of a long tradition and that is why they smile when they hear the friluftsliv 

(Amus, 2022).  In a similar way, Beery (2013) said that neither the standard English 

translation of "outdoor recreation" nor the direct English translation of "open-air life," 

which is what the Swedish word "friluftsliv" means, do a good job of explaining what 

the term means. 

As a person coming from a different culture and tradition than the Nordics, it 

is a little bit hard for me to understand and, most importantly, to convey the spiritual 

meanings of friluftsliv. By using information from other sources, I tried to explain 

what their way of life meant and how it affected them. At that point, Henderson, and 

Vikander's (2007) examples of friluftsliv might help the reader understand it better. 

Henderson and Vikander claimed that friluftsliv requires developing a spiritual 
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relationship with nature. Nature is our and our ancestors' home as well. Through long 

nature walks, the individual’s mind, body, and soul are opened to feeling deep 

physical, sensory, emotional, and spiritual experiences of nature. Through this 

approach, we feel as if we were at home in nature, and thus we become more than 

visitors to nature (Amus, 2022; Henderson and Vikander, 2007). 

The authors (Amus, 2022; Henderson and Vikander, 2007) put forward that 

friluftsliv does not resemble the outdoor recreation activities in Türkiye and America. 

For example, Amus (2022) said that outdoor recreation in nature reminds Turkish 

people of "survival," "adventure," "survival skills," "struggling against nature," 

"competition with winners and losers," and "activities that build team spirit." Amus, 

on the other hand, said that friluftsliv requires people to slow down, live in the moment, 

and feel peace in order to connect with nature and themselves.  Similarly, Henderson 

and Vikander asserted that the outdoor approach in America emphasized "challenge,” 

"adventure,” and “success."  This American way of thinking says that nature gives 

people the mental and physical challenges they need to grow and develop.  On the 

contrary, in Nordic countries, nature does not represent something that people need to 

conquer. Rather, for the Nordics, nature is on the same side as people, or on the side 

of life. 

The idea of friluftsliv is strongly related to allmansrätten, which means the 

right to roam in nature. Almost all Nordic countries, like Sweden, Norway, Denmark, 

Iceland, and Finland, have similar laws that let people enjoy nature for things like 

hiking and camping (Amus, 2022; Borge et al., 2013; Savage, 2017; Sandseter & 

Lysklett, 2018). 

The regulation on public access to nature also lets ECEC institutions go on 

short trips into the nearby forest and natural areas. The Nordic ECEC institutions are 

able to exploit nature as much as they do because they are allowed to go on hikes and 

other excursions whenever they like. Institutions should get in touch with the owner to 

work up a use agreement if they frequently visit a certain region (Sandseter & Lysklett, 

2018). The only rule is to respect people, the local environment, and wildlife. It is a 

prerequisite that everything and everyone has the right to live and move in nature 

(Amus, 2022; Borge et al., 2013; Savage, 2017). Regarding this law, Amus stated that 

you cannot see any beach having a sunbed and an entrance fee in Finland. She added 

that not only the beach but also the forests, lake sides, and national parks are free of 
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charge under the law of “jokamiehenoikeudet," which means anyone has the right to 

roam in public natural surroundings by showing respect to wild, human, and other 

living things.  In her book, 2022, Amus used a story about a friend from Finland to 

show how much the Nordic people care about nature. When they went to the forest to 

get mushrooms, Amus realized the forest was very clean. Regarding this issue, her 

friend told her; “We do not leave our rubbish at the place where we come again once 

more, the forest, our second home." 

Based on this "right to roam" idea and in order to keep the friluftsliv way of 

life, almost all Nordic countries set up a friluftsliv institution. These institutions work 

with local groups to get people of all ages in the Nordic countries to go outside and 

have fun. To illustrate, friluftsliv in Sweden alone has 1.7 million members. The 

Swedish institution collaborates with 25 non-profit groups and 9,000 local and regional 

clubs. Statistics Sweden, the country's organization for collecting information, has 

found that about a third of Swedes do something outdoors at least once a week. A 

vacation home in the country or on the coast is accessible to more than half of the 

population (Savage, 2017). In the same way, Berge et al. (2013) said that the number 

of Norwegians who walk, hike in the mountains, or ride bikes for fun has doubled 

since the 1970s. The percentage of mountain climbers rose from 25% to 57%. When 

asked what is necessary for a decent life and their identity, 19 out of every 20 

Norwegians respond, "the landscape." 90% of the population of Norway goes for 

walks in their local recreational environment. The people of Denmark behave 

similarly. The majority of Norwegians (between 80 and 90 percent) agree that outdoor 

recreational activities add good values to their lives and are necessary for raising 

children and being Norwegian (Wiltozek, 1991 as cited in Borge et al., 2013). 

The best and most interesting thing about the Nordic way of life is that all the 

above leisure activities can be done not only when the weather is nice, but also 

throughout the whole year. As a foreigner, coming from a culture that enjoys being 

outdoors only in good weather, I visited Helsinki, Finland to collect data for my 

master's thesis (see Yalçın, 2015). When I visited Helsinki, the season was winter 

(during the month of February 2014). What you just read about how people live in the 

Nordic countries sounds a lot like what I saw in Helsinki, Finland. To illustrate, as far 

as I remember, while going to kindergarten to collect data, I left the hotel at almost 

7.30 a.m. every day. When I felt cold at minus five, I saw so many moms with strollers 
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in the woodland area of the city center. Then I learned that infants sleeping outdoors 

is a tradition in Finnish culture. As I said, as a person coming from a culture in which 

babies do not go out of the home during the fourth day, even in summer, it was a shock 

for me to observe two weeks of infants sleeping outdoors in the minus degrees of 

February. What is more, the Finnish kindergarten, serving toddlers for one-year-olds, 

facilitates this tradition in schools by leaving one-year-old toddlers to sleep in strollers 

in school yards. When I was there, I observed parents leaving their toddlers’ strollers 

in front of the classroom window. When the time was asleep, toddlers were left in the 

stroller with appropriate clothing, and an adult observed the toddlers from inside the 

class while they were sleeping. Even though it surprised me in 2014 because of how 

my culture works, it makes sense to me now that I have read a lot about Nordic culture 

and studies that show how these traditions are good for your health. 

According to research (Ylppö, 1921, 1939 as cited in Tourula et al., 2008), 

infants sleeping outdoors has been an enduring tradition since the 1920s. In the 1920s, 

the well-known Finnish pediatrician Arvo Ylppö started giving advice to women who 

were going to have children. Finland had a high infant mortality rate, and it was 

intended to lower it by providing mothers with advice on how to better take care of 

their children. Recommendations were made that babies sleep outside because indoor 

air quality is bad, to prevent rickets, and to make sure their blood is healthy. Sunlight 

and clean air were seen as vital disease-prevention strategies. People used to think that 

breathing in cold air brought more blood to the linings of the mouth and nose, making 

them stronger against germs. If babies were constantly exposed to cold air when they 

were young, their faces would not be affected by wind, fresh air, or sunlight. Infants 

were thought to be too sensitive to the cold when they were first born, but by the time 

they were a few weeks old, it was safe to take them outside in temperatures between -

10 °C and -15 °C. 

Nowadays, it's common for babies to sleep outside in the winter in Finland as 

well. In this respect, a recent study was conducted to examine how parents felt about 

their kids sleeping outside during the Finnish winter and how common it was in Oulu, 

the capital of Finland. Participants were 116 Finnish parents with infants under the age 

of two living in Oulu. The researcher found that in the winter, letting kids sleep outside 

was accepted as normal behavior and was taken for granted. It usually started when 

the infant was two weeks old and was done once per day. Parents reported that 
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compared to naps taken indoors, children slept longer outside. The outside temperature 

was between -27 and +5 degrees Celsius. The investigators said that most parents' 

experiences were good and that few parents were in situations that could have been 

dangerous. But parents said that 3% of kids who slept in 0°C temperatures and 25% of 

toddlers who slept in -15°C temperatures had cold fingers. At 0°C, over half of the 

kids had sweaty necks, but the most common symptoms were cold nose tips and 

flushed cheeks. 

The Nordics' tradition of infants sleeping outdoors might be one of the 

indicators of “the image of a child" in Nordic culture. The next section will talk about 

how children are seen in Nordic culture, based on research. This is important because 

Borge et al. (2013) say that the way children are seen in Nordic culture was a key factor 

in the development of Forest Pedagogy.  But before showing an image of a child, it 

might be better to give a few more details about how Nordic recreation is a cultural 

tradition. 

As I mentioned earlier, I visited Finland to observe outdoor play practices in 

public schools. I chose winter because I was curious about how they managed to play 

outside in minus temperatures. Incidentally, I learnt that they had a winter holiday 

(hihtolama means skiing holiday-Amus, 2022) in this month. During that week, 

kindergartens were closed for the holiday, and parents were welcome to accompany 

their children skiing. Still, 2014 was one of the warmest winters on record in Helsinki. 

Temperatures reached +5 degrees, melting snow in some parts of the city. That is why 

they told me that they were suffering from the hot weather at that time. Despite having 

lived through long and harsh winters, they explain their feelings about warmer 

temperatures by using the word "suffer from," as it has made it impossible for them to 

go skiing on their vacations. Then, I saw again how they perceived being in nature 

differently than people from other cultures, even when it was cold outside. The old but 

common Nordic adage holds: "There is no such thing as bad weather, only wrong 

clothes." 

This could be a sign that cold weather was part of their culture and that they 

knew how to dress for it. They believed that you could be and should be outside as 

long as you put on appropriate clothing (Amus, 2022; Yalçın and Erden, 2021). They 

have been doing empirical research to show how important it is to be outside, even 

when it's very cold. Ras et al. (2017) did a study to look at how children in Northern 
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Finland spend their time outside, how much they are exposed to the cold, and what 

symptoms they have during the winter. The participants were 30 children from the 

Northern Ostrobothnia province of Lapland, Finland, who were between the ages of 8 

and 14. For a month, electronic thermometers that were attached to children's 

outerwear were used to record the data. Researchers also obtained data about 

symptoms through daily entries. As a result, they found that cold weather was not an 

obstacle to children’s outdoor activities in Finland. But they found that the amount of 

time children spent outside was shorter when the air temperature dropped.  The 

researchers also said that there were no big differences between boys and girls when it 

came to how much time they spent outside. Yet, they found that every child reported 

symptoms associated with a cold. Almost half of the children said they were having 

breathing problems, and some also said they were feeling cold pain and numbness. At 

that point, it might be more meaningful to say that Lapland is the coldest and 

northernmost region of the country. For example, the researcher wrote down that 

almost half of the outdoor activities that the children did were done when the 

temperature was -15°C or lower. 

Being outdoors for Finnish people, as for all Nordics, is acknowledged as the 

path to well-being, health, and a relationship with nature. In this regard, Karppinen 

(2012) suggested that 

Every culture has its own words and ideas about health, well-being, and how 

people relate to nature. This applies to Finns, too. I deal with the meaning of the word 

"era", which is a traditional concept of life in the wilderness in Finland. However, 

today, Era has been exchanged for the modern word referring to outdoor education—

'Seikkailukasvatus’. (p. 1) 

In my casual observations of Helsinki, Finland, I saw people walking and 

biking around the city or ice skating on the frozen lakes. By watering the ground 

covered with snow, municipalities converted some parks and other places into ice-

skating rinks by watering the ground. 

They watered the ground at night, and the next morning, a building owned by 

the city turned those places into ice skating rinks that schools and societies could use 

for free. Those walking or ice-skating were not only children but also adults, from 

young adults to the oldest ones. The toddlers with red cheeks were lying on the fur-

covered sled, which was being pulled by their parents. Walking and movement are in 
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every part of life, including early childhood education. In the observation part of my 

research (Yalçın, 2015), I witnessed kindergarteners walking to the woodland, library, 

and ice-skating rings. This made me think that their early childhood pedagogy and the 

community’s approach to ECE might be related to their cultural lifestyle and traditions. 

That is why introducing the image of a child in Nordic culture and Nordic pedagogy 

might enlarge the discussion part of the current study. 

2.2.4. Nordic ECE pedagogy 

Two general trends in childcare policy are described in the OECD report 

"Starting Strong" (Starting Strong II: Early Childhood Education and Care). The first 

is the English French tradition, which emphasizes childcare centers as preschools. The 

second is the Nordic tradition, which discourses a socio-educational approach. The 

English/French approach was called the "early education approach" or "the readiness 

for school tradition," while the Nordic approach was called the "social pedagogical 

approach" (Kragh-Müller, 2017). 

France and the English-speaking world have adopted the "ready for school" 

strategy, which has many different names but focuses on early cognitive development 

and learning a wide range of knowledge, skills, and attitudes. One problem with this 

strategy is that it uses programs and procedures that do not fit with how young children 

think and how they naturally learn. On the other hand, according to the “social 

pedagogical approach," namely, the Nordic tradition, a child develops through 

communication and interaction in joint activities with other children and adults. This 

Nordic social learning approach places a strong emphasis on relationships, play and 

outdoor activities. It is believed that learning occurs when children engage in processes 

and social interactions (Kragh-Müller, 2017; OECD, 2006). 

In this section, the Nordic approach to early childhood education was presented 

in detail, yet it could be instructive to examine the roots of Nordic pedagogy in order 

to figure out the current Nordic practices in early childhood education. That is the 

reason why the brief history of Nordic pedagogy was presented as follows. 

The educational practices of Nordic countries date back to Pestalozzi, 

Rousseau, and Froebel, as well as the child psychology theories of the period, which 

emphasized how children's intrinsic abilities, which were fostered by caretakers, led 

to growth and development (Broström, Einarsdottir, and Pramling Samuelsson, 2018). 



 

 35   

Although recent ECE approaches such as Waldorf, Reggio Emilia, and High Scope 

have had effects on recent Nordic ECE, the establishment of early childhood education 

institutions in all the Nordic nations was greatly influenced by the theories of the 

German educator Friedrich Froebel (1782–1852).   He spent the majority of his life 

working as a teacher and pedagogue and developed a set of principles for raising 

children. He established a childcare, play, and activity center for young children in 

Bad Blankenburg, Germany, in 1837 (Plough, 2012). In 1840, he came up with the 

term "kindergarten" for this institution.  In a similar vein, childcare facilities for 

children ages 0 to 3 are referred to as "vuggesteurs," which translates to "nurseries" or 

"rooms with cribs," while facilities for children ages 3 to 6 are referred to as 

"brnehaver," which translates to "kindergartens" or "gardens for children" (Kragh-

Müller, 2017). Similarly, in Iceland, a kindergarten is named "playschool." The phrase 

"play school" demonstrates the significance of play for children in Icelandic mentality 

and ECE practice. Wagner claimed that their use of language and terminology reflects 

their mentality on this issue. To illustrate, as they firmly believe that early childhood 

education should not be school-like and should not premise its existence on being pre-

anything. Many Danes carefully avoid using the word "preschool" when they speak 

English (Wagner, 2004; Einarsdottir and Wagner, 2006). 

The Nordics' addiction to play started with Froebel's work. To illustrate, 

recognizing the role of children's play and activity in learning was one of Froebel's 

greatest insights. He described "the play" as the ordinary way that youngsters live and 

emphasized the educational value of the play (Plaugh, 2012). In this regard, Kragh-

Müller (2017) claimed that unquestionably, Froebel's focus on the value of play is a 

key factor in the prominence that the Danish/Nordic culture attaches to outdoor and 

free play. 

As for the practical implications of Froebel’s emphasis on Nordic pedagogy, 

Sandseter and Lysklett (2018) explain how Nordic early childhood education curricula 

involve and emphasize the value of play. According to them, the Nordic ECEC 

curricula place a lot of value on children's right to play and the importance of allowing 

them to engage in unstructured play and self-directed discovery. This policy is based 

on the idea that play and learning go hand in hand, and play is how kids learn best. 

Even though early childhood education in the Nordic countries covers a wide range of 
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topics, the Nordic model is known for not having clear learning goals or indicators that 

early childhood education settings must use to evaluate it. 

The descriptions of what young children should learn in ECE are instead 

presented as broad targets, emphasizing more universal understanding, growth, and 

attitudes (Sandseter and Lykslet, 2018). Sandseter and Lykslet exemplified their claim 

by referring to the Swedish ECEC curriculum (SMES 2010, p. 10): “The preschool 

should make an effort to ensure that kids gain motor skills, coordination, body 

awareness, and an appreciation for the value of upholding their own health and 

wellbeing.” In general, play is seen as a form of learning in the several knowledge 

domains/orientations that are listed in the curricula, including, but not limited to, 

mathematics, physical education, language and linguistics, nature and sustainability, 

social skills, and other domains (Sandseter and Lykslet, 2018). 

The sentences of “play, particularly self-directed free play, results in demanded 

learning and development” might summarize the Nordics’ perspective on play. 

Regarding this issue, Winther-Lindqvist (2018), in her paper “The Role of Play in 

Danish Child Care," claimed that allowing children to play freely must be the priority 

of childcare centers. According to her, there is enough scientific evidence to support 

the claim that allowing kids to play in daycare will help them become effective 

students in the classroom, although it may seem contradictory. She referred to 

empirical findings of the studies (see e.g., Fischer et al., 2011; Hirsch-Pasek et al., 

2009; Pellegrini, 2011) to support her claim. Additionally, she confirmed the value of 

play in early childhood education by recalling the findings of a recent study (see 

Sommer, 2015 as cited in Winther-Lindqvist, 2017) which was conducted to explore 

the effects of play-based curriculums in comparison to more instruction-based, 

teaching-based, or academic approaches. Somer discovered that a play-based 

curriculum benefits kids the most and that starting school too young causes academic 

skills to be lost later (Sommer 2015 as cited in Winther-Lindqvist, 2017). In respect of 

this issue, Sommer attracted attention to the irony of the case by saying, “It is 

incredibly ironic that the kind of early intervention that was thought to guarantee a 

better start in primary school actually has the exact opposite effect: by beginning early 

with academic instruction from an adult, we impede future proficiency in math, 

science, and language." Instead, we observe "increased concern over performance, 

decreased self-control, increased hyperactivity, hostility, and uneasy/unsettled 
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conduct" (p. 75-76). On the other hand, Finnish pupils’ PISA achievement was also 

attributed to their play-based early childhood pedagogy (Kupiainen, Hautamäki, & 

Karjalainen, 2009; Valijarvi et al., 2007; Määttä & Uusiautti, 2012).  

Depending on the play's emphasis on pedagogy, the time schedules of the 

schools involve large play times for free play. In Nordic early childhood settings, 

almost the same daily routines are followed despite little changes. In these settings, 

children typically spend 3–4 hours a day in an outdoor playground. Children 

participate in adult-planned and adult-initiated activities for approximately 30 minutes 

per day, except for lunch, snack, and circle time. Otherwise, in a child-centered 

educational setting, they are free to decide for themselves what to play, frequently also 

with whom and where to play. The importance of self-determination and making one's 

own decisions is prioritized in unit-based childcare, where there is a propensity to 

prefer care, predictability, and stability (Winther-Lindqvist, 2017). The importance of 

self-determination and making one's own decisions were also emphasized in another 

study conducted to investigate and compare the lives of children in childcare centers 

in America and Denmark (Kragh-Müller, 2013). According to this study, American 

childcare centers place more emphasis on adults planning good play areas (learning 

centers) with good materials for the children so that they can broaden their play and 

learn more (Kragh-Müller, 2013). The researcher asserted that this is different in 

contrast to Danish and Nordic customs. In Danish daycare, children have the freedom 

to select among items they invent themselves and can play more energetically, also 

without adults around (Kragh-Müller, 2013; 2018). 

Two foreign researchers (an American and an Australian) discuss visiting 

Danish kindergartens and their reactions to and evaluations of the activities observed 

in the paper "Danish educational practices: An international comparison" (Jorgensen, 

1998 as cited in Kragh-Müller, 2017). Kragh-Müller (2018) presented key Nordic 

characteristics by combining the research results of foreign researchers, including 

Jorgensen and two others in pedagogy. To illustrate, the role of adults in early 

childhood education is one of the components that makes Nordic pedagogy unique 

compared to the other traditions in the world. It was believed that Nordic childcare 

centers were the child's second home and that both parents and childcare providers 

shared responsibilities in the process of children's development. The Nordic 

pedagogues expressed their desire for the children to experience the same sense of 
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safety and comfort while in daycare as they had at home. That is why the interactions 

between children and teachers are similar to those between children and their parents. 

As a part of this personal relationship, children call the Nordic pedagogues by their 

first name instead of teacher or using the prefix such as Mr. or Mrs., as in American 

culture. In addition, most of the Nordic childcare settings, particularly the ones in 

Denmark, are designed as if they were a cozy and home-like environment, including 

cushions, sofas, eating tables, or high chairs for children. There were a few, albeit few, 

playthings accessible in boxes on shelves for the kids to use while they were playing. 

Additionally, Nordic teachers believed that kids should be allowed to play alone in 

some cases. Regarding this, observational studies of Danish pedagogy discovered that 

many locations allowed kids to pick whether they wanted to be inside or outside and 

that a select few kids were allowed to play in the playground without an adult present 

to supervise them (Kragh-Müller & Isbell, 2010; Kragh-Müller, 2013, Jorgensen 1998 

as cited in Kragh-Müller, 2018; Wagner, 2004).  

The way things are done in the Nordic countries may surprise ECE researchers 

from other nations who come from the school readiness tradition. The curriculum in 

these nations is created in response to the needs and interests of the children as well as 

daily routines. Visitors from other countries, as in the case of Kragh-Müller and Isbell 

(2010) and Kragh-Müller (2013), may feel that there is no theme or pre-planned 

activities. As previously mentioned, most adults believe that children learn through 

play and the daily rhythm of the day. Some of the activities, like baking, were started 

for children’s own intrinsic reasons rather than to teach things like how to measure and 

weigh things. Certainly, children’s learning is facilitated but not intentionally through 

pre-planned academic-focused activities, but it is supported with a child-centered 

approach (Kragh-Müller, 2017; Wagners and Einarsdottir, 2006; Winther-Lindqvist, 

2017). Their mentality of child-centered learning is reflected in the naming of early 

childhood centers as daycare centers. Similarly, Einsdotttir and Wagner (2006) stated 

that Danish ECE teachers protest being called teachers as they believe children have 

the capacity to construct their own learning. That is why they believe their role is to 

care for children by focusing on children’s needs and interests in an egalitarian and 

democratic learning environment.  

Wagner (2004), however, asserted that he has seen postmodern complexity 

creep into Nordic life over time, even in kindergarten settings. But early childhood 
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educators, according to Wagner, believe they must actively work to defend free play 

as a fundamental right of childhood. They worry that playtime will be lost as a result 

of interference from other cultures, including calls for national curricula, more intricate 

lesson plans, and even standardized testing—an idea that was not even raised in Nordic 

countries until very recently (Wagner, 2004). 

All in all, Nordic pedagogy's overall practices show that it was built on the 

principles of ECE pioneers like Froebel, among other foundational elements. Their 

cultural way of life and relationship with nature are additional factors influencing their 

pedagogical practices in ECE. Additionally, it has frequently been claimed that the 

Nordic image of childhood is a major contributor to Nordic child-centeredness in 

pedagogy. Thus, the Nordic conception of childhood was discussed in the section that 

follows because it is widely acknowledged as one of the main causes of the 

development of Forest Pedagogy in Nordic nations.  

2.2.5. The Value and image of childhood in Nordic countries 

In order to show how the Nordic image of childhood differs from those in other 

societies, two perspectives on the value of children were presented prior to the 

presentation of the Nordic image of childhood. It is critical to comprehend these two 

viewpoints on the value of children because they will be discussed in the sections that 

follow as the value of children in Turkish society is presented.  Under the guidance of 

earlier research, these two viewpoints on the importance of childhood were presented 

by Kristjansson (2006) in his paper on the Making of Nordic Childhoods.  

The first is referred to as the prospective value perspective because it 

concentrates on the importance of childhood in terms of its potential value for society, 

the individual child, or, in today's world, particularly in the third world, as a potential 

asset for the family and a safety net for aging parents (Stearns, 1989; Kristjansson, 

2006). The childlike characteristics of childhood are valued more in light of what they 

are likely to become as adults than for their own sake. More pragmatic rather than 

emotional attitudes is what define this approach to childhood. It is also considered 

acceptable, even desirable, to "tamper with the clock of childhood" in an effort to 

hasten the rate at which kids pick up adult-life skills because of the representation of 

childhood as a transitory phase and its prospective orientation (Elkind, 1981; 

Kristjansson, 2006). 
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The here-and-now perspective, in contrast to the prospective perspective's 

pragmatism, romanticizes childhood and values childhood for its own sake. The here-

and-now perspective has a strong propensity to view characteristics typically 

associated with childhood favorably, including fantasy, playfulness, and innocent 

naivete.  As a result, from the perspective of the here and now, adults give children's 

activities, such as all kinds of play, space, and plenty of time, because they are 

inherently healthy and beneficial to their best development. In this regard, peer-play 

activities and peer interaction are seen as equally important to development and 

superior to adult instruction, at least for very young children. According to the 

perspective of the here and now, childhood has intrinsic value and is no more transitory 

than other stages of life. Therefore, it should not be hurried through with children.  For 

Kristjansson (2006), "Children should be allowed to be children as long as they need 

to" is a quote that perfectly captures the here-and-now perspective.  

According to Kristjansson (2006), the here and now perspective is exemplified 

by Nordic child-centeredness and Nordic childhood. For Kristjansson, at both the 

micro and macro levels of Nordic societies, there is a here-and-now perspective on the 

value of childhood. That is to say, this perspective's influence could be seen in the 

Nordic countries' national policies on children as well as their routine interactions with 

children. To illustrate, the fact that Nordic children enter formal, mandatory education 

later than children in most other nations may be the most important sign of Nordic 

child-centeredness. Another clue is how little emphasis compulsory schools in all 

Nordic nations place on individualized performance grades (or marks) during the first 

academic year. The majority of the daily activities in the childcare facilities were more 

or less obviously child-initiated peer activities, such as indoor or outdoor play 

activities. Only a small percentage of the teacher-designed activities explicitly 

prepared the kids for school, such as teaching them the alphabet, numbers, or how to 

write their names. For instance, daily storytelling, sporadic trips to museums, or 

outside learning about nature were more typical teacher-organized activities. For the 

most part, it seemed as though the Nordic daycare facilities had a secret goal of 

providing the kids with a loosely structured, laid-back day while they were in their out-

of-home care (Kristjansson, 2006).  
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According to Kristjansson, the relationship between parents and their children 

is an example of the here and now perspective, in addition to educational policies. As 

a part of this Nordic study, the parents of the 5-year-olds were also interviewed 

(Kristjansson, 2001). They were asked about everyday family life as well as their 

children's social interactions. The analysis of the interview transcripts painted a broad 

picture of time-constrained Nordic dual-earner families eager to make the most of their 

family time, as well as of parents who went to great lengths to not put their children 

under more pressure than was necessary. Therefore, mornings were designed in many 

families, especially those from middle-class backgrounds, to give the kids the time 

they needed to do what was expected of them and what they themselves wanted to do, 

at their own pace, like playing with a sibling, painting, perusing a picture book, or 

watching a video film. It was common for parents to devise playful tactics to keep their 

kids happy in order to make sure the morning preparations went without a hitch. These 

tactics may be based on ritualized games between the child and one parent, amusing 

pretend play, or creating games that benefit both parties, such as a race to the daycare 

between the boy and his time-pressed father on the way to work (Kristjansson, 2001; 

2006). 

As for the Nordic image of childhood, in Denmark, Sweden, Iceland, Finland, 

Finland, and Norway, childhood is characterized by a pervasive kind of child-

centeredness that is at the core of the good childhood ideal. Although it is impossible 

to fully explain this idea in English, its main principles are as follows:  

The naturalness of childhood; 

 Egalitarianism and equality; 

For kids, "democracy" means a daily lived experience; 

Freedom, defined as the autonomy to play and grow as a person; 

Emancipation, or freedom from adults' excessive control and supervision; 

Relationships that are cordial and friendly with peers and adults; and 

Solidarity with Nordicness or relating to one's heritage by consistently 

practicing various cultural traditions (Kristjansson, 2006). 

The notion is that children ought to have fun being children, have their opinions 

heard, and have their rights upheld. In order to guarantee a happy childhood for every 

member of society, both individually and collectively, it is assumed that governments 

and parents share responsibility (Editorial, 2008). 
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Similar to this, Wagner (2003; 2006) proposed that egalitarianism, 

emancipation, and a good childhood are the three intertwined ideas on which the image 

of childhood is based. She described her observations in Nordic nations to clarify those 

ideas. For instance, she asserted that the most obvious manifestation of egalitarianism 

today can be seen in the way that adults and children create a culture of shared 

authority and decision-making in kindergarten and schools. The Nordic view holds 

that childhood is not a time when children learn how to participate in a democratic 

society. Children should instead be exposed to democracy firsthand while they are still 

young (Wagner, 2003).   

As for emancipation, a core value shared by many Nordic peoples is children's 

emancipation, which is defined as freedom from excessive external control and 

supervision. This viewpoint is closely related to their idea that kids ought to play an 

active role in a democratic society. As a researcher with American roots, Wagner spent 

a lot of time in the Nordic nations.  She discussed how she was perplexed by the notion 

of childhood and its implications in Nordic pedagogical practices in her paper, 

"Fishing Naked: Nordic Early Childhood Philosophy, Policy, and Practice." To give 

an example of children’s emancipation, she noted that children in many Nordic 

kindergartens freely move between the outdoors and indoors while playing for the 

majority of the day. There are designated play areas for kids only in some 

kindergartens. For example, pillow fights and other rough-and-tumble play activities 

take place in children's pillow rooms in Denmark. Teachers are careful not to interfere 

with children's natural play and interaction, even in centers without separate spaces 

just for kids. Additionally, she noticed flexible lesson planning.  For instance, teachers 

in a first-grade class asked the students what they should do outside on a warm spring 

day. The youngsters expressed a desire to make some shorts by sewing.  

They set out for the nearby train station, where they boarded the first train into 

town to buy fabric for the kids' shorts. Teachers cut the fabric using a pattern once they 

got back to the school. Children came and went from the sewing area throughout the 

afternoon based on their interests. In her paper, she connected these observations to 

the idea of emancipation.  She also emphasized that children cannot experience 

democracy or participate in it if teachers or any other adults make all the crucial 

decisions (Wagner, 2004). 
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Wagner (2004) noted that Nordics share a commitment to what they refer to as 

the "good childhood life" or "the good childhood," even though its full meaning is 

challenging to translate literally. She claimed that "good childhood" refers to a 

romantic and optimistic conceptualization of childhood. For instance, she claimed that 

the Nordic tradition of "being together with one another in nature" dates back a 

century. They hold to the belief that happy children are those who play freely in 

unstructured environments. Children must also take risks and chase their own passions 

if they want to have a happy childhood.  According to Wagner, Nordic parents and 

educators are surprisingly casual about child accidents in comparison to American 

ones. They see accidents as an inevitable byproduct of kids' natural curiosity and their 

right to be free from excessive supervision and adult control. In a similar vein, 

Sandseter and Lysklett (2018) noted that ECE teachers in the Nordic countries are 

more lenient when it comes to risk in children's activities and play, and the kids are 

given a lot of freedom to move around and utilize their play environment however they 

see fit. A strong body of research (see, for example, Guldberg 2009; New et al. 2005; 

Sandseter 2009) supports this claim.  

This review of the literature on Nordic culture, pedagogy, and the conception 

of childhood demonstrates how these facets of Nordic culture are intertwined with one 

another. The value of children in the Nordic countries is shaped by their culture, which 

includes lifestyle, beliefs, and customs. Simultaneously, the value of childhood shapes 

pedagogical implications in Nordic countries. The interconnectedness of culture, 

pedagogy, and the perception of childhood in Nordic nations has also been 

acknowledged as a factor in the development of Forest Pedagogy. Consequently, the 

following section provides a summary of how postmodernist pedagogical 

understanding in Nordic countries is combined with Forest Pedagogy.   

2.3. A Postmodernist Perspective on the Creation of Forest Kindergartens 

With its distinct cultural and social orientation, each historical era is likely to 

produce another image of childhood (Hareven, 1982, 1987, as cited in Borge et al., 

2003). Childhood was portrayed differently in the second half of the 20th century. 

Astrid Lindgren, a well-known children's author in Sweden, played a part in this 

transformation. She developed characters that honored the connections between kids 

and the natural world (Aronson & Sandin, 1996). She created an image of childhood 
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filled with joyous, carefree, mischievous child-heroes who loved the outdoors through 

figures like Pippi Longstocking. Additionally, this new kind of childhood was fostered 

by the Nordics' strong connection to nature and the law of access to nature (Borge et 

al., 2003; Sandseter & Lysklett, 2018). This kind of childhood was thought to be one 

of the major influences on the development of forest kindergartens in the Nordic 

nations. 

In their study from 2003, Borge et al. sought to identify the factors that led to 

the creation of nature-based kindergartens in Norway. According to Borge et al., the 

development of forest kindergartens and the cultural and historical foundations of the 

Norwegian people were linked.  In forming the "nature kindergartens," they put forth 

three key concepts.  The first is attachment to nature, which refers to Norwegians' 

cultural attachment to nature and their preference for outdoor activities as a form of 

recreation. According to this perspective, Borge et al. contend that it is reasonable to 

comprehend why Norwegians want children to have exposure to nature as early as 

kindergarten. The second is the representation of childhood in Norway. According to 

the researchers, the majority of Norwegians hold the opinion that happy young 

children are those who spend the majority of the day playing outside, regardless of the 

time of year or the weather. According to the researchers, this is why Norwegians' 

conception of a happy childhood may be consistent with the early education methods 

used in forest kindergartens. Parental care preference is the final factor. In other words, 

parents who think that early education and care should incorporate methods akin to 

those used in forest kindergartens may favor sending their kids to these kinds of 

settings. 

Last but not least, Borge et al. (2003) claimed that, in addition to being 

enjoyable and healthy, participating in active outdoor activities throughout the year in 

forest kindergartens teaches children how to survive in Norway's extreme weather 

conditions. They argued that children's lives in Norway could be quite challenging and 

troublesome without this kind of learning. Along with being healthy and joyful, 

spending the entire year outside teaches children how to deal with boundaries, seasons, 

and severe weather. Through public awareness campaigns, children are urged to lead 

active, healthy lives. They also mentioned that traditional daycare facilities in 

Scandinavia, in addition to nature kindergartens, offer kids a variety of outdoor 

activities like skiing lessons and camping in the woods.  
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In a similar vein, Leather asserted that the practices of forest kindergartens are 

significantly influenced by the Nordic philosophy of friluftsliv, which refers to leisure 

activities in outdoor settings. In other words, Nordic people believe that attachments 

between children and nature should be strengthened through forest kindergartens. This 

is because they believe that free experiences in nature help children develop spiritual 

relationships with nature. 

As a result, forest kindergarten, with its unique pedagogical implications in 

practice, draws a large number of early childhood professionals from all over the 

world.  The researchers provide the following justification for this attraction. Nature 

kindergartens are a good fit for the postmodern conception of childhood, which sees 

the child as an independent, engaged learner who is enterprising and capable of self-

control. This was demonstrated by Ashmann (2018) in her paper that introduced the 

process of creating a nature-based kindergarten program for four-year-old that was 

inspired by European programs. He asserted that for many years, teachers have 

expected students to learn a lot of concepts and develop a variety of skills indoors, 

under the supervision of an adult. He continued, "In this process, they are expected to 

learn the same things at the same rate with the same rhyme." Based on empirical data 

from studies on how children grow and develop, Ashman claimed that the 

conventional notions of teaching and learning have lost their validity. Ashman stated 

that in addition to drawing inspiration from forest kindergartens in Europe, they built 

their curriculum based on research implications that dispel misconceptions about 

optimal learning conditions, the role of play and free discovery play in learning, and 

outdoor play. 

In a similar vein, Winther-Lindqvist (2017) asserted that, despite appearing 

counterintuitive, allowing children to play in daycare is an effective way to help them 

become good students in school (see, for example, Pellegrini 2011; Hirsch-Pasek et al. 

2009; Fischer et al. 2011). Winther-Lindqvist's assertion was supported by Sommer's 

(2015 as cited in Winther-Lindqvist, 2017) findings. Recent research by Sommer 

examined the results of play-based curriculums versus more instruction- or teaching-

based/academic-based approaches. According to him, a play-based curriculum 

benefits kids the most, and an early start to schooling leads to a later loss of academic 

skills (Sommer, 2015 as cited in Winther-Lindqvist, 2017) 
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 Regarding this issue, Sommer (2015 as cited in Winther-Lindqvist, 2017) 

discussed that it is profoundly ironic that the kind of early intervention that is supposed 

to ensure a better start in school has the exact opposite effect. By starting early with 

academic instruction from an adult, educators impede future competencies in math, 

science, and language. Instead, Sommer (2015 2015 as cited in Winther-Lindqvist, 

2017) observed increased anxiety about performance, increased hyperactivity, 

decreased self-control, uneasy/unsettled behavior, and aggression.  From this point of 

view, Nordic Forest kindergartens, with their play-based approach to learning and 

teaching, are considered a promising method for postmodern early childhood 

education. The U.K., America, Canada, New Zealand, Japan, Australia, Germany, and 

Türkiye are just a few of the nations in which forest schools have been adapted.  

By making reference to their practices, the original forest kindergartens and the 

translated versions for other nations were introduced in the sections that followed. The 

practices of the original Nordic Forest kindergartens were introduced by referencing 

the cultural, historical, and pedagogical background of Nordic countries.  

2.4. Forest Kindergartens Across the World 

2.4.1. Nordic forest kindergartens 

As was already mentioned, the world is inspired by the Nordic countries' forest 

kindergartens. However, despite the fact that all Nordic nations regularly use the 

outdoors for teaching and learning, the prevalence of forest kindergartens varies from 

nation to nation in the Nordic region. As an illustration, Finland owns a few 

kindergartens that place a significant emphasis on outdoor learning in natural settings, 

whereas Iceland has no forest kindergartens that are entirely outside. Some 

kindergartens in Iceland feature an outdoor class where children play virtually the 

whole day outdoors, despite the fact that many have a neighboring forest that they 

routinely visit on a regular schedule (Sandseter and Lysklett, 2018). Compared to the 

others, Denmark became the first Nordic country to develop ECE institutions that 

placed a high priority on hiking and outdoor sports. Even though the first Danish Forest 

kindergarten in the modern sense was established in 1985, these regulations initially 

existed in 1950 (Sandseter and Lysklett, 2018). In the late 1940s, Norway also had a 

number of innovative forest kindergartens whose goal was to get the kids "up in the 
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heights and out in nature" (Lysklett, 2013 as cited in Sandseter and Lysklett, 2018). 

The current Norwegian forest kindergartens, however, did not start operating until the 

late 1980s. It was primarily influenced by Norwegian tradition and culture, which 

placed a strong emphasis on outdoor activities and a close connection with the 

environment and which held that exposing kids to the outdoors and spending time in 

nature was beneficial for their health and development.  Danish forest kindergartens 

had a big influence on it as well (Borge et al., 2003; Sandseter and Lysklett, 2018). 

Last but not least, I Ur och Skur-förskola (outdoor preschool), the first forest 

kindergarten in Sweden, was established in 1985 (Drogue et al. 2007; Sandseter and 

Lysklett 2018). In Sweden, the majority of the forest kindergartens are connected to 

Friluftsfrämjande, which administers the I Ur och Skur educational program for 

schools, preschools, after-school clubs, and childminding organizations (Drougge et 

al., 2007 as cited in Sandseter and Lysklett, 2018). 

Although the fundamental principles and methods of Forest Pedagogy are 

nearly identical across all Nordic nations, different implications may be seen in 

practice. For example, there are various types of kindergartens, including those with a 

traditional kindergarten building established in a natural setting; those with a 

traditional kindergarten building in an urban setting; those with a semi-structured 

indoor facility, like a container; and those using a modified bus as an indoor facility 

(Amus, 2013, 2022; Linde, 2010; Lysklett, 2017; Robertson, 2008; Tantekin-Erden & 

Yalçın, 2017). Amus (2022) asserts that it is more consistent with the idea of leaving 

less of a trace in nature to build a regular structure away from nature as opposed to 

erecting a permanent structure there, like the containers in the forest. 

Indoor spaces are furnished with natural supplies and equipment in accordance 

with the philosophy of forest kindergartens. Instead of bringing natural materials into 

the classroom, kids are free to explore and play with them in the great outdoors. This 

implication is also connected to its guiding principle of conserving nature in its natural 

state. In this way, it is hoped that kids will learn that nature has a balance and system 

and that they should respect the environment by leaving it in the same condition as 

when they found it.  If the school has an outdoor playground, it typically consists of a 

variety of materials, including natural loose parts, as well as some equipment, such as 

a sand pit and a tent for a central fire. Playing with loose objects was encouraged by 
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Forest Pedagogy both in the school garden and in the forest, especially with natural 

objects like stone, leaves, wooden sticks, cones, chestnuts, mud, water, and sand. 

There is a philosophy behind it as well, which advocates for less consumption 

in favor of a more sustainable world. In contrast to structured and manufactured toys, 

children are encouraged to play with loose materials (Amus, 2022; Linde, 2010; 

Lysklett, 2017; Robertson, 2008; Tantekin-Erden & Yalçın, 2017).  The ability to 

foster children's creativity is a further justification for using loose materials. Numerous 

studies (e.g., Nicholson, 1971; Flanningen & Dietze, 2017; Houser et al., 2016; Kiewra 

& Veselack, 2016; Water and Maynard, 2010) have found that loose materials, 

especially those that are natural, foster children's creativity as well as a number of other 

meta-cognitive abilities. 

Occasionally, a garden at a forest kindergarten might appear untidy and 

disordered. Nevertheless, it makes sense in the context. The materials in the garden 

could be left untouched at the conclusion of outdoor play sessions because this 

pedagogy places a high value on children's in-depth play, which may include a story. 

In this way, it makes it easier for kids to remember the plot of their play during the 

subsequent outdoor play session. Yet, this is the case if all members of the kindergarten 

have a deal about this issue (Amus, 2022). 

Throughout the year, the forest kindergartens spend a fair amount of time 

outside. In Norway, the majority of the forest kindergartens (69%) spend more than 4 

hours outside during the winter. In the spring, every Norwegian forest kindergarten 

spends more than four hours outside, and almost all (87%) spend more than six hours 

outside in the summer (Lysklett 2005). More than six hours, or almost the entire day, 

would be from 9 a.m. to 3 p.m. As a result, many parents drop off and pick up their 

kids outside (Sandseter & Lysklett, 2018). The amount of time spent outdoors varies 

from kindergarten to kindergarten, but it is a common practice in Nordic Forest 

kindergartens to spend as much time outside as possible. For instance, a Finnish forest 

kindergarten in Helsinki (Amus, 2022; Yalçın & Tantekin-Erden, 2017) spends one 

full day a week in the school garden and three half days a week outside, with the 

remainder of the time being spent inside the school building. 

 They may have access to the outdoors in a variety of ways, depending on the 

variety of indoor building structures. The most frequented and well-liked method of 

traveling to natural areas like forests, lakes, or the coast is on foot. However, bus 
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transportation may be used in some schools, such as those located in urban areas 

(Lysklett, 2017). They visit places that are not inside of the kindergarten’s boundaries, 

like regular destinations. These places are named reference areas, and forest 

kindergartners generally give these places specific names. Norwegians may refer to 

this kind of location by a variety of names, including the moose marsh and the eagle's 

nest (Lysklett, 2013 as cited in Sandseter & Lysklett, 2018). It is preferable to walk to 

the reference areas, and this has additional significance in Forest Pedagogy. First, 

walking and being active are regarded as indicators of wellbeing and health, as stated 

in the section on Nordic culture and nature. Secondly, walking to the reference point 

allows children and teachers to reduce transportation consumption and thus their 

ecological footprint. Thirdly, this route was considered a tool for learning about nature 

because they used the same destination to access reference points. In this situation, the 

proverb "The purpose is not the destination but the journey itself" is applicable. To put 

it another way, the main goal is not to get to the reference points, but rather to 

encourage kids to observe nature and investigate anything along the way that piques 

their curiosity.  It is for this reason that teachers have internalized the "no hurry or 

haste" principle. The children could walk independently to the first stop (waiting place) 

because they typically follow well-traveled paths. The kids are aware of where the 

waiting areas are even though they are not marked. The first group of kids must wait 

for the others until the rest of the group arrives at the waiting area. They had the option 

to play, climb trees, or simply unwind. The kids can move on to the next stop/waiting 

place once the entire group has reached the first one. In order to be the first ones to 

arrive, the oldest kids frequently flee. The adults frequently walk with the last group 

of children. This rule is also based on trust and confidence, and if any children disobey 

the waiting area, they must walk with the teachers (Amus, 2022; Lysklett, 2017; 

Sandseter & Lysklett, 2018; Tantekin-Erden & Yalçın, 2017). Waiting places could be 

considered the influence of the Nordic image of childhood on Forest Pedagogy. The 

belief that children should have freedom—defined as autonomy to play and develop 

their own selves—has long been held in Nordic countries, as the section on Nordic 

childhood demonstrates. They also believe that children should be emancipated from 

adult over-control and excessive supervision. Children who are trusted and confided 

in on the way to the reference area fit the Nordic perception of children well. Other 

forest kindergarten practices, like invisible borders, are also indicative of trust in 
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children.  Children are allowed to roam freely outside in many forest kindergartens, 

but only as long as the invisible borders are respected. Rarely are markings placed 

along the building's invisible borders. The adults pay close attention to these borders 

each fall when a new kid enrolls in the forest kindergarten. In the forest reference areas 

that have been visited, the invisible border is in use. The deal is that kids may pass 

through the invisible border, and if some of them do, the other kids are supposed to 

warn them off or report it to the adults. 

If some kids cross the line, they may receive a light punishment, like spending 

some time in close proximity to an adult (Lysklett, 2017; Sandseter & Lysklett, 2018). 

Lysklett (2017, p. 231) exemplified this mild sanction as follows: “If I cannot trust 

you, I have to restrict your freedom." "You have to stay with me until you show me 

that I can trust you."   The other illustrations of trust and confidence in Forest Pedagogy 

are risky play and the Nordic teachers' attitude toward children's risk-taking behaviors, 

which were discussed in the following paragraphs. 

Children in this kindergarten are frequently taken to a natural setting, especially 

to the forest, regardless of the season. This custom is in line with the Nordics' 

conviction that happy kids are those who play outside, no matter the time of year or 

the weather. It is important to pay attention to a number of things, including 

appropriate clothing that is appropriate for the season. The Nordic proverb "There is 

no such thing as bad weather, only inappropriate clothing," however, illustrates that 

for them, bad weather is simply a matter of clothing. Parents are advised that children's 

clothing is crucial in forest kindergartens. Frequently, a list of required clothing is 

given to parents, including items like winter suits, rain gear, sweaters, and woolen 

underwear. The initial meeting between parents and teachers typically includes a 

conversation about clothing (Amus, 2022; Lysklett, 2017; Sandseter & Lysklett, 

2018).  

Due to the fact that the chosen settings are evaluated in terms of potential risk 

factors raised by flora or fauna, sessions in the natural setting are typically conducted 

with the same settings. For instance, the reference area is evaluated to see if it contains 

toxic wildlife and plants. Risk assessment is done not only to establish a new reference 

area but also to evaluate any new dangers brought on by seasonal changes. For 

instance, after a storm, a tree's branches may become broken and entangled with other 

branches. If children play under this tree, there may be a risk as a result.  For this 
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reason, sessions in the forest are held in predetermined locations, and the teachers 

regularly evaluate these locations. The same reference points are also appropriate from 

a pedagogical standpoint. Children are supposed to feel safe and secure in their 

environment and develop close relationships with it. Additionally, children are helped 

to continue their theme in the dramatic play they initiated in earlier forest sessions by 

using the same area in the forest. The last justification is that the same places enable 

children to observe and witness the seasonal change in nature, which is acknowledged 

as a key to understanding the rhythm and cycle of nature. Observing the seasonal 

changes in nature is thought to teach children patience and perseverance (Amus, 2022; 

Linde, 2010; Lysklett, 2017; Robertson, 2008; Tantekin-Erden & Yalçın, 2017). 

In Norway and Denmark, the majority of children walk with a backpack that 

contains some extra clothing and food. In the event of snow, the teachers frequently 

bring a backpack, a cart, or a pulk. They keep drinks for the kids, a first aid kit, other 

items necessary for the day's pedagogical objectives, toiletry items, and diapers in the 

backpack (Lysklett 2013; Sandseter and Lysklett, 2018). When the kids arrive at their 

destination, the forest sessions typically follow a schedule that includes circle time, 

eating time, free play, and, occasionally, didactic/learning times. They also believe that 

children should be emancipated from adult over-control and excessive supervision. 

Children are encouraged to play according to their interests during the free play 

periods. The foundation of Forest Pedagogy is free play, according to Amus (2013), 

Linde (2010), Lysklett (2017), Robertson (2008), and Tantekin-Erden & Yalçın 

(2017). The emphasis on free play in Forest Pedagogy is inspired by Nordic pedagogy, 

as the section on Nordic pedagogy indicates. Children engage in social interaction with 

peers and the environment during free play. This interaction is acknowledged as key 

for children to construct their own learning. Children are thought of as capable people 

who can create their own learning. This explains why academic and didactic activities 

are rarely used in Nordic Forest kindergartens. Child-initiated activities that result 

from kids' fascination with nature are used to create the curriculum. The adult has a 

crucial responsibility at that point, which is referred to as "seizing the moment." Even 

though the teacher-designed activities are not the responsibility of the adults, this 

pedagogy places a high value on the qualified interaction between adults and children. 

The "No hurry or haste" principle and "seizing the moment" are two crucial techniques 

for ensuring appropriate adult-child interaction. The teachers are free to seize the 
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moment based on the interests and needs of the students since there are no academic 

concerns with the curriculum. Teachers are good at spotting children's interests and 

seizing the opportunity, which is important for learning. However, some of the 

activities are carried out indoors, including baking and learning about recycling or 

composting. The adult to child ratio subtly affects "seizing the moment" and applying 

the "no hurry or haste" principle. In order to respond to children's needs and interests, 

an appropriate adult child ratio is thus ensured, especially in the forest sessions. Small 

groups are formed to ensure appropriate interaction between adults and children, which 

is also crucial for child safety (Amus, 2022). 

If children demand it, risky play, such as playing near a body of water, climbing 

trees, playing away from adult supervision, and using knives, is facilitated by teachers. 

Risky play is acknowledged as being crucial for children's development of resilience, 

wellbeing, and full potential. When observing kids taking risks during play, the trust 

and confidence principle is put into practice. A risk assessment must be made by the 

teacher in this process while keeping in mind the distinction between risk and danger.  

Additionally, the teachers are certified in first aid, allowing them to provide care in an 

emergency. The proverb "There is a chance a tree branch will break, but that does not 

mean every tree branch will break" illustrates one viewpoint on risky play in nature. 

The goal of learning through risky play is to eventually equip kids with the ability to 

evaluate risks on their own (Amus, 2022; Lysklett, 2017). The Nordic countries are 

thought to have a more relaxed attitude toward children taking risks because of their 

long history and culture of going to natural areas, mountaineering, and going on 

adventures in the forests and mountains, as well as because of their traditions of 

recognizing and highlighting outdoor life (Amus, 2022; Sandseter & Lysklett, 2018). 

A substantial body of research (Ball 2002, 2004; Caesar 2001; Chalmers 2003; 

Greenfield 2003; Little, 2006; Wardle 1997; Zeece and Graul 1993), which compared 

the Nordics to their counterparts from other countries such as America, New Zealand, 

Australia, and so on, has documented Nordic parents' and teachers' liberal approach to 

risk-taking. Additionally, some cultural traditions that help children connect with their 

Nordic heritage include the use of potentially harmful tools like knives and saws and 

baking bread by the fire in the old-fashioned manner. Local and national rituals are 

incorporated into the educational process as a part of cultural heritage. Fairy tales, 
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finger games, and songs are incorporated into daily activities in Forest Pedagogy as a 

part of cultural customs and traditions (Amus, 2022). 

Last but not least, agreements are made between children and adults to keep 

them safe and to foster in them a love of nature and a desire to protect nature. They are 

called "deals" rather than "rules." At that point, it was possible to see how the Nordic 

childhood stereotype affected forest education.  Egalitarianism and equality are two of 

the Nordic childhood tenets, as was already mentioned. Democracy is viewed by 

Nordic people as something that kids experience on a daily basis. This may be the 

guiding principle behind calling the rules deals. Adult authority creates the rules, but 

all members equally contribute to the creation of the deals. Amus served as an example 

of those agreements. 

Amus (2022) emphasized that rather than fostering a culture of fear toward 

nature, deals should foster children's sense of wonder. For example, if a child finds a 

mushroom and wants to pick it, the teacher must explain that not all mushrooms are 

edible. Therefore, the teacher should tell the child, “Before picking a mushroom, 

please show it to me first." Additionally, rather than saying, "We do not break the 

branch of the tree," the teacher should encourage the child to play with sticks they have 

found on the ground. Another option is to say to the child who finds berries in the 

forest, "You found a berry, it's a familiar fruit for us." Let's stick to our agreement to 

avoid eating anything without first showing the teacher, though. " Children might not 

be aware of whether the berries contain pesticides due to agricultural implications or 

if there are bacteria in the fox's feces at that time, despite the fact that they are edible 

fruits. The teacher ensures the safety of the students while also assisting in the 

development of their positive and protective attitudes toward nature through risk 

assessments (Amus, 2022). The forest must be left in its natural state; only a few 

flowers may be picked if they are plentiful in nature; endemic plants must not be 

harvested; and large logs or stones must not be moved, among other agreements. While 

presenting modified versions of Nordic Forest kindergartens, some of them were 

introduced in the sections that followed. To avoid repetition, this section has been 

concluded. 
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2.4.2. Forest kindergartens in the UK 

The Forest Kindergartens/Forest Schools in the UK were founded after a group 

of students and professors from Bridgewater College's early childhood education 

department traveled to Denmark to learn about forest kindergarten. With a deep 

appreciation for the methods used in natural kindergartens, the visitors returned to their 

country. By using the context and drawing inspiration from their own practices, they 

developed their own model. As a result, their model is referred to as "forest schools" 

throughout the world, and the pedagogy they used is known as the "Forest School 

Approach." The Forest School Qualification-Level 3 was created in response to the 

requirement to train staff working in forest kindergartens. Then, they created the 

network of the Forest School Association to provide uniformity in the training of staff 

(Knight, 2013, 2017; Williams-Siegfredsen, 2012; www.forestschoolassociation.org, 

t.y). 

Systematic and regular practices in the forest are necessary for a kindergarten 

to be referred to as a "forest kindergarten" or "forest school."  The children should, 

therefore, be taken to the forest frequently and on a regular basis. This visit ought to 

span a substantial amount of time, including various seasons. Second, sessions for 

forest schools should take place, ideally in a forest. However, if there were no forests, 

forest sessions could be conducted in the nearby woodland.  Third, one of the main 

objectives is to support holistic development. For this reason, the experience in the 

forest is, whenever possible, tied to the standard national curriculum or children’s 

home environment. Fourth, risk-taking is encouraged in the context of the forest, just 

like in Nordic countries. To this end, a trained staff member facilitates the use of tools 

like knives and hammers as well as the burning of fire. An employee with a level 3 

qualification oversees the forest sessions. The staff should update their first aid 

certification in addition to level 3. An appropriate adult-to-child ratio is guaranteed 

during this session. Fifth, it is acknowledged that play is the best way for kids to learn 

about the world around them. They are therefore urged to play in the forest. 

Furthermore, it is crucial to reflect on your outdoor playtime. Children are thus 

encouraged to share their reflections on their experiences during circle time, but 

teachers respect those who are reluctant to do so. 
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Based on these principles, forest kindergartens in the UK are very concerned 

with sustainability.  Numerous procedures are used to achieve this. In order to reduce 

transportation, it is preferred to be in a forested setting that is walkable.  Children are 

also urged to play with natural loose parts as opposed to manufactured toys. Organic 

waste is used to create compost, and it is encouraged that children eat natural, regional, 

and fresh foods. By allowing kids to put everything they find in the natural world back 

where they found it, respect for the environment is encouraged. Different entrances to 

the forest are used to lessen the impact of humans on nature (Knight, 2017; O'Brien & 

Murray, 2007). 

Although they appear to be quite appropriate in theory, some British educators 

have criticized the country's rapid adoption of forest kindergartens. In order to discuss 

the rapid expansion of forest kindergartens in the UK, Leather (2018) wrote a critical 

paper. Leather (2018) claimed that nature-based pedagogies are a prominent practice 

filling the gap in the field of early childhood education. He did warn that the rapid 

growth of forest kindergartens could cause problems. However, he stated that the rapid 

development of forest kindergartens around the world could bring with it trouble. He 

stated the following regarding this: 

“Practitioners are emulating practices without necessarily understanding why 

they are doing things in certain ways and not others. It has also meant that training of 

practitioners has been speedily institutionalized, perhaps exacerbating this issue of 

understanding (p.6). 

The following recent study, which contrasts English and Danish Forest 

Pedagogy methods, might provide support for Leather's assertion. A thesis study was 

conducted regarding the differences between the Danish and English forest 

kindergartens by using an exploratory, comparative case study methodology. 

Mackinder (2020) explored Forest Pedagogy through the perceptions of adults and 

experiences of children in each location.  In addition, an investigation was conducted 

to examine how the environment was used in each country. The researcher used 

constructivist theory to look at both settings. She found that adults in each country had 

different ideas about and approaches to Forest Pedagogy. To illustrate, while Danish 

teachers co-constructed Forest Pedagogy with children in an outdoor setting, English 

teachers interpreted Forest Pedagogy using a scaffolding method, providing toys, 

games, and equipment for children in an outdoor setting. However, the researcher 
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found that the kids in each country played independently of adults in their favorite 

settings and inventively made use of the environment. Additionally, the investigator 

observed that the youngsters could develop and begin their own play with confidence 

because of the fixed equipment and well-known natural elements. It was found that 

each context led to a distinctive interpretation of forest learning based on how the three 

components—adult, child, and environment—were individually interpreted and 

experienced through constructivist education. 

Leather criticized the UK's hastily institutionalized teacher training program 

for Forest Pedagogy. As was already mentioned, a staff member pursuing Level 3 

certification in Forest Pedagogy leads the forest school sessions. There are three 

different certificate programs available in the United Kingdom that allow trainees to 

graduate with a variety of knowledge and skills related to Forest Pedagogy. The 

information about those certificate programs is displayed below. 

As an introduction to forest school, Level 1 does not prepare you to direct a 

forest school. Although it gives a trainee a sense of the fundamentals and practices, it 

does not prepare him/her to be a group leader. Level 2 is designed to qualify a trainee 

to become a forest school assistant, enabling them to take a proactive role in helping a 

forest school leader. plan and deliver a forest school program. The goal of Level 3 is 

to prepare the practitioners to set up and manage a forest school program as a Forest 

School Leader. The topics covered in Level 3 include sustainable site management for 

a forest school and child-centered group facilitation. The practical abilities needed to 

lead a forest school are also covered. 

The Level 3 Qualification program is open to professionals from all over the 

world. However, there is not a qualification program like there is in the U.K. or in the 

Nordic nations, except for Sweden.  This could be explained by bringing up Nordic 

culture and educational methods. As previous sections on Nordic pedagogy and culture 

have shown, Forest Pedagogy and its implications are quite consistent with Nordic 

culture and pedagogy. This could be the cause of the Nordic nations' lack of 

certification programs. While practitioners of forest kindergarten who come from 

various cultural and pedagogical backgrounds may need to learn its pedagogical and 

philosophical foundations, the Nordics may not need to train forest kindergarten 

teachers to deliver and conduct forest sessions due to their background. However, this 

rapid qualification program has drawn criticism from Leather (2018) because it 
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encourages practitioners to copy practices without necessarily understanding why they 

are doing things one way and not another. As the introduction section made clear, 

practitioners from other cultures face criticism for adopting Forest Pedagogy using a 

"drag and drop" methodology. 

2.4.3. German forest kindergartens 

The origins of "Waldkindergarten" in Germany can be traced back to Froebel's 

gardening techniques. However, Petra Jäger and Kerstin Jebsen founded the first 

"Waldkindergarten" in Germany in 1993 after being inspired by Danish methods. After 

visiting the nature kindergartens in Denmark, Petra and Kerstin adopted a lot of the 

fundamental principles and procedures of Danish Forest kindergartens. To avoid 

repetition, some of the differences between German practices and those in the Nordic 

countries are presented here (Coşkun-Tuncay & Çizioğlu, 2020; Çizioğlu, 2020; 

Lysklett, 2017; Quetteville, 2008; www.waldkindergarten.de, t.y.). 

In Germany, there are two different categories of institutions for forest 

kindergartens. The first is an integrated model, where children gather in a regular 

kindergarten building to board a bus or walk to the forest with their friends, then return 

to the indoor building in the afternoon for lunch or other needs.  

At least two half days a week are spent in the forest, and on the other days of 

the week, the kids are asked whether they would rather stay in the school garden or an 

indoor space or go to the forest.  Time schedules are set up according to their 

preferences. Along with Forest Pedagogy, some of the kindergartens in this mode are 

also influenced by Waldorf pedagogy.  Children either spend their time in class 

activities when they return indoors, or in the school's outdoor playground, depending 

on their schedule. Thus, Miklitz (2005, as cited in Coşkun-Tuncay & Çizioğlu, 2020) 

stated that gardens should be designed with a focus on nature rather than a lot of 

structured materials and equipment. 

The children in the second model, referred to as a "pure model," gather with 

their teachers and friends in a natural setting before walking to their forest school 

session. There is a small indoor facility for bad weather, like modified containers or 

something similar. To facilitate access, indoor structures are built inside or close to the 

forest. Typically, these structures lack a garden that is fenced off from the forest. 

However, natural barriers made of bushes or other plants are likely to be seen. 
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Inclement weather, such as when it is below minus 6 degrees, calls for the use of indoor 

buildings.  Indoor structures include materials such as tables and chairs, story books, 

several art materials, and spare clothes.  Additionally, the indoor facilities have several 

pieces of equipment, such as an open kitchen, toilets, and a stove to warm up in winter. 

They use reference areas that are less frequently used by the majority of people. They 

use reference areas that are less frequently used by the majority of people. The children 

in the kindergarten spend a certain amount of time there, typically 4 to 6 hours per day 

in the pure models for 3–6-year-olds. In the afternoon, parents pick up their kids from 

the meeting place. For children 3-6 years old, the ideal adult-child ratio in these kinds 

of forest kindergartens is 1:8. To guarantee an appropriate adult to child ratio, the 

assistant teachers or parents are employed. For children aged 3-6, the recommended 

group size is 16–24; however, when working with younger children, groups are only 

made up of a maximum of eight kids  (Miklitz, 2005 as cited in Coşkun-Tuncay & 

Çizioğlu, 2020; Quetteville, 2008; Waldkinder Regensburg Konzeption, 2009 as cited 

in Coşkun-Tuncay & Çizioğlu, 2020, www.waldkindergarten.de, t.y.). 

A typical day in a pure Waldkindergarten begins with the children gathering at 

the meeting place. The children then gather in a circle in the morning to sing, play 

games, or take turns. Then, based on the weather, a destination (previously decided) is 

chosen to walk to.  A longer destination could be chosen if the weather is colder than 

anticipated in order to keep the kids warm and active. They eat their breakfast, which 

their parents have prepared, once they reach the predetermined location. Eating times 

follow a specific routine that includes cleaning before and after, as well as maintaining 

silence while eating. All children are expected to eat quietly in their seats and remain 

in the circle until everyone has finished their meal. In contrast to Nordic methods, 

German Wild Kindergarten could make use of the forest for didactic learning 

exercises. While in Germany some didactic times, in addition to free play, could be 

carried out during the forest sessions, free play is the most common method of learning 

in Scandinavia. In order to achieve this, it is observed that circle times are conducted 

in small seating areas like wooden logs in the determined environment of wild 

kindergartens. The day concludes at the gathering place where parents drop off their 

kids for lunch, etc. (Lysklett, 2017; Maron-Puntarelli, 2020; Scahffer & Kistemann, 

2012). 
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Green guidelines are covered in the curriculum in German wild kindergartens. 

At the beginning of the semester, circle time is used frequently to review these rules; 

however, this practice decreased over time. The following are examples of those 

schools' green policies (Schultz, 2008; as cited in Coşkun-Tuncay & Çizioğlu, 2020): 

• Avoid leaving the group at all costs. 

• The plants shouldn't be severed. 

• Avoid touching the dead animals. 

• Animals must be observed for some time in order to become familiar with 

them. 

• Take anything edible from the ground. 

• Eat the forest fruits after washing them, though. 

• Avoid scaling wood piles. 

• Climb the only trees chosen by the teachers. 

• Never climb while wearing a backpack. 

• No trash, including organic waste, should be dumped in the forest. 

• Keep the wooden stick away from your face when carrying it. 

• Avoid running while toting wooden sticks. 

• Avoid consuming water from sources found in forests  

Last but not least, the three main goals of Waldkindergartens are to foster 

global citizenship, an appreciation for nature, and peace. The number of 

Waldkindergartens in Germany has significantly increased in accordance with these 

three main goals. According to reports from 2017 (Çizioğlu, 2020; Lysklett, 2017; 

Scahffer & Kistemann, 2012), there were more than 1800 Waldkindergarten. 

2.4.4. Bush kindergarten–Australia 

Along with the UK and Germany's practices, bush kindergartens also draw 

inspiration from Nordic Forest kindergartens. In Australia, the word "bush" has 

traditionally been used to describe peri-urban and rural areas made up of undeveloped 

and natural hinterlands or forests.  It is now used to refer to "bush kinders," or 

Australian forest kindergartens (Masters & Grogan, 2015). (Speldewinde, Kilderry, 

and Campbell, 2021). Bush kinder programs, which started in the early 2010s and are 

still in the development stage, offer an alternative to kindergartens and other 
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conventional places of play and learning (Speldewinde, Killderry, and Campbell, 

2021). The safety requirements for bush kindergartens are much stricter than those for 

forest kindergartens in other cultures. These kinds of restrictions are understandable 

given that Australia has a very different geography from other countries, including 

extremely hot or wet weather and quite dangerous creatures like snakes. To avoid 

repetition, general practices such as a routine that includes circle time, eating, and 

discovery will not be mentioned since they are quite similar to the practices mentioned 

above. Australia does not have a pure model like Germany does, which is a difference 

from the previous ones.  Instead, frequent, long-term visits to natural settings are made 

as an additional component of early childhood education and care (Campbell & 

Speldewinde, 2019; Elliot & Chancellor, 2017; www.education.vic.gov.au; 2020). 

The differences between Australian Bush kindergartens were outlined in a 

study by Master and Grogan (2018). To create profiles of forest kindergartens across 

a number of nations, including Australia and New Zealand, Master and Grogan (2018) 

set out to collect data.  The researchers hypothesized that the profiles of forest 

kindergartens involve relatively similar practices based on the study's findings. 

According to the researcher, the influence of natural pre-school pedagogy in Europe 

and cross-pollination between various national programs are to blame for this 

similarity.  For instance, forest kindergartens in both nations share concepts like risk 

assessment techniques, child-centered curriculum, and the logistics of handling 

insurance and permissions. Nevertheless, some variations between the practices were 

noted. As an example, consider the fact that Australia has a very different geography, 

a special climate, and dangerous animals. Teachers in this region, as opposed to those 

in New Zealand, were more concerned about taking risks. Additionally, the researcher 

found that Australian teachers lagged New Zealanders when it came to incorporating 

their indigenous heritage into their practice. They did discover, however, that 

Australian teachers had more experience when it came to incorporating sustainability 

principles into their daily routines in outdoor preschools. The Early Years Learning 

Framework (EYLF) agreement for sustainable implications, according to the 

researchers, is what gave rise to this disparity between nations. 
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2.4.5. Forest kindergartens in Türkiye 

For Turkish early childhood education, forest kindergarten is a relatively new 

but rapidly growing issue. A growing interest in Forest Pedagogy has emerged in the 

field of Turkish early childhood education as a result of the increase in research on 

outdoor play, learning, and education (see e.g., Aktaş-Arnas & Tepebağ, 2017; 

Cevher-Kalburan & Yurt, 2011; Etken & Sevimli-Çelik, 2018; Yalçın, 2015; Yalçın 

& Erden, 2021). The popularity of forest kindergartens among Turkish early childhood 

educators has been supported by articles (Bal & Kaya, 2020; Dilek & Atasoy, 2020; 

Kahriman-Pamuk, 2020; Kahriman-Pamuk & Ahi, 2019); books and chapters; and 

other types of written and visual documents (see e.g., Amus, 2018; Yalçın & Erden, 

2017; Yalçın & Sevimli-Çelik, 2020, Yılmaz-Uysal & Coşkun-Tuncay, 2020). 

Along with written and visual documentation, the training organized by 

different educators enhanced the reputation of forest kindergartens in Türkiye. The 

first initiation was performed by Gaye Amus in 2015 (Learning in Nature, n.d; Amus, 

2022; Dilek, 2020). Gaye Amus, the founder of Learning in Nature Ltd., has a 

background in early childhood education, permaculture design, and environmental 

education. She has been a resident of Helsinki for 12 years in Finland. She has worked 

in a variety of early childhood institutions, including a forest/nature kindergarten, and 

has gained experience from doing so. With the introduction of training for Forest 

Kindergarten Leaders in 2015, Amus launched the forest kindergarten trend for 

Turkish primary schools and kindergartens. This is the training that is conducted on 

two levels. The first stage of this training, Introduction to Forest Kindergartens, lasts 

for two days.  While the practical, hands-on part of training is done outdoors in the 

forest regardless of the weather, the theory is presented through group projects, 

presentations, and videos. The second stage, which includes a 4-day training course 

and takes a more comprehensive approach to Forest Pedagogy, requires completion of 

this course as a prerequisite. This course is designed for teachers in primary schools 

and kindergartens, academicians, and third- and fourth-year students majoring in ECE 

(Learning in Nature, n.d.). 

In 2022, Amus published a book entitled “Let's play outside: A learning journey 

towards nature pedagogy." In her book, she describes her experiences in Nordic Forest 

kindergartens by combining research on Nordic culture, pedagogy, and forest 
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kindergartens. According to what she wrote in her book, as of 2018, Gaye Amus 

organized training for forest school and forest kindergarten leaders that was attended 

by 300 teachers from 40 different Turkish provinces. 

In Türkiye, Gaye Amus is not the only person to arrange certification programs 

in Forest Pedagogy. Other initiatives to set up training programs have been launched 

by private or non-governmental organizations. For instance, alternative schools, a 

private organization with a variety of goals including setting up conferences, 

workshops, and training on alternative education, organized a nature and Forest 

Pedagogy teacher training in 2020 by bringing in trainers from German Naturschule 

schools. Additionally, the Alternative Schools Organization organized educational 

excursions to German forest kindergartens (Alternatif Okullar, n.d.; Dilek, 2020).  
Another education was conducted by Sarah Blackwell, founder of Forest 

Schools Education and course co-creator in England. Blackwell collaborated with 

Turkish researchers from various universities, including the Bursa Uludağ and Middle 

East Technical Universities, to carry out a forest school level 3 program (Dilek, 2022). 

In the subsequent years, within Bursa Uludağ University, the Continuing Education 

Application and Research center initiated a training program on Forest Pedagogy by 

collaborating with kindergarten founders and teachers of forest kindergartens in 

Türkiye (ULUSEM, 2022; Doğadaki Okul, n.d.). 

In Türkiye, there is also another institution known as the Forest School 

Association. This organization stated that they organized "Qualification Level 3" 

training as well. This training consists of 64 hours of portfolio preparation, 32 hours 

of applied education, and 32 hours of online training. According to a network map that 

is displayed on the association's website (Orman Okulu, n.d.), more than a hundred 

people from seven different regions of Türkiye attended this training. 

The number of kindergartens identifying themselves as forest kindergartens, 

nature-based kindergartens, or kindergartens inspired by nature has been steadily 

rising in parallel with certification programs (Dilek, 2020). Based on the investigator’s 

informal research on social media and other personal networks, it is possible to assert 

that there are at least 50 or more nature-based and nature-inspired kindergartens today. 

Yet, empirical data regarding their current numbers and status has not been accessed. 

As in the integrated model of Germany, Forest Pedagogy is used by Turkish 

kindergartens to fuse it with other alternative models like Reggio Emilia, the Waldorf 
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approach, or the national curriculum. Yet, as for the forest kindergartens, which have 

international accreditation, it is far less. Similar worries were expressed by Dilek 

(2020), who noted that while many businesses use the term "forest school," only a 

small number of institutions uphold the various standards of Forest Pedagogy.  In the 

methodology section, a table detailing the number and locations of forest kindergartens 

throughout Türkiye's regions is presented. 

In Türkiye, forest kindergarten is a relatively new but very popular 

phenomenon for both early childhood researchers and practitioners, as the dates of 

conducted studies and training programs show. However, just like in the case of 

England, this popularity may also come with some challenges. One such issue is the 

"drag and drop" method, in which practitioners omit the underlying philosophy. No 

studies describing the current practices of Turkish forest kindergartens were found in 

easily accessible research. In only one thesis study on Forest Pedagogy by Koyuncu 

(2009), five private kindergartens were introduced as Turkish forest kindergartens. But 

when the study is thoroughly examined, it becomes clear that those kindergartens 

applied Forest Pedagogy in a diverse manner. Again, based on the researchers' 

unofficial observations and networks, it could be argued that Turkish kindergartens 

using pure Nordic Forest Pedagogy are extremely uncommon. Despite the fact that 

many kindergartens refer to themselves as "forest kindergartens," it is important to 

look into how these kindergartens operate in comparison to the original Nordic 

kindergartens and their modified counterparts from other cultures. 

The status of forest kindergarten in Türkiye is also being assessed considering 

the variety of teacher certification programs in Forest Pedagogy. Practitioners may 

understand and apply Forest Pedagogy differently as a result of the various 

certification programs mentioned above. Various forms of certification programs 

mentioned above might lead practitioners to understand and practice Forest Pedagogy 

differently from each other.  Combining the diversity of certification programs with 

the socio-constructivist nature of Forest Pedagogy may result in some loss during 

transition, possibly even in the loss of the core philosophy of forest kindergartens. It 

is important to describe the practices of forest kindergartens in Türkiye in order to 

assess whether there has been a loss of transition in the cultural and geographic context 

of Türkiye, as the study's significance makes clear. Similar to Nordic nations, it might 

make sense to look into Turkish forest kindergartens in the context of culture, 
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pedagogy, and the importance and image of children in Turkish culture. These topics 

are, therefore, covered in the following sections. 

2.5. Türkiye in the Socio-Cultural Context 

2.5.1. A brief introduction to Türkiye 

The Republic of Türkiye is the official name given to the country of Türkiye. 

It is a country that spans two continents, encompassing parts of western Asia 

(Anatolia) and southern Europe (East Thrace). Türkiye is bordered by eight countries. 

The Republic of Türkiye is located in the middle of Europe and Asia, making it a 

crossroads. Geographically, it spans a wide range of climatic zones, including plateau, 

mountain, seacoast, and plain; rainy, arid, and moderate; hot, cold, and temperate. The 

land has historically been home to numerous cultures, including Greek, Hittite, 

Byzantine, Roman, Ottoman, and Seljuk, which have merged to create the 

sociocultural mix of today (Sunar & Okman-Fişek, 2005). The president is the head of 

state in a republican parliamentary democracy. There are seven distinct regions in 

Türkiye, each with its own distinct natural, human, and economic characteristics. 

Depending on the locale, the climate in Türkiye can be rather different. The country's 

climate can be described as mild overall. There is a continental climate in the center, 

east, and southeast regions, while a Mediterranean climate prevails in the Aegean and 

southern regions. Turkish territory covers an area of 769,630 sq. kilometers. Nearly 86 

million people live in the Turkish Republic. Whereas Kurdish constitute 18 percent of 

the whole population, 75 percent of the people are Turkish. The other 17% of people 

are from other ethnicities. Although the official language of Türkiye is Turkish, 

Kurdish and Turkish are the two main languages spoken by the majority of the 

population, while other languages are spoken by minorities (TUIK, 2022; United 

Nations, 2022; World Bank, 2022; World Population Review, 2022). 

2.5.2. Turkish culture and nature 

There are three primary time periods that can be used to analyze the evolution 

of the interactions between the Turkish people and their natural surroundings. The first 

is the mythical period; the second is the divine faith (heavenly religions); and the third 

is the modern age (Kabak, 2018). 
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According to the beliefs of the mythological period, humans are just one of the 

countless components of nature and the world. There is no difference between humans 

and trees, streams, or rocks. In other words, humans are an ordinary part of nature. 

Since humans recognize that they are a part of nature, they hold nature and all its 

components with the greatest respect. Whether it is a rock, a tree, or a body of water, 

he views everything as being alive and appreciates it. From this perspective, nature is 

not a reward given by a creator for human use and consumption; rather, it is a holy 

place that sustains life. In people's conception of consumption, there is neither 

destruction nor completion; rather, there is continuity. Therefore, animals, water, 

foodstuffs, and everything else in nature can only be obtained through hunting and 

consumption. Nothing is a property that could be sold, as everything is equivalent to a 

human being (Kabak, 2018; Yolcu, 2017). 

Human-nature relationships have undergone radical transformations during the 

age of divine religion. Everything in nature was created by God for the sake of 

humanity. To put it another way, human beings have been elevated from being a part 

of nature to being the Master of It. Human-nature relations took on a new dimension 

as a result of this promotion. The concept of controlling nature has emerged in the 

human mind. People have developed a mindset that views nature and all of its 

component parts (trees, water, etc.) as resources that can be exploited and controlled. 

Even though there is a mental shift during this period, there is no such thing as people 

taking complete control of nature, dominating it, and exploiting it. According to the 

prevalent belief during this time, everything in nature is a gift from God, and thus it is 

necessary to respect nature. Even though people view nature in a different way than 

they did in the first period, there is still a strong appreciation for the natural world 

(Kabak, 2018). 

Regarding the modern era, the process of modernization has influenced 

virtually every country and culture on the planet. Inevitably, it has also influenced the 

cultural life of Turkish society residing in a wide range of geographical locations, 

spanning from Asia to Europe. During the time that began with the advent of 

modernization, significant shifts in the norms, values, and meanings of Turkish culture 

were seen. This is the era of modernization during which the relationship between 

humans and nature has been severed and nature has turned into an exploited and 

consumed commodity (Kabak, 2018). 
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With respect to this severed relationship, Kabak (2018) claimed that, initiated 

by the industrial revolution, mass production has altered the production and 

consumption patterns of the Turkish people and all of humanity. People in the past 

wanted to produce and consume only what they required, as they only produced for 

consumption. Today, however, people produce not only for their own enjoyment but 

also for sale and profit. Since there is no limit to commercial income, people strive to 

make as much as possible and consume as much of what they produce as possible. 

Since the notion of increased production and profit predominates, there is intense 

competition. In this competition, no one considers nature or the natural equilibrium; 

instead, they only calculate their profits. 

As a result of the changing relationship with nature, the Turkish people, 

particularly those living in the urbanized regions of Türkiye, rarely interacted with 

nature. Being in nature for recreational purposes is not a priority for the Turkish 

people, in contrast to the Nordics, who see it as a human right. In this regard, Amus 

(2022) compared the laws and rules of Finland and Türkiye regarding the use of 

outdoor spaces like lakes, beaches, and national parks. She emphasized that no area of 

the Finnish beaches has sunbeds available for purchase or rental. She continued by 

saying that other natural settings, such as forests, lakeshores, and national parks, are 

also subject to the free use regulation. National parks in Türkiye, however, charge 

admission. In our nation, entrance fees to national parks are set according to a 

framework made up of specific procedures and principles (Eroğlu, 2022). This mindset 

might be a sign of the idea that humans are in control of nature and that nature is there 

to serve them. 

Although their number is very small, there are also other people who hold the 

belief that something should be initiated to repair the severed bond between nature and 

the Turkish people. People's sensitivity to nature has recently begun to return, 

especially with the rise in environmental issues and the idea of "global warming." 

Today, there are numerous environmental organizations and foundations operating in 

our nation, and numerous articles about environmental awareness are published in 

movies, television shows, and newspapers (Kabak, 2018). 
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2.5.3. Turkish pedagogy of early childhood 

As was indicated earlier, Nordic pedagogy is fairly similar to Forest Pedagogy. 

Because of this, there is no requirement for Nordic early childhood educators to receive 

training on topics such as play, the role of a teacher, or risky play in Forest Pedagogy. 

However, early childhood professionals who work in foreign cultures encounter a 

variety of challenges when attempting to implement Forest Pedagogy. This is the 

dilemma that emerges when a community's approach to early childhood education is 

different from Nordic’s approach to children and early years education. As was 

indicated before, Fritz, Smyrni, and Roberts (2014) brought German Waldkindergarten 

traditions to North America and altered them to fit local conditions. They mentioned 

that there are significant cultural differences between the United States and Europe 

that are relevant to early childhood education and that these differences expose them 

to several challenges. In response to these issues, they argued that the overarching 

purpose of early childhood education in Germany and the United States is the same: 

to facilitate children’s play and to get them ready for formal education as well as the 

concerns of the world today. However, they claimed that the perspective that societies 

take on what children should learn in kindergarten and what they should take away 

from the experience varies from country to country. In view of the foregoing, it seems 

to make sense to shed light on the pedagogical understanding that is prevalent in 

Turkish early childhood education. Due to this fact, the purpose of this section is to 

provide an outline of the early childhood education system in Türkiye. 

Türkiye has a substantial and growing number of children aged 0 to 6 years old. 

Those aged 0 to 3 may participate in care-focused programs at daycare facilities and 

crèches (Kreş). ECE facilities, such as practice classrooms “Uygulama Sınıfları” and 

preschools “Bağımsız Anaokulu" offer integrated or education-only programming for 

children aged 3 to 5 years old. Kids aged 5 (and 4, if space is available) are permitted 

to attend nursery classes “Ana Sınıfları”. Nonetheless, youngsters in Türkiye are 

usually cared for by their families (OECD, 2020). The institutions that provide early 

childhood education follow the general structure described above. These organizations 

are commonly referred to as preschool education institutions in Türkiye, and the 

curricula they use are known as the National Preschool Education Program (MoNE, 

2013). In fact, as the Nordic pedagogy section points out, those terms might be a sign 
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of how society views early childhood education. As was previously mentioned, the 

Danes are adamantly opposed to the notion of defining early childhood education as a 

pre-school education. For them, early childhood is a special term and, thus, it should 

not be a prerequisite for any level of education. 

Although Nordic pedagogy was documented by referring to its unique 

characteristics in national and international documents, the documents that explicitly 

present Turkish pedagogy of early childhood were not accessed through national or 

international data sources. That is why the Starting Strong II reports of the OECD 

(2006), which are cited frequently across diverse documents, were utilized to assess 

the status of Turkish early childhood pedagogy.  As previously mentioned, the Starting 

Strong II reports of the OECD (2006) contrast the Nordic approach to young children 

with the early education approach adopted in traditional preschool systems, in which 

early education for 3–6-year-olds is treated like a junior school. Based on this report, 

Benett (2010) made a good summary table of how Nordic pedagogy in ECE differs 

from other countries. Taking the local documents of Türkiye and Bennett’s summary 

into account, the Turkish pedagogy of early childhood was assessed in the following. 

According to Benett (2010), societies that prioritize school readiness in early 

childhood education retain the concept that the kid is a young individual to be molded 

into an obedient, well-behaved, and literate student. Benett remarked that education is 

viewed as a capital investment in the future of the community in these nations. 

Government and parental objectives are prioritized. Pedagogy focuses on school 

readiness and "useful" learning, etc. These societies have a disposition to prioritize 

indoor education. There is evidence to suggest that Turkish early childhood pedagogy 

is closely related to this field. According to Mart (2018), Türkiye followed a path 

similar to that of many other developing nations. Türkiye has placed greater emphasis 

on the educational realm of early childhood institutions. This is due to Türkiye's being 

a developing nation, which needs a focus on enhancing literacy rates and the quality 

of aid for early years education rather than the demand for childcare. In a similar spirit, 

Göl-Güven (2022) stated that the overall objective of Türkiye's educational system 

since the foundation of the Turkish republic has been to expand children's academic 

knowledge. Göl-Güven backed her argument with references to the nation's previous 

pre-school education programs. She noted that the national preschool programs 

stressed cognitive skills over all others, including emotional and social abilities, 
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linguistics, self-care, and physical skills (Göl-Güven, 201, 2022). Göl-Güven stated 

that cognitive skills and academic knowledge are stressed in practice and addressed in 

materials such as documents. Thus, teacher-directed, structured, didactic approaches 

were adopted in both private and public schools to teach this knowledge (Göl-Güven, 

2009; 2022). Even though Göl-Güven claims that after the 2000s, this idea began to 

shift, it is still possible to detect the influence of structured, teacher-directed, and 

didactic methods in daily activities. 

According to Bennett (2010), ministerial curricula with explicit goals and 

outcomes are frequently proposed in nations that place a strong emphasis on school 

readiness. In these societies, it is assumed that every teacher can deliver the curriculum 

in a consistent manner, regardless of the audience or environment. In Türkiye, the 

national preschool education program of MoNE (2013) is applied in all parts of 

Türkiye. It involves well-defined and detailed objectives and indicators, learning 

centers, activity types, concepts, parent involvement activities, and so on... The 

program does, however, place a strong emphasis on the individual differences among 

children and regional facilities. Although school readiness is one of the main concerns, 

the following objectives and roles of the curriculum show that holistic development is 

stressed by the curriculum. 

In accordance with the overarching goals and fundamental tenets of the 

country's educational system, the roles and goals of pre-school education are to ensure 

the following (MONE, 2013). 

1. Make sure children develop healthy mental, emotional, and physical skills as 

well as good habits. 

2. Prepare the children for elementary school by 

3. Establish a cooperative teaching environment for young children from 

underprivileged families and communities 

4. Ensure that children develop speaking skills to practice the Turkish language 

well and accurately. 

Bennett (2010) also makes the claim that teachers in nations that place a high 

priority on school readiness are encouraged to mix and manage the instruction with 

child-initiated activities and thematic work in a balanced way. In these nations, it is 

important to "deliver" the national curriculum properly. The early childhood 

curriculum guidelines emphasize that these three types of play should be incorporated 
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into children's daily activities in a balanced way.  Ivrendi and Erdogan (2015) assert 

that the recently emerging perspectives on play in the Turkish preschool education 

curriculum are significant as they emphasize play as a means of stimulating learning. 

Ivrendi and Erdoğan contend that incorporating these modern methods into the 

national curriculum is a critical first step in advancing child-centered learning. 

However, according to the researchers, teachers find it challenging to incorporate this 

new paradigm into their classrooms. 

The fact that these nations consider indoors to be the fundamental learning 

space and concentrate resources here is another crucial indicator of the demand for 

school readiness. The outdoors, on the other hand, are typically regarded as amenities, 

places for recreation, and perhaps even as crucial to motor development and health 

(Bennett, 2010).  A significant body of research in Türkiye (Çelik, 2012; Cevher-

Kalburan, 2014; Geney et al, 2019; Öztürk 2009; Yalçın & Erden, 2022) demonstrated 

that the outdoor environments of Turkish kindergartens involve very limited 

equipment, materials, and design, which leads to children engaging in frequent 

functional play or recreation activities. Similarly, many studies, which are conducted 

to explore outdoor play practices, show that outdoor play is practiced only in good 

weather for fun and free play, whereas indoors is used to carry out learning activities 

(Cevher-Kalburan & Yurt 2011; Çetken & Sevimli-Çelik, 2018; Aktaş-Arnas & 

Tepebağ, 2017; Yalçın & Tantekin-Erden, 2021).Many studies that look into outdoor 

play show that it is only used for fun and free play when the weather is good, while 

learning activities are done indoors (Cevher-Kalburan & Yurt, 2011; Çetken & 

Sevimli-Çelik, 2018; Aktaş-Arnas & Tepebağ, 2017; Yalçın & Tantekin-Erden, 2021). 

Bennett (2010) stated that an external inspector might also visit early childhood 

services, yet they might be understaffed (particularly in early years education) or 

staffed by individuals who lack ECE pedagogical training. In Türkiye, an external 

inspection authority visits schools, including preschools. According to a recent study 

on inspectors, in Türkiye, most supervisors are selected and hired among educators. 

Research also claimed that they are not appropriately taught through pre-service 

training. Instead, they are educated through in-service training. This methodology is 

deemed problematic in inspector training (Gündüz & Balyer, 2012). 

An examination of Turkish early-childhood education demonstrates that 

Turkish pedagogy is closely aligned with the English/French "early education 
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approach," or "the readiness for school tradition." The term "readiness for school" is 

loosely defined, but in reality, it refers to the process of helping children acquire a wide 

range of abilities, information, and attitudes during their early years of life. Perhaps 

this emphasis on school readiness stems from parents’ expectations of early childhood 

education. According to research, Turkish parents believe that early childhood 

education (ECE) programs should prepare their children academically for primary 

school. Nevertheless, studies have shown that parents' socioeconomic status (SES) has 

a direct correlation to their children's school readiness expectations (Altinkaynak & 

Yanklar, 2014; Avcu, 2016; Toran & Sahin, 2020). 

Accordingly, early childhood pedagogy is a dynamic process that influences 

and is influenced by several factors, including national policy, culture, the 

socioeconomic status (SES) of a society, and so on. That is why a broader perspective 

is needed to comprehend how new and adapted approaches to early childhood 

education, such as Forest Pedagogy, are implemented in different nations. Thus, as in 

the case of Nordic culture, the value and image of childhood in Turkish culture were 

offered to shed light on Turkish forest kindergarten practices. 

2.5.4. The value and image of childhood in Turkish culture 

Childhood has gained different meanings in different societies, cultures, and 

historical periods. Childhood is thus a social concept that is defined in relation to 

cultural norms. Looking at the history of childhood, it can be seen that there are a 

variety of representations and definitions of childhood. For instance, childhood was 

defined as "little adult" in the Middle Ages due to a lack of understanding of the idea 

of childhood. In addition, from the fourteenth to the eighteenth centuries, the image of 

a sinful child was widely accepted. Another image of childhood is the child as property. 

To define the child as property is to acknowledge the child as the property of the 

family, institution, or state. Although the images of a little adult, a sinful child, and the 

child as property are dramatically decreasing in today’s societies, the image of 

childhood, which acknowledges the child as an investment instrument, is still common 

in various parts of the world. According to this perspective, the child is viewed as a 

person who fulfills the future expectations of both his/her parents and his/her society 

(Morrison, 2004; Toran, 2012). This perspective on childhood was common practice 

in Turkish society in the 1980s. This was confirmed by pioneer Turkish psychologist, 
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Çiğdem Kağıtçıbaşı. In the comprehensive research of Kağıtçıbaşı (1980) named "The 

Value of the Child", it is stated that parents have an economic-utilitarian perspective 

towards their children. The child is perceived as the security of old age, and from this 

point of view, boys have been the desired child since those times when men were the 

main breadwinners. However, the value of children in Türkiye has changed as a result 

of several factors, such as urbanization, women's participation in the workforce, and 

the change in family structure (family model of interdependence versus cultures of 

relatedness). Kağıtçıbaşı’s subsequent study on the value of children (VOC) 

demonstrates this change by presenting empirical evidence (Kağıtçıbaşı, 2007). 

A longitudinal study analyzing the value of children (VOC) over a 30-year 

period provides evidence of the rapid evolution in Turkish society (Kağıtçıbaşı, 2007). 

The findings of the VOC study revealed a shift in both the value of children and 

parental objectives, which were described as the attributes mothers hoped to observe 

in their children. In terms of the value of pupils, utilitarian expectations, including 

getting material gains from daughters and sons and financial support in old age, have 

declined, but psychological expectations, including experiencing joy and friendship, 

have risen. As pragmatic expectations for children have decreased over the past three 

decades, so too have preferences for boys (Kağitcibasi & Ataca, 2005). 

According to Toran (2012), utilitarian expectations from childhood are not 

unique to parents. He claimed that children are an investment in the future of both the 

family and the country where they live. Toran added that this is still the view of many 

countries even today. That is to say, there is a widespread belief that raising children 

is very important if you want to make a big difference in the country's economy in the 

future. According to Toran, this perspective is reflected in the annual meetings, 

development plans, and decisions that are made at the state level. Cost-benefit 

evaluations of early childhood education and the policies that were created based on 

these evaluations may substantiate Toran's claim. 

Looking at Turkish socialization practices and how they affect child rearing 

may be useful in understanding the current value and image of childhood in Turkish 

society.  However, it is crucial to remember that Türkiye is a sizable country that, as a 

result of its historical background, is home to a diverse range of cultures. Regarding 

this complexity, Sunar, Okman and Fişek (2005) state that describing "the Turkish 

family" within a few pages is challenging due to the population's heterogeneity, large 
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variety of social traditions, ecological and geographic diversity, and fast, continuous 

economic and social transformations that characterize modern Türkiye. That is why, 

with this complexity in mind, I planned to use the traditional, rural Turkish family and 

its cultural context as a starting point for comparing modern urban families' growing 

traits. 

Traditional rural families emphasize emotional closeness, loyalty, and control 

when raising children. Kağıtçıbaşı (1972) argues that control in this scenario does not 

imply a lack of affection. Controlling children is merely one component of controlling 

all family members (Kağıtçıbaşı & Sunar, 1992; Sunar & Okman-Fişek; 2005). 

Autonomy, initiative, action, and curiosity are discouraged (Kağıtçıbaşı & Sunar, 

1992; Sunar & Okman-Fişek, 2005; Öztürk, 1969). For young children and infants, 

indulgence trumps discipline, but the prevailing attitude is the restriction of 

autonomous action and protection (Fişek, 1982). 

Educated urban households have different socialization goals. Individual 

accomplishment and achievement rise as material dependence and the child's 

pragmatic values decline. Within urban middle class families, typical emotional 

closeness, intimacy, and responsiveness to others' needs survive or are even reinforced 

(Kağıtçıbaşı, 1996; Sunar, 2002; Sunar & Okman-Fişek, 2005). 

Recent research (Çorapçı, Aksan, & Yağmurlu, 2012; Nacak et al., 2011; 

Yağmurlu & Altan, 2010) also shows differences in socialization and parenting 

practices between urban and rural families. In these studies, SES, and city of residence 

(urban versus rural) were major factors in explaining Turkish parents' socialization and 

parenting behaviors. In research by Yağmurlu et al. (2009), low-educated mothers 

prioritized adaptability, kindness, family bonds, and family values, whereas mothers 

with high education valued motivation, tranquility, positivity, self-confidence, and 

resilience. In addition, both high and low-educated mothers emphasized morality, 

lovingness, self-control, achievement in both school and work, and resilience in their 

children. Another study examined how mothers' residency (metropolis, small city, or 

rural) and educational status affected their behavior and cognition. This study found 

that a mother's educational qualification and residence affect parental thought patterns 

and actions. Nacak et al. (2011) found that mothers in small cities in central Anatolia 

(labeled as "country cities”) utilized stricter adherence and disciplinary behaviors than 

mothers in metropolitan areas. Mothers with high education in the big cities started 
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using fewer strict adherence and disciplinary behaviors and greater levels of 

permissiveness than mothers in small cities and mothers with low education (Nacak et 

al. 2011). 

As a result of the increase in globalization, urbanization, education level, SES, 

and westernization (Inglehart and Norris 2009; Rasuly-Paleczek 1996; Şen, Yavuz-

Müren & Yağmurlu, 2014), the prevalence of childhood in rural families has recently 

left its space to the image of childhood in urbanized families. However, as previously 

mentioned, Türkiye is a sizable country in which a notable number of residents are still 

rural. That is the reason why there is no one size fits all approach if the case is Türkiye. 

Regarding this diversity, Şen, Yavuz-Müren & Yağmurlu (2014) stated that Türkiye 

is not western but not eastern either. Turkish culture shares the traits of individualistic 

and collectivistic cultures, which are common to western and eastern cultures. For 

instance, the parents, being in the middle of these two cultures, demonstrated a recent 

parenting style, which is known as "helicopter parenting." The concept is quite a recent 

notion in Turkish literature; therefore, there are a few studies to reveal the prevalence 

of helicopter parenting among Turkish parents. To illustrate, Yılmaz (2020) conducted 

a study to examine the presence of helicopter parenting and the presence of helicopter 

parenting through both parents' perspectives. Yılmaz aimed to evaluate the prevalence 

of helicopter parenting from the perspectives of both parents and to identify which 

demographic variables, including gender, age, and education level, were associated 

with the frequency of helicopter parenting among the participants. The research 

indicated that one-third of Turkish mothers and one-seventh of Turkish fathers had a 

helicopter parenting approach, with women displaying more helicopter parenting 

tendencies than men. In addition, Yılmaz asserted that the secondary school students' 

perceptions of helicopter parenting were greater than those of students at other school 

attainments. Last but not least, the researcher discovered that, whereas helicopter 

parenting was more prevalent within families with one child and urban residences, it 

was not influenced by the gender of the child. As in socialization practices, family 

structure, such as having one child versus having more than one child, and urban versus 

rural residence, are some of the factors leading to different parenting practices. From 

this point of view, this diversity and its possible influence on early childhood education 

should be kept in mind while conducting research in the socio-cultural context of 

Türkiye. 
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2.6. Knowledge Concept 

It remains crucial to underline that data, information, and knowledge are 

distinct concepts. Understanding what these three things are and how to transition 

between them is crucial for performing knowledge study effectively. Data is a discrete 

information about events, collection of objectives.  As for information, it refers to a 

message that typically takes the shape of an audible or visible transmission or a written 

document. Data is transformed into information whenever its creator provides context 

(Davenport & Prusak, 1998). 

Most individuals intuitively believe that knowledge is larger, deeper, and more 

complex than data or information. People use the term "knowledgeable individual" to 

refer to someone who has a full, informed, and dependable understanding of a subject, 

as well as someone who is educated and bright. They are hesitant to discuss a 

"knowledgeable" or "knowledge-packed" guide, database, or memo, although they 

were created by knowledgeable individuals or groups. Knowledge refers to a fluid 

combination of structured experience, values, contextual information, and expert 

opinion that creates a framework for assessing and integrating new information and 

experiences. It arises and is utilized in the mind of the knowledgeable. As this 

definition indicates, knowledge is neither clear nor simple. It is a combination of 

numerous aspects; it is both flowing and rigorously arranged; it is instinctive and, as a 

result, difficult to describe or fully comprehend in words. Knowledge occurs within 

people, as part of human unpredictability and complexity.  Although we typically 

consider assets to be identifiable and "tangible," knowledge assets seem to be 

considerably more elusive. Knowledge emerges from information, similar to how 

information emerges from data. If information is to be transformed into knowledge, 

almost all the effort must be performed by humans (Davenport & Prusak, 1998). 

One of the reasons people value knowledge areas more highly is the fact that it 

is closer to action than either information or data. Knowledge may and ought to be 

evaluated according to the actions or decisions it leads to. For instance, increased 

knowledge can result in measurable gains in production and product development.  

However, as decisions and knowledge generally exist in a human's mind, it might be 

challenging to trace the path between knowledge and action (Davenport & Prusak, 

1998). 
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It is reasonable to assume that there exist two fundamental types of knowledge: 

(1) the kind that is represented in a human's capacity for action and internal state, and 

(2) the kind that is articulated and regularly documented. This leads us to explicit, tacit, 

and implicit knowledge. Explicit knowledge, as implied by the term's prefix, is 

knowledge that has been stated and, in most cases, verified; whereas knowledge that 

lacks a clear verbalization is called tacit knowledge. As for implicit knowledge, it is 

that which is capable of being articulated but has not been done so. Its existence can 

be inferred or deduced from observed behavior or performance due to the fact that it 

is there (Nickolsen, 2012). 

2.6.1. Knowledge of Forest Pedagogy 

Considering the slippery and fluid definition of knowledge and its types, 

including explicit, implicit, and tacit, the current research operationally defines the 

concept of “knowledge of Forest Pedagogy”. As the section knowledge concept 

indicates, the information on Forest Pedagogy exists in the visual and written sources 

of documents or experts. However, the agent that transforms this information on Forest 

Pedagogy into knowledge of Forest Pedagogy is the human. The agents in the current 

study are defined as the kindergarten founders, teachers, and parents, which are three 

significant pillars and decision makers in the process of ECE.  From this point of view, 

it is important to explore their knowledge of Forest Pedagogy as knowledge is closer 

to action than either information or data (Davenport & Prusak, 1998). Assuming that 

kindergarten founders’ teachers’ and parents’ knowledge of Forest Pedagogy relates 

to their actions and decisions in the forest kindergarten setting, the current study aimed 

to explore their knowledge of Forest Pedagogy. The researcher interviewed the 

participants to explore their explicit knowledge of Forest Pedagogy. In addition to 

explicit knowledge, kindergarten founders’ and teachers’ implicit knowledge was 

elucidated through observation and field notes due to the fact that implicit knowledge 

existence might be inferred or deduced from observed behavior or performance due to 

the fact that it is there (Nickolsen, 2012). Nonetheless, as decisions and knowledge 

generally exist in a human's mind, it might be difficult to trace the path between action 

and knowledge (Davenport & Prusak, 1998). That is the reason why the current study 

was not restricted to knowledge concepts. Rather, the research aimed to involve 
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practices in the forest kindergarten setting by referring to the challenges, favorable 

circumstances, and cultural adaptation in the context of geography and culture. 

2.7. Theoretical Framework of the Study 

J. J. Gibson was an American psychologist who lived from 1904 to 1979 and 

worked in the area of how people perceive things.  The Theory of Affordance by 

Gibson (1977, 1979) was made to look at and understand how we perceive things from 

an ecological point of view. This theory was a big shift from earlier psychological 

theories of perception, which were built on information processing models and thought 

that objects were perceived by a process of distinguishing their qualities or properties 

such as texture, color, shape, size, and elasticity. Gibson's theory stated, “What we 

perceive when we look at an object are its affordances, not its qualities." "What the 

object gives us is usually what we pay attention to" (p. 134). According to Waters 

(2017), it might be more beneficial to examine Gibson's views through the perspectives 

of a twenty-first-century socio constructivist conception of education and a 

sociocultural approach to comprehending human behavior. To illustrate, according to 

Fjrtfort (2001), a rock's throw ability depends on its weight, size, surface, and the 

thrower's power and size. Social and cultural factors may also affect the rock's 

throwing ability. In a UK nursery class, parents may tell children not to hurl stones. 

Such norms represent the community's cultural understandings and are tied to security 

and "acceptable" behavior. In a Norwegian kindergarten, "acceptable" behavior may 

be interpreted differently, and safety issues may be considered with appreciation for 

children's exploratory and physical play with natural things. The setting's culture 

influences the action. A youngster in the UK may see a stone as throwable but setting 

regulations or an authoritative figure may prevent the behavior. Kyttä says throwing 

might well be observed but not used (Waters, 2017). 

Components of the sociocultural environment which may restrict children's 

action in educational settings can be grouped into broad (as well as overlapping) 

classifications, such as "institutional (e.g., setting/school) norms of behavior; 

pedagogical approach (including practitioner/teacher expectation and intended 

learning objectives); parental expectation; child expectation and previous experience; 

the perceived purpose(s) of the encounter; the explicit rules applied to behavior; and 

the perceived purpose(s) of the encounter (e.g., teacher as an authority figure, peers)" 
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(Waters, 2017, p.17). This perspective informed the current study from several 

perspectives. First, the researcher, realizing the socio-constructivist nature of Forest 

Pedagogy, kept in mind that Türkiye has a quite different sociocultural context 

compared to the Nordic ones. In addition, Türkiye within itself has a changing socio-

cultural context from east to west, north to the south, and urban to the rural. That is 

why the researcher assumed that institutional norms of behavior, parental expectations, 

and pedagogical approaches may change from region to region across the country, so 

Forest Pedagogy might be practiced differently. This perspective led the researcher to 

choose forest kindergartens from three different regions of Türkiye in which the 

cultural, ecological, and climate characteristics differ. The findings of forest 

kindergarten practices and challenges were also discussed in the light of this 

perspective. 

In relation to the socio-cultural perspective of affordance, Laaksoharju (2020) 

conducted a Ph.D. study and developed a grounded theory. Although the context 

illustrated in his study is a garden, the recommendations of this theory are also 

applicable to other natural settings, including parks, forests, schools, and playgrounds. 

Laaksoharju utilized Gibson's affordance theory while developing IAO (Impetus, 

Affordance, and Obstacle). According IAO; 

"𝐼𝑚𝑝𝑒𝑡𝑢𝑠	 + 	𝑎	𝑣𝑎𝑟𝑖𝑒𝑡𝑦	𝑜𝑓	𝐴𝑓𝑓𝑜𝑟𝑑𝑎𝑛𝑐𝑒𝑠	 − 𝑂𝑏𝑠𝑡𝑎𝑐𝑙𝑒 = "The process of 

forming behavioral insideness through connectedness to place by actualized 

affordances (Laaksoharju, 2020, p. 67)”. In this formula, impetus refers to children's 

curiosity, creativity, imagination, and so on. Affordance refers to characteristics of the 

environment, including flora, fauna, and spatial attributes like paths, water, and 

orchards. As for obstacles, they refer to lack of time, hurry, restrictive rules, tight 

programs interrupting free play, excessive safety, fear, or dislike passed on by adults, 

fears, insecurity, tension, lack of skill and experience.  According to this theory, any 

program or adult that intends to enhance children’s attachment to nature or a place 

should increase the variety of affordances of natural settings and, on the other hand, 

reduce the obstacles. 

As previously mentioned in various parts of the current study, one of the major 

components of Forest Pedagogy is to facilitate children's development of attachment 

to place, thus nature. However, teachers, in order to improve this attachment, should 

know and internalize some principles of Forest Pedagogy such as “no hurry or haste”, 
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“free play is more important than a curricular goal”, “developing children’s autonomy 

and resilience through risk management “and so on. Laaksoharju’s theory of IAO 

informed the current study to discuss whether the current practices in Turkish forest 

practices are eligible or not to develop attachment to their local place and natural 

surroundings. Based on this discussion, several implications for Turkish forest 

kindergartens were generated. 

Last but not least, a large amount of research demonstrates that significant life 

experiences often lead to strong, valuable, and long-lasting interactions with the 

environment, which may in turn lead to a desire to create meaningful experiences for 

others (Chawla, 1998; Gruenewald, 2003; Tanner, 1980). A significant life experience 

framework informed the study to relate the kindergarten founders’ childhood 

experiences with their motivation to establish and operate forest kindergartens. 

Similarly, this perspective informed the study to investigate the possible relationship 

between teachers’ childhood experiences and their desire to work in forest 

kindergartens. To add more, significant life experience theory was utilized to grasp the 

relationship between parents’ childhood experiences and their demand for similar 

experiences for their children. 

2.8. Conducted Studies on Forest Kindergarten 

As previously mentioned, Forest Pedagogy is a recent phenomenon for the 

countries adapting this pedagogy. Because of this, there have been relatively few 

studies looking into how attending a forest kindergarten affects a child's development. 

The obtained studies in accessible literature were presented in four subtitles, which are 

child development in forest kindergartens, descriptive studies to depict the 

demographics of forest kindergartens in different parts of the world, the studies in 

Turkish ECE, and the other studies. 

2.8.1. Child development in forest kindergartens 

In his paper "Learning to Walk Between the Raindrops: The Value of Nature 

Preschools and Forest Kindergartens," David Sobel, the author of seven books and 

more than 60 articles on children and nature, examined both the cognitive readiness 

mindset and the initiative/resiliency mindset that are supported by nature preschools 

and forest kindergartens.  He presented his viewpoint on forest kindergartens as he 
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concluded his paper. His exact words are as follows, and they are quite stunning: 

"When I walk outside in the rain, I feel the need to protect myself." I hunch over, pull 

my jacket up over my head, quicken my pace to get under cover. Rain is an intrusion, 

an obstacle. Does it need to be that way? Remember how Amanda, in Tom Robbins’ 

Another Roadside Attraction (1990), was unfazed and undeterred by rain. She seemed 

to have the ability to walk between the raindrops. Ah, walking between the raindrops—

if this was the only thing my child learned at her forest kindergarten, I’d still be happy. 

" (Sobel, 2014, p. 237). However, the researchers and parents are not as optimistic as 

Sobel. The influence of Forest Pedagogy on children’s health and well-being needs to 

be proved to parents and policymakers. Thus, empirical studies on the effects of Forest 

Pedagogy on children's learning and development have been conducted as a result of 

the popularity of forest kindergartens across the world. 

Although longitudinal studies on the influence of Forest Pedagogy are rare, the 

influence of attending forest kindergartens was revealed by the short-term studies.  

Children’s sleeping habits, creative thinking skills, physical fitness and motor 

competence, nature connection, school readiness, and executive function skills are 

some of the behaviors and developmental outcomes that were empirically investigated 

by the researchers in the context of forest kindergarten. Some of the research aimed to 

compare children’s knowledge, skills, and behaviors depending on the school type, 

such as forest kindergartens versus non-nature/traditional ones. The studies mentioned 

above were presented in the following chronological order. However, prior to 

discussing the research findings, it may be appropriate to describe the differences 

between traditional and forest kindergartens, as the majority of the subsequent research 

consisted of cross-comparisons. 

In contrast to Forest kindergartens, traditional kindergartens conducted the 

majority of their teaching and learning activities indoors. In contrast, forest 

kindergartens conducted the majority of their learning activities outside of the 

classroom, such as in schoolyards, woodlands, forests, and lakeshores. In addition, 

forest kindergartens incorporate humanistic child-centered pedagogy with a prominent 

involvement for children in their active learning (Waite, Bølling & Bentsen, 2016). 

Yet, Edwards (2012) describes a traditional 'teacher' as an individual who prepares the 

curriculum, interacts with students to promote play-based learning, and provides 

children with care and direction. He explains that the educator observes and evaluates 
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the child's development while trying to educate families and encouraging parental 

involvement. In contrast, the experiential teacher promoted by the Forest Pedagogy is 

viewed as a co-constructor of knowledge. One such teacher forms the environment to 

serve as the 3rd teacher to facilitate the learning of the capable child, while working 

collaboratively with the child's parents to construct meanings. 

In a study conducted by Choi et al. (2014) on medicine and mental health, the 

sleeping habits of children in forest and conventional preschools were compared by 

obtaining data through the Children’s Sleep Habits Questionnaire (CSHQ) filled out 

by parents. At the initial assessment of the study, no significant differences between 

the sleeping habits of groups were found. Still, after 8 months of attending the target 

preschools, the researchers found that preschoolers in forest kindergarten had fewer 

problematic daytime sleepiness and sleep habits in comparison with those in 

conventional kindergarten. Based on their findings, the researchers asserted that forest 

kindergartens might positively affect children’s daytime sleepiness. 

In the context of Australia, Elliot and Chancellor (2017) conducted a study to 

explore a pilot program, which was inspired by Nordic Forest kindergartens. As was 

already mentioned, "bush kindergarten" is the name of the Australian forest 

kindergarten program. This research study had two main objectives. The first was to 

assess how closely the Bush Kinder program adhered to the Bush Kinder Vision of the 

Westgarth Kindergarten community. The second was to evaluate the efficacy of the 

Bush Kinder program as a service response to the global access directive. In order to 

accomplish this, both teachers who implemented the program were individually 

interviewed, and parent questionnaires were distributed to all Bush Kinder parents. 

The researchers claimed that teachers made observations about the various play styles, 

physical abilities, observational skills, relationships, and group dynamics. When 

compared to the regular kindergarten, they realized that kids played differently at Bush 

Kinder, and they connected this to the observations implied by the materials provided 

there.  Both teachers and parents agreed that parent participation in the program had a 

significant positive impact on the development of teacher-child-parent relationships. 

In another study, Wojciehowski and Ernst (2018) investigated the creative 

thinking skills of children attending forest kindergartens and non-forest kindergartens. 

To this end, they measured creative thinking by measuring children’s scores in fluency, 

imagination, and originality through the Thinking Creatively in Action and Movement 
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(TCAM) instrument. They found that nature-based preschools support the creative 

thinking of young children. From this point of view, they suggested that, in addition 

to enabling forest kindergartens to become widespread, non-forest kindergartens 

should also integrate strategies such as nature play and play with natural loose parts 

into their regular practices. In another study, conducted in the same year, Cumming & 

Nash (2018) stated the strategies applied in the forest school approach could promote 

children's development of belonging, a sense of self, and relational connections, which 

are acknowledged as key for place meaning and place attachment. 

Ashmann (2018), in the paper written to introduce the process of developing a 

Nature-Based Four-Year-Old Kindergarten Program inspired by European ones, 

discussed whether this program has been successful during its first few years. As proof 

of the program's success, Ashmann provided a number of metrics. The first one is the 

academic success of students attending this program. Twice a year, the students were 

evaluated using the University of Virginia's PALS (Phonological Awareness Literacy 

Screening) test.  Twice a year, the students were evaluated using the University of 

Virginia's PALS (Phonological Awareness Literacy Screening) test.  According to the 

assessment's findings, the majority of the children performed at or above the desired 

level of performance. The researcher added that this program has been successful from 

a variety of angles. The researcher provided evidence for his claim by citing findings 

from a variety of sources, including waiting lists, parent survey results, parent and 

student interviews, interviews with other stakeholders, and anecdotal evidence. 

In a study conducted in Norway to compare the physical fitness and motor 

competence of children in traditional and nature preschools, the researcher found no 

significant difference among children according to school type. The researchers 

(Lysklett, Berger & Moe, 2019) reported that both school types used natural settings 

to visit for playing or hiking, but the frequency of visits was different (conventional 

preschools once a week whereas forest kindergartens at least three times a week). In 

addition, outdoor play and utilizing the outdoors in leisure times are among the cultural 

activities for Nordics (Borge et al., 2003). From this point of view, it might be normal 

to expect Norwegian children in conventional schools to develop physical fitness and 

motor competence as much as those in forest kindergartens. 

In another study conducted by Fyfe-Johnson et al. (2019), children’s physical 

activity in forest and traditional kindergartens was compared, and it was found that 
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children attending both school types had high levels of physical activity. In the same 

study, parents were asked to fill out questionnaires to reveal their limits of comfort 

with inclement weather conditions for children’s outdoor play. They found that parents 

of children attending the nature-based kindergarten had a greater desire for and 

tolerance for outdoor play in inclement weather conditions. 

Another study focused on exploring the potential for forest kindergartens to 

facilitate the development of attachment, self-regulation, and initiative, which are 

major protective factors that could offset or moderate the impacts of stress and 

adversity and enable a young child to thrive or even be transformed by adversity. To 

this end, 78 children enrolled in forest kindergartens and 14 children enrolled in non-

forest kindergartens were tested and assessed in terms of referred skills. At the end of 

this study, the researchers found that there was a significant strengthening of these 

protective factors over the course of a school year in forest kindergarten (Ernst, 

Johnson & Burçak, 2019). 

Due to the fact that forest kindergartens follow a curriculum focusing on 

unstructured play and discovery in natural settings, they are criticized on the issue of 

school readiness. There is a misconception that children in traditional kindergartens 

are better prepared for primary school than those in forest kindergartens. Based on this 

issue, Cordiano et al. (2019) conducted a very comprehensive quantitative study to 

investigate the relationship between school type (high quality traditional kindergarten 

versus high quality forest kindergarten) and some developmental outcomes such as 

play, social interaction, behavior, nature appreciation, and school readiness. To this 

end, following a multi-method approach, the researcher obtained data from parents, 

teachers, and children about the variables including peer play behaviors, social skills 

and problem behaviors, imagination in play, academic school readiness skills, and 

attitude toward nature. Based on their results, the researchers stated that children in 

both groups are equally prepared for formal school in terms of pretend play, academic, 

and social-emotional skills. Cordiano et al. (2019) stated that the result of this study 

could help teachers and parents prefer qualified forest kindergartens with confidence, 

recognizing that learning experiences in natural settings enable children to acquire 

social-emotional and academic skills as well as those in a conventional preschool 

setting. 
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Four pilot studies were conducted to investigate how children's executive 

function abilities, curiosity, resilience, and creative thinking were impacted by nature 

play in the context of forest kindergartens. The term "nature play" refers to 

unstructured, open-ended, and freely chosen playful interactions in nature. The 

definition of curiosity is the desire to learn and experience new things. Cognitive 

flexibility, inhibitory control, and working memory are the components of executive 

function skills, which are located in the prefrontal cortex of the brain. Flexibility, 

fluency, originality, and elaboration are among the dimensions of the multidimensional 

construct known as "creative thinking." Finally, psychological resilience is the ability 

of a person to deal with adversity and stress. In these studies, participants' development 

in these constructs was assessed using validated quantitative tools, and it was 

compared to participants' development in play-based and high-quality kindergartens. 

The findings show that nature play has a positive impact on children's development, 

as evidenced by their higher levels of inventiveness, curiosity, and resilience compared 

to non-nature kindergarten participants, as well as their executive function skills, 

which are above and beyond the national average (Ernst & Burçak, 2019). A 

systematic review study on nature play by Ernst, McAllister, Siklander, and Storli 

(2021) confirmed Ernst and Burçak’s study. 

Similarly, Zamzow and Ernst (2020) conducted a study to investigate 

preschoolers’ executive function skills, which are critical agents of school readiness, 

when attending nature or non-nature kindergartens. They found that children in both 

preschool types had developed executive function skills as typically developing 

children. They attributed their results to the unstructured, free, or loosely guided, and 

child-led play that is emphasized in both school types. The location of outdoor play 

(natural settings versus a school's outdoor playground) where children can play freely 

for two to four hours distinguishes schools. From this point of view, they suggested 

that the researchers do more research on how the amount of time spent in free, loosely 

guided, and child-initiated outdoor play affects executive function skills. They did not 

focus on the location of the play setting. 

In a similar vein, Burges and Ernst (2020) investigated the effects of forest 

preschools on peer play interactions and learning behavior, both of which enhance 

children's academic success.  For this reason, they carried out a pretest-posttest 

nonequivalent comparison group study to compare how children behaved in both 
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traditional and forest kindergartens in terms of learning and peer play interactions.  The 

researchers concluded that forest kindergartens have a positive impact on peer play 

interactions and learning behavior, two crucial elements of readiness for school. They 

recommended that kindergartens everywhere allow kids to play in a natural 

environment by giving them plenty of free playtime. As a result, the researchers 

suggested that it may be possible to guarantee that children make a smooth transition 

from kindergarten to later school years. 

In a recent study conducted by Frenkel, Tandon, Frumkin and Vander Stoep 

(2019), the hypothesis that traditional kindergartens and forest kindergartens differ in 

their illness and injury occurrence was tested. To this end, they observed and recorded 

the number of illness and injury frequencies in four traditional and five forest 

kindergartens for 14 weeks. They found that there was no difference in the occurrence 

of illnesses between school types. In addition, all schools in this study did not report 

any serious injuries during the 14-week period. Depending on their results, Frenkel et 

al. (2019) stated that forest kindergartens and their practices are safe and healthy 

models for early childhood education. 

Barrable and Booth (2020) conducted a comprehensive quantitative study to 

compare the environmental connections of children attending forest kindergartens and 

conventional nurseries. They found that attending forest kindergartens has a higher 

nature connection. However, they stated that parental nature connection and total time 

spent in attendance at a forest kindergarten are predictors for children’s nature 

connection. That is why they offer that there is a dose-response relationship between 

nature connection and attendance at forest kindergartens. From this point of view, it 

could be stated that as time spent in nature or attendance for more years in forest 

kindergartens increases the nature connection as well. 

Alme and Reime (2021) conducted a study to discover how adults and children 

experience children’s participation through play and everyday life in kindergartens. In 

order to achieve this, they conducted focus groups with 30 kids and 20 members of 

staff from six different Norwegian forest kindergartens. They discovered that nature 

offers a variety of opportunities for play, creativity, social inclusion, responsibility, 

and generational interdependence because of its open, fluid, and dynamic structure.  In 

terms of involvement, the researcher discovered that while teachers avoided directing 

and introducing learning activities, they encouraged and joined in with the initiatives 
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of the students. Alme and Reime concluded that forest kindergartens offer a variety of 

participatory conditions.  However, the researchers voiced their uncertainty about 

whether each child has the capacity to take part in the desired active participation.  

The goal of the study by Culková et al. (2021) is to look into the physical 

activity of young children enrolled in both forest and state-run kindergartens. For the 

study, the researcher involved 73 children (37 from the forest kindergarten and 36 from 

stated-run kindergarten). The investigators used mechanical pedometers to record the 

number of steps taken by young children during their stay in the kindergartens. The 

number of steps that young children took while attending the kindergartens was 

tracked by the investigators using mechanical pedometers. In light of this, they 

discovered that kids attending forest kindergartens walk a lot more than those attending 

state kindergartens.  Researchers concluded that both the quality and quantity of 

physical activity, which were higher in the forest kindergarten, affect physical literacy. 

The amount of spontaneous physical activity as well as trip frequency and duration 

were discussed as possible factors in the researchers' finding that forest kindergarten 

was superior. 

Unlike the studies mentioned above, Dabaja (2022) conducted a review of 

research to document the impact of forest sessions on children’s social development. 

In other words, the goal of Dabaja's paper is to systematically find and choose from 

among the existing articles that were published between January 2000 and December 

2019 in order to determine what the research has indicated regarding the impact of the 

forest kindergarten on the children involved. Dabaja’s review of literature yielded 

seven positive forest kindergarten effects on the children. These effects included the 

development of the children's cooperative and social abilities and physical abilities; 

mental and emotional wellbeing; self-esteem and self-confidence; learning 

performance and cognitive skills; risk management abilities; and sense of belonging 

and environmental awareness. 

In terms of the number and dates of the studies, forest pedagogy is a relatively 

new phenomenon in ECE across the world. There are more studies conducted in the 

nations such as the Nordic nations, the United Kingdom, and the United States. In 

addition, although forest pedagogy is a relatively new phenomenon, its effects on 

children's development have been investigated from multiple angles, including school 

readiness, creativity, executive functions, motor development, social-emotional 
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development, health, and nature connection. Based on these studies, forest 

kindergartens may be a promising alternative to conventional kindergartens, and 

parents may choose qualified forest kindergartens for their children. 

2.8.2. Studies focusing on forest kindergarten profiles 

Master & Grogan (2018) carried out a study with the objective of developing 

profiles of forest kindergartens in Australia and New Zealand. The study's specifics 

were mentioned previously. Therefore, specifics were not repeated to avoid 

duplication. 

Cample and Speldewinde had three aims for their 2019 research. They wanted 

to learn more about the three different "bush kinder" settings, determine whether 

children's learning experiences were related to the characteristics of those settings, and 

determine whether bush kinder had an impact on national and regional education 

policy. To accomplish this, a cross-case study design was utilized. In this study, 

researchers visited three different bush kindergarten settings and documented the 

experiences of the children and teachers. In addition, they conducted teacher focus 

groups and semi-structured interviews. A cross-case analysis revealed that there was 

no consistent pattern of bush kinder in the cases. Both the teaching and learning 

processes are influenced by their similarities and differences. In addition, bush kinder 

is a relatively new phenomenon in Australia, and as such, it has influenced recent 

changes in educational policies regarding the safety of children and other issues. 

Maron-Puntarelli (2020) conducted another study to describe the visit 

experiences of three German forest kindergartens. Maron-Puntarelli intended to visit 

forest kindergartens in Germany in order to encourage other early childhood educators 

and her undergraduates to support the expanding forest school movement in the United 

States. In her paper, she discussed her observations of the target kindergartens and 

made some inspiring educational recommendations for other types of early childhood 

institutions based on the forest kindergartens' inspiring educational implications. 

Boileau & Dabaja (2020) conducted research to gain a deeper understanding of 

the characteristics of Canadian forest kindergartens, the challenges educators face in 

establishing these kindergartens, and the potential benefits for children enrolled in 

forest kindergartens. They discovered that forest schools in Canada vary with regard 

to student age, class size, funding source, type of outdoor environment, and schedule. 
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The research also revealed that Canadian educators faced a number of obstacles, such 

as difficulties in locating a suitable outdoor setting, safety concerns regarding outdoor 

activities, and a lack of support from a variety of stakeholders. Nonetheless, teachers 

in Canada reported that children who attended forest kindergartens gained numerous 

benefits, including increased creativity, improved physical and social skills, increased 

self-confidence, and a deeper appreciation for the natural world. 

In contrast to the aforementioned studies, there are numerous studies that define 

nature kindergarten practices in detail (Borge et al., 2003; Lysklett, 2017; Lysklett & 

Berger, 2017; Knight, 2017; Schaffer & Kistemann, 2012; Williams-Siegfredsen, 

2012). However, since detailed information about kindergarten practices has already 

been presented in the section on forest kindergarten practices around the world, it will 

not be presented here to avoid duplication. 

2.8.3. The studies conducted in the context of Türkiye  

Due to the incredibly limited number of forest kindergartens in Türkiye, several 

empirical studies have been conducted on forest kindergartens. These studies are 

presented in chronological order in the subsequent section. 

Eroğlu (2018), in her master thesis, described qualitatively the forest school 

practices of a public preschool in Istanbul. The purpose of the study was to determine 

how forest school practices integrated into a public preschool could be integrated into 

the national curriculum. As a result, she discovered that three primary factors—the 

teachers' motivation, the children's interests, and the parents' positive attitudes—were 

crucial for implementing forest school practices and sustaining them within the context 

of the national curriculum. 

Another study is also a master's thesis examining the opinions of kindergarten 

founders, forest kindergarten teachers, and parents of children attending nature 

kindergartens. They conducted an ethnographic study for this purpose. She discovered 

that forest kindergartens were preferred by kindergarten founders, teachers, and 

parents due to a curriculum that was more child centered. In contrast, she discovered 

that forest kindergartens struggle to hire qualified staff (Koyuncu, 2019). 

The third master's thesis (Paslı, 2019) describes the practices of a Swedish 

nature preschool. As the Nordic kindergarten practices were mentioned previously, the 

results of this study are not presented here. 
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Kahriman-Pamuk and Ahi (2019) conducted a study to investigate the school 

concepts of preschoolers attending forest kindergartens. In order to accomplish this, 

they conducted a phenomenological study in a forest kindergarten by collecting data 

from children via interviews and drawings. They discovered that children frequently 

associate school with meanings related to nature. In addition, the children in this study 

reported that school is a place where they can feel good, play in nature, be with friends, 

discover new things, and learn. In this way, forest kindergarten is said to change 

children's perceptions of school from a place to learn facts and skills to a place to have 

fun with friends in nature. 

Another study, conducted in a public school setting as opposed to a forest 

kindergarten, employed forest school sessions (Dilek & Atasoy, 2020). Seven 

preschoolers who attended a public preschool participated in forest school sessions for 

a half-day over the course of seven weeks. According to the researchers, they used the 

available garden of a public pre-school as a woodland because it possesses similar 

characteristics to those of a woodland as defined by the Forest School Association. 

They discovered that forest school practices help children develop in areas such as 

language, social and emotional development, motor skills, and self-reliance. 

Kanat's (2020) master's thesis investigates the effects of forest school practices 

on preschoolers. To this end, five children, five parents, and five teachers from a forest 

kindergarten participated in the study. The researcher concluded that forest 

kindergarten practices have positive effects on children's development, including 

creative thinking styles, adaptations, rule-following, problem-solving skills, social-

emotional skills (calmness and relaxation), risk management, etc. 

Bal and Kaya (2020) conducted a study to explore teachers' opinions on the 

learning process in a forest kindergarten. Five teachers who work at the forest 

kindergarten were interviewed in semi-structured interviews for this purpose.  They 

discovered that teachers perceived the forest kindergarten as a setting that provided 

children with a natural environment. Teachers claim that forest schools give children 

a comprehensive learning environment where they can learn by doing, discovering, 

and doing research. Additionally, teachers claimed that children in forest kindergartens 

maintain their sense of curiosity and develop their self-confidence, sense of 

responsibility, and creativity. 
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Sönmez (2020) conducted a document review to examine the forest school 

approach thesis study in Türkiye. The researcher discovered only six master's theses 

written by April 2020. According to research findings, the majority of ECE master's 

theses were completed in 2019. Participants in the studies of interest were primarily 

graduate students, educators, parents, and administrators. It was also determined that 

the majority of thesis research was conducted in Istanbul province. Sönmez states that 

the number of studies is limited. Therefore, she proposed that graduate students be 

assigned to research forest kindergartens. 

In the available literature, only eight studies on Turkish ECE could be located. 

As previously mentioned, this may be due to the limited number of forest kindergartens 

in Türkiye. As for the research findings, only two of the studies examined the impact 

of forest kindergarten practices on the development of children. Others approached 

forest kindergartens from a variety of vantage points, including those of 

administrators, parents, teachers, and parents. 

2.8.4. Additional research on forest kindergartens 

The studies, the details of which are presented below, are those that look at 

Forest Pedagogy and forest kindergartens from various angles. These studies were also 

organized chronologically. 

The current study focused on a small forest as a natural setting for children's 

play. In the context of the current study, a kindergarten used the forest as an addition 

to their customary outdoor play area. An experimental study was designed for children 

aged 5 to 7 to determine whether such a landscape might have an influence on young 

children's physical development.  Using a geographic information system (GIS), 

methods from landscape geomorphology and ecology were used to describe and 

analyze the landscape. Researchers discovered that the natural environment had the 

attributes needed to satisfy kids' demands for a varied and engaging play environment. 

For the study area, metrics for landscape ecology revealed superior values for 

evenness, diversity, and heterogeneity. The variety of the topography and the 

vegetation were correlated with structures that served specific purposes and allowed 

for varied play. The study indicated a strong relationship between landscape structure 

and play functions. In contrast to the topography, which was diverse depending on 

roughness and slope, the vegetation was diverse depending on physiognomy and 
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phytosociology. Diversity in landscape elements such as vegetation and topography 

might be considered a dimension of quality for a natural playscape. One aspect of a 

natural playscape's quality could be the variety of its landscape components, such as 

its vegetation and topography. The children's motor skills were enhanced through the 

exploration of the natural playscape and active play. This demonstrated how a natural 

playscape had a positive learning impact on kids' motor skills (Fjirtoft & Sageie, 2000). 

Children were observed in Latomme & Rosenblatt-Naderi's (2012) study to 

understand how they interacted with natural settings.  The activities the children 

engaged in, the amount of time the children spent in a specific space, and the density 

of the children in each space were all revealed by landscape architecture students using 

behavioral mapping techniques. Based on their discoveries, they proposed three design 

principles for building forest kindergartens. Children require variety in spatial settings 

that change with the seasons, which is the first design principle that observational data 

has supported. Children can participate individually as well as in large or small groups 

thanks to the variety of environments. The second design principle deals with the 

pathways that are perceived as connecting the classrooms. Like a hallway in a 

conventional school, the transition space or pathway is a place of wayfinding, 

direction, and learning. Similar to a hallway in a traditional school, the transition area 

or pathway serves as a hub for learning, navigation, and wayfinding. Facilitating deep 

immersion is the final design tenet. That is to say, when children are in the deep of the 

forest, they are allowed to play freely without disturbing stimuli such as the cars that 

were passing by. The researcher came to the conclusion that bringing kids into natural 

settings like woods and other natural areas allows and encourages them to act in ways 

that are not appropriate in supervised environments like classrooms and playgrounds. 

Forest school teachers were interviewed by Harris (2015) in order to understand 

more about the themes addressed, the ways of learning, and the philosophy driving 

forest school's implementation. In their study, they found that forest school teachers 

emphasized the importance of social development: partnership, connections, self-

awareness, and risk-taking. As a result, they said, the youngsters developed a love for 

the environment and a connection to the forests in which forest school was held. Their 

findings indicated that sensory, kinesthetic, and experiential learning types were the 

most common. Finally, they discovered that forest school teachers perceived 

themselves more as facilitators and guides than teachers. 
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Another was conducted to ascertain how practitioners conceptualized risk by 

Connolly and Haughton (2017), researchers who are also Level Three Forest School 

leaders and trainers. In order to achieve this, they invited 37 participants, including 

those who had just received their certification in the field of Forest Pedagogy as well 

as those undergoing leadership development. Teachers of the Foundation Phase early 

years curriculum and those who teach in primary schools both participated. The 

participants took part in a focus group interview session with six to seven members. 

At the conclusion of their investigation, the researchers discovered that teachers' 

motivation to take part in forest kindergarten and school was driven by their desire to 

give kids opportunities to take risky actions that would be beneficial to them in the 

future. However, when managing opportunities for risk taking and risky play in the 

Forest School pedagogy, the teachers reported feeling a tension between their 

professional identities and the prevailing cultural risk aversion. 

In Canada, a program to take 22 kindergarteners into nature each morning was 

developed. This program was inspired by the Nordic Forest kindergarten. In the 

context of this program, Elliot and Krusekopf (2018) conducted a study to examine 

how a series of guiding principles and a distinctive framework were jointly developed 

by a diversified advisory committee. Thus, the researcher explained how the program's 

two educators—an early childhood educator and a kindergarten teacher—were hired, 

trained, and given ongoing support. The researcher claimed these factors were crucial 

to the program's success. The article provides a summary of the actions that were taken, 

including how the aim was developed; dealing with the state school system; creating 

a framework and guiding principles; educating and hiring the educators; preparing 

them; ongoing support; ascertaining from the initial year; and unanswered questions. 

The authors' goal is not to lay out best implementations, but rather to highlight 

significant elements of the program's development and operating phases that 

contributed to the forest kindergarten's success over the previous five years. 

Button and Wilde (2019) conducted a study to investigate nursery practitioners’ 

and student practitioners’ perceptions of risky outdoor play. Additionally, they sought 

to determine whether candidate practitioners' perspectives had changed following the 

five forest school sessions. In order to achieve this, focus group interviews with student 

practitioners—11 first-year undergraduate students—were conducted both before and 

after each week's Forest School sessions. Additionally, semi-structured interviews 
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with four nursery staff who were present during Forest School sessions were 

conducted. As a result, they concluded that participants were aware of the advantages 

of risky play. Participants, however, also experienced anxiety related to their worry 

about being held accountable or upholding laws. Nevertheless, they claimed that 

taking part in forest school sessions reduced the perceived risks of outdoor play. As 

practitioners observed in the forest kindergarten, parents' acceptance of small injuries 

and children's capacity to manage risk reduced practitioners' anxiety about risk. 

A study with multiple objectives was carried out by Barrable (2019). The first 

is to investigate how practices that are devoted to promoting autonomy shape natural 

spaces. The second is to investigate how natural settings themselves influence 

independent, encouraging practices. In order to achieve this, an ethnography study was 

carried out in which the researcher collected data through observation and informal 

interviews with teachers in forest kindergartens. Barrable (2019) found several 

practices that allow children to develop autonomy. The first one is a time- and space-

structure that gives kids a sense of security and encourages them to engage in self-

directed activities. In this regard, Barrable claimed that a forest kindergarten session 

that included a seamless structured routine (for example, eating, cleaning, and playing) 

and free play time allowed children to follow a daily routine by engaging in self-

determined behaviors. Allowing kids to rest and hide as they please in the natural 

environment is the second strategy to promote autonomy. She said a den or tent that is 

already present in the forest or one that children have built can serve as a place for 

children to imagine themselves as kings or to claim ownership of the target locations. 

The third strategy is to give kids the opportunity to name the locations, making them 

the owners of those locations. In order to support their autonomy and trust, it also 

enables kids to take and manage risk. 

Ginsburg and Audley (2019) conducted a study to look at the subject matter 

expertise of sustainability education in the current curricula held by forest kindergarten 

teachers. They spoke with 22 early childhood teachers and administrators from nine 

forest kindergartens in the northeastern United States in order to achieve this. 

According to Davis's (2010) differentiation between education in, about, and for the 

environment, the researchers discovered that the majority of participants supported 

environmental activities, such as kids playing in the woods. Teachers argued that they 

concentrated on encouraging "in-nature" oriented activities since they thought that 
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upholding and cherishing nature was essential to advancing sustainable practices. 

Additionally, the instructors advocated commonplace pro-environmental activities 

like container reuse since they thought these actions led to long-term sustainable 

practices. Most educators who took part in the survey intended to incorporate 

sustainability education into their curriculum, but they thought they couldn't engage in 

more ethical sustainability practices because of parental and curricular obstacles. As 

an example, two major barriers are the overall American culture of parenthood and the 

minimization of unknown risks, such as the worries of parents.  According to 

researchers, cultural discrepancies were especially apparent in interviewees' 

observations of "indoor children." People use this word when talking about youngsters 

who spend most of their lives inside in front of monitors because they lack the 

disposition or endurance to go outside, particularly in cold or wet conditions. 

2.9. Overall Summary 

The literature review on Forest Pedagogy reveals that it has roots in the history 

of ECE, despite appearing to be a modern phenomenon. As it addresses a need in ECE, 

was adopted by numerous nations, including the United Kingdom, Germany, North 

America, and Australia. The literature, on the other hand, demonstrates that Nordic 

Forest Pedagogy originated from Nordic geography, culture, and pedagogy. As the 

section on forest kindergartens indicates, Forest Pedagogy has emerged in various 

forms across the globe. In accordance with their prevalence, the practices of several 

nations were presented in this analysis. 

Numerous studies on Forest Pedagogy have been conducted in numerous 

countries due to its widespread popularity. The dates of these studies, however, 

indicate that nearly all of them have been conducted over the past two decades. Based 

on the objectives of the studies, they were divided into four categories. The first section 

centered on the developmental studies, in which the researchers investigated certain or 

all aspects of Forest Pedagogy 's impact on the development of children. The second 

section describes the research aimed at examining the profiles of forest kindergartens. 

The third section demonstrates the studies conducted in the context of Turkish forest 

kindergartens. The studies that did not fit in the first three sections were placed in the 

third section as “other studies”.
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CHAPTER 3 

 

 

3. METHODOLOGY 
 

 

This chapter offers information on the methodology applied in the current 

study. The chapter begins with the purpose of the study and research questions, 

followed by sections on the design of the study, school settings and participants, data 

collection processes and instruments, data analysis, and the validity of the study. 

3.1. The Purpose of the Study 

This study had multiple objectives. First, to investigate the practices of forest 

kindergartens in three different geographic regions of Türkiye. Second, to explore how 

the forest kindergarten founders overcome challenges and take advantage of favorable 

situations as they set up and run the kindergartens. Third, to research the challenges 

and favorable circumstances that teachers face in a forest kindergarten and ways to 

deal with them. Fourth, to determine what kinds of cultural adaptations kindergarten 

founders and teachers need to make to use Forest Pedagogy in their own culture or 

location. Fifth, to elicit the kindergarten founders' teachers' and parents' knowledge of 

Forest Pedagogy. And sixth, to understand how parents' knowledge of Forest 

Pedagogy relates to their expectations of forest kindergartens. 

 To this end, this study addressed the following research questions and sub-

questions: 

1. What are the practices of forest kindergartens in three different regions of 

Türkiye? 

2. What challenges and favorable circumstances did the kindergarten founders 

experience when establishing and operating the forest kindergarten? 

• In what ways do the kindergarten founders overcome challenges in 

establishing and operating forest kindergartens? 
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3. What challenges and favorable circumstances do the teachers experience 

while working in forest kindergartens? 

• In what ways do the teachers overcome the challenges they face while 

working in forest kindergartens? 

4. What kind of cultural adaptations do the kindergarten founders and teachers 

need to make depending on their cultural or geographical context? 

5. What is the teachers' and kindergarten founders' knowledge of Forest 

Pedagogy? 

6. What is the parents' knowledge of Forest Pedagogy? 

•  How does the parents' knowledge relate to their expectations of forest 

kindergartens? 

3.2. The Design of the Study 

The current study was carried out as a multiple-case study, with the Turkish 

forest kindergarten program serving as the bound case. According to Merriam (2009), 

a case study comprises an extensive description and analysis of a bounded system. 

Similarly, Creswell (2007) claimed that a case study is a qualitative research 

methodology in which the researcher is interested in one or more bounded systems 

over time and gathers in-depth information using observations, interviews, audio-

visual material, documents, and reports. According to Stake (1995), "the cases of 

interest in education and social service are people and programs....We are interested in 

them for both their uniqueness and commonality. We would like to hear their stories" 

(p. 1). Forest kindergartens are unique early childhood education programs that are 

sensitive to the cultural, ecological, and geographical background of their location. In 

this sense, the fact that the current study included issues (practices in forest 

kindergartens and knowledge of Forest Pedagogy) within three bound cases (three 

different forest kindergartens located in three different regions of Türkiye) and a time 

frame (during one semester, including three seasons) makes conducting it as a 

multiple-case study acceptable. The investigator intended to conduct a multiple-case 

study for this reason. Moreover, a multi-case study design was expected to enable the 

researcher to have an opportunity for generalization as it involves more than one case. 

In this regard, Merriam made the following recommendation: “The more cases are 

included in a study, and the greater the variation across the cases, the more compelling 
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an interpretation is likely to be” (Merriam, 2009, p.189). The inclusion of multiple 

cases is, in fact, a common strategy for enhancing the external validity or 

generalizability of the findings (Merriam, 2009). 

As previously mentioned, Dean (2019) claimed forest kindergartens could take 

on distinctive characteristics unique to cultural and graphical settings. From this 

vantage point, Dean opined that additional research is required to fully understand the 

practices of forest kindergartens within the distinctive cultural contexts in which they 

are established. The investigator of this study intended to investigate more forest 

kindergartens in different regions of Türkiye to understand the similarities and 

differences between the cases. In addition, based on Meriam's suggestion, conducting 

this study as a multiple-case study with greater variation across the cases increased the 

researcher's confidence in making a more compelling interpretation of forest 

kindergartens in Türkiye. 

3.3. Setting and Participants 

According to Miles and Huberman (1994), a qualitative researcher should 

provide a thorough and in-depth description of the study's context so that the readers 

can fully understand the actual circumstances of the environment in which the study 

was conducted. The ability of the reader to determine whether the study's emerging 

conclusions can be applied to situations with similar characteristics in other contexts 

is aided by detailed and rich descriptions of the participants or the setting. For this 

reason, the following section provides a detailed description of the participants and the 

setting of the study. 

Choosing where to conduct a study is a crucial decision and designing a 

strategy for negotiating entry and access is an essential component of qualitative 

research design. In qualitative research, context always comprises the physical setting 

in which social action takes place, a group of individuals and their interrelationships, 

and the activities wherein participants are engaged (Bondy, 1983, as cited in Hatch, 

2002). As Hatch (2002) pointed out, it is also crucial to provide a justification for the 

study's setting. According to Hatch (2002), multiple variables influence context-

related choices. Hatch stated that the primary consideration should be whether or not 

the study's settings will yield sufficient data to answer the research questions. 

Familiarity, accessibility, and feasibility are also important. In light of the research 
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question and Hatch's suggestions, the researcher selected three forest kindergartens 

spread across three distinct geographic regions of Türkiye. As mentioned earlier, there 

are seven distinct geographic regions in Türkiye, each with their own distinct natural, 

human, and economic characteristics. The country covers a broad range of geographic 

and climatic regions, including plateaus, mountains, seacoasts, and plains; rainy, arid, 

and moderate climates; and hot, cold, and temperate regions. The researcher set out to 

investigate forest kindergarten practices in various regions of Türkiye on the 

presumption that these practices might be influenced by the geographical features of 

those regions, such as the landscape and climate. 

In this regard, Barrable (2019) claimed that children's interactions with the 

natural world and the adults in their immediate surroundings are influenced by the 

natural space they have access to. Additionally, as already mentioned, Türkiye has a 

long history of hosting a variety of cultures that have come together to form the 

country's current sociocultural mix (Sunar & Okman-Fişek, 2005). The one-size-fits-

all approach is not appropriate in Türkiye due to the population diversity, the wide 

range of social traditions, the ecological and geographic diversity, and the rapid, 

ongoing economic and social transformations. Due to the assumption that 

socialization, child-rearing, and parenting practices, which are cited as factors leading 

to variety in the adaptation process of Nordic Forest Pedagogy, might differ across 

different regions of Türkiye, the current study included three distinct geographic 

regions of Türkiye. In light of the research questions, the researcher assumed that 

regional variations in practices, challenges, and adaptations might exist. It was 

expected that involving this type of variety in a school setting would enable the 

researcher's maximal variation strategy to gather different perspectives, as suggested 

by Creswell (2007). The researcher limited the study to the Marmara, Black Sea, and 

Central Anatolia regions, owing to Hatch's (2022) suggestions regarding familiarity, 

accessibility, and feasibility. According to Hatch, even if the desired social action 

occurs in a specific setting, it does not mean that the setting can be studied. Hatch 

added that entry and access issues must also be considered in the design of qualitative 

studies. Based on Hatch's recommendations, kindergartens in various regions of 

Türkiye were contacted. However, the study was limited to three regions where forest 

kindergarten founders had a positive attitude toward facilitating the research process. 
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3.3.1. School settings 

After 1980, several public services in Türkiye were privatized due to neoliberal 

policies. Numerous private schools, from kindergarten to higher education, were 

established in Türkiye because of practices, regulations, and government incentives to 

encourage the privatization of education. However, in the process of marketing 

education as a commodity, access to educational possibilities has become unequally 

distributed, and families' financial circumstances have begun to directly influence the 

education their children get (Gök, 2004; Karakışlak, 2019). In Türkiye, forest 

kindergartens are generally privately owned institutions and are, thus, generally 

accessible to children from middle- and high-income families. Therefore, they are 

usually found in the urbanized cities of Türkiye, where high- and middle-income 

people live. The forest kindergartens in the current studies are also established in 

urbanized cities of the target regions. 

3.3.1.1. The school setting in Bahçeşehir, Istanbul, Marmara Region 

The region takes its name from the Sea of Marmara, which it surrounds. The 

lands of Thrace and Anatolia are separated from the Sea of Marmara by straits. The 

Marmara region comprises eight percent of Türkiye and is the second-smallest region 

in the country after Southeastern Anatolia. In terms of landforms, the Marmara region 

is distinguished by its simple structure. There are a few mountainous regions, and the 

existing mountains are not arranged in series. In terms of climate and flora, the region 

is a transitional area. The impacts of the Mediterranean, Black Sea, and continental 

climates can all be found in different areas of the region. The region receives light rain 

throughout the year. The main flora in the region is maquis, which can be found along 

the coasts up to a certain altitude, with forests existing at higher altitudes. There are no 

high mountain ranges to block and direct air currents. Consequently, cold and warm 

air currents from the Balkans impact the region significantly. Although the Marmara 

region is relatively small, approximately one-fourth of Türkiye's population resides 

here. Therefore, the population density is significantly higher than the average for 

Türkiye. The region attracts inhabitants from everywhere. Immigration is the primary 

factor in the rapid growth of the region's population. The region is home to one-third 

of the urban population in Türkiye and has the highest urbanization rate in the country. 
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About 80% of the people in the region live in urban areas. The largest city in the region 

is Istanbul, which is home to more than half of the population of the region (Ministry 

of Environment, Urbanization, and Climate Change, 2018). 

Bahçeşehir is a district located on the European side of Istanbul. It was designed 

as a satellite city, with houses and apartments intertwined with gardens to provide 

residents with all types of social facilities. The houses are built on very steep land, 

which has negative consequences. Due to the steep topography, heavy rainfall often 

causes landslides. Although high walls were constructed in the area to prevent 

landslides, they reinforce the concrete appearance while reducing the amount of green 

space (Polat, 2010). 

The forest kindergarten in Bahçeşehir includes an enclosed area of roughly 800 

square meters and a garden area of around 1,800 square meters. The school building 

was originally a villa and included a big garden with natural surroundings. However, 

due to the topographic landscape of Bahçeşehir (steep topography), the garden was 

split into different areas with walls to prevent landslides. These areas have different 

names, such as the agricultural area, mini farm, eco park, playground, sandbox, fruit 

garden, and swimming pool. The garden contains various flora, loose parts, and 

equipment. Details of the garden are presented in the findings section. The school 

building has six classes, each consisting of 15–18 children. The school also has a 

library, kitchen, gym area, modern dance and rhythm studio, recycling and art 

workshop, and health room. Most of the students belong to families that have a high 

socio-economic status. The kindergarten applies bilingual education; thus, each class 

has two teachers—a Turkish early childhood teacher and a native English speaker. The 

kindergarten was first established as an outdoor kindergarten in 2015. With the founder 

receiving the level 3 qualification from the Forest School Association, the school has 

been accredited by the Forest School Association in England since 2018. 

3.3.1.2. The school setting in Akyazı, Ordu, Black Sea Region 

The Black Sea region is located in northern Türkiye. It gets its name from the 

Black Sea, which is located to its north. The region ranks third in surface area, 

accounting for 18% of Türkiye's total area. Significant climatic differences exist 

between coastal and inland areas in the region, resulting in changes in the variety of 

cultivated products. High rainfall, slopes, and the presence of clay soil on the ground 
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all contribute to frequent landslides in the region. The climate in the region is affected 

by the Black Sea, and it rains during all four seasons. The seasonal temperature 

difference is minor; both summers and winters are mild. The Black Sea region of 

Türkiye receives the most precipitation. Due to the abundant rainfall, the slopes of the 

mountains facing the sea are covered with lush forests (Geographical World, 2021). 

Ordu is a port city built on the slopes of Boztepe, 500 meters above sea level, 

on the alluvial plain formed by the Melet valley, where the mountains descend 

perpendicularly to the sea. The climate in Ordu is typically temperate, with mild 

winters and cool summers. All months of the year experience seasonal precipitation. 

Plant groups favorable for the Black Sea maquis form can be found in degraded forest 

lands in the region. In agricultural lands, hazelnut trees predominate (Ministry of 

Culture and Tourism, 2022). 

The forest kindergarten in Ordu's city center has an enclosed area of around 

750 square meters and a garden area of approximately 1,200 square meters. The school 

building was originally a large villa with an expansive garden and was changed from 

a dwelling to an educational facility in accordance with ECE rules. The school serves 

students aged 36–72 months. The groups in each class are formed based on the ages 

of the students. In this regard, the kindergarten serves children aged 36–48 months, 

48–60 months, 60–66 months, and 66–72 months. In addition to shared rooms, every 

group has its own class. The kindergarten offers a full-day education for the 

youngsters, from 8:00 a.m. to 5:30 p.m. The kindergarten consists of a two-story 

building. The building's proximity to the beach and seaside (85 meters) makes it 

convenient for teachers and pupils to access them. There are almost no hills on the 

garden's surface, although it contains a variety of materials, equipment, and flora. The 

garden is described in the findings section. 

3.3.1.3. The school setting in Meram, Konya, Central Anatolia Region 

Central Anatolia occupies an area of 151,000 square kilometers and is situated 

in the interior of the country. This region, which comprises 21 percent of the country's 

total area, is adjacent to all regions other than the Southeastern Aegean Region. Central 

Anatolia is encompassed by mountains. As a consequence of this, the continental 

climate predominates in the region. The summers are warm and dry, while the winters 

are cold and snowy. The region experiences greater temperature drops to the east. 
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While the average winter temperature is between 0°C and -3°C, the average summer 

temperature is between 23°C and 24°C. The annual temperature variation is 

substantial. The region receives the least amount of precipitation because it is 

surrounded by high mountains, with the northern parts having the most precipitation 

and humidity. Summer has the least precipitation, while spring has the highest. The 

region is dominated by steppe vegetation. There are oak forests in the higher elevated 

areas, where precipitation is higher (Termglobal, 2022). 

The city of Konya in the Central Anatolia region is among the most populous 

provinces in Türkiye. Meram is one of the most populous districts in Konya, 

constituting the metropolitan area. Konya is regarded as one of the most religiously 

conservative metropolitan areas in Türkiye. Much of Konya's expansive, flat terrain is 

made up of lowlands and plateaus. The topography increasingly becomes more rugged 

as one travels south, and the province's southernmost regions are mountainous, 

encircled by the Taurus Mountains. Climate-wise, Konya is cold and semi-arid. Winter 

temperatures average 4.2°C, with a record low of -26.5°C. The average summer 

temperature is 30°C, but summer nights are cold. Sixty percent of the land in the 

province of Konya is occupied by cultivated and planted regions, 17 percent by 

woodlands and heaths, and 15 percent by meadows and pastures. Konya resembles an 

enormous steppe. The terrain, which looks green due to the spring rains, quickly 

becomes yellow due to the intense heat. Forests in the region are rare. 

About 850 square meters of outdoor space and 750 square meters of enclosed 

space make up the forest kindergarten in Meram, Konya. Formerly a huge villa with a 

garden, the structure now houses the educational institution. In order to comply with 

ECE regulations, the school building was converted from a residence into a place of 

learning. Those between the ages of 36 and 72 months are welcome to enroll at the 

institution. Students are often divided into age-appropriate groups within each 

classroom. The age ranges served by the kindergarten are 36–48 months, 48–60 

months, and 60–66 months. Each group has its own set of classes, in addition to 

common areas like the kitchen and the playroom. The school timings are 8:00 a.m.–

6.00 p.m. This kindergarten is in a two-story building. The garden has a wide range of 

materials, tools, and vegetation. The garden was described in detail in the findings 

section. 
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Thus, the school settings are diverse in terms of their geographic and socio-

cultural contexts. Although they are all from urbanized cities, the school in Bahçeşehir 

serves children from high-income parents, whereas the others serve children from 

middle- and high-income parents, which might be determinative of parental 

expectations from forest kindergartens and the practices in the kindergartens. The 

school in Meram, Konya, is in the most conservative and religious area compared to 

the other kindergartens. From the geographical viewpoint, the kindergarten in Konya 

has the least access to forests and woodlands because of the flora and the cold climate 

conditions. However, the other kindergartens have different characteristics that hinder 

their access to nature to a certain extent. The kindergarten in Bahçeşehir, Istanbul, has 

a steep slope that restricts the use of natural settings. On the other hand, the 

kindergarten in Ordu has limited opportunities to access the forest due to the 

prevalence of hazelnut orchards in its neighborhood. However, the kindergarten in 

Ordu has the warmest climate conditions despite being the rainiest region. For this 

study, these characteristics are assumed to be leading factors affecting the forest 

kindergarten practices and mentalities. Thus, these characteristics are used to explain 

the findings of the current study. 

3.3.2. Participants 

The participants in this study were chosen using the purposive sampling 

method. According to Hatch (2002) and Merriam (2009), the purposive sampling 

method is a process that demands the researcher to select participants and settings that 

will best assist the inquirer in comprehending and learning about the research problem. 

In addition, Fraenkel, Wallenand, and Hyun (2012) suggested that in order to choose 

participants using a purposive sample method, the researcher should first define 

particular criteria based on his or her judgment. Therefore, the first thing done in this 

study was to select the school setting. As mentioned earlier, one of the criteria that the 

researcher used to define the school setting was the location of the kindergartens. In 

order to achieve the greatest diversity across all cases, the forest kindergartens had to 

be located around the country in regions that were geographically distinct from one 

another. In addition, the chosen kindergartens had to be the ones that defined and 

introduced themselves as forest kindergartens on their respective websites or through 

any other official channel. In addition, the chosen schools were the ones that made 
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everyday use of outdoor spaces, such as woodlands, forests, the seaside, or the outdoor 

environment of a kindergarten. The participants included people who have established 

forest kindergartens, those who teach in forest kindergartens, and parents who have 

enrolled their children in forest kindergartens. In order to collect information about the 

challenges and favorable circumstances that may be encountered during each season 

of the year, the forest kindergarten's founders and teachers were individuals with at 

least one year of experience teaching in forest kindergartens. Similarly, the parents 

were people who had spent a minimum of one year in forest kindergartens. The 

rationale for this criterion was to choose the parents that had been able to observe all 

of the kindergarten activities throughout the year. The interviews were carried out at 

the end of the second semester to provide parents with children aged 36–48 months 

with the opportunity to participate in the study for an entire year. In addition, it was 

anticipated that teachers were the only staff members that made regular and frequent 

use of the outdoors with the children. Finally, teachers teaching different age groups 

were chosen to increase the variety in the data related to favorable circumstances and 

challenges experienced by teachers. These age groups included 36–48 months, 48–60 

months, and 60–72 months. Thus, all the study participants were members of forest 

kindergartens [N = 21, including the kindergarten founders (N = 3), teachers (N = 9), 

and parents (N = 9)]. They were informed about the purpose of the study and asked if 

they would be willing to participate. Figure 3.1 depicts the individuals who took part 

in this research. 

 

Figure 3.1 Participants of the study 
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3.4. Data Collection Instruments 

During the process of data collection, the researcher used several methods, such 

as semi-structured interviews, observation, and field notes, to acquire data that would 

contribute to the reliability of the study. According to Patton (1999), the purpose of 

utilizing a variety of procedures for data collection is to build research on the basis of 

various methods with the end goal of reducing the inadequacy of any single method in 

particular. The comprehensive collection of data, frequently obtained from a variety 

of sources of information, is considered the "backbone" of qualitative research 

(Creswell, 2007). Various data collection methods were utilized to respond to the 

research questions. Table 3.1 demonstrates the data sources used in relation to the main 

research questions. 

Table 3.1 The data sources used in relation to the main research questions. 

Research Questions Data Sources 

1.  What are the practices of forest kindergartens 
in three different regions of Türkiye? 

Semi-structured interviews with kindergarten 
founders and teachers (Appendix A & B) 
Observation and field notes (Notability 
application- see details in the following) 

2. What challenges and favorable circumstances 
did the kindergarten founders experience when 
establishing and operating the forest 
kindergarten? 

• In what ways do the kindergarten 
founders overcome challenges in 
establishing and operating forest 
kindergartens? 

Semi-structured interviews with kindergarten 
founders and teachers (Appendix A & B) 

3. What challenges and favorable circumstances 
do the teachers experience while working in 
forest kindergartens? 

• In what ways do the teachers overcome 
the challenges they face while working 
in forest kindergartens? 

Semi-structured interviews with kindergarten 
founders and teachers (Appendix A & B) 

4. What kind of cultural adaptations do the 
kindergarten founders and teachers need to make 
depending on their cultural or geographical 
context? 

Semi-structured interviews with kindergarten 
founders and teachers (Appendix A & B) 
Observation and field notes 

5. What is the teachers' and kindergarten 
founders' knowledge of Forest Pedagogy? 

Semi-structured interviews with kindergarten 
founders and teachers (Appendix A & B) 
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Table 3.1 (cont’d) 

6. What is the parents' knowledge of Forest 
Pedagogy? 

• How does the parents' knowledge relate 
to their expectations of forest 
kindergartens? 

Semi-structured interview with kindergarten 
founders and teachers (Appendix C) 

3.4.1. Semi-structured interview protocols 

Questions. Table 3.1 demonstrates the data sources used in relation to the main 

research questions. 

3.4.2. Observation and field notes 

The use of direct observation is also a significant part of the data collection 

process in qualitative research. It is different from interviews in that it provides a first-

hand confrontation with the issue to be studied rather than a second-hand account of 

the world gained in an interview. This is because interviews are conducted with people 

already familiar with the topic of investigation (Merriam, 1998). In addition, the 

researcher in this study used the observation method to triangulate what the 

participants reported during the interview about the practices in forest kindergartens to 

avoid bias caused by the interviewer's or respondent's physical characteristics, 

predispositions, and attitudes (Merriam, 1998). 

The Notability program was used to collect data for the present study. 

Notability, like other note-taking tools, enables users to type and draw on a digital 

notepad at the same time. It allows users to edit newly created documents and save 

them in several file formats, such as PDF. Users can share files with one another by 

utilizing a connection system and files that have been synced to iCloud. The 

application also provides a wide range of other tasks, such as the ability to convert 

handwriting to text, record both voice and screen simultaneously, and perform 

mathematical computations. Notability allows users to take advantage of styluses on 

desktop computers and laptops, in addition to the Apple Pencil on iPads. In the current 

investigation, the researcher was able to keep a running record at periodic intervals of 

five minutes. Additionally, the tool enabled the researcher to effortlessly copy and 

paste images taken with her iPad into various documents. As a result, the researcher 

utilized visual materials to support the anecdotal records obtained in the textual papers. 
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In addition, given that the user of the application can make audio recordings 

simultaneously, the researcher, to prevent the loss of data as a result of slow 

handwriting, took voice recordings whenever she considered a particular moment in 

the observation to be of utmost significance. Finally, because the application enables 

the user to type, sketch, revise, and re-arrange the document, at the end of each day of 

observation, the researcher arranged and organized the observational data, stored it on 

the iPad, and then transferred it to the MacBook to ensure data safety. The daily 

activities that took place in the forest kindergarten were the primary focus of the 

observations. Thus, the daily routine of the kindergartens, everything from breakfast 

to leaving time, was extensively documented. In addition, the amount of time spent 

outdoors, the amount of time available for free play, the various types of play and 

learning activities, the flow of forest sessions (routines, rules, deals, play, and learning 

times), risky play, the role of the teacher in play and learning activities, and the 

practices that facilitate sustainability in ECE were all recorded using an iPad and an 

Apple Pencil. The following section of the data collection process includes details 

regarding the observation sessions carried out. 

Along with direct observation, field notes were also used as a source of 

information for this research. The researcher spent the whole day in the chosen forest 

kindergartens to record the daily schedules of the kindergartens. The researcher was 

able to interact with kindergarten founders, teachers, and other individuals, but only 

occasionally with parents. Based on these interactions, various spontaneous 

conversations about the operations of the kindergartens were carried out. The 

participants were transparent and candid about their practices, challenges, and other 

issues. As a result of spending the whole day in the school during different seasons of 

the year, the researcher had the opportunity to observe other dynamics that could be 

leading factors in the implementation of Forest Pedagogy in the kindergartens. The 

researcher recorded memories from observations, informal dialogues with the staff, 

and unintentional observations. The field notes of the observations made by the 

researchers and the researcher's personal comments were recorded in a journal. This 

allowed the researcher to gain a better understanding of how Forest Pedagogy is 

implemented. 
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3.5. Data Collection Process 

As can be seen in Figure 3.2, the first step in the process of collecting data for 

the present study was to submit a request for ethical approval to carry out the study. 

To achieve this goal, the researcher asked for approval from the METU Human 

Subjects Review Board. 

 

Figure 3. 2 The data collection procedure of the study 

After obtaining authorization, the researcher searched for forest kindergartens 

throughout Türkiye using social media, personal networks, and the websites of the 

kindergartens. Due to a lack of authorization or accreditation, the researcher personally 

searched and scanned different regions of Türkiye to determine the number of forest 

kindergartens. The websites and social media pages of the identified schools were 

thoroughly examined to confirm that they are, in fact, forest kindergartens that use 

natural outdoor settings as a regular learning environment. This scanning produced 

data regarding the number of kindergartens in Türkiye. Table 3.2 displays the locations 

and numbers of kindergartens. The kindergartens that describe themselves as nature-

inspired or nature-based were excluded from the scanning. 
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Table 3.2 The distribution of kindergartens across the regions of Türkiye 

The location of kindergartens  The number of kindergartens 
Mediterranean region 4 
Mersin 4 
Eastern Anatolia Region 2 
Diyarbakır 1 
Malatya 1 
Eagen region 1 
İzmir 1 
Central Anatolia 3 
Konya 3 
Black Sea Region 2 
Ordu 1 
Samsun 1 
Marmara Region 16 
Balıkesir 1 
Bursa 2 
İstanbul 11 
Mardin 1 
Sakarya 1 
Total 28 

 

Although the first kindergarten in Türkiye to call itself a forest kindergarten is 

located in the Mediterranean region of Türkiye, table 3.2 indicates that forest 

kindergartens in Türkiye are primarily centered in the Marmara region. After the 

Marmara region, the regions that have forest kindergartens are the Mediterranean, 

Central Anatolian, Black Sea and Aegean regions in that order. 

As previously mentioned, due to familiarity, accessibility, and feasibility 

concerns raised by Hatch (2002), the researcher limited the scope of the study to the 

Marmara, Black Sea, and Central Anatolia regions. Based on Hatch's 

recommendations, kindergartens in various regions of Türkiye were contacted. 

However, the study was limited to three regions where forest kindergarten founders 

had a positive attitude toward assisting with the research process and agreed to 

participate in the research. During the second semester, visits to the kindergartens took 

place on three separate occasions, spanning three distinct seasons. The months during 

which the first, second, and third observations were carried out were February (0°C–

5°C), April (10°C–18°C), and June (21°C–25°C), respectively. Three days were spent 

at each of the target schools during each season to observe their practices. As 
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mentioned earlier, the researcher conducted observations during different seasons of 

the year based on suggestions by previous studies (Baili, 2012; Barnett, 2016) that 

conducting observations during different seasons helps in obtaining rich data about the 

practices in forest kindergartens. In addition, earlier studies had suggested that the 

weather conditions and the alterations in nature could impact how youngsters connect 

with both adults and the natural world. Moreover, there is a negative attitude among 

Turkish parents regarding their children playing outside in cold weather, as indicated 

by a substantial body of research (Aktaş-Arnas & Tepebağ, 2017; Cevher-Kalburan & 

Yurt, 2011; Çetken & Sevimli-Çelik, 2018; Yalçın & Tantekin-Erden, 2021). 

Therefore, it seemed appropriate to observe the practices of the forest kindergartens 

during the various seasons of the year to determine whether or not the forest 

kindergartens in Türkiye can successfully meet this kind of challenge. Thus, the 

practices employed in forest kindergartens were observed for significantly longer 

periods (three days in winter, three days in spring, and three days in summer). In order 

to provide further information and to contribute more, images of outdoor facilities 

were obtained to corroborate the comments made by participants during the interview 

sessions and to offer rich and thick descriptions of the settings. In addition, 

photographs of activities were collected to enhance the observations and serve as a 

reminder of the specifics of the locations that were being observed. The kindergarten 

founders were given information regarding the observation schedule of the study. 

Based on the observation schedule, the researcher visited each kindergarten for three 

days. This allowed the researcher to communicate with kindergarten founders outside 

of the school context and acquire information that was not only informal but also 

transparent about the procedures of the target kindergartens. As mentioned earlier, this 

allowed the researcher to look at the bigger picture and determine whether there were 

any underlying reasons of practices. 

Interviews with kindergarten founders, teachers, and parents were conducted at 

the end of observations to triangulate data obtained from observation and field notes. 

There are two justifications for conducting the interviews at the end of the 

observations. 

First, the parents of 36–48-month-old children were able to experience the 

forest kindergartens for each season before being interviewed by the researcher. 

Similarly, if one of the teachers was a beginner in the teaching profession, conducting 
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the interviews at the end of the semester allowed the teacher to witness all the 

challenges or favorable circumstances throughout the year. Considering that these 

experiences enable the participants to expand their stories in the interview, in-depth 

data could be obtained. Second, the data from the interview enabled the researcher to 

ask several additional questions to conduct in-depth interviews with participants. 

Based on this rationale, each participant was interviewed when the last observations, 

which were carried out in June, were conducted. 

The interviews with the kindergarten founders and teachers were conducted in 

two sessions. The focus of the first interview session was their background, including 

education, childhood, and motivation, their current practices, the challenges, the 

strategies to eliminate challenges, favorable circumstances, cultural adaptations, etc. 

Based on the assumption that conducting the complete interview in one session would 

be boring and tiring for the participants, the researcher conducted the second session 

at a different time. For instance, if the first session was conducted in the morning, the 

second session would be conducted in the afternoon or the next day. The focus of the 

second interview was the kindergarten founders' and teachers' knowledge of Forest 

Pedagogy. The two interviews with the founders took almost two hours, whereas the 

teachers' interviews took almost one and a half hours. The parental interviews were 

connected by first providing one parent from each age group the consent form 

presenting details of the study through the teachers. Volunteer parents from each age 

group (36–48 months, 48–60 months, and 60–72 months) were invited to the 

kindergarten to be interviewed. The focus of the interview was their knowledge of 

Forest Pedagogy and their demographic and background knowledge, such as 

educational level, childhood and play experiences, and motivations to enroll their 

children in a forest kindergarten. The parents' interviews took almost 35–45 minutes. 

3.6. Data Analysis Process  

The analysis of the gathered data was carried out in two steps. First, the 

obtained data were examined within the context of the case while taking into account 

its uniqueness. In the second step, a cross-case analysis was carried out to look for 

similarities and differences across the cases. The investigator developed some 

naturalistic generalizations that could be applied to all the cases, even though each case 
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had distinct characteristics. The procedures outlined below were carried out to achieve 

this goal (Stake, 2006; Yin, 2009). 

The current study adopted Creswell's (2007) data analysis procedure to analyze 

the data from interviews, observations, and field notes. This decision was made after 

considering the nature of the study and the relevant prior research. The initial step 

consisted of transcribing the audio recordings to arrange and compile the data. To 

achieve inter-coder agreement, a second coder, who is also a researcher with an interest 

in forest kindergartens, was incorporated into the process. According to Marshall and 

Rossman (2011), the term "inter-coding agreements" describes the consensus reached 

by many coders about the same data. Creswell (2007) made a similar point, stating that 

the concept of inter-coding agreement refers to the consistency of different coders 

while working with the same data. Thus, to achieve this agreement, the coders 

conducted their independent examinations of the data to emphasize comments that 

stood out as particularly relevant to the topic of the investigation. During coding, 

preliminary codes that were developed based on a conceptual framework and the 

relevant literature were used to build the themes and categories. 

In addition, the coders, depending on the type of research that was conducted, 

highlighted certain lines and words to create new themes and categories that were 

distinct from the ones first conceived. The coders then compared the themes and 

categories based on the degree to which they were related to one another. Following 

the completion of the steps for reaching an inter-coding agreement, the researcher 

compared the categories and themes. 

3.7. Trustworthiness of the Study 

In qualitative research, the objective of trustworthiness is to provide evidence 

for various subjects, such as representing the reality of conditions and preventing 

possible biases (Bloomberg & Volpe, 2008; Merriam, 2009). In line with the goals of 

the research being conducted, several techniques are applied to reduce the influence of 

any possible sources of bias and enhance the reliability, validity, and generalizability 

of the findings (Merriam, 2009; Yin, 2009). For example, qualitative researchers are 

strongly recommended to employ a minimum of two methodologies to address the 

difficulties of validity and generalizability (Cresswell, 2007). In this regard, the 

researcher in this study utilized a variety of methodologies to validate the study. The 
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procedures of triangulation and peer review were implemented to assure the study's 

validity. On the other hand, the methodology of rich and thick description was applied 

to boost the generalizability of this study. 

The use of triangulation as a validation method in qualitative research is the 

most common method currently used by researchers (Merriam, 2009). Although 

triangulation can be provided through multiple data collection methods, data sources, 

investigators, and theories (Miles & Huberman, 1994), the current study applied 

triangulation using interviews, observations, and field notes. These three methods 

focused on the same subject matter and were used to investigate the same issue. In 

addition, the viewpoints of the school's kindergarten founders, teachers, and parents 

regarding the same issue were researched to validate the responses reported during 

interview sessions. 

Peer examination, also known as peer review, is an additional approach for 

validating research, as recommended by Merriam (2009). By utilizing this tactic, a 

colleague who is knowledgeable about the subject area and methodology in question 

examines the raw data and the emerging conclusions to determine whether or not the 

findings are plausible in light of the facts. By designating a guide specifically for this 

research study, the researcher was able to incorporate this strategy into the overall 

design of the study. The advisor was asked to examine the procedure in this manner 

from the beginning to its conclusion. 

According to Creswell (2007) and Merriam (2009), providing a comprehensive 

and thick description is a validation method that enables the reader to form inferences 

about the transferability of emerging findings to similar settings and individuals. Thus, 

the study provided a comprehensive account of the various settings and the participants 

of the study. 

Merriam (2009) suggested a positive correlation between validity and 

reliability. With regard to reliability, this relationship exists. To put it another way, the 

study with the most merit would probably have more trustworthy findings. When 

viewed from this angle, the triangulation method used in this research could potentially 

be interpreted as a strategy for obtaining more trustworthy and consistent findings. In 

addition, an inter-coding agreement was ensured to boost the study's reliability and 

produce more accurate results from the analysis. 
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In this particular investigation, appropriate moral and ethical considerations 

were applied. The METU Human Subjects Review Board was initially contacted to 

acquire authorization to carry out the study. The protocol number for the ethical 

approval is 463-ODTU-2021. Moreover, consent forms were used to ensure that each 

participant was participating in the study voluntarily. 

3.8. Limitations of the Study 

This research has a number of limitations. First, only one of the kindergartens 

in the Marmara region holds a five-year accreditation from the English FSA. The one 

in the Black Sea region has been accredited for almost half a year, despite the fact that 

it was founded in 2018 and uses the name Forest Kindergarten. However, the other 

kindergarten in Central Anatolia has been accredited by the Turkish Forest School 

Association for nearly six months. At this point, it is reasonable to remind readers that 

in Türkiye, unlike England, there is no accreditation requirement for kindergartens to 

call themselves "forest kindergartens." From this perspective, additional research 

could be conducted in kindergartens that have been accredited for at least five years 

by the FSA of England. Additionally, studies involving the other geographic regions 

could be conducted, as the current study was limited to only three geographic regions. 

Finally, each kindergarten's observations were limited to nine days. Therefore, 

additional research could be conducted for an extended observation period. 
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CHAPTER 4 

 

 

4. FINDINGS 
 

 

First, an individual analysis of each case was performed in order to identify 

overarching themes and underlying themes. This was done after taking each case's 

individual characteristics into consideration. Second, in accordance with the 

fundamentals of cross-case analysis, the investigator made an effort to make contrasts 

and comparisons between the multiple cases in an effort to identify patterns of 

differences and similarities. This chapter presents the findings of each case by referring 

to the participants as well as the themes and subthemes that emerged from their 

interactions. After that, themes and subthemes that emerged from our examination of 

the cross-cases were discussed. The following research questions are addressed by this 

study: 

1. What are the practices of forest kindergartens in three different regions of Türkiye? 

2. What challenges and favorable circumstances did the kindergarten founders 

experience when establishing and operating the forest kindergarten? 

● In what ways do the kindergarten founders overcome challenges in 

establishing and operating forest kindergartens? 

3. What challenges and favorable circumstances do the teachers experience while 

working in forest kindergartens? 

● In what ways do the teachers overcome the challenges they face while 

working in forest kindergartens? 

4. What kind of cultural adaptations do the kindergarten founders and teachers need to 

make depending on their cultural or geographical context? 

5. What is the teachers' and kindergarten founders' knowledge of Forest Pedagogy? 

6. What is the parents' knowledge of Forest Pedagogy? 

●  How does the parents' knowledge relate to their expectations of forest 

kindergartens? 
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4.1. Demographic Characteristics of the Participants Across Cases 

Before analyzing each case individually, the demographic characteristics of all 

participants were presented. Although demographic characteristics are not the primary 

focus of the research questions, they may serve as an underlying justification for the 

discussion of findings. The demographic characteristics of the kindergarten founders, 

teachers, and parents are outlined below. 

4.1.1. Demographic characteristics of founders across three cases 

Figure 4.1 summarizes the demographic characteristics of the kindergarten 

founders. The capital letters of the words, including kindergarten founders (F) and the 

city of the school settings, represented the kindergarten founders. That is, the text and 

figure depicted the founder of an Istanbul kindergarten as "FI." Similarly, the 

kindergarten founders of Konya and Ordu were denoted as "FK" and "FO" 

respectively. 

As depicted in Figure 4.1, the kindergarten founders enjoyed outdoor, and 

nature play as children. All of them expressed that playing outside was pleasurable for 

them. Regarding these experiences from childhood, FI stated that I was born in the 

Black Sea region. I spent my childhood in the Black Sea until I was nine years old. We 

were in the highlands, surrounded by nature. My childhood was filled with playing 

games. 

In a similar vein, FO said, 
...Our childhood was filled with village life. There was a highland life, and my grandfather and 
grandmother provided us with many opportunities to participate in it. In the summers, my 
grandfather would take us. My grandmother has a highland house in Çambaşı, this place's 
highland, and we used to go there, staying in the highland for two months with my grandfather. 
I was a typical Highland child with red cheeks and fruit spots on her collar. We'd go to the 
creek, have a picnic, and swim in the icy cold waters, and I'd be sick all the time. 

Similarly, FK expressed,  
We were on the street, which was outside." We also had neighbors and friends in the 
neighborhood. There were gardens that we used privately. We transformed them into a play 
area. Also, the bottom of our house used to be completely open to the district's gardens. We 
used to go there all the time and walk along the creek. We used to pick blackberries, climb 
trees, and fall. 
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Figure 4.1 Demographic characteristics of the kindergarten founders 

The kindergarten founders of three kindergartens hold at least a bachelor's 

degree, whereas two of them (the ones in Istanbul and Konya) also have a master's 

degree. None of the kindergarten founders are early childhood teachers. Yet, the 

kindergarten founders of kindergartens in Konya and Istanbul had a degree in the 

teaching profession. The kindergarten in Ordu has a special case. Although the school 

was founded by FO -kindergarten founders of Ordu-, she collaborated with her sister, 

who holds a degree in ECE and a qualification in Level 3 training in England. Her 

sister works as a teacher at the target kindergarten while the FO conducts the position 

of founder. All the kindergarten founders work as administrators (principles) of the 

target kindergartens as well. Thus, they all spend their time working at their 

kindergartens. All the kindergarten founders had certificates for forest kindergarten 

leader training. Yet their certification comes from different institutions. The forest 

kindergarten in Istanbul is accredited by the FSA of England as the founder of it is 

qualified as a Level 3 forest school leader. Similarly, the kindergarten founder’s sister 
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in Ordu is also qualified as a Level 3 forest school leader thanks to the training, which 

is offered by Sara Blackwell, the Chairman of the Archimedes group of companies and 

pioneer of Forest School learning and training. Thus, the forest kindergarten in Ordu 

has officially deserved to use the name forest school. In addition, the founder of this 

kindergarten in Ordu attended the training for “the introduction to forest kindergartens, 

level I." As for the founder of the kindergarten in Konya, she attended the forest school 

leader training offered by Turkish institutions, namely the Forest School Association. 

This association arranged training titled "Level 3 Forest School Leader Training." The 

details of that training were presented in the literature review section. In addition to 

level 3 training, all kindergarten founders stated that they attended several seminars, 

the subjects of which were about Forest Pedagogy.  

When the kindergarten founders were how they decided and motivated to 

establish a forest kindergarten they suggested some shared reasons such as 

appreciation to alternative education and seminars and training of Forest Pedagogy. 

For instance, FK said that she had been working at a Reggio inspired kindergarten 

previously. Thus, when she decided to set up her own kindergarten, she searched for 

alternative education. “I spent several hours in front of the computer searching for 

alternative education.”  FK added that she was impressed by the TV news on Forest 

Kindergarten. “The forest school made the news in Türkiye. How long has it been? 

2014 or 2016. I sighed at the time. If I ever open a school, it will be a forest school. 

Similarly, FO stated, 
Traditional classroom education is always something I don't like a lot. I said, "I'll never do 
something like that." It's sad that these kids always sit in a row at the table. At the time, I was 
very interested in alternative educational methods. At that time, Montessori was very popular, 
but I don't like it at all. So, I'm not interested in it. Then I asked myself, "Should my school be 
Reggio inspired?" I felt more at home with Waldorf.  I was searching for what schools are in 
Türkiye and what schools are in other countries. While I was doing research, I was faced with 
Gaye Amus' training.  After attending her training, I decided that yes, I could do that in the 
Ordu. (FO). 

The kindergarten founders presented the distinct reasons that motivated them 

to set up a forest kindergarten in the context of their region. FO stated that her 

childhood experiences, which were full of playing in nature, had an influence on her 

preference to set up a forest kindergarten, “I was lucky to be born near the Black Sea, 

so I think that's why I took this job. Because when we were kids, there was always a 

lot going on in the village. and a life in the highlands"(FO).  
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The founder in Istanbul spent years in England and had the chance to visit 

various schools and attend different seminars. She mentioned that she was impressed 

so much by one of the seminars.  
I remember attending a seminar abroad. There was one speaker. His presentation impressed 
me greatly. It had to do with a school. It was a school that combined Waldorf and Forest 
Pedagogy. Following that, I closely examined it. This system was very appealing to me (FI). 

The demographic characteristics of the kindergarten founders show that they 

are the individuals who connected with nature as early as possible. They all share the 

type of childhood in which playing in nature with freedom is a common experience. 

Yet, it is an interesting issue that none of them were from the field of ECE, although 

two of them had a teaching profession. Their motivations and paths to establishing 

forest kindergartens demonstrate that they are open minded, advocate for alternative 

education, and willing to research innovations. 

4.1.2. Demographic characteristics of the teachers across three cases 

  

Figure 4.2 Demographic characteristics of teachers across cases. 
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Participant teachers' demographic characteristics across cases were presented 

in the Figure of 4.2. In order to ensure confidentiality, participants were represented 

with the capital letters of the words “teacher” and “Istanbul, Ordu, and Konya.” That 

is to say, the teachers of the kindergarten in Istanbul were symbolized as “TI1, TI2 and 

TI3”, whereas the ones from Konya were represented as “TK1, TK2, and TK3”. The 

same representation was also used for the teachers from Ordu. They were asked about 

their childhood experiences, educational background, teaching experiences, and 

qualifications for Forest Pedagogy. 

According to the findings, all participants across cases had similar childhoods 

in which they played freely in places such as gardens, streets, playgrounds, and so on. 

Almost all of them had village or highland experiences, especially during the summer. 

In terms of those enjoyable childhood memories, TO1 stated, 
There were street games and street culture in our childhood. I grew up in an apartment 
complex with many children, and because we lived near the beach, I took advantage of both 
the grassy areas and the neighborhood culture. Our friends were constantly playing games 
there. We used to play with our uniforms in the neighborhood before going home from school 
in the winter. We used to spend a lot of time in the village, playing games in the neighborhood.  

The TK3 added, 
To be honest, my playground was the soil. We used to play with the village children, with our 
friends, and with the soil, with our neighbors. There was a place where such trees could be 
found. There was a water well surrounded by stones, but there was no water in it. But we used 
to play on the edge of those stones under the trees.  We brought teapots from home that were 
not being used at work, and we used them to cook there by making mud water. We also had a 
house party. The stones were arranged as follows: this is the room; this is the bedroom; and 
so on. 

According to some of the teachers, this type of childhood in nature familiarizes 

them with the practices in forest kindergartens. For instance, TK2 said, “We were 

actually playing with mud. I usually make a lot of cakes. For instance, we have been 

working on mud cakes in our school now. We're currently making shapes using mud 

and other materials at our school.”  

Regarding their educational background, two of the teachers in Istanbul held 

bachelor's degrees from the department of ECE, while the third earned an associate 

degree from the child development program. Similarly, two of the teachers in Ordu 

have B.A. degrees (ECE and social work) and one holds an associate degree in child 

development. As for the third case, two teachers in Konya obtained an associate degree 

in child development, whereas one received a bachelor's degree from the department 

of child development. In total, just three teachers hold a bachelor's degree in ECE. This 
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may be a recent trend in private Turkish kindergartens. BA-educated ECE teachers 

prefer to work in public kindergartens due to the private sector's low earnings and 

prolonged work hours, ECE teachers prefer to work in public kindergartens. 

Fortunately, most of them had at least five years of teaching experience. Only two of 

the teachers (one from Konya and one from Istanbul) were in the first year of their 

teaching career. The most experienced teachers were from Istanbul, with 12 to 13 years 

of practice. Except for three teachers, most teachers in all cases had teaching careers 

in a variety of kindergartens, including traditional, indoor-oriented, and alternative 

ECE approaches such as Reggio and Montessori. The teachers reported the following 

information about their teaching careers: 
For five years, I worked at Fatsa. We were doing classroom instruction at that school. We 
didn't spend much time in the garden. We used the Montessori method. There were also 
tabletop activities. We had branch lessons such as art and drama. But children mostly played 
with toys indoors.  Then I spent a year working in Ordu, the city center. In that school, there 
were also two systems running at the same time, including traditional early childhood 
education and values education.  But most of our time was spent indoors. Children used to do 
paper-and-pencil work or play with playdough when their teachers told them to. We prepared 
materials and presented them to the students as teachers. (TO3) 

“I previously worked in a regular kindergarten. It wasn't like a forest school; it was 

just like that; it was closed inside the building, and they only had a small, very small 

park” (TO2). 

“Normally, I spent five years in a kindergarten in Bahçelievler. It was a kindergarten 

that followed a more traditional educational model” (TI1). 

“I worked at a nursery for a year or two. There, the Reggio Emilia method was used. 

Then I worked in another kindergarten, which followed the national education 

curriculum” (TK3). 

“Before this school, I worked in kindergartens internalizing traditional education” 

(TI3). 

Some of the teachers stated they were challenged with the notion of Forest 

Pedagogy when they first started to work in a forest kindergarten. TI3 openly admitted 

she had stereotypical teaching due to its career path. 
Since I worked in traditional education, I've had stereotypical teaching behaviors. To be 
honest, in the traditional educational model, the teacher is more of an interventionist. In 
addition, I have never spent so much time outside with children. I'm worried because there are 
so many risks. So, I'm approaching the point of intervention... Because the teacher was always 
the dominant figure in the traditional educational model, you know, kids, the learner was in 
the learning phase, but you may need to intervene more. (TI3). 
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Finally, except for a teacher, all stated that they had not participated in Forest 

Pedagogy certification programs. Only one teacher in Ordu received level 3 forest 

school leader training. As previously stated, this teacher has a unique situation because 

she is the founder's sister at this school. As a result, she may have extra motivation and 

funds to attend this training. 
My sister is a very open person who enjoys conducting extensive research. When she shared it 
with me after I researched it, we realized how appropriate it was for us and began to focus on 
it. It was like someone was telling me what I already knew. I mean, that's what I saw and felt, 
so I had strong feelings about it. When I heard about forest school, I thought to myself, "This 
is how I grew up, so why shouldn't kids?" We went to both Gaye Amus' training and Sara's 
(Sara Blackwell’s) training because of this (TO1). 

All the other teachers expressed that they had attended in-service training in 

Forest Pedagogy by the kindergarten founders of the target schools. In addition to in-

service training, some of them suggested they had attended online seminars in Forest 

Pedagogy. Regarding the training by the kindergarten founders, the TO2, and TO3 

stated as follows 
FO trained us for a month when I started to work here. FO showed us what to do when a child 
gets hurt. She told us not to get in the way of children' play. She also said that we take the 
children outside in all four seasons so that they can learn about nature. She showed us how to 
talk to kids and how to act in the forest, like how to keep the forest clean (TO2). 

“FO trained us about how kids should act in the forest and what they should do” 

(TO3). 

Similarly, TK1 reported, 
FK provided instruction. He taught us to focus on the interests and needs of children, to listen 
to and observe them carefully, and to conduct risk assessments at work. He taught us a lot 
about risk analysis and pointed us in the right direction. In general, this is the case (TK1). 

The teachers from Istanbul also stated that they attended in-service training by 

the kindergarten founders. For instance, TI1 suggested she attend an in-service training 

when she first started to work in a target kindergarten.“At the beginning of the first 

semester, which I think was in August, FI trained us on how to start the process” (FI1). 

In addition to FI1, the other teachers confirmed their in-service training by the founder. 

TO3 added that the high cost of certification programs prevented her and her friends 

from attending, despite the kindergarten founders' offer that she could pay a portion of 

the training fee. 
We may face difficulties in that regard due to the high cost.  It's so expensive. For example, the 
last time an instructor came, I think it was quite high at the time, and I think it was in euros. 
Meanwhile, we really wanted it but didn't get it. 
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As a result, teacher demographics confirmed that forest kindergartens are a new 

phenomenon in Turkish ECE. Thus, the teachers had at most five years of experience 

working in a forest kindergarten.  The teachers who work in forest kindergartens had 

enjoyable childhood experiences because they were outside. The teachers' educational 

backgrounds are diverse, including a BA in ECE, child development, and an associate 

degree in the child development program. Finally, the status of their 

qualification/professional development reveals that nearly all lacked special 

certification in Forest Pedagogy. Their knowledge of Forest Pedagogy is primarily 

based on in-service training provided by kindergarten founders. 

4.1.3. Demographic characteristics of the parents across three cases 

As shown in table 4.1, participant parents were represented by capitalization of 

the words "parent" and "their city of residence; Istanbul, Ordu, Konya." In other words, 

a parent residing in Istanbul was represented as "PI1". To maintain confidentiality, the 

same procedure was followed with all parents. All the participants were mothers of the 

children. Each participant was the mother of a child. The researcher informed the 

parents of the purpose of the study before interviewing one willing parent from each 

group.  

Table 4.1 Demographic characteristics of the parents across three cases 

Teachers Attributes of the parents Significant life 
experiences 

 
Age Profession Number of 

children 
Forest 

kindergarten 
experience 

Pleasure in 
being 

outdoors 

Lack of 
outdoor 

experience 

PI1 41 Special education teacher 2 2  ✔ 

PI2 35 Economist* 1 2  ✔ 

PI3 37 Economist 2 1 ✔  

PO1 33 Lawyer 1 1 ✔  

PO2 37 Academician of physical 
education 2 3 ✔  

PO3 30 Sociologist * 1 3 ✔  
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Table 4.1. (cont’d) 

PK1 34 Economist* 1 1 ✔  

PK2 34 Nurse 2 3  ✔ 

PK3 35 Translator interpreter 2 1 ✔  

*Refers to the parents who do not work actively in a job  

 

The demographic characteristics of the participant parents indicate that they are 

in the age range between 30-41. Similarly, they are all educated individuals with 

diverse professions. Yet, three of the parents reported that they do not actively work at 

a job. Four of the parents have one child each, whereas the others have two children. 

From this point of view, the participant parents match up with a modern and urbanized 

Turkish family structure, in which mothers are educated and employed. Similarly, 

compared to rural families, modern and urban families have a low fertility rate and, 

thus, a low number of children. The possible influence of this family structure on forest 

kindergarten practices was discussed in the discussion section. 

As for their experience in a forest kindergarten, across all cases, four of the 

children have attended their forest kindergarten for three years, two of the children for 

two years, and lastly, four of the children have attended for one year. Therefore, it 

could be stated that most of the parents had a long history of being in a forest 

kindergarten, which enabled them to witness various aspects of Forest Pedagogy.  

Lastly, as table 4.1 indicates, most of the parents had a childhood in which they 

played outdoors. Across all cases, six parents reported that they had had pleasurable 

outdoor experiences, full of play with peers in the streets or other outdoor settings. 

Regarding those memories, PO1 stated, 
There was a culture in the neighborhood. There was, indeed. We used to play until it got dark 
with our friends. We used to play until late at night. My mother used to say, "Let's call the kids 
and feed them." My father used to tell us that if we let them play games, they would eat later 
because play is more valuable than food. If they were hungry, they would not die (PO1). 

We were born and raised in Ordu because this is where we grew up. We had a great childhood. 
So, there weren't many tablet phones, etc., in our time. We used to play hide-and-seek and lots 
of games with marbles, rope, and jump rope. It was a lot of fun. We had a great childhood. 
(PO3). 

Similarly, two parents from Konya shared similar memories. One of them expressed 

her memories as follows. 
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We were always outside—at the beach or in the pool in the summer. Sand, dirt, and trees are 
all very valuable and important to us. We've always liked being outside more than being inside. 
Let's make a doll instead of a screen or a toy made of plastic. Let's sew a doll, a pillow, and a 
quilt. Let's play something with pots and pans. Yes, this was pretty much how my childhood 
was, up until the age of 7. 

Nonetheless, three of the parents (two from Istanbul, one from Konya) shared 

that due to their parents’ parenting style, they lack experience of being outdoors for so 

much time. To illustrate, PK2 said, 
Because I grew up in Karaman, I never got to play outside. We had a house in the middle, so 
it was right in the middle of the market, the traffic, and other things. I also had a little niece 
who was staying with us. When I went outdoors, I couldn't take care of him. We couldn't leave 
the street in front of the house, and I couldn't go down. My mom was a little bit strict, so I can't 
say I played too much. I've never played outdoors in the evenings, for example. I played drama 
and other games when I was at home. We did not have a village existence. I mean, I didn't play 
a lot when I was young. 

Similarly, PI2 said, 
I wouldn't say under pressure, but baby rose baby, I've grown a lot. I wasn't pressed to the 
ground for the sole purpose of keeping my shoes clean. When I become ill, I will become 
infected; no one should come into contact with me. Keep your clothes clean. To be honest, I 
didn't grow up like a child. For example, we have our own village, which is where my father's 
family's village is, and my mother used to dress me in something and get very angry with me if 
it got dirty. How can I tell you, unlike today's children, I was like a sterilized child. Do not 
jump there, don't sit there. I can't just sit there. Even things that a child would do to improve 
themselves were abnormal for me; she didn't make them do it. 

PI1 added a similar experience from her childhood. 
I was born and raised in a small coastal town until my high school years. My mother was an 
expert in hygiene and sterilization. He'd undoubtedly want to dress us up like this. When we 
go out, we wear street clothes, and when we come home, we wear home clothes. I was a child 
raised in very safe neighborhoods, able to play in a specific area of the street. I couldn't simply 
go up to the mulberry tree next to our house and eat mulberries from there, nor could I climb 
any other tree. Here, I had a childhood completely void of natural life experiences. In the 
summers, we went to my grandmother's village, which was small. There must be hazelnut 
orchards somewhere. In general, we had a childhood that was protected, cared for, and very 
important to my mother's cleanliness, hygiene, regular feeding, and going to bed at the same 
time. 

Although three of the parents were not allowed to play freely in natural 

environments as children, they valued play and being in nature as early as possible. 

They reported that they preferred forest kindergartens for their children since they did 

not want their children's childhoods to resemble their own. To avoid redundancy, their 

accounts of this issue were organized into the following categories. 

4.2. Case 1 / Marmara Region-Istanbul 

As mentioned previously, one of the primary research questions was designed 

to investigate the practices of forest kindergartens. To this end, the kindergarten 
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founders and teachers were questioned on a variety of topics, including their daily 

schedule, amount of time spent outdoors, frequency of forest sessions, rules and 

routines, curriculum, etc. Their responses, along with information derived from 

observation and field notes, led to the development of the following categories and 

codes. 

This kindergarten is in Bahçeşehir, Istanbul, located in the Marmara Region. 

This section contains no additional information because the school setting section of 

the method section contains school-specific information. The following is a general 

overview of the kindergarten: 

Each of the school's six groups is taught by two teachers, one native English 

speaker and one Turkish ECE. They then implemented bilingual education in ECE. 

The school employs nearly ten additional people, including cleaning staff, a chef, and 

a secretariat. The school serves children from middle and upper-income families. The 

school garden is situated on sloping ground and contains many different types of trees. 

Due to the high slope and landslide risk, the garden was divided into sections by a 

retaining wall. The divided areas were given different names, such as mud kitchen, 

Eco- Park, and harvesting area... There are no typical outdoor playground features like 

slides or swings. According to Forest Pedagogy, they do not use any additional 

equipment other than natural components. As an example of semi-structured material, 

the garden only had a mud kitchen and a sandbox. The photographs below depict the 

kindergarten's outdoor facilities. Natural elements such as trees, bushes, mud, and sand 

in a sandbox can be found in the kindergarten's outdoor environment. Furthermore, the 

outdoor setting included a variety of loose elements such as wooden logs, stones, sand, 

and mud kitchen components. The ecopark, which is full of trees and natural loose 

parts, is where they hold their forest sessions. 

All adults working in forest schools and all children attending these schools 

ought to be aware that the areas where educational practices are conducted can be 

categorized into three groups: "ancient forest areas," "semi-ancient forest areas," and 

"plantations"; and which of these groups their area belongs to (Buchwald, 2005 as cited 

in Çabuk, 2022).Ancient forests are areas that have been covered by trees for centuries. 

They are areas where humans have relatively little impact. There are unique and 

complex communities of plants, fungi, insects, and other microorganisms in these 

areas. Semi-ancient woodlands are areas where trees grow naturally. Despite the fact 
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that the majority of these regions have been utilized by humans for the production of 

industrial materials such as timber for centuries, these regions have been forested for 

centuries. Finally, plantations are agricultural areas and businesses used for the 

commercial and industrial production of large quantities of plants. Particularly, coffee, 

rubber, cocoa, sugar cane, and cotton are cultivated on plantations. This definition also 

encompasses areas where trees are cultivated without the intent of producing a product 

(Çabuk, 2022; Goldberg, Kirby, Hall, & Latham, 2007). On the basis of these 

definitions and categories, it is possible to classify the target kindergartens’ outdoor 

settings where forest sessions were held as plantations. 

 

Figure 4.3 The outdoor facilities of kindergarten in Marmara Region 
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4.2.1. Practices of kindergarten in Istanbul, Marmara Region 

The codes and categories associated with the theme of practices are depicted in 

Figure 4.4. Interviews, observational data, and field notes revealed nine categories 

with multiple subcodes for forest kindergarten practices in Istanbul, Marmara Region, 

as depicted in Figure 4.4. 

 

Figure 4.4 The practices of kindergarten in Istanbul, Marmara Region 
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4.2.1.1. Daily schedule 

Figure 4.5 demonstrates the overall schedule of the school. The day begins with 

a gathering where the children play freely until breakfast, as depicted in Figure 4.5. 

Children are allowed to play freely in learning centers, especially during gathering and 

leaving times.  

 

Figure 4.5 Daily schedule of the kindergarten in the Istanbul, Marmara Region 

In the observation sessions, it was observed that the schedule of the groups 

changed during the week, as the school uses the garden as a reference area for forest 

sessions. For example, one group conducted forest sessions in the morning on Monday 

and Tuesday, whereas on the other days of the week, the same group conducted forest 

sessions in the afternoon. Depending on their forest sessions, English time was 

conducted before or after noon. That is to say, the day was split into two halves. In the 

first half, generally, the Turkish teacher takes the responsibility of the daily schedule 
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and decides how it goes. In the second half, generally the afternoon, the native English 

teacher takes the responsibility for conducting activities in English. However, the two 

teachers mostly work together, yet the Turkish ECE teacher mostly leads the group, 

except for English time.FO explained how the day begins as follows. 
Between 9 and 9:30 a.m., the children arrive at school and eat breakfast. Then a circle time 
follows. The circle time can be carried out in either English or Turkish. They can practice 
rhythm in the circle clock, discuss the weather, their feelings, and the days of the week before 
moving on to their own academic processes (FI). 

TI2 stated how the day goes on after breakfast and circle time as follows. 
If we are in the garden, we conduct the preparation and forest session in the morning. If we 
are in the class, we do our activities before noon. We make sure that children have enough 
time to explore during this process. After that, we eat lunch. If we're going to be in the garden 
in the afternoon, we can do a small activity like yoga or music, then go out to the garden. When 
the sessions end, we start getting ready to go home. 

4.2.1.2. The variety of outdoor settings 

Observations were made of the forest kindergarten in Bahçeşehir, Istanbul, 

conducting forest sessions in the school garden. Aside from school gardens, they were 

not observed in natural environments such as woodlands or forests. Due to 

urbanization, there are no unstructured recreation areas near the school, so the founder, 

who holds a certificate for Level 3 leader training, explained that forest sessions were 

held in the school garden. She claimed that conducting sessions in public picnic or 

recreation areas is inconsistent with forest kindergarten practices. According to field 

notes and observations, the garden was intentionally unstructured with equipment and 

materials so that children could play in an affordable play area filled with natural loose 

materials. FO stated, regarding their use of the garden, 
In the immediate vicinity, there are no such unstructured recreation areas. It is not necessary 
to visit many recreation areas during the forest school process. The area must be a quiet, 
unstructured place, with only the school present, in order for the philosophy to flow properly. 
But there are currently no such places around the school. 

4.2.1.3. The amount of time spent outdoors 

The frequency of using the outdoors was regular daily. That is to say, the 

children were allowed to spend at least two hours a day in all seasons. However, the 

founder and teacher reported that time spent outdoors might change depending on the 

weather conditions.  
For instance, if it's raining and snowing, young children may feel cold because they are small. 
When this happens, we cut the amount of time we spend outside from two hours a day to an 
hour and a half to an hour (TI1). 
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TI2 confirmed TI1's statement as follows.“We don't make it too long, and we change 

how long we stay outside based on the weather.” 

The temperature was 7 degrees on a rainy spring day. The three-year-old 

group's forest session lasted nearly an hour. Clothing, activity time, free play, and 

snack time were all part of this time. The shorter time could be attributed to the fact 

that the session was held in the afternoon, and it took too long to change the children's 

clothes afterward. While the children were changing out of their outdoor clothes, one 

of the teachers said to me, "Unfortunately, the weather today was not favorable." "You 

have bad luck." In fact, I did not anticipate good weather. I was particularly interested 

in observing the case in the rain. Nonetheless, the teachers' approach to weather 

reminded me of a Nordic proverb "There is no such thing as bad weather; only bad 

clothing." 

4.2.1.4. The routines of forest sessions 

Based on interviews and observations, the following codes, and categories 

regarding the routines of forest sessions were generated. As depicted in Figure 4.6, this 

kindergarten's forest session includes several routines, including preparation, circle 

time, discovery time, activity time, gathering, and assessment. 

 

Figure 4.6 The routines of forest session in kindergarten, Marmara region 
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As Figure 4.6 indicates, the forest session in this kindergarten starts with the 

preparation process. In this process, the teacher checks the reference area in terms of 

risk and prepares the learning environment by adding some loose parts to provoke the 

children’s attention. In addition, if the teacher is conducting an activity, she prepares 

the environment by involving related materials. As the groups involve two teachers in 

each group, one of the teachers could carry out these procedures when the children 

were inside. TI2 described these routines as follows. 
A teacher should come out and check the area. The field check includes determining whether 
there is any natural residue in the area, whether there is a dead animal, and whether there is 
anything sharp. The centers are then revised. If there is an activity and the activity requires 
extra materials, such as something from the kitchen or something from the warehouse, the 
teacher prepares them. Then, children put on their outdoor clothes. Children are controlled 
whether they can put on all the stuff such as neck collars, boots and so on. Then we go outdoors 
to access the area. 

TI1 stated they remind the rules in the circle time. “When we enter the field, 

we first recall the forest school rules. This is something we do every time we come to 

the field” (TI1).TI2 explained the rest of the session as follows. 
First, we let the kids look around, and then we moved on to the activity. The group activity is 
done by two teachers if it is split into two groups. If the activity is for one child only, that child 
does the activity while the other children have free time to look around. Then we gather 
everyone in the area and meet in the ring of fire. We'll look to see if we forgot anything, since 
we might need it tomorrow. 

Observation and field notes confirmed the teachers' and founder's descriptions 

of the forest sessions' routines. They were observed throughout preparation and 

assessment. The school has two locations on separate floors where children can change 

into their outdoor suits and have easy access to the outdoors. In these areas, children's 

outdoor clothing was kept. As indicated by the teachers, one of the teachers examined 

the school garden's reference area. The forest sessions were held in the largest area of 

the school's garden, which is filled with trees, a fire pit, several pieces of equipment, 

and various loose parts. Only one of the observations was conducted in the school's 

mud kitchen, a relatively small area of the school garden containing water, cooking 

tools, and a sandbox. They reached the reference areas after completing the preparation 

by using leather between garden areas. The name of the largest part of the garden was 

"Ecopark." When children entered the ecopark, they were advised to sit on the benches 

surrounding the fire pit. The rules "I keep myself, my friends, and the environment 

safe" were reviewed. If the teacher prepares a provocative learning center in the field, 

the children are informed about it and given the option to participate if they so desire. 
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The children were then permitted to play freely throughout the session. Teachers and 

the founder referred to this period as "discovery time" and the learning centers as 

"discovery centers." Throughout the session, teachers supervised the children by 

employing the strategies described in the following sections. When children 

approached the discovery center, the leading teacher approached the center and led an 

activity with the child in question or with other interested children. When the session 

was nearing its conclusion, the teacher reminded the students that time was running 

out. The teacher and children reconvened in the circle at the conclusion of the session 

to ask the children several reflective questions about their experiences and feelings. 

These include questions like "What have you done in the Ecopark or which one did 

you like the best, and why?" The sessions were almost the same in all seasons. 

However, their time to stay was a little bit longer in the summer as there are no closing 

procedures.  

4.2.1.5. Safety regulations and practices 

When asked about their safety regulations and practices, all the participating 

teachers and the founder stated that their primary rule was "to keep myself, my friends, 

and the environment safe." Under this primary rule, they have multiple agreements 

with children to ensure their safety. In addition to these deals, one of the teachers 

mentioned an appropriate adult-to-child ratio, whereas the others mentioned the 

gathering sign. Figure 4.7 displays the safety rules and practices. 

 

Figure 4.7 Safety regulations and practices of kindergarten in Marmara Region 
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Regarding the deals to keep children safe, TI1 stated  
For example, you can carry a branch as long as your arm, and you can play with a rope as 
long as one fathom. This is because one of the most dangerous things is the possibility of 
children bonding with each other. 

FI added,“We're not going to pass through the circle where the fire pit is.  They're 

aware of it. When someone walks around the fire, we make up a word to protect 

ourselves.” 

In relation to gathering sound, TI3 stated,  
For example, at the start of the semester, we pick words that have to do with kids. "Red" is the 
word we chose for our meeting time. When I say "red," the kids all go to the same place because 
there is a lot of space. We pick a different color or word to describe the emergency. 

TI2 summarized the safety rules as follows. 
The main rule is that only one person should be in the mud kitchen with the child because he 
can make mud everywhere. If the child is on the swing, you should count to twenty and give 
your friend a turn. The child should sit and wait while waiting for the swing to crash. Also, if 
the child wants to climb the tree, he should tell the teacher because he might not be able to 
assess the risks and benefits at any time. Yes, there is no guard around the child, but the goal 
is to make it easier for the teacher to reach them in case of an emergency. If we are in a bumpy 
area, for example, and the child wants to roll something, he should look down, so he doesn't 
run into his other friends. 

Observational data evidenced participant assertions regarding safety 

regulations. Teachers began circle time in all forest sessions by reminding students of 

the rule "I protect myself, my friend, and the environment." The teachers reminded the 

students of the general rules, even though they could not recall all the specifics. In 

some instances, such as when a student was holding a long branch, the teacher 

approached the pupil immediately and asked, "Did you measure the length by 

comparing it to your arm?" The child then began measuring the branch with her/his 

arm. The teacher (TO3) demonstrated to the child how he should measure. If it 

exceeded the length of his arm, the child was instructed to drag branches. Although 

this is true, numerous other instances of children not following rules were observed. 

The teachers were required to restrict the child's freedom by instructing him or her to 

leave the branches. For instance, in summer observation, one of five-year-old children 

threw an object in the way of his friend, and the teacher immediately came up to the 

child and told him, “Let’s recall our forest school rules.”In addition, when children 

wanted to climb trees, they alerted their teachers, who then came close to the trees to 

ensure close supervision. In the section on risky play, the supervision of teachers and 

children's initiative regarding risky play were discussed. 
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4.2.1.6. Curriculum 

According to the school's founder and teachers, the curriculum was developed 

with themes in mind. They stated that they determine the themes that emerge from 

nature by considering seasonal change. They believed that by observing the seasonal 

change, children would be able to utilize all their senses. As a result, they selected a 

plant and an animal as the themes of their project-based learning. The following Figure 

4.8 was created based on their curriculum statement. 

 

Figure 4.8 Curriculum of kindergarten in Istanbul, Marmara Region 

Concerning how they choose themes; FI stated the following: 
At the start of the year, we usually pick themes that go with the seasons and help kids learn by 
doing. For example, in the fall, we use a pumpkin theme and say that autumn has started. For 
example, we chose this theme for a month's project. We can also see the fall colors on the trees 
this month, and we can touch the fruits that are growing. In other words, we choose themes 
based on what the plants can teach the kids. (FI) 

TI1 mentioned how they used the theme in the context of various types of activities. 
For example, if the current theme is "ladybug," you can think about math, art, and symmetry, 
and you can also look at a real ladybug in nature. We do things together with them. In other 
words, if I gave the symmetry inside in math, it's the same as if I looked at a real ladybug with 
a magnifying glass and switched to its internal structure (TI1). 

TI3 reported how they began the project around a theme. 
Every month, we begin with an introduction to a theme and conclude with a finale. We want 
the children to draw what they know about the theme before we introduce it. Without revealing 
anything, let us see how much they will draw and what they will say about the theme. 

Observation yielded data, which was confirmed through interviews. In all 

observations, teachers were observed engaging in activities revolving around various 
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themes. In every season, distinct group themes are also observed. As an illustration, 

the three-year-olds' winter theme was "apple and horse." The classroom's learning 

centers were revised based on theme. Each learning center featured an assortment of 

visuals and materials. Likewise, the forest session featured the identical theme. In 

order to accomplish this, the teacher read a story about an apple tree in the forest 

session, and an engaging learning center was built using various apples and science 

materials. Similarly, the summer theme for two groups of five- and six-year-olds was 

insects. Consequently, the teachers (TI1 and TI3) in both groups constructed a portable 

discovery center in the Ecopark using various visuals of insects and art materials such 

as clay, paint, paper, etc. The researcher observed children searching for spiders by 

comparing presented visuals to actual spiders. In the spring, the theme for the four-

year-old group was the rainforest, and the teacher related this theme to the outdoor 

environment by discussing the types of trees in the kindergarten's outdoor setting. 

4.2.1.7. Risky play 

Since risky play is one of the key components emphasized by Forest Pedagogy, 

participants were asked if they allowed their children to engage in risky play. When 

they were informed that they facilitated risky play in the kindergarten, they were 

further questioned regarding their roles in these processes. The following categories 

and codes of risky play were developed based on their responses and observational 

data, and they are depicted in Figure 4.9. 

 

Figure 4.9 Risky Play in the kindergarten, Istanbul, Marmara Region 
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The response of the teachers and the founder to risky play led me to believe 

that they may have viewed risky play as a risky case rather than as play, as they asked 

me to illustrate. what I mean by "risky play." They responded to my question regarding 

risky play when I provided an example of risky play. This was the case across almost 

all participants in the study. As the Forest Pedagogy knowledge section discussed the 

specifics of this case, no additional information is provided here. 

The teachers mainly mentioned risky play of play with great height while 

exemplifying risky play, although they were observed while allowing children to play 

at high speed and play with dangerous tools.“As I said, climbing a tree is a risky 

process rather than a risky play” (TI1).“Three students can climb a tree at the same 

time, which is a risky play” (TI2). 

“They were allowed to climb the tree. We don't help them climb there, but we don't 

stop them either. If there is a risk of falling, our trees are about the size of children, so 

they make the area less dangerous” (TI3). 

When discussing risky play, they focus primarily on their concerns. For 

instance, the founder has stated that she does not permit teachers to practice using the 

tool on children because she does not trust their risk assessment. She informed me that 

she led the session in which the children practiced using the tool. 
Teachers are not allowed to use tools. In the same way, I don't even want the ropes to stay in 
the garden. I don't want anyone else to be in charge of how tools are used because I don't trust 
teachers to handle risks well. When I let the teacher use the hand drill with the kids, she left 
the tool open in a corner and left. Because we learned in training that you turn off the device 
and carry it with you even when you are walking (FI). 

The teachers also mentioned their concerns about risk versus safety as follows. 
As a result, three children can climb a tree at the same time. I know I'm there; I know they've 
set up a game; I know I should not interrupt and should respect them. On the other hand, I'm 
waiting to see when the kids will stop playing, who will land, and who will let them out. They 
are all currently in the process. I can sometimes retreat into traditionalism. Yes, I wish he 
would leave right now so that there would be no problem. The child bears the responsibility, 
but I don't want him to be hurt. There is compassion and empathy, and I believe there is also 
love. (TI2) 

Another teacher added that she allowed children to experience risky play after 

learning the importance of Forest Pedagogy .“Before, I wouldn't let kids play risky 

play, but now that I know how forest school works, which has taken me three years, I 

do” (TI2). 

As for their role in risky play, they reported that their primary responsibility 

was to keep a close eye on their children and restrict risky play if it becomes dangerous. 
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Nonetheless, observational data demonstrated that they implemented strategies 

ranging from restricting to contributing.Regarding her restriction and keeping a close 

eye on strategies, TI1 said, 
"Close observer" is what I would say. If I think the child is in danger when he takes one more 
step up a tree, I will say, "It's getting a little dangerous." If the child keeps going after I say 
this, if he takes the risk, and if he doesn't get hurt too badly, I can help him by staying with 
him. 

Another teacher said that her role was to keep a close eye, yet she claimed that 

it was very hard for him as she was an overprotective and interventionist personality. 

She openly admitted that she had difficulty deciding whether to intervene in risky play. 
We are typically the supervisors. The teacher will only intervene if the child is about to harm 
himself. But in reality, I am not a teacher like this; I am a perfectionist and a control freak. I'm 
holding myself so tightly that I don't interfere (TI3). 

Throughout the sessions, children were frequently observed while climbing 

trees in the forest. The school garden, where the forest sessions were held, was 

conducive to risky play because it contained fruit trees that children could easily climb. 

Typically, when children wish to climb trees, they seek the teacher's close supervision. 

Rarely, however, did children climb trees without permission. In these instances, 

teachers were observed approaching the child and tree immediately to ensure close 

supervision. When two children simultaneously climbed the same tree, one was 

instructed to descend. The child was instructed to maintain his safety and avoid 

climbing higher. During another spring observation of a group of three-year-old, two 

boys were seen running down a hill at high speed. The instructor maintained a safe 

distance from the students and did not intervene. The founder utilized the instruments. 

The teacher of three-year-old reported that the founder led the implementation of tool 

use at the ages of five and six. While using tools, the founder implemented the keep a 

close eye strategy by limiting children to one or two at a time, reminding them of the 

rules, and advising other children to maintain a safe distance. 

4.2.1.8. Risk assessment 

Forest kindergartens utilize risk assessment as an essential practice. Therefore, 

the founder and the instructors were questioned regarding whether they had conducted 

a risk assessment for their practices. Most of the participants mentioned short-term risk 

assessments, such as daily weather forecasts and reference area checks. This may be 

due to their lack of use of reference areas outside of the school setting. However, the 
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field notes revealed information regarding long-term risk assessment. During a 

conversation with the founder about her portfolio and accreditation records, she 

mentioned that she examined the flora and fauna of the school garden to conduct a 

long-term risk assessment. She also provided an update on their accreditation process. 

When the school requested accreditation from the Forest School Association, one of 

the association's chairs reportedly visited the school's campus to evaluate the 

environment. She added that the chairman instructed them to remove a poisonous plant 

in the garden. The following Figure 4.10 demonstrates the risk assessment procedures 

applied in this kindergarten. 

 

Figure 4.10 Risk assessment procedures of kindergarten in Marmara Region 

Regarding their short-term risk assessment, the teachers and the founder mentioned, 
A wind scale is available. That's the scale we learned in forest school. I look at the branches 
on the wind scale. It's something I do for forest school. Because, for example, Scala appears 
to be very high, but the area is very sheltered. For us, the most important factor is the wind 
speed (FI). 

TI2 mentioned checking the reference area daily. 
A teacher should come out and check the area. The field check includes determining whether 
there is any natural residue in the area, whether there is a dead animal, and whether there is 
anything sharp. The centers are then revised. 

4.2.1.9. Sustainability  

Participants were asked if their institution's ECE has policies and practices 

designed to foster sustainable development, as this is one of the goals of Forest 

Pedagogy. They responded that they had internalized several policies and practices to 

facilitate it. The Seven Rs of Sustainability were used to analyze collected data 
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(Reduce, Reuse, Respect, Responsibility, Recycle, Repair and Refuse). Based on their 

responses, observations, and field notes, the following Figure 4.11, demonstrating 

related categories and codes, was constructed. 

 

Figure 4.11 Sustainability practices of kindergarten in Marmara Region 

Observation of the forest session reveals that teachers encouraged children to 

play with natural objects such as dead wood, leaves, and pinecones in order to instill 

in them a respect for nature's vulnerability. When children forgot the vulnerability of 

nature and animals, they were reminded of the "I protect the environment" rule. In 

addition, children were encouraged to reflect on their experiences in nature at the end 

of each session. In addition, the sessions concluded by assisting the children in 

restoring the play areas. Some of the teachers were also observed instructing the 

children against wasting the clean water for play. There are also recycling bins 

available in the school setting. Regarding their interview, they focused primarily on 

how they have developed a respect for nature. For example, the founder stated, 
By respecting their habitats, we protect living things and nature. We do not, for example, crush 
the ant. We try not to intrude on their personal space. We try to make the child empathize with 
the field. We are attempting to explain that it is a living thing that requires it right now rather 
than simply imposing a limit as if we do not do it. Of course, this is difficult to explain. 
However, we can see that they adopted this after a certain period (FI). 

TI2 mentioned the use of loose parts.“When we do an activity, the kids 

immediately walk around the tree bottoms because we say we need to pick up fallen 

and dried leaves.” TI2 added that they made compost. “We make compost. We discuss 
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what compost is and then demonstrate it in experiential ways (TI2).” However, the 

observation revealed that composting is not a standard practice for them. It was merely 

used as a task. 

The founder also mentioned that their school has a solar system to produce 

energy. In addition, she mentioned that the kitchen staff gave the leftover food to the 

chickens. 

Observational data also uncovered practices incompatible with sustainability, 

particularly refuse. To illustrate, snack time was held in the forest during the spring 

observation session. Therefore, the kitchen staff was instructed to send children's 

snacks to the Ecopark, but they sent them in individual paper cups. Similarly, several 

teachers were observed consuming water from single-use plastic cups. In addition, as 

part of a wintertime activity, the teacher instructed the children to search the garden 

for worms. One of the children suggested searching beneath the tree logs that are 

typically used as seats. The instructor acknowledged this suggestion. They discovered 

numerous worms. They collected the worms and placed them in a plastic container 

containing soil. During another summer session, children were observed disturbing the 

centipede in order to examine it. After a lengthy period, the teacher expressly forbids 

the students from disturbing the animals. This case prompted me to consider the 

ecological literacy of forest kindergarten teachers. 

4.2.2. Challenges and the strategies for dealing with them 

Even though the kindergarten in Istanbul, Marmara Region has started to 

implement Forest Pedagogy in accordance with the philosophy and practices of the 

original Nordic Forest kindergarten, both teachers and the kindergarten's founder have 

encountered several challenges in implementing Forest Pedagogy in their cultural and 

geographical context. The difficulties the founder encountered in establishing and 

operating a forest kindergarten in Istanbul, Marmara Region, are outlined below. The 

founder was also questioned regarding how she overcame these obstacles. Using the 

interview data and, in some cases, field notes, the subsequent section describes the 

challenges faced by teachers and the corresponding strategies they employ. 

Consequently, Figure 4.12 below depicts the challenges and their respective solutions. 
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Figure 4.12 Challenges and strategies by founder and teachers in Marmara 

The founder of Forest Kindergarten in Istanbul stated that she challenged the 

rules and regulations in Türkiye while establishing the school. She mentioned that 

there was a lot of paperwork in Türkiye. She mentioned that she eliminated this 

challenge with her networking. 
You have to establish this institution in accordance with the regulations. There are difficulties 
here. We need to be very mobile because I can't just do it with one click on the computer. We 
must go and come back. No matter how much is written in the rules, the person in the 
government office there knows all about you. A process that depends on people is hard to do 
in a big city like Istanbul. These problems might be easier to solve in a smaller city (FI). 

Regarding the operation of a forest kindergarten, she stated that the teacher is 

the heart of Forest Pedagogy and that it is challenging to work with teachers who do 

not comprehend its philosophy. She reported that she overcame this obstacle by 
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terminating the teachers' contracts who failed to internalize the philosophy on time. 

According to field notes, one of the teachers told the institution's founder, "I do not 

wish to spend my entire life in mud." This teacher's viewpoint, according to the 

founder, demonstrates her inability to comprehend its underlying philosophy. This 

may be due to a lack of attunement to nature, as mentioned in the discussion section. 
We now have a divide between teachers who follow this philosophy and those who do not. We 
will continue with those who have adopted the Forest Pedagogy philosophy. We now prioritize 
hiring teachers who understand and practice our philosophy in our teacher recruitment (FO). 

Another challenge for the founder is the low enrollment rate for 5-6 years old 

children while operating a forest kindergarten. 
There are times when we don't get as many students. This is especially true for our school 
preparation group, which has a very low enrollment rate. In other age groups, we can open 
two groups, but at 5-6 years old, we can only open one group. 

According to her, the location of the kindergarten is an important reason for 

this challenge. She mentioned that Bahçeşehir, compared to the other parts of Istanbul, 

was a place in which numerous private institutions existed. Thus, she mentioned that 

parents enrolled their children in other private schools due to school readiness 

concerns. She stated that she informed parents about the importance of social-

emotional development as well as school readiness. 
Parents are not sure what the child gained from forest kindergarten. I mean, he came to this 
school, went outside, into the open area, and what did he do? We do report and give children’s 
gains, but from the parents' point of view, it's more or less standard. In other words, I think I 
see two things when I look into parents' eyes. Parents believe that children in forest 
kindergartens went outside, played games, and met their needs for being outside. Besides, they 
thought that children played games that kids would play, and they got their development 
reports. In fact, other schools will have the same gains and indicators. If the child reaches the 
age of six, it is time for school readiness in other schools. I think that there is a point of view 
that says parents should help their kids with school, teach them to sit at the desk, and send 
them to a school that is more like a primary school. In my opinion, parents don't understand 
what their kids need. Just this morning, a parent listened to Özgür Bolat talk about how school 
should be and told me, "In general, kids should come home from school tired, school should 
be outside, etc." Parents know that this kindergarten is a school like what Özgür Bolat said in 
education, but he's still not sure what to think. 

The teachers also had to deal with a number of challenges, especially in the 

first few years they worked in a forest kindergarten. One of the teachers said that she 

was afraid of worms and other small animals. She said that she tried to get past this 

problem in time. “Children, for example, might bring a worm and ask, Teacher, will 

you protect it for me? and place it in my pocket. I eventually beat them in forest school, 

where you have to overcome your own fears.” (TI2). 
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Nearly all teachers mentioned the challenges of "risk versus safety." The 

teachers provided two perspectives on this concern. According to the teachers, they 

were acting in a manner that struck a balance between encouraging children to take 

risks and overprotecting them. They admitted openly that, at the beginning of their 

teaching careers, they were concerned about negative parental reactions when children 

sustained minor injuries. 
Children with less self-control are one thing that challenges me. If you ask me why this is 
happening right now, I will say that any danger could hurt it. Even though we are a forest 
school, not every parent comes here knowing a lot about forest schools and knowing what to 
do in case of a fall, a small injury, etc. People haven't really taken to the forest school yet 
(TI1). 

The instructor also acknowledged that the educators' own protectiveness 

presents challenges in practice. This instance was omitted to avoid duplication, as it 

was covered in the section on risky play. Another challenge for the instructor was mud 

versus enjoyment. Even though they enrolled their children in forest kindergarten, 

parents do not enjoy muddy clothing, according to the TI1. 
Even though this is a forest school, the parents want their child to go home in the same clean 
clothes they wore when they brought him. The parent doesn't say, "My child already goes to 
forest school, so what's wrong with the mud on the hem of his clothes?" At the moment, this 
way of thinking is not set in stone in Türkiye. Our parents say that I want to take my child as if 
they have never played in the mud (TI1)  

School readiness is a further crucial challenge for teachers. It is the case, 

especially for teachers working with 5-6 years old group. The teacher who works with 

six-year-olds summarized the situation as follows: 
I teach the 6-year-old class, and when I look at the parents, I notice that they are very 
academically oriented. I had, for example, the process of teaching reading and writing. Some 
parents believe that "it's enough for me to have an infrastructure here; they'll learn over time 
anyway," whereas others believe that they should learn to read and write. Some parents even 
advise their children to read before the end of the semester (TI3). 

Parents in Bahceşehir, according to TI3, were influenced by the 

commercialization of large private primary schools. 
We had to teach literacy here because primary schools were now separating classes while 
students were attending primary school. They claimed that they separated the literate children 
from the illiterate children. The parents became greedy as a result of this. What's more, private 
kindergartens in this region claim to teach children to read and write in kindergarten, so we 
had to teach literacy in forest school by contradicting ourselves. 

4.2.3. Favorable circumstances 

The founder of forest kindergartens was asked if favorable circumstances arose 

during their establishment or operation. Similarly, the teachers were questioned about 
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the favorable circumstances they encountered while working in a forest kindergarten. 

However, the founder stated she could not remember any favorable circumstances. She 

stated that she owned the building of the school setting, she could not challenge with 

its finance as well. She viewed her building ownership as favorable circumstance since 

it reduced her financial burden. As one teacher stated that she realized experiential 

learning was favorable to didactic instruction. 
I mistakenly believed that learning didactics was simpler. Because I enjoy instructing others. 
In other words, if I do something, I believe that some information should be obtained because 
of it. I'm not sure if it's always right or wrong, but I've discovered that learning something 
outside is much easier. Even without didactics, teaching the concept of a spiral when a worm 
or a snail pass is now very simple for me. However, in the classroom, you use the didactic 
method to prepare papers and printouts, you watch videos, and you try to teach only one spiral 
concept for half an hour. (TI1). 

Another teacher admitted openly that she prefers being in nature, even though 

she disliked working in a forest kindergarten when she first started. 
We didn't want to go out at first because we were cold, etc. Now we say, "Let's take the kids 
out for a half-hour walk." Because children become accustomed to this educational process, 
our activities come to an end after a while. Children need to play in learning centers but 
keeping children inside for that long is difficult. They can move and hurt each other after a 
certain amount of time. They want to run around. " I asked myself a lot about what I was doing 
with the children all day in the class while working in traditional schools. "I wouldn't have 
thought to say" (TI3). 

4.3. Case 2 /Black Sea Region-Ordu 

This kindergarten is situated in Ordu, Black Sea Region. As the school setting 

part of the method section contains school-specific information, this section contains 

no additional information. The following is a summary of the kindergarten's general 

information: 

Each of the six groups at the school has two teachers. There are two additional 

employees at the school, including a cleaning staff and a chef. Nearly all of the staff 

were natives of the Black Sea city of Ordu. The school garden is mostly flat and flat-

topped. The garden is nearly square and large enough to accommodate all groups at 

once. There is no typical playground equipment, such as slides or swings. According 

to Forest Pedagogy, they designed their garden with unstructured or semi-structured 

materials and equipment. The following photographs depict the kindergarten's outdoor 

facilities. The kindergarten's outdoor environment includes natural elements such as 

trees, bushes, mud, and sand in a sandbox. In addition, the outdoor environment 

included a variety of loose elements, including wooden logs, stones, sand, and mud 
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kitchen components. In addition to a chicken coop and rabbits, the garden includes a 

gazebo, a fire pit, and a water fountain. 

 

Figure 4.13 The school setting in Ordu, Black Sea Region 

4.3.1. Practices of kindergarten in Ordu, Black Sea Region 

Figure 4.14 illustrates the codes and categories associated with the theme of 

practices. As depicted in Figure 4.14, the interview, observational data, and field notes 

revealed nine categories with multiple subcodes for the forest kindergarten practices 

in Ordu, Black Sea. 
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Figure 4.14 The practices of the kindergarten in Ordu, Black Sea Region 
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4.3.1.1. Daily schedule 

The founder and one of the teachers at the forest kindergarten in Ordu described 

a typical day as follows. All the teachers consistently described the kindergarten's daily 

schedule. 
The morning is also spent at the gathering. We eat breakfast at nine in the morning. Breakfast 
is served until 10 a.m., and at 10 a.m., we do morning exercises. After that, each teacher gets 
their group of students and starts planning how the day will go. Some go to the beach, some to 
the forest, some to an open area in the school's garden, some to the sandbox, and so on. If so, 
they began to do it. The day is set by the branch lessons. Depending on the branch lesson, they 
do it inside or outside.   In the afternoon, there is one flow again at work after lunch. This is 
the planned time with the kids. At half past three, after snacks and changing diapers, they go 
home. It's time to leave (FO). 

The children arrive in the morning and play free games inside. We're going to get some 
breakfast when the children arrive at school. We eat breakfast outside if the weather is nice, 
and inside if the weather is bad. After breakfast, we have morning sports at 10.20 a.m. The 
kids can run around again until 10.20 a.m. Then there's morning exercise. If I tell my class, 
my branch lessons begin after the morning sports are finished. They have English and physical 
education classes until noon. We go to lunch after they're finished. If the weather is nice for 
lunch, we eat in the garden; if the weather is bad, we eat in the school. Then we do some 
outdoor activities. We have an afternoon scheduled for around 3:30. It's also always activity 
time. It's time for some free play and activity. At 3 p.m., we have a snack. The afternoon session 
concludes at 3:30 p.m. We deliver children from the garden if the weather allows. We deliver 
them from inside if the weather is too bad to stand in the garden. 

 Observational data and field notes confirmed the participants' statements from 

the interview session. Based on observation and interview data, Figure 4.15 depicts 

the daily schedule of the school. 

 

Figure 4.15 Daily schedule of the kindergarten in Ordu, Black Sea Region 



 

 149   

Their schedule begins with breakfast and concludes with leaving. According to 

this schedule, children may play freely until breakfast and after snack time. However, 

the children are also permitted to play freely following their activity time. Each 

kindergarten group receives two separate branch lessons. That is, two hours per day 

are devoted to branch subjects, such as English and physical education. Due to 

classroom management concerns, English lessons are taught indoors, whereas physical 

education is taught outdoors during the spring and summer. Instead of an ECE teacher, 

additional teachers conduct the branch lessons. Weekly branch lessons such as yoga 

and chess are offered in addition to daily branch lessons. Lessons at the branch last 

nearly two hours a day.  According to an informal conversation between the founder 

of the kindergarten and the researcher, branch lessons were proposed as a new trend 

in Turkish ECE. When enrolling their children in forest kindergarten, parents first 

inquired about the branch lessons, said the forest kindergarten's founder. As private 

kindergartens, they deemed it necessary to provide a variety of branch lessons. She 

stated that she selected the most reasonable branch lesson so as not to contradict Forest 

Pedagogy. The children spent two hours outside of branch lessons with their main and 

assistant teachers engaged in outdoor play or educational purposes. 

4.3.1.2. The variety of outdoor settings 

 Participants stated that they used a nearby woodland, which is near the 

kindergarten, to conduct forest sessions before the pandemic. Instead, as this woodland 

is open to public use, they used the outdoor environment of their kindergarten. “We 

were already in the forest, so we were there all the time. Previously, up until the 

pandemic, a group would go out to the forest every day” (FO). The founder stated that 

another reason that led them to give up this woodland was the limited affordance of 

this environment, as it included only pine trees and was badly used by the public. 
I thought this forest would be enough for us. I now say that this place isn't good enough for a 
forest session. First of all, I didn't know that the city workers clean the area by picking up 
pinecones. Every morning, people come to clean up the area and take away the cones. I asked, 
"Why are you obtaining them?" They say that the seeds were taken by a group that takes care 
of forests. They said that the municipality was making new trees out of pinecones. Also, people 
who have picnics there leave it in terrible condition. I don't want to go there with my kids. 
People do drink alcohol here at night, you know. Before I bring the kids here in the morning, 
I have to pick up some trash. Every morning, people talk trash. It's not very clean, so it's not 
very healthy. Because of this, the place is losing its appeal and starting to feel that it isn't 
sufficient (FO). 
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Observational data confirmed that the mentioned woodland is accessible to the 

public due to its proximity to the city center and the coast. In other words, it is a 

structured public park with a playground and picnic tables. According to the founder, 

they no longer utilize this forest as a reference area. They were not observed in this 

forest during three observation sessions. The forest session is conducted in the school 

garden. Nonetheless, they observed while utilizing the beach as an outdoor location. 

In the spring and summer, they utilize the beach for outdoor play and education. The 

kindergarten is only 85 meters from the beach. One group of spring observers spent 

nearly an hour on the beach. In this session, the instructors led an activity about 

emotions using emotion cards. The teacher then permitted the children to play freely 

for fifteen minutes, after which they returned to school for lunch. During the summer 

observation, they spend an hour and a half eating a snack, reading a book, and playing 

freely with sand toys. Outside of the beach, they were never observed in any other 

outdoor setting during observation sessions. However, as the researcher followed the 

social media pages of all of the schools, she observed that this school participated in 

field trips to various locations, including the library and a wastewater treatment 

facility. 

Outside of the beach, they were never observed in any other outdoor setting 

during observation sessions. However, as the researcher followed the social media 

pages of all of the schools, she observed that this school took field trips to various 

locations, including the library and a wastewater treatment facility. 

4.3.1.3. The amount of time spent outdoors 

The data obtained from observation, interviews, and field notes is consistent 

that the amount of time spent outdoors in this kindergarten changes depending on the 

season of the year. In all observation sessions, they were regularly used outdoors at 

least 1.5-2 hours a day in winter. Yet, in spring and summer, they were observed using 

the outdoors from breakfast to leaving in summer.  Similarly, they spent most of the 

day almost 6 hours a day in spring. They generally used the indoors for some branch 

lessons or for their own needs, such as cleaning, dressing, and toileting. The 

kindergarten founders and teachers also reported that they used the outdoors as much 

as possible when the weather was good. For instance, TO3 stated, 
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We still eat breakfast outside if the weather is nice." Following that, we do our activities and 
play our games in accordance with our daily academic plans. We spend most of our time 
outside. In other words, if the weather is particularly pleasant, as it is in the summer, we 
organize breakfast, lunch, and snacks outside. All of our activities take place outside. We go 
inside to change clothes, we go inside to use the restroom, and we are always outside. (T03).   

4.3.1.4. Routines of forest session 

As mentioned earlier, the teachers in this school were not observed in a 

woodland or a forest. Yet, they explained their previous routines in the forest sessions 

as follows. 
First, let me say that we are taking safety steps. We dress our children's vests. First, we're 
going to talk about how they should act there. When we go outside, we don't bring any plastic 
trash with us. We talk about not polluting the environment. There, we're talking about things 
that can live. We're talking about how to keep it in good shape. We go where we are supposed 
to go and set up events. Again, what can the child do with a pinecone he finds there? What can 
he do with a stick he finds? What does it look like? We put on events that have to do with it all. 
We stayed for an hour or an hour most of the time. When we got back, we talked about how 
they felt in the forest, what they saw in nature, and what they dreamt about. Once we get to 
school, there will be a change of clothes, of course. If there were sweaty kids again, we changed 
them and checked on them (FO). 

Similarly, TO1 summarized the routines of the forest session. 
As teachers, we make sure we have everything we need and know what to bring with us to the 
forest. We bring our stuff with us. The kids are wearing vests that say "forest school" on the 
front. We take care of our bathroom needs and bring food with us. We never use plastic bags.  
If we start a fire, we do it according to the rules; if we put it out, we do it according to the 
rules. We make these kids fill out their applications one by one each time. How to start a fire, 
how to get close to a fire, and how to use gloves. We demonstrate how to use the cutting tools 
they will need in the forest. We demonstrate how to use them and give them to other individuals. 
We have circle time. Then we move on to what we're going to do. We do what we have to do. 
We have free time and play games with rules together. 

Based on the interview data, the following Figure 4.16 shows the routines of their 

forest session were developed. 

 

Figure 4.16 The routines of forest session in Ordu, Black Sea Regions 



 

 152   

As for their current practices, they stated that they determined Thursday as the forest 

session, in which they conducted several activities such as lighting fires, cooking on 

fires, and using full size tools. They said that they could not implement these types of 

activities in a natural manner. Thus, they directly teach how to use tools or light a fire. 
We don't have a forest day because we've always trained in the garden. But in our plan, we 
have a day when we teach how to use tools at work or how to tie a knot. We inform parents by 
saying that Thursday is our forest day. On that day, the saw is taught. We can't put it in the 
flow because we don't have a real (wild) forest. I mean, we can not say, “Guys, here's the saw." 
I need some tests, so watch how I use them. We needed to give it a date. We wanted the kids to 
know this, so on Thursday we gave them a forest day. On that day, we taught kids how to use 
fire-making and the use of tools. We couldn't feed it in a natural way. Maybe next year, when 
we have a real (wild) forest, we'll be able to do it more naturally. (FO) 

4.3.1.5. Safety regulations and practices 

The teachers and the founder were asked if they had any regulations or 

procedures designed to ensure the children's safety. They stated that they established 

a number of rules and procedures and informed the children to adhere to them. They 

believed that children readily accepted these rules and were committed to agreements. 

The following Figure 4.17 illustrates the outdoor safety regulations and practices that 

keep children safe. 

 

Figure 4.17 The safety regulations and practices of kindergarten in Black Sea 

Two of the teachers (TO1 and TO3) stated that they constructed invisible 

bounds through creative means. To illustrate, TO3 stated that she used a fictional 

dragon's tail to locate invisible boundaries in the forest. 
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A magical circle exists. We make a magical circle. We ride dragon-tailed trains with the kids 
and wander around. It transforms into our magical circle. Someone touches their cheek, 
someone rubs their hair, and they don't seem to come out of it. This, like the application, is 
fantastic. I like that they have their own perception of it rather than me marking them with 
ribbons and strings. 

TO2 added that she told children to be in her sight when they are in outdoor settings, 

including the forest, beach, or the garden of the school. “Every area of the school 

garden that I can see is a playground." This is something I always say. Similarly, TO3 

said, “We draw a circle on the ground or use ropes to make one." TO3 added that 

children are aware of these boundaries and do not cross them. She stated, in reference 

to this case, 
It could be in the forest or by the sea. We're talking about playing from here to there. Even if 
we didn't tie anything, children would be playing in the specified place. For example, the beach 
area we use is close to the main road. They know we aren't going to hit the road. They know 
we'll come to a standstill on the walking path (TO3). 

The teachers and kindergarten founders said that they ensured the appropriate 

adult child ratio when they are in outdoor settings. 
When we go to the forest, we never go alone. We do not send a single teacher; instead, 
depending on the number of children, we send at least two or three people. There is a lot of 
supervision. For example, two teachers for a class of twelve or ten students, but three teachers 
for a class of fifteen students. For example, if we believe that two teachers are insufficient, we 
increase this number (TO2). 

The teachers stated that they finished the session with a gathering sound. Or 

they used the gathering sound in the case of an emergency. 
We have the melody whistling. I'm humming. It is an emergency if a child does not come to me 
within 10 seconds. We started by sounding the siren and seeking the school for him. So, if we're 
in a large area, I start counting 1-2-3-4, and when the timer goes off, everyone is there (TO1). 

TO1 added that they had established an emergency zone with children. She 

stated that children with minor injuries come to this area to receive some form of first 

aid. In addition, all the teachers and kindergarten founders emphasized that they had 

specific rules regarding the use of tools such as knives and saws, as well as the lighting 

of the fire and the use of the fire pit for games. As these rules were discussed under 

the topic of risky play, the quotations of teachers and kindergarten founders have been 

ignored to prevent redundancy. 

Regarding observational data concerning safety regulations, they ensured an 

adult-to-child ratio of 1/8 or 1/7 in the five-year-old age group. They traveled to the 

beach with 14 or 16 children and two staff members in the five-year-old age group. 

The distance to the beach was only 86 meters, yet it was overpopulated. Therefore, the 

teacher instructed the children to form a line and hold hands with a friend. One of the 
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teachers positioned herself at the front of the line, while the other positioned herself at 

the end. While crossing the street, the lead teacher advised the children to stand on the 

sidewalk and stop traffic to ensure their safety. Aside from this, they were not observed 

while reminding the children of the invisible borders, but this may be because the 

children already knew the borders. During one of their winter observations, they were 

observed lighting the fire. This was when they were conducting "scouting" activities. 

In order to prevent children from approaching the fire pit, they constructed a fire pit 

and a stone circle around it on this date. In addition, the lead teacher, holding a level 3 

certification, supervised the tool use by enforcing a number of safety procedures, such 

as requiring that children wear gloves and stand in an appropriate position, etc. They 

use a saw to cut up the dead wood for the fire pit. With chiseled wooden sticks, they 

started a fire to bake bread (as in the tradition of forest kindergartens). Children were 

permitted to enter the circle around the fire pit while baking bread because they could 

not reach it from the outside. In this situation, adults provided close supervision. 

4.3.1.6. Curriculum 

According to the kindergarten's founder and teacher, the curriculum is designed 

with several factors in mind. The following Figure 4.18 illustrates the parameters that 

were considered during curriculum development. 

  

Figure 4.18 The curriculum of kindergartens in Ordu, Black Sea region 

As the kindergarten is monitored by the Ministry of Education, the founder and 

teachers stated that they adhered to the national curriculum. This national program is 

regarded as the foundation because it proposes numerous goals and objectives rather 

than themes or topics. "The National Education Curriculum serves as a foundation for 
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us, laying the groundwork for us," said the founder. In addition to MONE, they claimed 

to use the ecological calendar to incorporate seasonal changes and the natural rhythm 

into their activities. In relation to this, TO1 provided the following explanation: 
We start with the ecological calendar and then move on to specific days and weeks. After that, 
we examine the concepts provided by the national education system. We integrate them into 
our plans. Let's say, according to the ecological calendar, the migration season for seagulls 
and swallows has begun this month. We say that this week we can go birdwatching, examine 
birds, and examine bird feathers. We discuss ideas amongst ourselves. Then we conduct 
research from the books we read and believe we can make bird food. That is how the plan for 
that day appears. Always in accordance with the ecological calendar, specific days and weeks 
of national education, and our school rituals...   

One of the teachers asserted that they considered the developmental needs and 

requirements of the age group while generating the curriculum. She claimed that they 

prepared more play-based activities for the younger ones, whereas they incorporated 

the school readiness activities for the older ones. 
While developing the education plan, we prioritized the activities that children should 
participate in based on their age groups. For example, while we can plan such games for three-
year-olds, we cannot do the same for six-year-olds because the 6-year-old group is preparing 
for primary school. Literacy activities are needed there, and we have school preparation 
books. As I previously stated, we must conduct math studies. (TO3) 

Another teacher, who holds a certificate as a forest school leader and a 

bachelor's degree in early childhood education, stated that she does not always follow 

a predetermined curriculum, but rather allows the children's interests to guide her. She 

provided examples of her practice as follows: 
So, some days I don't do anything. I say to the kids, "On this day, you will be the only ones who 
can make the event happen." I'll handle whatever you throw at me. " This winter, for example, 
we put in a pipeline for natural gas. There are long pipes inside the paper rolls. We dug out 
all of the sand in the sandbox, put the pipes in, covered them with sand, and ran water through 
them. The children came up with the idea of natural gas, and I utilized their interest. We talked 
about how hot it was, how steep the hill was, and why natural gas pipelines should have thick 
layers with no holes. We talked about why the gas pipelines should have no holes. We talked 
about why natural gas pipelines should have thick layers with no holes. When I make a plan, 
it's like I'm making these kids do it. It's more fun when they do it, when they make something, 
because it's a more internal process (TO1). 

As for observational data and field notes about the curriculum, the researcher 

observed teachers while applying teacher designed activities. In these activities, 

teaching similar to that found in regular kindergartens was carried out. That is to say, 

the teachers planned various art, math, or play activities and invited children to attend 

the activities and follow the instructions. The following are some of the examples of 

those activities observed in and out of the class. Except for free play times, the children 

generally followed the agenda of the teachers. 
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The teacher (TO2) told the children to sit around the table and gave them waste materials like 
an empty bottle. In addition, she provided red paint so that the children could paint the bottles. 
These bottles were colored and named “love boxes,” in which they could draw or write their 
feelings due to Valentine's Day in February. Similarly, in the next activity, the teacher asked 
children to draw a picture for their mothers on the cards prepared by the teachers with waste 
materials. 

Another teacher (TO3) designed an activity for outdoor time. The teacher constructed a kind 
of empty space for the mandala. The teacher called on the children to find various materials, 
such as sharp, soft, rough, slippery ones from the garden. Then she told children to put them 
into the shapes that she constructed. She discussed the features of materials with children. 
Afterwards, she conducted an activity to find out “letters” that were hidden by the teacher. 
When the children found the letter, she told them to generate “words” starting with this letter. 
This teacher was also observed while implementing literacy activities by using a school 
readiness book. 

All teachers were observed at least twice on teacher-designed activities, including math, art, 
literacy, play, language, and science, during all observations, particularly those conducted in 
the winter and spring.  However, TO1 was observed implementing activities that were inspired 
by the interests of children, which is not a typical occurrence. I 

In the spring observation, for instance, TO1 stated that it was their free play day. Except for 
branch lessons, children were free to play during the day. The teacher walked around the 
students. She communicated with children. For example, the children were playing on the 
ground with water. She suggested that if Asel poured water here, I could surround it with small 
stones to create a lake. She inquired as to which animals inhabited the water. The children 
reply with the word "fish." 

According to field notes, one teacher stated that she hesitated to share photos 

of children playing freely with their parents. While informing parents of daily activities 

via What's Up, she hesitated to inform them, "Today, we continued playing with the 

children instead of conducting an activity." 

4.3.1.7. Risky play 

As risky play is one of the important components prioritized by Forest 

Pedagogy, the participants were asked whether they allowed children to experience 

risky play. When they were told that they facilitated risky play in the kindergarten, 

they were additionally asked about their roles in these procedures. The following risky 

play categories and codes were created as a result of their responses and observational 

data, and they are represented in Figure 4.19 below. 
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Figure 4.19 Risky play in the kindergarten, Ordu, Black Sea Region 

When they were asked which types of risky play that children engaged in in the 

context of their school, the teacher mainly mentioned examples such as climbing trees, 

lighting fires, using tools, and running. When they were asked what their role and 

responsibilities were in the risky play, they mainly said that keeping a close eye was 

their main role. However, during observations, they were observed while 

implementing diverse strategies, from restricting to contributing. They summarized 

their strategies as follows. “I typically observe from a distance. I prefer not to say, 

‘never do it, never go out, never climb, you cannot get there"(TO1). Regarding the 

play with a dangerous element, TO2 said, 
For example, we are present when they use tools, but children understand how to use them and 
what to do with them. Our responsibility is to provide verbal and sometimes physical cues. We 
show them how to use it and remain by their side to support them. In any case, we double-
check from the back. (TO2). 

Similarly, as follows, TO3 stated her role and responsibility when children play near 

dangerous elements. 
For example, we show how to make a fire as the first thing. We show them what to do. After 
that, we take the kids first, one at a time. In other words, we don't show this to everyone at 
once when we teach it. It may be done as a group once they understand it well enough, but the 
teachers will still be watching. (TO3). 

Observation corroborated the teachers' statements from the interview. One of 

the observations illustrates the teacher's strategy of keeping a close eye on risky play 

as follows: 
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The TO1 were using the bow saw to cut the dead wood to light fires. To this end, she invited 
the children, who were playing in the garden, one by one. First, she wanted the child to stand 
in a position (she calls it a respect position). She asked him to wear gloves. Then, she asked 
him, “Are you ready?” and told the child not to push, just pull the saw. While the teacher 
pushed the saw from one side, the child pushed from the other side. The teacher told the child 
to repeat the syllable of the word “mi-yav” to catch a rhyme while using the tool. Another 
child came near the space where they were using a saw. The teacher stopped the child and 
made the other child sit a distance from the space around the tool. 

When kids played with dangerous tools, they were kept under close watch. The 

staff stayed close to the kids and showed them how to use the tools and told them to 

be careful. She always kept an eye on what was going on and made sure the other kids 

stayed away. On the other hand, some of the teachers were observed while restraining 

children’s risky play experiences. The following is an example of this strategy. 
Children were free to play on the beach during a beach session. While rolling over on the sand, 
one of the girls approached the sea. "İpek, roll over this side or you will fall over the sea," the 
teacher (TO2) said to the girl. The girl then stopped rolling over. Three boys began rolling 
over on the beach after three seconds. The teacher called out their names and told them not to 
roll over the water.  

On occasion, however, they were observed contributing to children's dangerous 

play. In one instance, the teacher (TO3) took part in a children's play in which they ran 

at high speed. On another occasion, while playing the "above/below" game, TO2 

permitted children to climb to the top of climbing equipment. 

4.3.1.8. Risk assessment 

Risk assessment is another important practice of forest kindergartens. Thus, the 

founder and teachers were asked whether they conducted the risk assessment in their 

indoor and outdoor practices. Their responses were categorized in the following 

figures. As Figure 4.20 indicates, they frequently mentioned the short-term risk 

assessment. This might be due to the fact that they do not use a reference area in the 

forest that includes various flora and fauna, landforms, or water sources. Only one of 

the teachers mentioned long term risk assessment as follows. 
Obviously, the teacher does the risk analysis first. In other words, we go check out the area 
first to see if it's dangerous, if the child will run away, if there's a cliff, or what we'll encounter 
in nature (TO3). 

The founder also said that they do not use the beach in winter due to storms, 

waves, and rising water levels. “We don't go to the beach in the winter. Because the 

Black Sea is very windy, the sea is a little dangerous and there is a lot of drowning 

here, we don't use it very often” (FO). 
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Figure 4.20 Risk assessment strategies of kindergarten in Black Sea 

As for short term assessment, the teachers and founder reported that they 

regularly check the forecast to conduct their practices. 
Meteorological stuff. For example, the national education page is where you can find weather 
warnings. We keep a close eye on them because we are in a forest. Our roof is made of tiles, 
and we don't go outside when it's very windy or stormy. Even when the weather is nice, I pay 
attention to it. For example, we don't go out in heavy rain. When it's windy or stormy, I tell 
teachers to stay inside (FO). 

In a similar vein, one of the teachers said that they regularly checked the outdoor 

settings where they conducted forest sessions. 
We are looking at what could be dangerous about this place. Where we're going might have 
dangerous things like wire. There, shattered glass might exist.   There are many ways a child 
can get hurt. First, we must look at them. Then, when we go to the forest, if it's not a dirty 
place, we clean it up. You know, if there are shards of glass, we pick them up; or if the child 
doesn't want to see something, we take it away first (TO3). 

TO3 also stated that they value children conducting their own risk assessment. TO3 

added that their assessment of risk would evolve over time. 
I don't see any of them taking the saw, joking around, or doing anything else. I mean, maybe 
because we talked about it more seriously, I think they finally get it. So, they always pay 
attention. He is a child because he can make jokes about anything, but no one laughs at them. 
Instead, they pay attention to them. 

TO2 added, 
When the child reaches the top of the tree, the teacher is already nearby and watching. After 
a while, the child can understand that s/he might fall from there. Over time, the child realizes 
this and learns how to do it and where to hold it. 

4.3.1.9. Sustainability  

Given that one of the objectives of Forest Pedagogy is to promote sustainable 

development, the participants were asked if they have policies and practices in ECE to 

promote sustainable development. They responded that they had internalized a variety 
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of practices and policies to facilitate it. Using observational data, field notes, and 

interviews, Figure 4.21 was created to illustrate how this kindergarten promotes 

sustainability in ECE. The Seven Rs of Sustainability were used to analyze collected 

data (Reduce, Reuse, Respect, Responsibility, Recycle, Repair and Refuse). The 

following statements were reported by teachers and kindergarten founders. TO1 stated 

that they are reducing their environmental impact through a variety of practices. 
Our main goal is to leave nothing permanent in nature. For example, if we are making cement 
or doing something related to cement, we should try to make it on a layer rather than on the 
ground so that we can pick it up and remove it. For example, when we light it on fire, we burn 
it on something that can only be burned in that location; it cannot be burned anywhere else 
(TO1). 

 

Figure 4.21 Sustainability practices of kindergarten in Ordu, Black Sea Region 
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TO1 added that they reduce plastic usage as much as possible and, when 

necessary, place it in the recycling bin. TO1 also emphasized that they reduce 

consumption by requesting and reusing their parents' materials, such as cardboard 

boxes and kitchenware such as pans and pots. 
We don't use anything that is harmful to the environment, such as plastic." We always say that 
plastic is a recyclable material that should be recycled when we use it.  We ask families to 
bring pots and pans that they do not normally use; we already have a mud kitchen, so we 
always need them. "We gather rainwater. (TO1) 

Another teacher stated that they make compost to demonstrate to pupils how 

organic waste becomes organic fertilizer. All teachers and kindergarten founders 

confirmed, however, that they were unable to continue making compost due to 

challenges in their region. Observations centered on the absence of a consistent 

composting area in the garden. 
We make compost with the kids; they bring potato skins, the waste of vegetables and fruits, and 
we collect them here. We show their children what fertilizing is like and how we can do it 
without harming the environment (TO2). 

Additionally, the founder stated that they encourage children to develop a respectful 

attitude toward nature. To this end, they devised the following agreements between 

students and teachers: 
 We teach children that we should not harm any living thing and that we should respect the 
living things' homes and habitats. We even say something. For example, if you see one plant 
alone in nature, we do not cut it off. We understand that the generation should grow, but if 
there are too many, we say that if you want to do something beautiful with it, you can take one 
of them. We say that we should not pollute nature and that it should be protected. In fact, we 
frequently clean when we're on nature walks. 

Most of their quotes from the interview were supported by observational data. 

For instance, observations indicate that the kindergarten had a recycling bin. While 

lighting fires, they used a kind of stove rather than lighting on the ground. In addition, 

they provide visitors with shoes that are washable. The kitchen staff fed the chickens 

in the garden with the leftover food. In addition, during the spring observation, all 

kindergarten students participated in a storybook exchange day organized by the 

teachers. To add to this, the materials used for indoor art activities were recycled items 

such as cardboard boxes, empty plastic bottles, etc. In addition, the children were 

permitted to play with natural loose parts while in the garden, and some of the learning 

activities were carried out by involving natural loose materials. 
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4.3.2. Challenges and the strategies for dealing with them 

Although the kindergarten in Ordu, Black Sea has attempted to implement 

Forest Pedagogy in accordance with the philosophy and practices of the original 

Nordic Forest kindergarten, both teachers and the kindergarten's founder have 

encountered a number of challenges in implementing Forest Pedagogy in their cultural 

and geographical context. The challenges faced by the founder in establishing and 

running a forest kindergarten in Ordu, Black Sea Region, are described below. The 

founder was also questioned about how she managed to overcome these challenges. 

Subsequently, the challenges faced by teachers and their corresponding strategies were 

described by referencing the interview data and, in some instances, field notes. 

Consequently, the challenges and their respective solutions are depicted in the 

following Figure 4.22.  

 

Figure 4.22 The challenges and strategies by teachers and founder Black Sea  
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The founder asserted that she faced a few challenges while establishing the 

forest kindergarten in Ordu, Black Sea, since she had already established and operated 

a playgroup as a part of her psychological counseling center. Yet, she stated she was 

challenged by the overloaded paperwork of rules and regulations to establish a 

kindergarten in Türkiye. 
It's not easy; I had difficulty opening a school because of these guidelines and standards. 
Specifically, the construction of the school building. If you are currently enrolled in a forest 
school, national education requires a building, unlike in other countries. The building has 
some conditions that it wants you to follow. It was extremely difficult for us to transform this 
building because it was not built from the ground up. There were times when I cried a lot, and 
other times when I said, "Enough!" 

In Türkiye, in contrast to Germany or Nordic countries, all kindergartens must 

have a building. A limited building located in a forest is not applicable in the context 

of Türkiye. Thus, the forest kindergartens are subjected to the same rules and 

regulations as all public and private kindergartens. 

Another challenge of the founder was a lack of parental knowledge of Forest 

Pedagogy. The founder reported that this pedagogy was a new phenomenon in Türkiye 

and parents lacked knowledge of Forest Pedagogy. Thus, she stated that parents could 

ask many absurd questions when they come to enroll their children. She exemplified 

this case as follows. 
There are also people who don't know about Forest Pedagogy but came because of the 
popularity of this school. Those people are a bit hard to convince. The parent says, "I don't 
want my kid to ever use a chainsaw." I don't want him to be holding the knife, but I do want 
him to go to this school. For instance, this parent is challenging for us. He wants me to accept 
his rule, but he wants to be here, too. 

The founder also said that she had difficulty finding teachers' appreciation for 

alternative education and Forest Pedagogy. She said that teachers living in Ordu were 

coming from the schools to internalize traditional teaching. Thus, she claimed that she 

had difficulty with the recruitment of teachers. Regarding this case, she said, 
Choosing a teacher in Ordu was difficult because teachers in Ordu have always worked in 
traditional workplaces that provide classroom training. Many people are unaware of 
alternative education, do not follow it, and are unaware of current events. I advertised a 
teaching position. The teachers then arrive, and I see them. But when I tell them that we will 
provide education in nature in this manner, some of them say, "But I am afraid of insects," and 
they give up. 

The founder stated that she faced a challenge of teachers in not only 

establishing but also operating a forest kindergarten. She said that some of the teachers 

are inactive, yet forest kindergarten is not appropriate for inactive teachers. 
We also had a hard time after the teacher was chosen. I had teachers who were lazy and didn't 
change, so I didn't renew their contracts after a year because forest school is hard work, and 
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he has a lot to do as a teacher. Put jumpsuits on the kids, take the jumpsuits off, and clean the 
kids. After that, clothes are always changed. There is a rush to the bathroom while the kids 
play in the garden. One of the things that gets the teacher out of the garden and back inside is 
doing the toilet. because it is hard to take off the jumpsuits and rain boots once they are on. 
After that, cleaning in the winter is hard. It is hard to keep a child from getting a cold. You 
know, if they were in the classroom, right next to the bathroom, kids would go to and from 
school very easily. But it is impossible to see teachers’ laziness in meetings because they would 
not introduce themselves in this manner. 

A participant teacher confirmed the statement of the founder, stating that it was 

difficult for them to procure winter clothing. This may be because the jump suit is only 

used in school. The children are not accustomed to wearing this clothing on a daily 

basis. Therefore, their self-care skills may not be good enough to put them on 

themselves at age three or four. The fact that children are not allowed to care for 

themselves may also be a contributing factor. Additionally, the founder mentioned the 

challenge of geographical regions. She reported that the landscape and flora of Ordu, 

Black Sea were not allowed to determine a reference area that includes substantial 

amounts of affordance and is close to the school. She stated that there were hazelnut 

orchards that were privately owned and nearby the school. She added that structured 

and public parks or woodland existed near the school, which presented them with 

additional challenges, such as pollution and a lack of affordance for children's play. 

Due to this difficulty, they intended to use a fifteen-minute bus ride away, wild forest, 

in the following year. She believed that if she established the kindergarten in a location 

near the forest, the enrollment of children would be difficult. 
I always say that the Black Sea does not have a forest in the center. This is something very 
interesting. When you say, "Black Sea," it sounds like you're talking about a forest that starts 
in the sea. In fact, there are places like that, but they are not in the center, and there are no 
settlements very far away. It's hard to carry a student, especially a preschooler, there. 

The founder added, 
It is hard to find such a green place in Ordu. Even in Rize, which is in the Eastern Black Sea 
region, there are no unstructured forests in the center. Plateaus are always there. Yes, Black 
Sea forests are very beautiful, but they are always far away. You have to drive a half hour to 
an hour and climb a hill to get to them. People think of these places when they think of the 
Black Sea, but it is easier to open a forest school in Istanbul. Because there are forests in the 
middle, that's where people have settled. In these wooded areas, there are no places to live. 

The last challenge reported by the founder is parental concerns, such as health 

and safety. 
My parents registered it first because I was the founder. They did not believe me when I told 
them that we would be outside regardless of the weather conditions during the registration 
process. When we first started going out in the winter, we ran into some issues with a few 
parents. They said it was very cold and that my child should not go outside; they always get 
sick. The first year was difficult, but they grew accustomed to it in subsequent years. 
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The parent says, "I don't want my kid to ever use a chainsaw." I don't want him to be holding 
a knife, but I do want him to go to this school. For instance, this parent is challenging for us. 
And, some parents might think that climbing is very risky while playing above ground. 

The founder stated that they eliminated some challenges in time. For instance, 

she said that she informs parents about the importance of being outdoors. In addition, 

she said that she informed parents about their regular use of the outdoors while 

enrolling children. 
When I explained the benefits, parents were convinced in time. But it takes time. For 
overprotective parents, I tell them, “This is not appropriate for you because I cannot tell your 
child not to touch the tools while others are using them.” 

The founder claimed that training teachers is one strategy to eliminate 

challenges. She explained how she conducted this training process. Yet, she added, 

there are still many things to do with teachers. 
OK, we'll start, we told our teachers. But first, we'll make a train.  We'll tell you about it, so 
you'll know. Otherwise, this will not occur. I shared all of my research.  I brought out all the 
books, you know. I said to the teachers, "You will read and comprehend." If you have any 
questions, you will ask them and conduct research.  You will learn what alternative education 
is until the first day of school. You will recognize the objective of the forest school. We provide 
concrete examples. Then, my sister went to Level 3 training and trained the teachers. Actually, 
we did it together. Then we instructed each new teacher to observe and question the others. 
We defeated them by providing them with the same resources. We'll get through it, so there 
will be more. 

The teachers also mentioned that they faced several challenges while working 

in the forest kindergarten. Those are clothing in winter, risk versus safety, mud versus 

fun, and lack of community support. The teachers claimed that the people in our culture 

do not fully understand the philosophy of Forest Pedagogy, although they enroll their 

children. Thus, they may claim to be due to mud, sickness, or small injuries. Regarding 

this case, TO2 stated, 
Forest school, no matter how much parents enjoy it and send their children to it, does not 
always have a place in our culture. I believe that when children become muddy or wet, families 
can sometimes react. Even if they don't, the way they look at them or the tone of their voice 
tells you. That's why you get worried when your kids get wet or when all the clothes are muddy, 
and they're covered in mud. Parents claim that the sand from the school has migrated to our 
home. They claim that sand and soil are not desired in the bathroom. 

TO1 confirmed the challenge of mud versus fun and parental health concerns. 
 We are still delivering the children from the inside because we have not yet reached the muddy 
level of getting into the car. Some of our parents say, "Sir, don't bother." " Come on, the car is 
dirty. But some people prefer it to be pure for their children. That is why we alter their clothes.  
We initially stated that we did not change the clothes, but they blamed the children's illness on 
it. They claim that because you don't change his sweaty clothes, he becomes ill. 

TO1 claimed that there is no community support in our culture. She 

exemplified her claim as follows. “The doctors didn't help us a little bit. There are 
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some doctors who say to change your child's school. They say to the parents, all the 

children who go to that school get sick” (TO1). TO2 also mentioned safety versus risk. 
Falls or injuries are occasionally more common.  When that happens, we get a little nervous. 
It is a little bit challenging. But now, you know, it's a little bit more. Of course, our parents do 
not come after the second year. In the first year, no matter how many problems you have with 
these issues, no matter how many calls you get, they do not come in the second year. 

Similarly, TO3 added, “When you leave the child in this place, does it fall or 

not? This is the primary concern for the family.” 

The instructor emphasized that they faced these obstacles, especially in their 

first years of schooling. They stated that by collaborating with parents, the experienced 

staff, and the founder, they were able to overcome these obstacles. 

In addition, they mentioned that they eliminated the clotting problem by 

encouraging young children's self-care abilities. In this instance, teachers were 

observed encouraging students to dress up their outdoor clothing and boots. The 

teachers appreciated children when they were able to dress themselves independently. 

As for mud versus fun, they were observed to change the muddy clothing of children 

after outdoor activities and at the end of the day. The children were permitted to wear 

dirty, muddy outdoor clothing during the week. The filthy outdoor attire was delivered 

to the parents at the conclusion of the week. 

4.3.3. Favorable circumstances 

The founder of forest kindergartens was asked if they encountered any 

favorable circumstances while establishing or operating them. In a similar fashion, the 

teachers were questioned about the favorable circumstances they encountered while 

working in a forest kindergarten. The codes that emerged from their statements are 

listed below in Figure 4.23. 

The founder of this kindergarten reported that while establishing the 

kindergarten, she enjoyed the full enrollment due to her previous play group. Similarly, 

she said, in time, they became a kind of brand in Ordu and, thus, parents are advising 

other parents to enroll their children in her kindergarten. “They come with the advice 

of another parent because everyone in Ordu knows each other and comes with the 

advice of parents. It also helps to make our job easier” (FO). Lastly, she mentioned 

that they had the advantages of having a rural background. 
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Figure 4.23 Favorable circumstances of teacher and the founder Black Sea 

We're lucky to live in Ordu because our kitchen staff were from the villages surrounding Ordu. 
Because, for example, Selda, the cleaning staff, has a very good view of animals. Selda can 
talk to animals very well. He cares for them and thinks about how lucky he is to have grown 
up in a village where people care a lot about nature. Ozlem, for example, always picks up food 
scraps and sustains them for the animals. She keeps track of what she does and doesn't throw 
anything away. It's good in that way, and it's nice to be at a school in Ordu, where people know 
how important it is (FO). 

 

According to the teachers, the resilience of children and their adherence to the 

rules and agreements is a benefit of working in a forest kindergarten. 
When we went outside, I was worried and afraid about how well we would be able to care for 
the child there in the forest. Once the lines were drawn and the rules were set, it wasn't that 
hard at all. I could see that the child could stick to those rules (TO3).  

4.4. Case 3/Central Anatolia Region-Konya 

This kindergarten is located in Konya, in the region of Central Anatolia. This 

section doesn't contain any additional information because the method section's school 

setting section already includes information specific to schools. An overview of the 

kindergarten's general information is provided below. In addition, the following Figure 

4.24 demonstrates the overall outdoor facilities of the target kindergarten. 

There are two teachers in each of the school's six groups: a leader and an 

assistant. The school has two more employees, including a chef and a cleaning crew. 

The front and back yards make up the two sections of the school garden. The front 

yard was intended to be a mud kitchen or dramatic play area with a tent, water source, 

and cooking equipment. Although the backyard is relatively flat, there is a hill in the 

center. The back yard, which was built in the shape of a rectangle, has a large sand 

play area, a harvesting area, a coop, an open area, and a shelter. The outdoor spaces at 
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the kindergarten are shown in the following pictures. Natural elements like trees, 

bushes, and other vegetation are present in the kindergarten's outdoor space. The 

outdoor setting also included a variety of loose components, such as mud kitchen parts, 

stones, sand, and wooden logs. 

 

Figure 4.24 Outdoor environment of kindergarten in Central Anatolia 

4.4.1. Practices of kindergarten 

The following Figure 4.25 demonstrate themes and subthemes regarding forest 

kindergarten practices in Konya, Central Anatolia. 
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Figure 4.25 Practices of kindergarten in Konya, Central Anatolia 
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4.4.1.1. Daily Schedule 

As with other kindergartens, this one provides care and education for 36–72-

month-olds. Accordingly, their schedule begins at 8:00 a.m. and concludes between 

5:00 and 6:00 p.m. The overall schedule of the school is depicted in Figure 4.26. 

 

Figure 4.26 Daily schedule of kindergarten in Konya, Central Anatolia 

According to this schedule, indoor and outdoor activities, and forest sessions 

were typically held between 10.30 a.m. and 12.30 p.m. and between 1.30 p.m. and 3.30 

p.m. However, the schedule of the groups may vary according to age group. For 
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children under the age of four, for instance, there is a resting/sleeping period after 

noon. Similar to the situation in the Black Sea Region, this school offered one-hour-

per-day English branch lessons. The branch classes were presented by an English 

teacher. One of the teachers, TK1, provides the following schedule for her class: 
We'll be ready for school at 8:00 a.m. Our students begin to arrive at 8:00 a.m. With the arrival 
of the services, children have free time until 9:15 a.m. Breakfast would be served from 9:00 to 
9:30 a.m.  After breakfast, I participate in morning sports with the children. We get the day 
started by getting moving. Then we have circle time, where children discuss what they do in 
the evening. Children discuss what they do in the evening. We have received information about 
their background during circle time, we discuss what we will do during the day. We review the 
daily flow.  Then there are the theme discussions and workshops. We sometimes do the 
workshop in conjunction with the theme of conversation.  Aside from that, we certainly engage 
in Turkish language activities daily.  Math activities are done three days a week.  These include 
adding, subtraction, and pattern studies with natural materials. Until lunch, we also have 
branch lessons every day. We'll leave for lunch at around one o'clock. After lunch, we go to 
the garden. We're attempting to set aside an hour of free time. Every day, different areas of 
interest and curiosity for children are prepared. We occasionally prepare sensory learning 
centers. If the theme is insects, sensory centers are prepared based on this theme. Children are 
generally allowed to play freely in the garden, whether the child works alone or with his 
friends. Then we went inside to change our  

4.4.1.2. The variety of outdoor settings 

Observational data and field notes confirmed that this kindergarten's outdoor 

environments are the playground and the forest. Children were permitted to play on 

the front and backyard playgrounds daily, regardless of the season. Each class at the 

school had a weekly forest day, in addition to the outdoor playground. On Wednesday, 

which was designated as forest day, some groups visited the forest in the morning, 

while others visited in the afternoon. This kindergarten class consists of four-year-old. 

The target population was designated as the "project group" and was permitted to 

participate in forest sessions twice per week. Due to obstacles (see section on 

obstacles), the kindergarten plans to increase the quantity of forest sessions for the 

entire class. This method is implemented with a group of children whose parents are 

volunteers. Consequently, this group is referred to as a project group. The field notes 

and observational data confirmed that the school collaborated with parents to organize 

field trips to various outdoor settings. 

During a spring observation of children aged 5 to 6 years old, for instance, a 

group of children visited an atelier where local pottery was painted for decorative 

purposes. Since one of the parents owned the atelier, the children were able to paint 

local patterns during these field trips. The school's social media page, which the 

researcher followed informally, provided information about their field trips. 
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4.4.1.3. The amount of time spent outdoors 

At least two hours per day were spent outside in schoolyards, forests, or on 

field trips. Even in the midst of winter, if the weather was sunny, the teacher would 

conduct circle time, Orff or movement activity outside before allowing the students to 

play freely. Tuesday was reported to be a day of flexible/loose play, during which 

children were provided with an abundance of loose play materials at various learning 

centers. The teacher stated that, depending on the weather, they prepared various 

learning centers with a variety of loose parts, either outdoors or indoors. When the 

weather is warmer, the free play day is held outdoors. Observational data supported 

the teachers' assertions. On a windy spring day, a group of six-year-olds participated 

in a day of loose play in the classroom. On a sunny winter day, five-year-old children 

play in outdoor learning centers prepared by their teachers. They were observed 

spending at least two and a half hours or more in the forest. On the same day, the six-

year-olds were observed spending two hours in the playground and two and a half 

hours in the forest. In other words, this kindergarten regularly spends at least two hours 

outdoors in all seasons, although this time could be increased depending on the age 

group and the weather. As the schoolyard is not large enough for all groups to play at 

once, the teachers were observed communicating with one another in order to make 

use of the outdoor environment. 

4.4.1.4. Routines of forest session 

This is the only kindergarten where the forest session was conducted in a forest 

away from the school setting. The following Figure 4.27 demonstrates the overall 

routines of forest sessions in this school. 
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Figure 4.27 Routines of forest session in the kindergarten, Central Anatolia 

The following observations pertain to their typical winter forest day. After 

breakfast, the teachers and other staff members began preparations. This was the 

project group's forest day. The assistant and lead teachers examined the children's 

clothing to ensure that it consisted of multiple layers. Teachers provided those wearing 

only one layer of clothing with a second layer of clothing and socks. The teacher stated 

that parents were informed to dress their child in at least two layers for forest day. 

However, she reported that some parents could still send their children to school with 

a single layer of clothing. Afterwards, children were given jumpsuits to don 

themselves. When necessary, the teacher assisted students in zipping their jackets and 

donning berets and collars. The children were reminded to wear their school-issued 

necklace with contact information. The instructor also packed their backpacks with 

clean water, snacks, a first aid kit, a trash bag, etc. When everyone was ready to leave, 

the teachers, along with the school's founder and administrator, ensured that the 
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students boarded the school bus to access the reference area. It took five minutes to 

reach the reference area, which is predominantly composed of pine trees. This forest 

was located within a public recreation area. Nevertheless, the reference area is located 

in the unstructured portion of the recreational areas. Children were permitted to exit 

the school bus at the designated first stop for access to the reference area. At that 

location, children were instructed to put their mats and bags on and continue walking. 

The path they followed was difficult because it included several hills. Even though 

they had not waited at any stops or mentioned stopping, they were not in a hurry. They 

traveled to the forest with four adults and twelve four-year-old children. When they 

arrived at the reference area, they acted as if they had unlocked the forest's entrance (it 

is a tradition of Nordic Forest kindergartens). During circle time, they reflected on 

previous forest sessions, their feelings, and their observations. The children were then 

permitted to play freely, although some of them desired that their teachers play with 

them. They played some structured games to which they were accustomed. The 

principal and assistant teachers closely monitored the students. They frequently 

interacted with children and attempted to participate in their play. In the meantime, the 

school's founder and administrator prepared a sort of station/track with thick ropes. 

They invited children to play on the target track, which required them to complete 

certain tasks, such as walking on the rope or passing under or over it. When the 

children had finished playing in the park, they were invited back to circle time to eat 

their snack and reflect on the session. At the conclusion of the session, the students 

followed the same route to the school bus. The students then arrived at school, changed 

into their uniforms, and followed their daily schedule as scheduled. 

Almost all forest sessions followed the same outline, including preparation, 

access to the forest, a forest walk, circle time, free play, activity time, and closing circle 

time. At least one semi- or fully structured activity was led by the teacher or founder 

during each forest session. In parallel to observations, TK2 described the routines of 

forest sessions as follows. 
Most Wednesdays, we are in the forest. There are six groups at the school. The youngest 
groups, I mean three- and four-year-old ones, go to the forest in the morning. In the afternoon, 
we go to the forest. After we eat lunch, we get the things we need for the session. These things 
include things like first-aid kits, snacks, napkins, wet wipes, and so on. Then they put on 
jumpsuits. At first, they had a hard time getting out. But I didn't want to get in the way too 
often. Then we leave. We rode the bus to the forest. We walked into the forest through the first 
door, which we opened. We have circle time. We talk about what to do there that day in a 
general way. We find out some basic ideas about what they want to do. After the circle, we find 
out something in general. Children are told about what we usually do. After that, we do the 
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activity. We gather the things we need for this activity. After the activity, we have nearly 45 
minutes of free time. The kid would like to swing. While we observe, they can play another 
active group game. We observe them for 45 minutes. Then we close the session with the circle 
time again. In our final circle, we ask, "What did you like best about being in the forest today?" 
What did you like to do?". They want to remember that day by taking something from the forest 
with them. We go to school. 

4.4.1.5. Safety regulations and practices 

The following Figure 4.28 illustrates the relevant safety regulations and 

practices based on their statements from interviews, observational data, and field notes. 

 

Figure 4.28 The safety rules and regulations of kindergarten in Central Anatolia 

Regarding the safety regulations and practices, the founder and the instructor 

stated that they have a number of agreements with the children to ensure their safety. 

TK1 told some of the dealings as following. 
I let them have free time in the forest, but we are spread out over a large area. When the area 
isn't limited, we sometimes end up close to the road. I say, "This is where we shouldn't go," or 
I put up trees and say, "This is where you can have free time." In fact, I am offering a large 
space once more. But not in such a large area. 
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TK1 added, 
We have a rule that the person on the swing or climbing the rope can't pass in front of the 
swing. They collect the branches and the pinecones, and they want to bring everything to 
school. "You can pick something from there to remember the forest by," we say. This time, they 
said, "I had no strength to walk." His hands will be needed to climb, but he says, "But my hands 
are full," so he can't climb. I told him/her, "You can take as much as you can carry, as much 
as you can." 

In addition to these deals, they reported ensuring an appropriate adult-to-child ratio 

and requiring children to wear identification necklaces while entering the forest. 

Regarding the appropriate adult to child ratio, TK3 said, “For instance, when the kids 

are walking through the forest, one teacher is in front of them, and the others are 

behind them” (TK3). 

Their claims were supported by field notes and observational data. Almost all 

observation sessions include at least three adults and fifteen to seventeen children. In 

addition, they observed the application of rules regarding the use of tools and the fire 

pit. For example, when they lit a fire in the schoolyard, they constructed a circle to 

prevent children from approaching. In addition, children were instructed to wear 

gloves while using a fruit peeler. In addition, when children play with branches longer 

than their arms, teachers remind them of the rule: "play with branches no longer than 

your arm." In every forest session, the instructor brought a first aid kit, but only once, 

for a minor injury, did they need to use it. 

4.4.1.6. Curriculum 

The teachers and founder consistently reported that they created their 

curriculum based on children’s needs and interests. They conducted a weekly 

observation to catch the children’s interests. Depending on their observations, they 

conducted weekly meetings to discuss the observations with the founder and other 

teachers. In order to provoke their interest, they create engaging learning centers both 

indoors and outdoors. When they decide the children are interested in something, they 

decide this could be their theme during their projects. Related to their observations, 

FK stated, 
Our plans are determined by the observations of our children. Depending on the child's 
interests and requirements, we create a program for him. For example, if the teacher misses’ 
observations, he spends a week working on provoke. She promotes the children by preparing 
a learning center, reading a story, and so on (FI).  
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FK added that they sometimes focused on the needs rather than the interests to 

determine the theme. 
In our weekly meeting, I ask the teachers, "Which one do you think they want to be more 
interested in?" Or do you believe they require anything else? " Sometimes the teachers tell us 
that our children misuse the water and cause harm to one another. Then I told them that our 
focus is on their needs, not their interests. 

TK3 exemplified how they follow children’s interests and created their curriculum as 

follows. 
Let's say that when we went to the forest, the kids were interested in seeing the bones of 
animals. Children are talking as if this could be a dinosaur bone, or this could be the head of 
a dinosaur. Or they talk about an anthill they see. Children talk about things like "how the ants 
build their nest" and "it's not his nest, but it could be his nest." Then, as soon as I figure out 
what the theme is, I set up a learning center for it right away. I put bones, a picture of a 
skeleton, a chicken bone, lenses, and other things in the middle. Yes, the bones in the woods 
are interesting, but he might not care about the provocation table at all. We bring these notes 
to our meeting every week. When kids are interested and have something in common, we also 
choose a theme. Then we make another mind map with the kids. We get our first look at the 
kids. Our mind map is already starting to look like this first picture. What's the boy doing 
there? The legs and arms of one of them are drawn. Another child fills the dining room with 
his home, his siblings, and his family. At the meeting, we talked about these things. We decided 
at the meeting that the child should first ask about his external organs and then what he ate 
from them. We start with this and then move on to the internal organs, feeding area, living 
area, and reproductive system, depending on what the kids are interested in. 

The observational and field notes data confirmed that they conducted a kind of 

emergent curriculum, as in the case of the Reggio Emilia approach. This might be due 

to their career paths before working in this kindergarten. According to field notes, the 

founder, together with some of the teachers, worked in Reggio inspired kindergarten, 

in which they followed the principles of emergent curriculum and project-based 

learning. In all observations, the groups were observed while they were working on 

diverse themes and projects such as ecosystems, space, recycling, composting, and 

internal organs. TK2 mentioned how they decided on the theme of internal organs as 

follows. 
Mehmet is one of our students. " We finished our meals. "What happened to our food?" he 
wondered. Where did it end up? What occurred? What exactly is going on inside of me? Simply 
because my food is nearby. " I thought they needed it because they were six years old, and we 
chose the theme "What's inside of us" for our class. 

4.4.1.7. Risky play 

When asked about children's risky play, the teachers and founder primarily 

mentioned climbing trees and balancing parkour prepared by the teachers using ropes. 

As with other teachers, they believe this is not a game, but rather a risky situation. TK1 

exemplified children's risky play and her role in the play in the following manner: 
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No, not as a game. During the almond agent period, the children climbed the tree and wanted 
to eat it. This happens to us every week. We were going to eat almonds this week. We let the 
kids climb to the top of the tree. Some students were unable to attend. "You can try," we said. 
Some students refused to even try "Could you please break it out, my teacher?" In such cases, 
we aid. Some students aspire to reach incredible heights. "It's risky for you right now," we say. 
If they continue to climb, we will issue a warning. There are some sorts of balance trails. We're 
extending the rope. On the balance track, the child discovers There are opportunities for 
coordination. In a dangerous situation, it is important to warn children so that they feel safe 
and there is no risk.  

Despite this, observational data showed that children were allowed to play near 

dangerous elements, at high speeds, and with dangerous tools, even though these were 

not common occurrences. Figure 4.29 represents the categories and codes that emerged 

from the interviews and observations. Children were only allowed to use fruit peeler 

once during each observation session. Teachers openly admitted that they limit 

children's risky play because of safety concerns and overprotective parenting. 

TK3 described the situation as follows: 
At the start of my time working here, I didn't let kids climb. These days, I let my kids climb 
trees. But if I see a risk, like when the child climbs to the top and I can guess what will happen 
if the child falls, I don't let them climb so high. I am worried that the child will get hurt because 
I think there is a chance he will. At this point, parents usually step in and ask, "Why did it go 
up so high?" We are a forest school, but we don't let every risk happen on our leave. Making 
sure they are safe will make them happy, but safety is important to me. 

 

Figure 4.29 Risky play in kindergarten, Konya, Central Anatolia 
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In observation sessions, they were observed while applying different strategies 

from restricting to contributing. For instance, in the school yard, some of the children 

wanted to use the equipment as a kind of ropeway, which allows children to feel great 

height and high speed. The teacher immediately approached them and told them, “If 

you stand up at the end of the ropeway to stop the child coming at high speed, you can 

play.” Yet, in the younger groups, the teachers kept a close eye on this equipment. 

They also kept close while children were climbing trees or using fruit peeler.  

Similarly, when children were walking on the parkour, the teacher frequently reminded 

him/her not to let rope go off. When children tried to distance themselves from the 

reference area, the teacher immediately reminded them of the rules of invisible 

borders.  In two sessions, the teachers and founder were observed by contributing play 

with high speed. They encouraged children to slide from the hill with high speed. 

4.4.1.8. Risk assessment 

While talking about risk assessment the teachers and kindergarten founders 

mentioned short term and long-term risk assessment. In a short-term assessment, TK2 

said that they checked the weather forecast to conduct a forest session. 
There were difficult times in many ways during our stormy weather. This period is lengthy; for 
example, I recall 3-4 days of difficult storms, snow, and winter storms flying everywhere; roofs 
flying, and so on. On days like this, we avoided going to the forest right away. There were days 
when we didn't go to avoid this, because trees could fall, and bad things could happen to you 
(TK2). 

The other teachers, together with the founder, mentioned long term risk 

assessment by referring to the landscape, flora, and fauna. They emphasized that 

Konya do not include wild flora and fauna. As for landscape, they stated they preferred 

flat spaces in order to prevent the fall of children. 
We're attempting to make the area less dangerous and more secure. I notice that the land has 
become more level. I prefer a more rugged landscape for exploration and walking. However, 
if I'm the activity, I prefer the circle area to be flatter for children. The fact that the area is flat 
makes it comfortable (TK1). 

We choose a region to visit when we go to the forest. We are deciding whether to visit the 
region because, yes, Konya's forest is less dangerous than that of Istanbul or other cities. There 
aren't many plant species, for example. In terms of trees, the forest is not dense. We don't come 
across many animals and insects, you know. I can say that we encounter potential insect 
species in Konya, but when we look at other schools, their forests are extremely dense (TK3) 

I watch the weather. I'm taking note of the size of the trees. I'd like them more if they had a 
wider variety of trees. If they had them all, but there isn't much in Konya. There are mostly 
pine trees. I look around. I'm looking at the setup. I do not want land to have so much slope or 
roughness to prevent fall. I want a flat space for circle time and so on (FO).  
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Based on their statements, the following Figure 4.30 showing the risk 

assessment strategies was constructed. 

  

Figure 4.30 Risk assessment of kindergarten in Konya, Central Anatolia 

4.4.1.9. Sustainability 

When the founder and teachers were asked about their practices to facilitate 

sustainability, they frequently mentioned recycling, reducing, reusing. Yet 

observational data confirmed that they also support reflection, responsibility and 

respect. The following Figure 4.31 demonstrates the practices to facilitate 

sustainability. 

  

Figure 4.31 Sustainability practices of kindergarten, Konya, Central Anatolia 

The following are two examples stated by the founder and TK1 to present how 

they facilitate sustainability in the context of their school. 
We discuss recycling in all of our groups. In fact, we used to work on recycling every year, 
and now, at the age of six, they are working on upcycling. They meet compost at these events. 
We gather rainwater. We've only just begun (FK)  
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TK1 added  
We had a composting session with the kids. Aside from that, I can meet composting and 
upcycling, and there is now work we do from materials. Nowadays, for example, so many 
things are done in the theme of toys: children are like buying. We suggest they could do it 
themselves rather than buying. They made many toys themselves in two weeks. We also made 
stuffed animals, a car, and a variety of other toys. They were in that state of mind. We can do 
it on our own. "No need to buy" As the year's final theme, this gives children a benefit. Aside 
from that, organic waste in the kitchen is converted into chickens and compost as a cell. Theme 
of my class was recycling. At that time, there was already a compost room set up. It all started 
with the school's theme. It was later included in other classes (TK1). 

Observational data confirmed that they support the reduction of consumption 

by utilizing natural loose materials for play and activities. For example, a group of 

five-year-old was observed constructing a pattern with natural loose parts such as 

cones, chestnuts, and stones. Similarly, children were instructed to play with natural 

loose parts when in the forest. The leftover snacks from the forest sessions were placed 

in a trash bag in order to leave the forest as it was found. To reduce environmental 

impact, the same reference area was utilized for all sessions. During the forest session, 

the children were given healthy, regional snacks. Moreover, each forest session 

concluded with a reflection on the session. Children were asked several reflective 

questions to this end. Animals such as a cat, a chicken, and a rooster were placed in 

the schoolyard to facilitate children's relationships with animals. In addition, when the 

children removed the large stones from the forest, they were instructed to replace them 

in the same location because it could serve as an animal's home. Some discrepancies 

in their practices were observed. For example, in one instance, however, the teacher 

led an activity in which the children were instructed to collect several colorful flowers. 

Additionally, the school provides plastic overshoes for visitors but not for staff. From 

this perspective, the refuse component of sustainability is not as effectively realized as 

the other components. 

4.4.2. Challenges and the strategies dealing with them 

The founder stated that she faced several challenges in both establishing and 

operating a forest kindergarten in Konya. She stated that she could eliminate some of 

the challenges. while some of them are still stable for her. The following Figure 4.32 

demonstrates the challenges and the strategies to eliminate them by the founder and 

teachers. 
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Figure 4.32 The challenges and the strategies in Kindergarten, Central Anatolia  

As Figure 4.31 indicates, the founder had difficulty enrolling children since 

Forest Pedagogy was not well known by the local people of Konya. In addition to this, 

she reported that the local people of Konya preferred ECE institutions, which also 

provided religious education for young children. 
Konya's people would never come to us. I'm losing because I don't teach the Quran. They have 
different perspectives on me. In Konya, we became a school that does not provide religious 
education. As a result, demand for the school has decreased (FO). 

Besides, she claimed that the overprotectiveness of parents influenced their 

enrollment rates. She mentioned that the people who migrated from other parts of 

Türkiye, such as the Mediterranean or Aegean, preferred them to enroll their children. 
When it was cold outside, parents did not want their children to go outside. They stated, "The 
child is sick today," and "the child may become sick." "The boy went out, and he got sick," they 
explained. "We're going out," I announced. I never made any concessions to gain students. At 
first, I struggled. Despite my eight years of experience, I had difficulty enrolling students. We 
always had parents from the Aegean and Mediterranean seas. There were individuals who 
traveled to Konya for work. Konya residents are now enrolling their children. 

The founder stated that pandemics facilitate their work and increase their 

enrollments as the experts emphasized the importance of being outdoors. She also 
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mentioned the influence of social media, which enables parents to witness the joy of 

being outdoors. children in play. 

As for the operating process, she stated her main challenge was to find a 

reference area for forest sessions. Due to the lack of so many unstructured and wild 

recreation areas, they had to use structured recreation areas of forest, administered by 

municipalities. She mentioned the municipality restricted the use of some parts of 

recreation areas to decrease the work of cleaning in winter times. She reported she had 

some initiatives, such as renting a special area for the use of her school, but the 

authorities did not accept this offer. 
Sometimes the municipality closes the section of the forest that we use normally for forest 
sessions. They do not want to clear more space in the forest. Thus, we are unable to enter the 
unstructured/wild area of the forest. We must make use of the structured grass area (FK). 

FK added, 
We had a large, flat, and beautiful area for our circle time at the top of the forest. There were 
some excellent climbing spots. The trees were different and more varied. They arrived with 
their work machines one day while the children were playing. The kids screamed. Then I went 
there, and when I asked what they were doing, they said, "We will make grass here." "Don't 
come here anymore," they said. Then we found the location where we went with you. During 
that time, we resumed field research. Where can we hold our gatherings? Are the trees 
appropriate? Is it appropriate for all age groups? Then we found out about it (FK). 

FK reported that the lack of unstructured and wild natural surroundings near 

the school is still a challenge for them and they could not develop a strategy to 

eliminate it. However, she mentioned, she developed some strategies to eliminate the 

challenges of teaching. First, she mentioned that at the beginning of the establishment 

she had three teachers. One of them had no experience of teaching, whereas the other 

two had a teaching career in traditional schools. The founder stated that if a teacher 

works in an alternative educational setting, she should not have a teaching background 

in other institutions. She believed that it is hard to break down their traditional 

understanding and childhood. 
Hiring a newly graduated teacher is the best option if you plan to use alternative education. It 
is easiest to collaborate with a teacher who has never worked before because of the difference 
in mindset. I had three teachers when I first started. One of them had recently graduated from 
high school, while the other two had previously worked at other institutions for several years. 
We made excellent progress with the first teacher who worked with us for the first time. Our 
new teacher has made significant progress. He could easily put what I said into practice. But 
we couldn't get anywhere with the other two teachers, so we split up (FK). 

FK concluded by discussing her recent difficulty with administrators. In 

Türkiye, school practices are inspected by inspectors who visit the institutions. She 
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stated that she found it challenging to document children's play and learning in the 

manner of conventional ECE institutions. 
When the inspectors arrived, they demanded documents proving what we were always doing. 
They eventually believed us, asking, "Are you really doing this?" And I go into detail with them. 
I'm not sure if it should have paperwork. In this regard, I received no training. I'm not sure 
what my flaws are because I'm not sure what documents should be present when they inspect 
them. They want proof that our procedures were developed. There is, for example, an activity. 
Is there a national education event? What exactly did you do and how did you do it? They say 
you need a certificate even if you don't do it (FK). 

As shown in Figure 4.31, the teachers faced several challenges while working 

in a forest kindergarten. First, they stated that they found it difficult to supervise and 

protect children in the forest due to the occurrence of numerous risky situations. They 

stated that by conducting a risk assessment and ensuring that children respected the 

rules and borders, they were able to eliminate this issue on time. “I was initially 

concerned about children playing in open areas. I was afraid I was going to lose a 

child in the field or witness a negative event involving the child. I was concerned and 

uneasy.”(TK2) 

Due to children's lack of self-care skills, all teachers reported that they had 

difficulty with the clotting process. According to them, children's self-care abilities 

improved over time, and they were eventually able to dress themselves for outdoor 

activities. They added that they encouraged children to dress themselves and assisted 

them when necessary. 
The children's preparation for the trip to the forest was exhausting. It was exhausting to dress 
the children in overalls and layers during the winter season. As you get used to the dressing 
process, getting ready becomes easier. The kids made strides. We used to dress in overalls. 

TK3 added, 
Preparation, preliminary stage the most exhausting part of my trip to the forest was the 
preparation phase. Because it's a shambles. "I can't wear my overalls, teacher." The children 
all arrive at the same time. It is not a peaceful time to prepare. We work quickly while everyone 
is getting ready. It was challenging for me at first. We all get used to it after a while. Some 
children can wear their clothes, while others cannot. I can see who I should assist by observing 
them. The children gradually assist one another (TK3). 

The second challenge, which was mentioned by every teacher, is parental 

health concerns. All of them confirmed that parents do not want their sick children to 

attend forest sessions. Even one of the teachers stated that some of her group's parents 

did not send their children to school on forest day. For this reason, the children of 

overprotective parents are sent to school with other groups, some of whom remain in 

school and others of whom go to the forests. Regarding this case, TK2 and TK2 said, 
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"Are the children cold? Should we dress them thicker or too thickly? Are the children 
sweating? " Parents were constantly asking us questions. Some parents did not send their 
children to school on days when we took the children to the forest. The most productive day is 
a forest day. However, on forest day, some parents did not send their children because they 
became ill. As a result, I had students come to the forest once a month. We told people to put 
their trust in us. They, too, became more relaxed. Then winter will be over. (TK1) 

Many parents believe that taking their sick child to the forest is a bad idea. For example, "my 
child is sick; please keep him at school." I must leave the child in the care of another teacher. 
We gradually began to change these family beliefs (TK2). 

The final challenge for teachers is parental expectations regarding school 

readiness. According to the teacher of the five-year-old, most parents did not enroll 

their children. For the following year, they believed that six-year-olds should attend a 

school that promotes school readiness through paper-and-pencil activities and requires 

greater discipline. 
Few parents registered for the new school year in my class because some parents believe that 
"they just go to the forest and walk around having fun, playing, spinning, and doing nothing 
for the child." From the outside, there is such a perception. Some of my teacher colleagues at 
other schools are also incorrect. It's as if we're not doing anything; we're sitting with tea in 
our hands, and they think we're playing in the forest or the garden. I explain everything to 
them. Academically, we monitor and contribute to the development of the child. I recently 
spoke with a parent. She does, however, want to send her child to the college's kindergarten. 
The reason is to discipline the child. He stated that the child would begin primary school. She 
expressed concern about the child's individuality and independence. He stated that he wanted 
to enroll the boy in college so that he would not have any difficulties in primary school. Some 
parents believe this (TK1). 

According to TK1, some parents enroll their children in the program due to its 

popularity. However, as children approach the age of six, their thinking changes. 
Because forest schools are popular, some parents send their children. To share his fame, he 
sends his children to forest schools. Besides, we have parents who are well-versed in forest 
schools. We also have parents who are interested in forest schools and have received either 
too little or too much education.  But there are some parents who think, "Academically, I don't 
want a forest." I'm not interested in playing. There are also parents who believe, "I want my 
child to be academically prepared for first grade."(TK1) 

4.4.3. Favorable circumstances  

The forest kindergarten teachers in Konya, Central Anatolia, did not mention 

any favorable circumscriptions they encountered while working. However, they 

reported feeling at ease when they learned to trust children and to align their own 

concerns with their own. 
At first, I thought the less time I spent in the woods, the better. Now I think it would be okay if 
we didn't come back, or I'm making a schedule to get my group back last. As she got used to 
going to the forest, it started to feel more comfortable compared to the classroom environment. 

The founder, as mentioned earlier stated pandemic ease their work to explain 

importance of being outdoors. 
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4.5. Cross-case Analysis 

In accordance with the principles of cross-case analysis, the researcher looked 

for shared and unique forest kindergarten practices across cases. In addition, the 

investigators searched for common and unique challenges, strategies to eliminate 

challenges, and favorable circumstances for teachers and kindergarten founders. The 

scholar drew comparisons and contrasts based on shared and distinct themes and 

subthemes to identify similarities and differences between cases. The following 

sections detail distinct and shared forest kindergarten practices. 

4.5.1. Forest kindergarten practices across cases 

According to Table 4.2, nine shared sub-themes emerged from the interviews, 

observations, and field notes concerning the theme of forest kindergarten practices. 

Nonetheless, the various sub-theme categories are distinct, although some are shared 

across cases. As shown in Table 4.2, all programs provide full-day care and education 

for children. The daily schedule begins at nearly 8 a.m. and concludes at approximately 

5 p.m. The daily use of the outdoors is a standard practice in all kindergartens. 

However, their schedules differ in the amount of time devoted to branch lessons and 

bilingual education. To illustrate, Case 1 has adopted bilingual education as an 

instructional strategy. Cases 2 (a kindergarten in the Black Sea) and 3 (another 

kindergarten in Central Anatolia) implemented electives like English, yoga, and 

physical education. 

Regarding their use of diverse outdoor settings, it was common practice for 

students in all cases to utilize the schoolyard daily during all four seasons. Case 3 is 

different from the other cases because it uses the forest for forest sessions all year long. 

Case 2 differs from other cases in that beach sessions are held during the spring and 

summer. 

There are similarities and differences between the three kindergartens in terms 

of the daily time spent outdoors. As stated previously, they regularly utilized the 

outdoors during all four seasons. However, the amount of time spent outdoors may 

vary from kindergarten to kindergarten and throughout the year. In the first case, 

kindergartens utilized nearly two hours per day, whereas in the remaining cases, 

kindergartens utilized at least two hours per day in all seasons. In the second case, 
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Ordu, Black Sea, increased its outdoor time in spring and summer from two to six 

hours due to its expansive yard. 

The forest session, which was conducted in a forest outside of a school setting, 

was only observed in the Central Anatolia Region. Due to a lack of highly affordable 

and less structured forest, woodland, or recreation areas, the forest sessions in the other 

two cases were conducted primarily in the outdoor environment of the kindergarten. 

All kindergartens, however, conducted the forest sessions in a nearly identical manner, 

beginning with clothing and other preparations, circle time, free play, and activity time. 

They differ significantly in how they implement activity time and free play time. In 

the first case, activity time was conducted in a more child-centered manner, with 

teachers respecting the children's desire to participate in the activity. In other words, 

the environment was designed to attract children's attention to activities, but their 

participation was voluntary and contingent on their interest. In other cases, however, 

teachers expected students to participate in group activities at the same time and with 

the same rhythm. Similarly, the amount of time devoted to free play varied from school 

to school, season to season, and even teacher to teacher, though a minimum amount of 

time was always devoted to free play. 

In all cases, teachers and kindergarten founders reported having numerous rules 

and procedures in place to keep children safe. In addition, practices were observed in 

all cases to keep children safe in outdoor settings. Common rules and practices in 

kindergartens were having the right number of adults to children, collecting sounds 

and signs, and dealing with kids, though the deals were not always the same. Involving 

at least one additional teacher, they all ensured an appropriate adult-to-child ratio. In 

Case 3, the school administrator and founder were frequently observed during forest 

sessions to ensure the appropriate ratio of adults to children. All participants reported 

using a sound or word to recall children in outdoor settings. On the other hand, they 

have a number of unique customs, including the use of necklaces with contact 

information, emergency zones, invisible borders, and first aid kits. This difference may 

be because they used different reference areas, like a schoolyard or a forest, which 

have different risks. 

The cases differ significantly in terms of the curriculum development 

procedure. For instance, the first and third cases implement a project-based, theme-

based curriculum. However, they diverged in the manner in which they advanced the 
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themes. In the first cases, themes were determined by teachers' and kindergarten 

founders' decisions and seasonal change, whereas in the third cases, themes emerged 

directly from the needs and interests of children. In the second case, the curriculum 

was developed by taking multiple factors into account. In other words, their curriculum 

was made with the ecological calendar, MONE, special days and weeks, the age and 

needs of the children, and other things in mind. 

In each case, the kids were seen doing similar kinds of risky play, such as 

playing at high heights, playing at high speeds, and playing with dangerous things. In 

only the second and third cases, children were observed while playing near a dangerous 

element. Nevertheless, the frequency of these risky play types varied based on the 

affordance of outdoor settings. In the first case, it was common for children to play at 

great heights, as the outdoor environment of the kindergarten featured a variety of fruit 

trees that made climbing easy. Across cases, the roles and responsibilities of teachers 

during risky play followed a similar pattern. During observation sessions, all teachers 

were observed implementing various strategies, including restricting, maintaining a 

close eye, keeping a distance, and contributing. But because it was hard to decide 

between risk and safety, restricting and keeping a close eye on things happened more 

often than keeping a safe distance or contributing. 

In every instance, short-term risk assessment was a shared practice, whereas 

long-term risk assessment was conducted from different perspectives. Checking the 

weather forecast and helping kids do their own risk assessments were two practices 

that were used in all of the cases. 

In all cases, kindergartens incorporated multiple practices to promote 

sustainability in ECE. They all support recycling, reduction, reuse, repair, reflection, 

and responsibility in various ways. In the context of recycling, however, composting 

was conducted as a theme-based project rather than as an ongoing practice. In addition, 

several practices inconsistent with sustainability were observed in all cases. This could 

be because of the participants' ecological literacy, which is seen as a key factor in 

making people act in ways that are good for the environment. In the third case, 

composting couldn't be kept up because the area was too humid. This caused a bad 

smell to spread throughout the school. 

Comparing and contrasting the sub-themes that emerged from the case analysis 

revealed that forest kindergartens in Türkiye are not typical, despite having a number 
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of similar forest pedagogical practices. Their current practices could be comprehended 

by considering other factors, which may in some ways place them at odds with Forest 

Pedagogy. In the sections that follow, the overarching theme of challenge and its sub-

themes are discussed. 
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4.5.2. The challenges and strategies eliminate challenges across cases 

In both the establishment and operation of forest kindergartens, the 

kindergarten founders in each case faced unique challenges. Table 4.3 indicates 

challenges of teachers and kindergarten founders. However, their difficulties vary from 

region to region. To illustrate, at the beginning of Case 3's establishment, the low 

enrollment rate was a challenge, whereas Cases 1 and 2 did not face this type of 

difficulty for various reasons. In Case 1, an outdoor learning center was transformed 

into a forest kindergarten. Therefore, they had no problems with low enrollment at 

first. In Case 2, the founder already ran a playgroup before she started a forest 

kindergarten. Because of this, she did not have to deal with a low enrollment rate. 

Using social media effectively, the founder of Case 3 reported that she had eliminated 

this challenge. She also said that because of the pandemic, it was easy for her to explain 

to parents how important it is for young children to play outside. 

In the first and second cases, the rules and regulations governing the 

establishment of a kindergarten in Türkiye proved to be additional challenges for the 

kindergarten founders of kindergartens. Due to extensive paperwork and intricate 

procedures, the kindergarten founders encountered challenges. According to the 

founder in the first case, she overcame this challenge through personal networking. 

Another challenge faced by the kindergarten founders in the first and second cases was 

a lack of parental forest pedagogical knowledge. They stated that because Forest 

Pedagogy is a relatively new phenomenon, parents have no knowledge of Forest 

Pedagogy, and this lack of knowledge could cause them to oppose forest kindergarten 

practices despite their desire for their children to attend forest kindergartens. They said 

that they tried to solve the problem by teaching them about Forest Pedagogy. 

Across cases, it was difficult for the kindergarten founders to identify a 

reference area that was diverse in terms of flora, fauna, and landscape and offered 

ample opportunities for children's play. They all agreed that the recreation areas 

surrounding the schools were public and overly structured. In Case 1, the founder 

attempted to overcome this challenge by utilizing the kindergarten's outdoor 

environment, which is rich in trees and other plants. Similarly, the schoolyard was used 

as a reference area in Case 2. The following semester, however, they will use the 

reference area, which is remote and requires a fifteen-minute bus ride to reach. In Case 
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3, the founder reported that they continued to face this challenge and were forced to 

use a reference area that affords children little space for play. They all related this 

challenge to regional characteristics. 

In every case, "the teachers" identified a common challenge faced by 

kindergarten founders. The kindergarten founders asserted that teachers struggled to 

comprehend the philosophical underpinnings of Forest Pedagogy and tended to 

implement the pedagogy similar to the practices in traditional education. So, they all 

said that they tried to solve this problem by training teachers and hiring people who 

are open to change and who like alternative education and Forest Pedagogy. 

As for the challenges faced by teachers, across all cases, all teachers identified 

risk versus safety and parental health concerns as universal obstacles. Teachers stated 

that they attempted to eliminate these challenges by communicating with and 

informing parents. There were also challenges that varied from educator to educator 

and region to region. To illustrate, school readiness was an issue for both Case 1 and 

Case 3. They stated that parents did not want their six-year-old children to attend forest 

kindergarten. This was a challenge they could not overcome. Cases 1 and 2 share the 

challenge of mud versus fun, while Cases 2 and 3 share the challenge of clothing. They 

overcame these challenges by routinely changing children's clothes after outdoor 

activities and by encouraging children's self-care skills. In addition to common 

challenges, they faced unique obstacles such as a lack of community support, phobias, 

and a lack of resistance to cold. They stated that these types of challenges could be 

eliminated over time on their own. 

4.5.3. The favorable circumstances across cases 

As shown in table 4.4, the teachers and kindergarten founders in each case had 

limited favorable circumstances and were generally distinct. From the perspective of 

the kindergarten founders, having a school building for a school setting was 

advantageous for Case 1, as it prevented their financial difficulty. In Case 2, all the 

kids signed up because the founder had started a play group before. This is again a 

unique and good thing. Similarly, in the second case, the founder cites promotions by 

parents and staff with rural backgrounds as exceptional favorable circumstances. 

Lastly, the teachers talked about a few good things, like children who are strong 

and do not give up, children whose parents support them, and children who respect 
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and believe in the agreements and rules. Nonetheless, these favorable conditions were 

frequently mentioned by Case 2 teachers. 
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4.6. Cultural and Geographical Adaptations Across Cases 

The cultural and geographical adaptations across cases were evaluated by 

comparing forest kindergartens in the Nordic region to those in this study. Initially, it 

has been mentioned that the rules and regulations in Türkiye prohibit the use of limited 

indoor facilities to establish a forest kindergarten. Thus, throughout the Cases, all 

kindergartens have standard structures for children. Typically, forest kindergartens in 

the Nordic region are established close to woodlands or forests to facilitate easy access 

to nature. However, the kindergartens were in urbanized areas of the cities to enroll 

children near the school environment. 

Across cases, several shared and distinct cultural and geographical adaptations 

were observed in the practices of forest kindergartens. First, the frequency of forest 

sessions was less frequent than in the Nordic nations. To illustrate, in Case 3, forest 

sessions were held once per week in a reference woodland area, whereas they occur 

more frequently in Nordic nations. This could be due to a variety of factors. First, it 

may be because forest kindergarten is a new approach in Turkish ECE, and parents are 

ambivalent about the idea that children should spend time outdoors regardless of the 

season or weather. Due to parental concerns, the kindergarten founders may be unable 

to increase the frequency of forest sessions. Yet, they all provided children with daily 

outdoor experience by allowing them to play in the schoolyard. In cases 1 and 2, forest 

sessions were also conducted in the outdoor environment of the kindergarten due to 

the characteristics of the region or the absence of a wild natural setting nearby. 

The second adaptation concerned clothing. Because Türkiye has a warmer 

climate than the Nordic countries, Turkish children do not wear jumpsuits, snow boots, 

etc. when attending kindergarten. Thus, in cases 1 and 2, the kindergarten founders 

presented the parents with a list of necessities that included boots, jumpsuits, and 

berets. Kindergartens in the Marmara and Black Sea regions kept the children's winter 

clothing on site and ensured that they wore it during outdoor activities. Thus, the 

parents were instructed to clean their children's winter clothing weekly, rather than 

daily, as a strategy to reduce their negative attitude toward mud. Yet, according to 

teachers, some parents continued to dislike muddy cleaning clothing. In Case 3, the 

parents rent the school-provided jumpsuits. In other words, the kindergarten had 

identical jumpsuits with the school's name on them. These jumpsuits were cleaned by 
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school personnel, not by parents. During a springtime observation, the children played 

in the mud and all their shoes became muddy. One of the staff members washed and 

dried each pair of shoes in the garden. 

Turkish kindergarten curriculum development differs from that of Nordic 

Forest kindergartens. The curriculum is derived from the children's daily interactions 

with their peers and environment. Therefore, freedom and unstructured play are central 

to the daily activities of Nordic Forest kindergartens. However, across all cases, none 

of the kindergartens implemented this curriculum. In general, they rely on pre-planned 

activities based on themes or other documents contained in the agendas of teachers and 

kindergarten founders. Only in Case 3 were children's needs and interests considered 

when selecting the project theme. This may have something to do with the 

community's approach to education and the educational background of staff, including 

the kindergarten founders. Compared to Nordic parents, Turkish parents may expect 

academic instruction rather than play-based learning (see the section about school 

readiness). This may prompt the kindergarten founders and instructors to create pre 

planned activities. Additionally, daily schedules include multiple branch lessons due 

to parental expectations, as branch lessons are currently a trend in private Turkish 

kindergartens. Case 1 also included bilingual education for children ages 4 to 6. In 

addition, six-year-old children were taught reading and writing in Bahceşehir, Istanbul, 

due to the competitiveness among private institutions. In a similar vein, in Case 2, 

groups of six-year-olds followed pre-planned booklets designed to promote readiness. 

As demonstrated by these practices, the way communities approach education 

may determine how a Forest Pedagogy is adapted to a school setting. However, it may 

be essential to remember that cultural and geographical adaptations should not result 

in a loss of transition, as discussed in the discussion section. 

4.7. The Founders’ and the Teachers’ Knowledge of Forest Pedagogy  

To elucidate the teachers' knowledge of Forest Pedagogy, the teachers and 

kindergarten founders were presented with fictitious cases so that they did not feel 

questioned by an expert. The interview data generated the following sub-themes under 

the theme of Forest Pedagogy knowledge. Table 4.5, which was located at the end of 

the knowledge section, displayed the frequency of sub-themes across cases. 
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4.7.1. Location and neighborhood of forest kindergartens 

Forest kindergartens are in or near the forest. However, diverse models were 

observed in various nations. In Denmark, for instance, there are "emigrant preschools" 

in the city center that use a bus to transport children to a location in the forest, on the 

beach, or in the countryside. In this model, locations outside the city center may 

include kitchens, bathrooms, closets, and dining and playing areas (Lysklett, 2017). 

Thus, considering the kindergarten founders and teachers of forest kindergartens 

should have knowledge about the location and surroundings of forest kindergartens, 

they were asked to set up an imaginary forest kindergarten so that they could choose 

location and surroundings based on their knowledge. As table 4.5 illustrates that across 

cases, all kindergarten founders and four teachers stated that their imaginary forest 

kindergartens are located in a place in or near nature whereas only one teacher 

preferred a kindergarten located in the settlement. Besides, across cases, only three 

teachers mentioned that forest kindergarten should be located in a setting that enables 

the children to use diverse settings such as beaches, forests, and lakes. FI defines the 

location and surroundings of a forest kindergarten as follows. 
First and foremost, I would emphasize the school's proximity to the forest. I'd like it to be close 
to the forest so that I can live and be in the natural environment to the fullest. Because the 
forest provides us with a wide range of flora and fauna, such as trees of various sizes, 
vegetation, canopy, and so on, It is critical to be present. 

Similarly, FO said, “I also enjoy being near the sea because I enjoy being on the 

beach." However, for the school, a location with more green space and biodiversity 

and fewer buildings may be preferable "(FO). 

4.7.2. Characteristics of reference area in nature 

According to relevant literature (Amus, 2022; Lysklett, 2017; Williams-

Siegfredsen, 2012), reference areas are determined based on a number of factors, 

including width, location, slope, biodiversity, and environmental risk analysis. 

Therefore, the teachers and kindergarten founders of forest kindergartens are expected 

to know how to choose a reference area in the forest. They were asked what criteria 

they considered while determining a reference area. As table 4.5 indicates, almost all 

teachers and kindergarten founders emphasized the biodiversity of the setting. In 

addition, risk analysis of reference areas was emphasized by six teachers and a founder. 

Two kindergarten founders and three teachers emphasized that the location of the 
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reference area should be close to the health facilities in the case of an emergency. The 

width of the reference was stressed by four teachers, whereas the slope of the reference 

area was referenced by only two teachers. Only one teacher, TI2, referred to the full 

criteria that should be considered while deciding a reference area. 
We also need a rough area, a hilly area, a flat and productive area where you can do gross 
motor supporting activities in order to conduct a risk-benefit analysis. It is critical to me that 
the areas have a high level of biodiversity. In fact, I would like to see some features in these 
areas, as otherwise the education and training process may be inefficient. The area will be 
insufficient if there are no trees to climb in the area or if the trees are not sufficiently strong. 
We care about the physical properties, density, and age of trees (TI). 

Another teacher from the Case 3 report, 
I want the forest to be secure enough. Because most wild animals live in the forest, it can be 
risky and dangerous for us. I need to go to the forest area first and conduct a thorough 
examination. I would prefer that we go somewhere away from the city center to be further 
away from the highway. I prefer that the forest area be off-limits to vehicle traffic. I wish there 
were different types of trees in the forest that dominated different flora, and I wish the children 
could see them as well. 

4.7.3. Characteristics of building facilities  

Forest kindergartens do not need to have a permanent structure; instead, they 

can use a hut or cabinets as a gathering place. Huts or cabinets may be found nearby 

or in nature. They could also be used to shelter children during severe weather. Forest 

kindergartens, on the other hand, have a fixed and regular structure (Lysklett, 2017). 

These kindergartens use wooden and natural materials for their equipment and 

materials. In addition, the classroom has nature-themed story books, laminated 

pictures and photos, nature-themed toys, and puzzles. The kindergarten (garden) 

outdoor environment includes a sandbox, mud kitchen, fireplace, loose parts 

(especially natural loose parts), and natural elements/components such as trees, 

bushes, stones, and slopes (Borge, Nordhagen & Lie, 2013; Knight, 2009; Robertson, 

2008). Based on this information, the kindergarten founders and teachers were asked 

whether they preferred a fixed building or limited indoor facilities for their imaginary 

kindergartens. Depending on their preference, they were asked how to design indoor 

and outdoor facilities based on their knowledge. 

As table 4.5 indicates, two teachers stated that it is not necessary to build a 

structure for their imaginary forest kindergartens, whereas two kindergarten founders 

and five teachers stated that limited fixed building is necessary for inclement weather. 

Two kindergarten founders and one teacher stated it was necessary to have a regular 

fixed building. Wooden equipment and materials, and nature themed materials were 
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frequently mentioned by teachers and kindergarten founders while talking about 

indoor facilities of limited or fixed buildings. TO2 described the characteristics of 

regular fixed indoor facilities as follows. 
I wish the building had only one floor. I wouldn't require a large class. In school, I'd like to 
make toys from natural materials. I'm not interested in structured toys. I wish there were more 
materials in school for students to express their creativity. The places we use as shelter are 
adequate. I wish it had stoves or places where they could make a fire to keep warm. I would 
like a garden where children can play, climb, and develop their muscles; where there is plenty 
of soil, mud, stones, and natural materials (TO2). 

4.7.4. Characteristics of forest kindergarten teachers  

According to Amus (2022), the teachers who work in forest kindergartens are 

knowledgeable about child-centered learning and are capable of implementing it. She 

also stated that the teachers are also observers; trust in children's abilities; listeners; 

playful; curious; internalize being in free air life / outdoors, co-players; and 

ecologically literate individuals. From this perspective, the kindergarten founders and 

teachers were asked about the characteristics of forest kindergarten teachers by posing 

the following question: "If you were to hire a qualified forest kindergarten teacher for 

your imagined kindergarten, what qualities would you want them to possess?" 

As table 4.5 illustrates, almost all the kindergarten founders and teachers 

stressed the internalizing of being in nature. Subsequently, two kindergarten founders 

and two teachers emphasized that playfulness is an important characteristic of forest 

kindergartens. Observer, listener, ecological literature and others in the tables are 

rarely mentioned characteristics by the teachers and kindergarten founders. One of the 

teachers, TI2, described the characteristics of a qualified forest kindergarten teacher as 

follows. 
The forest school teacher should be someone who does not interfere with the child too much. 
It is critical that we be able to intervene when necessary. Before intervening with the child, the 
teacher should take a step back and ask himself, "What would I do if I were in his shoes?" We 
value empathy highly. I would like the teacher to find a solution by actually talking to the child, 
rather than saying to the child, "I am older than you; you will listen to me." I wish he was more 
cautious when speaking. He should be a free spirit in raising himself and the child. To be a 
carefree teacher, they must be educated and read books (TI2). 

4.7.5. The role and responsibilities of teachers 

Forest kindergarten teachers are good at observing children's needs, interests, 

and learning styles. They plan future forest sessions based on these observations 

(O’Brien, 2009; Sobel, 2014). Before each forest session, the teacher must conduct a 
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risk analysis (Williams-Siegfredsen, 2012). The teacher facilitates risk play, such as 

making a fire or using dangerous tools (knife and saw), by reminding the children of 

the rules (O'brien & Murray, 2007). The teacher models appreciation, love, and care 

of nature (Williams-Siegfredsen, 2012). The teacher supports and encourages risk-

taking and safety (Lindon, 2003). Teachers must have current first aid certification, 

including pediatric (if applicable) and outdoor elements. The reflective teacher sees 

themselves as a learner (Forest School Associations, 2022). The teacher should 

encourage spontaneity, excitement, and questions. It's important to "seize the moment" 

with kids (Ejbye-Ernst, 2005). Children are free to explore nature and complete any 

learning task without time limits. They're patient and internalize the "no hurry" 

principle (Amus, 2013). Based on this information, the participants' teachers and 

kindergarten founders were asked about the roles and responsibilities of teachers in 

forest kindergarten. To this end, they were asked how they would describe the role and 

responsibilities of a teacher to a new beginner teacher in their imaginary kindergarten.  

In table 4.5, seven of the participants (three kindergarten founders and four 

teachers) emphasized the importance of observation as the primary role of the teacher. 

Following that, the forest teacher's main responsibilities were stated to be guidance 

and facilitating children's risk analysis. However, the teachers and kindergarten 

founders rarely mentioned the other roles and responsibilities, such as role modeling 

to respect and care for nature, supporting risky play, being a learner, patient, and first 

aider. The following are the roles and responsibilities of forest kindergarten teachers 

as defined by the founder, FI: 
According to this philosophy, the teacher should not interfere with the child's field 
unnecessarily. Children must respect their parents' personal space. When the child enters his 
domain, his intervention must be precise and timely. I understand how difficult this is. I'd like 
to work with a teacher who has ensured the teacher's inner integrity and believes in his 
competence. I'd like to work with a teacher who is organized and has good classroom and time 
management skills. Managerial abilities are also required. The teacher should be adaptable, 
capable of reacting to changing circumstances, team-oriented, and have developed emotional 
intelligence. When we work with teachers who are unable to express themselves emotionally, 
we know that their interventions with children will be ineffective. I'd like him to be a good 
observer, paying attention to the needs of children (FI). 

4.7.6. Qualification education for forest kindergarten teachers 

The qualifications for forest kindergarten teachers vary from nation to nation. 

For example, Denmark and Norway, for example, have no qualification courses or 

institutions, whereas Sweden's "Friluftsframjandent" institution offers courses for 
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forest kindergarten staff. The forest kindergarten educator must participate in these 

courses and be a member of these organizations. Similarly, there is a certificate system 

in England that provides three levels of education. On the basis of this information, the 

kindergarten founders and teachers were questioned regarding the need for 

qualification education for new beginning teachers. Everyone agreed that it was 

necessary. The participants were then asked when, where, and how this qualification 

education should occur. As shown in table 4.5, two kindergarten founders and four 

teachers believe that this training should occur at the beginning of the semester or 

summer school, whereas one founder and four teachers believe that continuous training 

is required. Kindergarten founders and some of the teachers stated that this training 

could be conducted in the forest or in diverse natural settings. Yet, as for the content 

of this training, they did not extend their statements. Regarding the content of training, 

two kindergarten founders and a teacher mentioned that the role and responsibilities 

of a teacher must be included. Child-centered education was only mentioned by two 

of the kindergarten founders. Participants rarely emphasize the following topics 

regarding the training program content: cooking over a fire, den construction, 

bushcraft/tool use, risky play and sustainability. Other subjects listed in table 4.5 that 

were not mentioned by any of the teachers or kindergarten founders. This case might 

be due to the fact that none of the teachers had not attended a qualification program. 

The founder, FI, desired a qualification program similar to the one she attended in 

England. 
I would like to see teachers receive an education similar to mine. The level 3 portion of my 
training was extremely difficult. I don't believe Level 3 was required. Level 1 education, in my 
opinion, is sufficient for teachers. But I'd like them to experience that environment in another 
country. I would like this training to take place in the forest for five days outside of Türkiye, so 
that they can breathe that fresh air. We did not have a forest school like they do in England. 
I'd love for teachers to visit England and experience the forest school in action (FI). 

4.7.7. The philosophy of forest pedagogy 

Many sources of information emphasize that Friluftsliv constitutes a 

philosophy of Forest Pedagogy. It supports experiential learning where "sensual 

intimacy” between land and people is linked to indigenous traditions and authentic 

experience (Loynes 2002, p.120). Friluftsliv is outdoor recreation with its heart in the 

land, according to Henderson (2001). This connection with the landscape brings a new 

level of consciousness and spiritual wholeness. Children gain knowledge and 
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understanding from close contact with nature and activities in diverse environments 

and knowing the local natural and cultural environment is important to preserving 

cultural heritage. Early contact with nature helps develop knowledge and feelings for 

nature (Lysklett, 2017). As previously mentioned in the literature review section, many 

claim that the philosophy of Forest Pedagogy is lost when it is adopted by other 

cultures. Thus, the participant teachers and kindergarten founders were asked how they 

describe the philosophy of Forest Pedagogy to parents who want their children to 

enroll in their imaginary forest kindergartens. They generally talked about their 

experience in diverse environments and playing in a free and wild environment as 

follows. Yet, the attachment between place and nature or cultural heritage was 

emphasized by a few participants. For instance, TK2 described the philosophy as 

follows. 
I believe I would speak about freedom. After all, the children are in a more open environment 
at forest school. As a result, it is not a place with four sides of buildings. I believe that children 
are getting a better and more affordable education. I'd try to explain them to their parents. I 
would discuss the use of natural materials, the fact that children are inextricably linked to 
nature, and the benefits of nature to children. I would mention that children's perceptions 
would be more open, which would have a very positive effect on their cognitive development. 

TO1 mentioned developmental outcomes while talking about philosophy. 
With the Forest School philosophy, we aim to raise children who are firmly on the ground with 
their strong feet, who are confident, self-confident, happy, and work with determination to 
succeed. We never had any academic issues. We believe that once we have given children the 
features we want to include in our philosophy, they will be able to receive academic knowledge. 
In keeping with the school's philosophy, we aim to learn by doing and living in nature. 

4.7.8. The clothing in the forest pedagogy 

Due to seasonal variations in climate, children must have clothing that is 

appropriate for a variety of conditions. There is a need for attire and footwear suitable 

for rain, snow, cold, and hot weather. Parents are required to dress their children 

according to the variable weather conditions. Frequently, parents receive a list of 

required clothing items, such as rain gear, winter suits, woolen underwear, and 

sweaters (Lysklett, 2017). On the basis of this information, participant teachers and 

kindergarten founders were asked what should be included on a need list for parents. 

A further question was asked to assess their awareness of the significance of 

proper clothing. Almost all participants are aware of how to ensure that appropriate 

clothing is worn. As indicated by Table 4.5, the appropriate clothing for each season 
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is specified. This may be a result of their practices, in which they observed how 

appropriate attire is maintained. 
Depending on the season, I ask the parents for spare clothes, rain boots, rain pants, a hat, 
beanie, scarf, and thick socks, or sunglasses and sun cream. In addition to clothing, we need 
a water container. We’d like overalls and coats. We go out regardless of the weather. The 
insides of children's clothes should not be wet. Because we are constantly on the move, we may 
request protective coats and gloves to keep them warm, water loss mats in the sun, and dried 
nuts (TO1). 

4.7.9. The rules and regulations to protect children and nature 

Two significant concerns arose as Forest Pedagogy necessitated close contact 

with nature, two significant concerns arose. The first is to ensure the safety of children 

by conducting a risk-benefit analysis. The second objective is to protect nature (Amus, 

2022; Knight, 2017). Therefore, they were required to create several green rules for 

their made-up kindergarten to protect nature and children. The regulations for a forest 

kindergarten are listed in Table 4.5. These regulations were derived from relevant 

literature. The rules and regulations in related literature were compared and contrasted 

with the statements of teachers and kindergarten founders. The participant teachers 

and kindergarten founders reported diverse rules and regulations. As table 4.5 

illustrates, they mainly talked about respecting nature and living things. The second 

important regulation emphasized by teachers and kindergarten founders is recycling 

and reusing. This might be related to their current practices. They generally explicitly 

mentioned their practices, although they were asked about imaginary cases. 
We do not intentionally and knowingly harm any species in nature. We do not place anything 
in the nests of living creatures. We do not disturb their nests. We do not obstruct them. If we 
remove a stone, we replace it in the same manner. In order to preserve plant diversity, we do 
not touch rare plants in the wild. We protect their growth. Similarly, we do not remove tree 
branches and leaves to protect them. We also have child protection (FK). 

I mean "protect" rather than "do no harm". We protect nature. We take care of it; we water it, 
we feed it, etc. Green rules: never litter or trash. To create this awareness in children, to 
recycle what we have by re-evaluating them, to recycle them after use, not to throw something 
away just because it is broken, to be able to be repaired or used in another way, etc (FO). 

4.7.10. Types and importance of risky play 

Forest kindergartens actively promote risky play, allowing children to take 

risks. The long-term objective is to enable children to independently assess risk. 

Therefore, the adult must trust in the child (Amus, 2022; Sandseter & Lyskeltt, 2018). 

Thus, the kindergarten founders and teachers were asked to design a poster to present 

the types of risky play and the importance of risky play. 
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To that end, they submitted two entries: "Keeping children as safe as necessary 

is more important than keeping children as safe as possible" and "Excessive risk 

aversion is more dangerous for children." Three teachers and one founder requested 

that this question be skipped. The question was skipped depending on their desire. The 

others mostly talked about climbing trees, balancing from great heights, and playing 

with tools like knives. None of the participants mentioned rough and tumble play or 

playing near dangerous elements. This was also consistent with their procedures. 

When the researcher directly asked about risky plays in the previous interview, they 

responded by saying that it was not a play, but rather a risky case. The following is 

FO's statement, in which she describes the risky play types in her fictitious poster. 
In nature, there is a pond. They have no idea how deep the water is. For example, checking 
and measuring it with a stick and entering it according to its depth; A child performing fire 
extinguishing techniques while lighting a fire; a child climbing a tree and knowing how to 
descend; and possibly a child wielding a saw and a knife while wearing a glove. The child 
understands posture and where to stand. The boy constructed a shelter in the absence of rain 
or hail. He sought refuge beneath the shelter (FO). 

Regarding the significance of risky play, only one founder and one educator 

mentioned risk assessment, originality, and resilience. 
Even in ancient times, people managed to survive. As a result, survival skills for children are 
fundamental life skills. Giving these to the child teaches him that he can overcome any 
obstacle. You instill in the child the belief that "I can handle it." You teach, "I can do it, I know 
I can handle it." This is how a child lives. We influence their future preferences (FI). 
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4.8. Parental Motivation to Prefer a Forest Kindergarten 

In addition to Forest Pedagogy knowledge, parents were also asked about their 

educational background, motivation for enrolling their children in a forest 

kindergarten, and source of information about Forest Pedagogy. The educational 

backgrounds of parents are presented in the section on demographic information, and 

their reasons for preferring a forest kindergarten are shown in table 4.6. 

Table 4.6 Parental motivation to prefer a forest kindergarten 

Parental motivation to prefer a 
forest kindergarten 

CASE 1 CASE 2 CASE 3 
PI1 PI2 PI3 PO1 PO2 PO3 PK1 PK2 PK3 

Desire for similar or unlike 
childhood 

√ √ 
 

√ √ √ 
 

√ √ 

Pandemic 
      

√ 
  

Social media √        √ 
Peer advice  √ √ √      
Appropriate for the nature of 
child 

√ 
  

√ 
     

 

Assuming that parents who prefer forest kindergarten for their children may 

have a special motivation, and that this motivation may explain their current 

knowledge of Forest Pedagogy, these parents were asked how and why they prefer 

forest kindergarten for their children. As shown in table 4.6, their motivations include 

the desire for their children to have a childhood, pandemic, social media, and peer 

recommendations. The parents who enjoyed playing in natural outdoor settings prefer 

that their children have a comparable experience. 
I wanted them to grow up in nature, just like I did. We were always natural as children. We 
had blackberries in our grassy backyard even though we lived in an apartment. We consumed 
them. My mother's walking path was a little further down. He was outside in nature. As a result, 
I preferred that children grow up on the streets. I didn't want them to be alone at home with 
their tablet and computer (PK3) 

However, the parents whose children were prohibited from playing outside due 

to overprotection desired that their children do not have a childhood similar to their 

own. Even though they did not have access to nature as children, they still value the 

time spent outdoors. Other parents stated that they observed the happiness of children 

on the forest kindergartens' social media pages and wished for the same for their own 
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children. Two parents mentioned that their preference for the target kindergartens was 

not based on the fact that they are forest kindergartens, but rather on the advice of their 

peers. Lastly, two parents reported that their children enjoy being in nature and are 

independent and active; as a result, they preferred a forest kindergarten because they 

believed it suited their children's personalities. 
I looked into this school before my son was born. I was familiar with the school. This is a small 
town. Everything is heard right away. The child is playing outside. Because my son enjoys 
being outside. I chose this school because he liked it so much. He attended this school for 1.5 
years before being forced to leave due to a pandemic. My second daughter is now enrolled at 
this school. It's been a year in the making. We prefer to attend forest school. We now send our 
children without even realizing it. My daughter is a happy, harmonious person who gets along 
well with insects and animals. It is concerned about contamination. He was always playing 
and enjoying school. My daughter is overjoyed to be here and to be outside. Instead of focusing 
on his academic development, I wanted him to spend time outside with nature (PI1). 

“This school was chosen because they spend time outside. Because they are not 

trapped inside buildings. Because the structures in this area are uninhabitable. At the 

same time, the pandemic has forced us all to venture outside. (PK1)”. 

4.9. Source of Information on Forest Pedagogy  

Parents were asked about their source of information on Forest Pedagogy to 

determine whether they have a comprehensive knowledge of the issue or if their 

knowledge is derived from secondary sources. According to Table 4.7, they learned 

about Forest Pedagogy and forest kindergarten from their peers. In addition, three of 

the parents reported searching the Internet for information on Forest Pedagogy. For 

instance, PI1 and PI3 stated as follows. “When I first moved here, I read about forest 

school applications on the internet, but the fact that there is one in Istanbul was purely 

coincidental” (PI1). “We have a relative visiting us. He was sending his son to the 

forest school, and he lives in Bahçeşehir” (PI3). 

Table 4.7 Source of information on Forest Pedagogy  

Source of information on Forest 
Pedagogy  

CASE 1 CASE 2 CASE 3 
PI1 PI2 PI3 PO1 PO2 PO3 PK1 PK2 PK3 

Internet  √ 
      

√ √ 
Friends or Neighbors   

√ √ √ 
 

√ √ 
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4.10. The Parents’ Knowledge of Forest Pedagogy  

The participant parents were asked about the practices of forest kindergartens, 

the significance of Forest Pedagogy to child development, and the role of parents in a 

forest kindergarten, presuming that they were knowledgeable about Forest Pedagogy, 

its practical implications, and their importance to child development. According to 

Table 4.8, five parents are aware that Forest Pedagogy allows children to play and 

learn daily in outdoor settings. Regarding daily outdoor use, parents reported the 

following: “Being outside in the snow, rain, and mud, which a child cannot do in 

school, is a great luxury in today's conditions, as they are out for half a day 

regardless” (PI3). 

The parents also mentioned that a forest kindergarten facilitated close contact 

between the children and nature. Six parents emphasized that children in forest 

kindergarten have a close relationship with nature as a result of frequent outdoor play. 

They are at the top of the tree, and they have little worms in their hands. When 

looking at the photos before, one could wonder what the moon would look like today, 

and the photos made you feel like you were in a natural environment. I felt very 

fortunate, considering my bad luck. I wish I had encountered natural life when I was 

younger. I wouldn't even avoid flies right now, and I tried to explain my fears to my 

children. It's a difficult spider for me, so I can't touch it or look at it, probably because 

it grows sterile. But because I didn't want my children to be afraid, I always referred 

to myself as a curtain in front of them. This makes me very happy right now. I mean, 

take a hold of that worm. (laughter) What's on the leaves? 

In addition, parents frequently emphasized play-based learning and learning by 

doing. Yet, child-centered learning, which is one of the pillars of Forest Pedagogy, is 

only mentioned by parents in all cases. For instance, PO2 said,  
Children can learn more effectively in forest kindergartens by living and doing in a more 
natural setting. I used to say that they could get an education by using materials other than 
paper in their daily lives. Learning by doing is partially cutting down trees here. Planting 
trees, starting fires, cooking, cooking on fire, and other activities These abilities must be 
acquired. 
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Table 4.8 Parents’ knowledge of Forest Pedagogy  

Parent’s knowledge of Forest Pedagogy     

Practice 
 CASE 1 CASE 2 CASE 3 
 PI1 PI2 PI3 PO1 PO2 PO3 PK1 PK2 PK3 

 Daily use of outdoor 
settings √ √ √  √   √  

 Close contact with nature √    √ √ √ √ √ 
 Child centered learning      √    

 Play based learning √  √  √ √ √ √ √ 
 Learning by doing   √ √ √  √  √ 
Contribution of Forest Pedagogy           

 Self-efficacy    √  √  √  

 Resilience  √ √  √   √  

 Love, respect, and care 
for nature √ √ √  √  √ √  

 Creativity       √  √ 
The role of 
parents 

          

 Volunteering √   √   √ √  

 Learning at home √     √    

 Communicating       √ √  

4.10.1. Knowledge of Forest Pedagogy expectations 

Assuming that parents who recognize the importance of play, risky play, mud, 

and being outdoors in all seasons would expect kindergartens to support these 

activities, the parents were asked about these issues using fictitious scenarios. 

Literature and the initial part of the study revealed two distinct parental perspectives 

on these issues: appreciation and displeasure. The following table was constructed 

based on two distinct perspectives on parental expectations, and parental knowledge 

of Forest Pedagogy expectations were analyzed based on these subthemes. 

As shown in table 4.9, almost all parents indicated that they value play in ECE 

and expect their kindergarten to support their children's play. Only one parent has 

expressed academic concern.“I have no academic expectations. I have no expectations 

at all. Allow my child to socialize and play; teach him that such land is soil. Allow him 

to cry with his friends. That's how you get home” (PO1). 

During interviews, parents were presented with additional scenarios, such as 

"If the teachers tell you that they have conducted free play for one week due to the 

children's interests and needs." Although parents expressed appreciation for the 

children's free play, they expressed doubt if it were extended to a week or longer.  
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What did he notice that led to such a decision? It is not a problem for me if there is a reasonable 
reason. So, if the children decide that this is what they truly require, I will use the children 
from painting as an example. I'm working while listening to music and watching gymnastics. I 
give an example when he is bored or unable to concentrate, or when he is at work. If they had 
a long winter and didn't play for a week at work, if they did something else, and if the weather 
is nice now because of their illness. If they only want to play games this week, there is a 
reasonable reason but no reason. If that's the case, I can't say anything to him, so I openly 
question it. I'm not sure why we chose to say something like this. I wait for a response because 
I don't think directly, so I want to hear from him first (PK1). 

Table 4.9 Knowledge of Forest Pedagogy expectations 

Knowledge of Forest Pedagogy 
expectations 

CASE 1 CASE 2 CASE 3 
PI1 PI2 PI3 PO1 PO2 PO3 PK1 PK2 PK3 

Academic           
 Appreciation of play √ √  √ √ √ √ √ √ 
 Academic concern   √       

Safety           
 Appreciation of risky play √ √  √ √ √ √ √ √ 
 Safety concern      √    
           
Hygiene Appreciation of fun √ √ √ √ √ √ √ √  
 Displeasure of mud          

Health           
 Appreciation of outdoor play √ √  √ √ √ √ √  

 Displeasure of being outdoor 
in winter 

  √ √      

 

As table 4.9 indicates, out of one parent from Case 1, all parents said that they 

appreciated risky play, play in mud and outdoor play in all seasons. These cases are 

not consistent with teachers’ challenges of risk versus safety, overprotective parenting, 

and mud versus fun. The discrepancy between parents and teachers were justified in 

the discussion part of the study. Parents’ statements about those expectations as 

follows. 
I don't think he should react if he's sending it to forest school. Because they are going to climb, 
run, and fall. Well. It happens to me, no matter how old I am, because I still run around with 
my daughter. When I see such photos, I tell myself that he should be happy. For example, 
seeing the photo of Ece climbing a tree makes me very happy. I like it so much that I show it 
to them. I believe my daughter has climbed like a goat, and I believe she should not be afraid 
because she will learn these things anyway if she attends school. After all, isn't that the point? 
As a result, it will be self-sufficient. That is why I consider such things (PK2). 

Every Friday, we wash the mud, but we wash it. Yes, it can get muddy all the way up to the 
athlete of Rüzgar and the Nil. I couldn't take it any longer, I told Ms. Büşra, is she swimming 
in the mud? It can't be that deep in the mud, I reasoned. But, because my daughter enjoys 
playing in the mud, I need to be a little more relaxed. (PI3). 
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“First and foremost, I can assure you that even if your child is sick, he or she will 

recover once his or her immunity has been restored” (PO2). 
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CHAPTER 5 

 
 

5. DISCUSSION, IMPLICATIONS AND RECOMMENDATIONS 
 
 

Significant findings within the context of the relevant literature are discussed 

in this section. In other words, the demographic characteristics of the teachers and 

kindergarten founders, as well as the impact of demographics on the decisions and 

actions that the participants were currently taking, were brought up at the beginning of 

the conversation. After that, a discussion was held about the current practices of forest 

kindergartens in a variety of cases with regard to the underlying causes of those 

practices and the cultural adaptations of those practices. Following that, a discussion 

was held in relation to the findings made by the parents about the challenges and 

favorable circumstances faced by teachers and kindergarten founders. Additionally, 

the researcher discussed the participants’ knowledge of forest pedagogy and how it 

influences their practices, as well as their expectations for forest kindergarten. 

5.1. Key Findings 

Table 5.1 Key findings on demographic characteristics of participants 

Key findings on the demographic characteristics of participants 
• As children, the founders of the kindergarten enjoyed outdoor and natural play. All of them 

expressed that outdoor play was enjoyable for them. 
• Two of the kindergartens had forest school leaders with Level 3 certification from the Forest 

School Association in England, while the third had a forest leader with Level 3 certification 
from the Forest School Association in Türkiye. 

• Nearly all teachers lacked special certification in forest pedagogy. Their knowledge of forest 
pedagogy is primarily based on in-service training provided by kindergarten founders. 

• Four parents have one child; the rest have two. The participant parents fit into a modern, 
urbanized Turkish family structure where mothers are educated and employed. Modern and 
urban families have low fertility rates and fewer children than rural families. 

Table 5.2 Key findings on the practices of forest kindergartens 

Key findings on the practices of forest kindergartens 
• Kindergartens utilize the outdoors daily as a standard practice. However, their schedules 

differ in terms of how much time is allocated to branch lessons and bilingual education. 
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Table 5.2. (cont’d 

• All students used the schoolyard daily during all three seasons. Case 3 uses year-round forest 
sessions. Case 2 has spring and summer beach sessions. 

• The amount of time kindergarteners spend outdoors varies season to season. 
• The forest session in a refence area in the forest was only held in Central Anatolia. Due to 

a lack of affordable, less structured forest, woodland, or recreation areas, forest sessions in 
the other two cases were held in the kindergarten’s outdoor environment. All kindergartens 
conducted forest sessions similarly, with clothing and other preparations, circle time, free 
play, and activity time. They implement activity and free play time differently. 

• Having the appropriate number of adults to children, gathering sounds and signs, and dealing 
with children were common kindergarten rules and practices to ensure safety.  

• Curriculum development differs greatly between cases. The first and third cases used 
project-based, theme-based curricula. They advanced the themes differently. In the first two 
cases, teachers and kindergarten founders determined the themes, while in the third case, 
children’s needs and interests determined the themes.  

• In each case, kids were playing at extreme heights, high speeds, and with dangerous tools. 
Only in the second and third cases were children playing near a dangerous element. The 
affordance of outdoor settings affects the frequency of risky play. In the first case, 
kindergarteners often played at great heights since fruit trees made climbing easy. 

• Teachers’ roles and responsibilities during risky play were consistent. All teachers were 
observed restricting, keeping a close eye, keeping a distance, and contributing during 
observation sessions. Because it was hard to decide between risk and safety, restricting and 
watching things closely was more common than keeping a safe distance or contributing. 

• Short-term risk assessment was shared, but long-term risk assessment was done differently. 
All cases involved checking the weather forecast and helping kids do risk assessments. 

• All kindergartens used multiple sustainable early childhood education practices. All 
promoted recycling, reduction, reuse, repair, reflection, and responsibility. However, the 
refuse component of sustainability was not realized in some cases. 

Table 5.3 Key findings on challenges and strategies by founders and teachers 

Key findings on challenges and strategies to eliminate challenges by kindergarten 
founders 

• It was difficult for kindergarten founders to find a reference area with diverse flora, fauna, 
and landscape and expansive play opportunities. All agreed that the schools’ public 
recreation areas were overly structured. All of them linked this difficulty to regional 
characteristics. 

• “The teachers” identified a common challenge for kindergarten founders. The kindergarten 
founders said that teachers struggled to understand forest pedagogy and implemented it like 
traditional education. They all said they trained teachers and hired people who liked 
alternative education and forest pedagogy to solve the problem. 

• According to founders, parents may oppose forest kindergarten practices due to a lack of 
knowledge of forest pedagogy, despite their desire for their children to attend. They tried to 
eliminate this challenge by training parents. 

Key findings on challenges and the strategies to eliminate challenges by teachers 
• Risk versus safety and parental health concerns are universal teacher challenges. The 

teachers said that they communicated with and informed parents to address these issues. 
• The teachers in Cases 1 and 3 struggled with school readiness. They said their parents did 

not want their six-year-olds to attend forest kindergarten. It was a challenge they could 
not overcome. 

• Cases 1 and 2 shared the challenge of dealing with mud versus having fun, while Cases 2 
and 3 shared the challenge of clothing. They overcame these challenges by routinely 
changing children’s clothes after outdoor activities and by encouraging children to practice 
self-care. 
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Table 5.3. (cont’d) 

• In addition to common challenges, the teachers faced unique challenges including a lack of 
community support, phobias, and a lack of cold resistance. They stated that these types of 
obstacles could be resolved naturally over time. 

Table 5.4 Key findings on favorable circumstances of founders and teachers 

Key findings on the favorable circumstances of kindergarten founders and teachers 
• The kindergarten founders reported limited favorable circumstances such as staff with rural 

background and promotions by parents. 
• The teachers also reported limited favorable circumstances, including children who are 

strong and don’t give up, whose parents support them, and who respect agreements and 
rules. Case 2 teachers often mentioned these favorable conditions. 

Table 5.5 Key findings on cultural and geographical adaptations 

Key findings on cultural and geographical adaptations 
• Türkiye’s rules and regulations prohibit using limited indoor facilities to establish a forest 

kindergarten. All kindergarten cases have standard child-care structures. Nordic forest 
kindergartens are usually located near woodlands or forests for easy access to nature. 
Kindergartens in Türkiye were located in urban areas to enroll children near schools. 

• Forest sessions occurred less frequently than in the Nordic nations. In Case 3, forest sessions 
were held weekly in a reference woodland area, whereas they occurred more frequently in 
Nordic countries. However, they all provided children with daily exposure to the outdoors 
by permitting play in the schoolyard. 

• Keeping winter clothes in the school and sending them to parents weekly for cleaning is 
another adaptation. 

• The curriculum is based on teachers’ and kindergarten founders’ agendas and pre-planned 
activities. Case 3 was the only one where children’s needs and interests were considered. 

• Due to parental expectations, private Turkish kindergartens have multiple branch lessons 
daily. Case 1 included bilingual education for four-to-six-year-olds. Due to competition 
among private institutions, six-year-olds were taught reading and writing in Bahceşehir, 
Istanbul. In Case 2, six-year-olds followed the readiness booklets. 

Table 5.6 Key findings on kindergarten founders’ and teachers’ knowledge of Forest 
Pedagogy 

Key findings on kindergarten founders’ and teachers’ knowledge of Forest 

Pedagogy 

• The teachers and the founders have knowledgeable in many aspects of forest pedagogy, 
including appropriate clothing, the role and responsibilities of teachers, and the location and 
characteristics of reference areas.  

• The teachers and the founders had limited knowledge in the issues of risky play, 
sustainability, and their importance. 

• The founders, the teachers holding Level 3 certification, or its counterpart could extend their 
statement to explain their explicit knowledge of forest pedagogy 
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Table 5.7 Key findings on parents’ knowledge of Forest Pedagogy 

• Key findings on parents’ knowledge of Forest Pedagogy 
• Parents know that the forest pedagogy prioritized play-based learning and close connection 

with nature. 
• Parents know that children’ resilience and nature connection improve in forest 

kindergartens. 
• Parents, in contrast to what the teachers and the kindergarten founders claimed, stated that 

they supported risky play, outdoor play during all four seasons, and muddy play. 
 

5.2. Discussion 

The founders of the kindergarten were the individuals who had the earliest 

possible contact with nature, as evidenced by their demographic characteristics. They 

all shared a carefree upbringing in which they spent a great deal of time playing in the 

dirt and the woods. It was discovered that the backgrounds of the forest kindergarten 

teachers and some of the parents who participated in the study shared similar 

characteristics. It is possible that their experiences as children influenced them to value 

that particular type of childhood and to believe that children today should have similar 

opportunities. This justification was supported by a corpus of literature based on 

significant life experiences. Certain events can leave us feeling so emotionally altered 

that they have the potential to shape the rest of our lives directly or indirectly. 

Exploring the natural world and recognizing our place within it can constitute a 

significant life experience (SLE), which can then serve as a source of life guidance 

(Chawla, 1988, 1998; Tanner, 1980). A more recent study (Urbaniak, 2006) examined 

the influence of place-based memories on parents’ decisions to enroll their children in 

forest kindergartens (named outdoor preschools). Her research centered on 

determining whether there was a correlation between parents’ memories of playing 

outside as children and the parenting decisions they made for their own children. As a 

result, she concluded that adults who have had life-altering encounters with the natural 

world strive to provide their children with similar, meaningful encounters with nature. 

This study’s findings regarding parental preferences for forest kindergartens are 

consistent with those of Urbaniak’s (2006) study. The overwhelming majority of 

parents stated that they chose to enroll their children in a forest kindergarten because 

they had a similar upbringing. Some of the parents also stated that they had limited 

opportunities to play outdoors due to their parents’ concerns about health and hygiene. 

However, despite having limited opportunities to spend time outdoors, these parents 
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insisted that their children should not have such an experience when they were young. 

According to parents’ statements, they had difficulty moving through the mud and 

feared certain animals. However, they desired their children to have a close 

relationship with the natural world. This is yet another illustration of how SLE 

influences the decisions we are making now. Despite this, the founders, teachers, and 

parents of the kindergarten indicated that “during the summer” was emphasized. 

Usually, the first thing that comes to mind when people reflect on their youth is the 

time they spent playing outside in their communities or streets. They frequently 

discussed their outdoor summertime activities, the majority of which included 

spending time in nature. This result provided additional evidence that Turkish children 

were permitted to play in natural environments as recently as a few decades ago, 

especially when temperatures were moderate. If this were true even many years ago, 

it is reasonable to assume that urbanized and contemporary parents would be more 

cautious about allowing their children to play outside in cold weather. According to 

the demographic characteristics of the parents, four parents had one child, and the rest 

had two. The participant parents are representative of a modern, urbanized Turkish 

family in which the mothers are educated and gainfully employed. Urban and 

contemporary families have low fertility rates and fewer children than their rural 

counterparts. This justification is consistent with the results of a recent study (Yılmaz, 

2020), which aimed to investigate the presence of helicopter parenting among Turkish 

parents. Yılmaz’s (2020) study discovered that families with one child and urban 

residences were more likely to practice helicopter parenting. As with socialization 

practices, family structure, such as having one versus multiple children and urban 

versus rural residence, is among the factors that influence parenting practices. 

Two of the kindergartens had forest school leaders with Level 3 certification 

from the Forest School Association in England, while the third had a forest school 

leader with Level 3 certification from the Forest School Association in Türkiye. This 

is a significant finding regarding the demographic characteristics of the participants. 

On the other hand, nearly all teachers lacked forest pedagogy certification. Their 

understanding of forest pedagogy was primarily based on in-service training provided 

by the founders of the kindergarten. This could be justified from various points of 

view. First, unlike England, there is no accreditation requirement in Türkiye for private 

kindergartens to call themselves forest kindergartens. Dilek (2020) confirmed this. 
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Dilek (2020) asserted that the number of non-accredited institutions self-identifying as 

“forest kindergartens” is gradually growing. This may also be connected to the 

commercialization of forest leader training. According to the literature review, forest 

kindergartens are gaining popularity in Türkiye. Consequently, numerous individuals 

and institutions provide forest leader training. This may cause a large number of 

private kindergartens to call themselves “forest kindergartens,” despite not meeting 

the requirements of actual forest kindergartens. The FSA’s accreditation standards 

could then be criticized. According to the FSA (n.d.), forest sessions must be led by a 

certified Level 3 leader. Yet, any kindergarten with only one forest leader with Level 

3 certification could get accreditation from the FSA. No institution, including the FSA, 

provides a continuous monitoring system. 

 In Türkiye, due to the high cost of certification programs, founders can gain 

access to this certification. This could be one of the reasons why the teachers lack a 

certificate in forest education. However, the founders may have many other duties in 

addition to operating the kindergartens. Consequently, they may not attend all forest 

school sessions. As a result, forest sessions may be led by forest kindergarten teachers 

as opposed to forest leaders, as was the case in the current study. From this perspective, 

it could be argued that the criteria for accreditation should be revised and redesigned 

in light of these types of issues. In addition, forest kindergartens should employ a forest 

leader with a valid certification, such as a Level 3 certification, who can lead all forest 

sessions within the school. However, this may not be sufficient because forest 

pedagogy is not limited to forest sessions; it requires a teacher or leader to practice 

during the day. Regarding the certification programs for forest leaders, Leather (2018) 

claimed that if a person is a competent, skillful outdoor educator and a qualified risk 

manager, they have knowledge of forest and bushcraft activities, comprehend the 

principles of play, and already possess a teaching qualification. They do not need 

additional training leading to a second qualification. From this perspective, in-service 

and preservice teacher training programs could be revised and redesigned to qualify 

teachers on outdoor education issues. Therefore, forest kindergartens may be protected 

from the strong influence of forest school leader training programs’ 

commercialization. In addition, forest pedagogy would not be limited to forest sessions 

led by forest school leaders if all teachers were trained in outdoor education and forest 

pedagogy. 
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The current study revealed significant findings regarding forest kindergarten 

practices in three distinct regions of Türkiye. Even though they shared a number of 

practices with forest kindergartens around the world, the research revealed that forest 

kindergartens in Türkiye were not typical. Kindergartens routinely engage in daily 

outdoor activities. However, their schedules differ regarding the amount of time 

allocated to branch lesson and bilingual education. In this light, the findings of the 

current study appear to support Dean’s (2019) claim. According to Dean (2019), forest 

kindergartens may take on distinctive characteristics based on their cultural and 

geographical contexts. Dean (2019) also claimed that forest kindergarten 

characteristics may vary from region to region within a country. Dean’s (2019) claim 

was supported by the findings of other studies (Boileau & Dabaja, 2020; Cample & 

Speldewinde, 2019; Master & Grogan, 2020), which investigated the characteristics of 

forest kindergartens in their local contexts. Cample and Speldewinde (2019) explored 

three distinct “bush kinder settings” through a multiple case study. They discovered 

that there was no consistent pattern of bush kinder across cases; instead, there were 

similarities and differences that affected the teaching and learning processes. In a 

similar vein, Boileau and Dabaja (2020) conducted research to better comprehend the 

characteristics of Canadian forest kindergartens. They discovered that Canadian forest 

kindergartens differ in terms of student age, class size, funding source, type of outdoor 

environment, and schedule. Consistent with Boileau and Dabaja’s (2020) research, the 

current study discovered that forest kindergartens across the cases vary in terms of 

their schedules, the amount of time spent outdoors in different seasons, the frequency 

of forest sessions, and the outdoor environment that they used as a reference area. 

Nonetheless, they shared the practices of daily use of the schoolyard in all seasons by 

ensuring that the children wore appropriate clothing. Based on this finding, it is 

possible to conclude that all Turkish forest kindergartens have internalized the Nordic 

belief that happy children are those who play outside, regardless of the weather or 

season (Borge, Nordhagen, & Lie, 2003). 

Every kindergarten ensures that children are appropriately dressed for the 

season. However, their use of outdoor spaces varied greatly, based on their location. 

For example, the kindergarten in the Black Sea region used both the conventional 

schoolyard and the beach as reference areas for forest sessions. The kindergarten in 

the Central Anatolia region utilized both a schoolyard and a forest as its reference area, 
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while the kindergarten in the Marmara region utilized only the schoolyard. They all 

cited a variety of obstacles that made it difficult for them to select appropriate reference 

areas, including the rich biodiversity of children’s play. They began by discussing 

regional characteristics, emphasizing that there was little biodiversity in the school’s 

immediate vicinity. Similarly, they discussed how urbanization forced them to work 

in highly structured environments. Since the public can access recreation areas, they 

concluded that the public is to blame for the areas’ contamination. The findings suggest 

that the characteristics of geographic regions and the community’s attitudes toward 

nature may influence the practices of nature kindergartens. Amus used a Finnish friend 

to illustrate the level of concern for the environment among the Nordic nations’ 

citizens. Amus observed that the forest was in good condition when they visited to 

search for mushrooms. In response to this question, one of her closest friends stated, 

“We do not even throw trash in the woods since it is our second home.” In contrast to 

this view, the period of modernization in Türkiye has severed the link between humans 

and the natural world, transforming the latter into a resource that is exploited by 

humans (Kabak, 2018). 

According to the findings of the present study, the method of curriculum 

development utilized by kindergartens differs from that of the original Nordic 

kindergartens. There is little emphasis on academics and other forms of education in 

Nordic Forest kindergartens. On the basis of interaction, children construct their own 

learning. Children are capable of learning themselves. The curriculum is based on the 

interests that children already possess. The phrases “no hurry or haste” and “seizing 

the moment” are effective interaction strategies for adults to employ when interacting 

with children. Because there is no teacher-designed curriculum, classes can be 

centered on pupils’ interests and needs (Amus, 2022; Lysklett, 2017). Despite this, the 

process of developing kindergarten curricula in Türkiye was conducted while taking 

into account a variety of documents and components. This includes, among other 

things, the seasons, the MONE, and the ecological calendar. Observations were 

conducted at one of the forest kindergartens during the development of a curriculum 

based on the children’s needs and interests but still centered on themes and projects.  

Various justifications could be generated for these preplanned curricula. To 

begin with, all of the participating teachers worked in kindergartens where they were 

in charge and where students were expected to teach rather than learn. Consequently, 
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even in early childhood education (ECE), pupils refer to staff members by their titles 

(teacher) rather than their names, unlike in the Nordic countries. According to Kragh-

Müller and Isbell (2010), Kragh-Müller (2013), and Kragh-Müller (2018), the staff at 

Nordic identified themselves as caregivers, as opposed to teachers, because they 

believed that children were capable of constructing their own learning. Consequently, 

the child-centered framework of forest pedagogy may present a challenge to the 

individuals who founded Turkish forest kindergartens and the teachers who work 

there. To feel more at ease, they may develop a preplanned curriculum. Harris, an 

English researcher who worked on the project in 2015, stated that some forest 

kindergarten leaders are adaptable enough to accommodate the needs and interests of 

children. Some individuals lack initiative and believe it is difficult for children to 

initiate their own education. 

Because of how Turkish society views play in general and free play in 

particular, a preplanned curriculum is more likely to produce the desired outcomes. If 

an adult asks a child, “Did you spend the entire day playing games?”, she is likely 

implying that the child is wasting time and not gaining any useful knowledge. Instead 

of emphasizing child-centered learning, in which children are expected to construct 

their own learning through free play, this understanding may lead teachers and 

kindergarten founders to create preplanned activities. According to one of the field 

notes, a teacher was concerned about informing a parent that her students had spent 

the entire day playing while sending home her daily practice. It is possible that school 

privatization will play a major role in this process. As mentioned previously, private 

early childhood education institutions in Türkiye have been in charge of implementing 

forest pedagogy. Nonetheless, this privatization is not without its challenges. As a 

result of their competitive environment, institutions may find themselves in a position 

where they must exert effort to please parents (Gök, 2004; Karakışlak, 2019). These 

might be reasons for incorporating bilingual education into their curricula and branch 

lessons, such as English, yoga, and physical education. 

 First and foremost, marketization has an impact on private kindergartens in 

Türkiye. As a result, private ECE institutions have made an effort to attract the 

attention of parents in order to remain viable in the face of competition from other 

ECE institutions. Nevertheless, according to Amus (2022), forest kindergartens do not 

provide extra classes, such as yoga, chess, coding, foreign languages, or intelligence 
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games, which are taught by an additional educator who travels to kindergartens to 

instruct these subjects. In relation to this topic, Göl-Güven (2022) asserts that the 

primary objective of the Turkish educational system is to broaden children’s academic 

knowledge. Göl-Güven discussed the historical development of preschool curricula. 

According to Göl-Güven (2022), the primary objective of national preschool programs 

was cognitive development, not the emotional, social, linguistic, self-care, or physical 

development of children. According to Göl-Güven, the documents place a strong 

emphasis on education and intelligence. Private and public schools used teacher-led, 

structured, and didactic methods to educate students on the information 

knowledge (Göl-Güven, 2009; 2022). According to Göl-Güven, this began to change 

in the twenty-first century, but structured, teacher-directed, and didactic methods 

continue to influence day-to-day activities. When viewed from this perspective, it is 

possible that the educational practices associated with this tradition influenced the 

forest kindergartens found in Türkiye. Similar difficulties arose when other cultures 

attempted to adapt their educational practices to the Nordic model. Fritz, Smyrni, and 

Robert (2014), for instance, investigated how to implement Waldkindergarten in the 

United States in the style of its German counterpart. They assert that the primary 

objectives of ECE programs in both the United States and Germany are to provide a 

safe environment for children to play in and to prepare them for elementary school. 

Culture can impact both how a community approaches early childhood education and 

how children utilize the opportunities provided by ECE. Researchers had difficulty 

transferring the German Waldkindergarten model to the United States. We classify 

play versus academics, the role of the teacher, safe versus risky play, fun versus nature, 

and childhood itself as obstacles. While German parents believe that play is the most 

essential element of ECE, American parents believe that play is one of the most 

essential elements of ECE. Germans believe that kindergarten prepares children for 

formal education by fostering their development in all areas, whereas Americans place 

greater emphasis on academic skills and concepts. In the United States, all children are 

required to attend kindergarten. According to Leather (2018), play pedagogy and 

child-centered and child-initiated learning were lost when forest pedagogy was 

adapted to other academically oriented cultures. The claim of Leather (2018) was 

consistent with the findings of the present study, as kindergarten teachers and founders 

in Cases 1 and 3 struggled with school readiness. They reported that parents were 
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opposed to their six-year-olds attending a forest kindergarten. It was an obstacle they 

could not surmount. This argument is supported from various angles in the sections 

that follow. 

First, this case may be associated with the cultural representation of childhood. 

In Turkish society, children are viewed as future adults who would fulfill the needs of 

their parents and society (Kağıtçıbaşı, 1980; Morrison, 2004; Toran, 2012). Although 

this utilitarian perspective on the value of children has diminished over time, there may 

still be some parents who hold this view. Regarding this topic, researchers 

(Kağıtçıbaşı, 1996; Sunar, 2002; Sunar & Fişek, 2005) have found that educated urban 

households have different socialization objectives. Individual accomplishments and 

accomplishments increase in educated urban families. As previously stated, due to the 

high cost of private institutions, educated urban families favor forest kindergartens. 

Therefore, some parents may prioritize achievement and accomplishment in their 

socialization objectives. According to Benett (2010), societies that prioritize school 

readiness in early childhood education continue to view the child as a young person to 

be molded into a compliant, well-mannered, and literate student. According to Benett 

(2010), education is viewed as an investment in the community’s future. Parental and 

government goals are given priority. Among other things, pedagogy emphasizes 

school readiness and “useful” learning. Bennet’s (2010) claims were validated by 

research conducted in the Turkish ECE context. According to research, Turkish 

parents believe that ECE programs should prepare their children academically for 

elementary school. Despite this, research indicates a direct correlation between 

parents’ socioeconomic status and their children’s school readiness expectations 

(Altinkaynak & Yanıklar, 2014; Avcu, 2016; Toran & Şahin, 2020). 

At this point, a new issue arises for consideration. It is intriguing to consider 

whether kindergarten founders and teachers have sufficient knowledge to inform and 

persuade parents about how forest kindergartens prepare children for future schooling. 

Concerning this topic, there is a substantial body of research (Ashman, 2018; Cordiano 

et al., 2019; Ernst & Burcak, 2019; Zamzow & Ernst, 2020) demonstrating the impact 

of forest kindergartens on children’s school readiness and executive function skills, 

which are regarded as essential for future academic success. To eliminate this 

challenge, it could be suggested that kindergarten founders and teachers be 

knowledgeable about school readiness and how forest pedagogy supports school 
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readiness. However, as previously mentioned, one size does not fit all of Turkish 

society. Teachers and founders in the Marmara and Central Anatolia regions identified 

school readiness as a difficulty. This was not an issue for the Black Sea kindergarten 

region. The school in the Black Sea region had full enrollment, even at the age of six, 

while the other two had trouble enrolling children at that age. Consequently, another 

explanation may exist for this difficulty. For example, very few primary schools in 

Turkey call themselves “forest schools.” Therefore, parents may believe that their 

children may struggle to follow a traditional curriculum in elementary school, and they 

may wish their children to become accustomed to the system in a traditional school. 

Parental concern for children’s health poses an additional challenge for 

teachers. Some of the teachers reported that many parents, especially those from 

Central Anatolia, do not want their children to play outside when it is cold. 

Observational data from Central Anatolia confirmed the teachers’ accounts. Children 

whose parents did not want them to attend forest sessions were left with another group 

at school. Several studies have discovered that Turkish parents are overprotective of 

their children’s health and have negative attitudes toward their children’s outdoor play 

(Cevher-Kalburan & Yurt, 2011; Çetken & Sevimli-Çelik, 2018; Yalçın, 2015; Yalçın 

& Erden, 2021). These parents attended public kindergartens or other types of early 

childhood education institutions. According to claims made by teachers and 

kindergarten founders, parents were informed about their children’s daily use of the 

outdoors prior to enrollment in the current study. If they continue to face this challenge 

despite this explanation, there may be another explanation. As previously mentioned, 

affluent urban families with both parents in the workforce favored forest kindergartens. 

This claim was supported by the demographic characteristics of the parents in the 

current study. Due to their employment, parents may not be permitted to stay home 

with their sick children during the winter months. Therefore, they do not want children 

to become ill during the winter because it would necessitate frequent adjustments to 

their schedule. In Turkey, particularly in the private sector, parental leave and support 

may pose difficulties. 

Children in all of the kindergartens were observed engaging in similar types of 

risky play, such as playing at great heights and high speeds, and with dangerous tools. 

Only in the second and third cases were children seen playing in close proximity to a 

potentially dangerous place. However, the frequency of these risky play types changed 
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depending on the affordance of the outdoor environment, including the schoolyard and 

reference areas. In the first case, it was common for children to play at great heights, 

as the outdoor environment of the kindergarten featured a large number of fruit trees 

that made climbing easy. A study regarding the influence of landscape on children’s 

physical development was conducted by Fjorttoft and Sageie (2000). Researchers have 

discovered that the natural environment possesses the characteristics necessary to meet 

children’s demands for a diverse and engaging play environment. The research 

demonstrated a significant correlation between landscape structure and play functions 

(Fjirtoft & Sageie, 2000). From this perspective, one could assert that the 

characteristics of outdoor settings allow children to engage in a variety of risky play. 

Therefore, forest kindergartens should consider the risky play opportunities afforded 

by their outdoor environments. 

In each case, the roles and responsibilities of teachers during risky play were 

the same. The strategies of restricting, keeping a close eye, keeping a distance, and 

contributing were all observed to be utilized by the various teachers throughout the 

course of the observation sessions. As a result of the difficulty in making a decision 

between risk and safety, teachers in all cases tended to restrict their participation in 

events and keep a close eye on what was going on rather than maintain a safe distance 

or contribute. The sociocultural affordance theory that Waters (2017) outlined 

provided support for this particular case. According to Waters (2017), the components 

of the sociocultural environment that may restrict children’s actions in educational 

settings can be grouped into broad categories that overlap. “Institutional (e.g., 

setting/school) norms of behavior; pedagogical approach (including 

practitioner/teacher expectations and intended learning objectives); parental 

expectation; child expectation and previous experience; the perceived purpose(s) of 

the encounter; the explicit rules applicable to the encounter” (Waters, 2017, p. 17) are 

some examples of these categories. Even if they teach in forest kindergartens, Turkish 

teachers may not permit children to take additional risks because they adhere to the 

belief that children are entrusted to them by their parents. In addition, educators from 

the Marmara and Black Sea regions mentioned that they faced difficulties with 

overprotective parents regarding their children’s minor injuries. Other studies are 

consistent with the findings of the current study. For instance, Connolly and Haughton 

(2017) discovered that teachers’ participation in forest kindergartens and schools was 



 

 236  

motivated by their desire to provide children with opportunities to engage in future 

beneficial risks. Teachers reported feeling tension between their professional identities 

and the prevalent cultural risk aversion when managing opportunities for risk-taking 

and risky play within the forest school pedagogy. Similarly, Button and Wilde (2019) 

discovered that teachers understood the benefits of risky play. However, the 

participants also experienced anxiety due to their fear of being held accountable for or 

upholding the law. However, they asserted that participation in forest school sessions 

diminished the perceived dangers of outdoor play. As practitioners observed in the 

forest kindergarten, the parents’ tolerance of minor injuries and the children’s ability 

to manage risk alleviated the practitioners’ fear of danger. 

It is possible that this has something to do with the new socialization practices 

that parents are using. Tovey (2007) and Brussoni, Olsen, Pike, and Sleet (2012) found 

that a prevalent characteristic of 20th century culture was an increased level of anxiety 

regarding the safety of children. Malone (2007), Little (2006), and Waller et al. (2017) 

emphasized that overprotective parenting styles and different socialization practices 

may influence teaching and learning practices (e.g., outdoor play and risky play) in 

ECE settings, which reflect the values of society and particularly the parents whose 

children attend them. However, these studies frequently document cultural differences 

in risk aversion. A significant body of research (Ball, 2002, 2004; Caesar, 2001; 

Chalmers, 2003; Greenfield, 2003; Little, 2006; Wardle, 1997; Zeece & Graul, 1993), 

which compared the people of the Nordic countries to their counterparts in other 

nations such as the United States, New Zealand, Australia, etc., has documented the 

lenient attitude that Nordic parents and teachers have toward risk-taking. These 

researchers compared the people of Nordic countries to their counterparts in other 

nations. At this juncture, it is essential to stress that culture is not something that can 

be passed on from one culture to another. That is to say, Turkish kindergarten founders 

and teachers will always work within a culture that places limitations on the amount 

of risk-taking that children are allowed to engage in. Nevertheless, parents could be 

educated on the significance of risky play and the evaluation of risks. At that point, the 

expertise of the institution’s pioneers and early educators is called into question. 

According to the findings of this study, kindergarten founders and teachers 

have a limited understanding of the different types of risky play and the role that it 

plays in the development of children. The kindergarten founders have more knowledge 
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than the teachers regarding the different types and importance. When viewed from this 

angle, it is reasonable to assume that a teacher who is unaware of the significance of 

risky play will not likely encourage such play and will not be persuaded of the 

relevance of such play. Nevertheless, forest pedagogy is predicated on the idea that 

children should have freedom, which is synonymous with the autonomy to play and 

develop their own unique selves in the natural environment. Would it be possible to 

achieve the desired results by imposing any restrictions? At that time, the grounded 

theory developed by Laaksoharju (2020) positioned essential components for use by 

forest kindergarten practitioners. In accordance with this hypothesis, “The process of 

developing behavioral insideness through connectedness to place by means of 

actualized affordances is equal to ‘Impetus plus Affordances minus Obstacle’” 

(Laaksoharju, 2020, p. 67). The impetus for this formula comes from things like 

curiosity, creativity, imagination, and so on. The term “affordability” refers to 

elements of the surrounding environment, such as flora and fauna, paths, water, and 

orchards, as well as the lack of time, rush, restrictive rules, and programs that interrupt 

free play; the excessive safety, fear, or dislike passed down from adults; fears, 

insecurity, and tension; and a lack of experience and expertise. According to this 

theory, any program or adult who wants to increase children’s attachment to nature or 

a particular place should increase affordances and reduce obstacles. This applies to 

both the natural environment and the setting in which the program is being 

implemented. From this vantage point, it is possible to assert that forest kindergartens 

in Türkiye, along with those from cultures that are culturally comparable, should lessen 

their excessive fear of safety to achieve the same levels of developmental success as 

those found in Nordic countries. Teachers and founders may need to understand the 

importance of risky play for the health and well-being of children to reduce excessive 

fear of safety. Thus, they may permit children to take and manage risks within the 

school environment. From this perspective, it could be suggested that the leader 

training be revised and redesigned to emphasize the pedagogical significance of risk 

play and risk management for children and to incorporate strategies to facilitate it in a 

forest kindergarten. 

Another significant discovery was made regarding the methods of 

sustainability utilized by forest kindergartens. In each case, kindergartens incorporated 

a variety of practices to foster an environmentally friendly approach to early childhood 
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education. In their own unique ways, they all promoted responsible behaviors, such as 

recycling, reduction, reuse, and repair, as well as reflection and responsibility. Within 

the context of recycling, composting was carried out not as an ongoing practice but 

rather as a project based on a particular theme. In every instance, a number of practices 

were inconsistent with the concept of sustainability, particularly in terms of refusal. It 

is possible that this is because the participants did not have a high level of ecological 

literacy, which is widely recognized as an essential component of inspiring people to 

behave in ways that are more sustainable to the environment (Wong, Afandi, 

Ramachandran, Kunasekaran, & Chan, 2018). The teachers’ and kindergarten 

founders’ explicit knowledge of forest pedagogy confirms that they have limited 

knowledge to support environmental sustainability in an ECE setting. For example, 

they were unable to establish a connection between their practices and the concept of 

sustainability, despite the fact that they promoted aspects of sustainability, such as 

reflection and responsibility. It is possible that this has something to do with training 

or certification programs. They could be instructed in pedagogy without ever referring 

to the philosophy that lies beneath it. This method is called the “drag-and-drop” 

method in the relevant literature. According to Leather (2018), professionals working 

in English forest kindergartens receive training to lead activities such as managing, 

cooking over fires, engaging in imaginative and fantasy play, playing environmental 

games, and using full-sized tools (which are common in Nordic Forest kindergartens), 

but they do not understand the underlying concepts. In this context, it could be 

suggested that leader training programs be revised to incorporate the philosophy 

underlying all forest kindergarten practices, as opposed to teaching them using the 

drag-and-drop method. 

Knight (2013) offered an alternative explanation for the limited knowledge and 

practices of sustainability. According to Knight (2013), some leaders may not feel able 

to put sustainability on the agenda for the first few years of a forest school and, in their 

haste, to open the school; they may not even consider sustainability. As all Turkish 

forest kindergartens have a short history of establishment, this may be the case. As 

they all faced multiple challenges while operating or teaching in forest kindergartens, 

it is possible that the kindergarten’s founders and teachers did not feel equipped to 

consider all aspects of sustainability. Nevertheless, they all make an effort to promote 

sustainability, despite the fact that they are relatively young institutions with only four 
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to five years of experience. As forest kindergartens play a unique role in creating a 

more sustainable world, they can improve their practices and ecological literacy 

through in-service training on specific sustainability in ECE. Forest kindergartens 

afford children the opportunity to interact with nature. The purpose of forest 

kindergartens is to help children become more conscious of their consumption habits, 

with the ultimate aim of contributing to the creation of a more sustainable world. 

However, if these ideas are lost because forest kindergarten founders, teachers, and 

parents lack sufficient knowledge of forest pedagogy, it will be a pedagogy that the 

consumer society purchases for its children. 

Finally, the current research discovered that parents, in contrast to what the 

teachers and the kindergarten founders claimed, stated that they supported risky play, 

outdoor play during all four seasons, and muddy play. This conflict between them 

could be justified from diverse perspectives. First, a conversation with a researcher 

who is widely recognized as an authority on forest pedagogy may inspire parents to 

take a supportive stance due to the social desirability of the topic. Second, those parents 

might be chosen from among those who are already familiar with and have a deep 

understanding of forest pedagogy. Last but not least, the people who might be 

challenging teachers are the parents who send their children to a forest kindergarten 

because of the popularity of the program rather than because of its pedagogical 

approach. 

5.3. Implications 

The lack of qualification for forest school leader training and the career path 

are two important discoveries that help explain the teachers’ limited knowledge of 

forest pedagogy. Both of these discoveries can be found below. This assertion is 

supported by the disparity that exists between teachers who participate in certification 

programs and those who do not. In other words, teachers who had received training to 

become forest school leaders at Level 3 were able to provide more in-depth 

descriptions and explanations of forest pedagogy, whereas teachers who had not 

received such training did not expand their knowledge of forest pedagogy. 

Nevertheless, Leather (2018) argued that certification programs are falling prey to 

marketization, and that this is a problem. It is especially challenging for people in 

countries such as Türkiye, where many educators work for low pay to participate in 
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that kind of professional development. From this vantage point, it is possible to argue 

that in-service teacher training programs ought to be redesigned so that prospective 

teachers can qualify in areas such as child-centered activities, play-based learning, and 

outdoor use for a variety of purposes. In addition, forest kindergartens in Türkiye 

should support the professional development of teachers through a variety of training 

programs. These programs should include forest pedagogy certificate programs, as 

well as ongoing monitoring and feedback programs. As can be seen by looking at their 

career paths, many educators, particularly those working in conventional early 

childhood education, have challenged the concept of child-centered learning in forest 

pedagogy. 

As stated previously, forest pedagogy is a new but growing phenomenon. 

However, it should not fall prey to this rising popularity. It requires being 

communicated explicitly to all stakeholders, including the community and the parents. 

To this end, the forest kindergarten's founders and teachers must first comprehend and 

internalize the philosophy underlying all their practices. Additionally, they may work 

closely with the community and parents to inform them of their practices. Despite the 

difficulty, it may be required at some point during the establishment and 

transformation processes. The founders and the teachers might use social media 

effectively. In many areas, social media has a significant impact on our decisions. Even 

in the current study, some parents reported that they first learned about forest 

kindergartens through social media. The founder of a kindergarten in Central Anatolia 

also confirmed this. She stated that she increased the enrollment rate by effectively 

utilizing social media. In this regard, the other founders may also effectively introduce 

themselves and their practices via social media. Nonetheless, the philosophy should be 

kept in mind at that point. It should not again fall prey to commercialization. 

Additionally, social media could be utilized as a training tool for parents and the 

community. 

Forest kindergartens' current practices have an additional significant 

implication. Their practices regarding appropriate clothing and strategies for 

overcoming challenges could serve as models for conventional kindergartens across 

the nation. If teachers and administrators of conventional kindergartens wish to engage 

in active outdoor play throughout the year, they could draw inspiration from forest 

kindergartens in Türkiye. They could educate and train the parents on the importance 
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of being outdoors in all seasons and persuade them to provide suitable clothing. Then 

they may be able to practice outdoor play even during cold weather. 

5.4. Recommendations for Further Studies  

This investigation has several limitations. Further studies could be conducted 

taking the limitations of current study into account. First, only one kindergarten in the 

Marmara region is accredited for five years by the English FSA. Even though it was 

founded in 2018 and uses the name Forest Kindergarten, the one in the Black Sea 

region has been accredited for nearly half a year. However, the other kindergarten in 

Central Anatolia has been accredited for nearly six months by the Turkish Forest 

School Association. At this point, it is reasonable to remind readers that in Türkiye, 

unlike England, there is no accreditation requirement for "forest kindergartens." In this 

light, additional research could be conducted in kindergartens that have been 

accredited by the FSA of England for at least five years.  

Additionally, studies involving the other geographic regions could be 

conducted, as the current research was limited to only three regions. Observations in 

each kindergarten were limited to nine days. Therefore, additional research for an 

extended observation period could be conducted.
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APPENDICES 

 

 

A: INTERVIEW PROTOCOL FOR KINDERGARTEN FOUNDERS 

 

 

1.Could you please tell us a little bit about yourself and your background? 

• First and foremost, could you tell us about your childhood? (Places where you 

spent your childhood, your plays, playmates...) 

• Educational background (most recent school and department from which you 

graduated) 

• How did you get into early childhood education if you were not in the field? 

• When and how did you become interested in forest kindergarten practices? 

• Have you had any certification or training in forest pedagogy? 

• If so, when and where did you receive this training? What motivated you to 

participate in this training? 

• What kind of training did you receive? Can you tell us about the content of the 

portfolio if there is a portfolio preparation process after the training? 

2. How did you come to the decision to establish a forest kindergarten (or transform 

your existing institution)? 

• What inspired you to set up a forest kindergarten? 

• What were the resources that supported and guided you throughout this 

process? (Videos, school visits, meeting with people, academic research, etc.) 

3. If you write a memoir about the time period between the first thought of establishing 

a forest kindergarten in Turkey (or converting your institution to a forest kindergarten) 

and the moment you began teaching, and your experiences in this process; 

• What kind of book would this be (adventure, success story, action...)? 

• Which chapters would you include in the book, and what would you cover in 

them? 
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• Note to the interviewer: If she did not respond to the preceding question, the 

following question will be asked as an additional question. 

• Could you tell us about the challenges you faced while establishing your 

school? (Reminders: placement, finance, national regulations guiding the 

establishment of institutions, trained personnel...) 

• How did you deal with the challenges you encountered during the 

establishment phase? 

• Were there any circumstances in this process that were more favorable than 

you anticipated? If so, what were they? 

4. From the time you finished your establishment or transformation process up to now, 

you have been able to enroll children, employ teachers, determine the reference area 

of forest sessions, conduct forest sessions, and so on. What were your experiences 

during these procedures? (Note to interviewer: if not explicitly mentioned, the 

following questions are additionally asked of the participant) 

• What challenges did you face throughout these procedures, if any? 

• How did you deal with the challenges you faced throughout these procedures? 

• What are some of the circumstances in these procedures that you have 

discovered to be more favorable than you assumed? 

What are your favorite aspects of running a forest kindergarten? 

5. Describe a typical day and week considering your current indoor and outdoor 

practices at (name of school). (If not specified, the following question is also asked.  

• If these processes change depending on the season, what kind of change can 

we expect? 

6. Could you describe a forest session's routines? (Preparation, transportation, play, 

materials, safety, eating and drinking, toilet needs, activity, reflection)  

• The following question will be asked if it is not mentioned. How do you decide 

on the frequency of forest sessions and the amount of time spent in the forest?  

7. What components do you consider when determining the reference areas for forest 

sessions? (Also, if she did not mention it, she would be questioned about whether the 

same reference area is always utilized and the reasons for this.) 

8. How do you develop the curriculum for your kindergarten? 

• What are your priorities, and what do you consider when developing your 

curriculum? 
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• What resources do you employ in the development of your curriculum? 

 

9. How does the national preschool education program (MoNE, 2013) contribute to 

the development of your programs? 

10. Do you allow children to experience risky play both inside and outside? 

• If so, could you provide examples of risky play in the context of this 

kindergarten? 

• What are the roles and responsibilities of the teacher in risky play? 

11.  What are the safety rules and practices put in place to keep children safe in the 

garden or forest? 

12. What are the deals for the garden or forest if you establish them with children to 

protect nature and the living things in it? 

13. What practices have you implemented in your kindergarten to promote 

environmental education for sustainable development/sustainability in early childhood 

education? 

 
Second Part of Interview Protocol 
 

Let's assume that you have decided to set up a second forest kindergarten based 

on your knowledge and experience here. 

1. What would you consider when choosing the location and environment where this 

new school will be established? 

2. Let's say you choose a reference area in the forest or woodland for forest sessions, 

what characteristics do you expect this area to have? 

3. If this new school is going to have a building, a garden, and classrooms, how would 

you create/design the classroom and garden? 

4. Let's say you are going to hire a teacher for this school. For this, you will post a job 

advertisement with the qualifications of a forest kindergarten teacher. What 

qualifications would you suggest a teacher should have in this job posting? 

• What would you say to novice teachers about being a teacher in a forest 

kindergarten? (e.g., teacher's role, responsibilities, interaction with children...) 

5. If novice teachers have not worked in a forest kindergarten before and have not 

received any training on this pedagogy, when and what kind of training can they be 
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given so that they can make more qualified practices in the forest kindergarten? / What 

might be the content of this training? 

6. Let's imagine that an introductory meeting was held to explain the philosophy 

(understanding/approach) of forest pedagogy to the parents after the kindergarten was 

established. How would you explain the philosophy of the school to the parents at this 

meeting? 

7. Let's imagine that a list of needs will be given to parents who want to enroll their 

children after the school's introduction meeting. What should this list of needs include? 

• Why should it include them? 

8. Let's say you want to create some green rules to protect both children and nature 

after completing school registration and starting education, what could these green 

rules be? 

9. Let's assume that a poster is prepared for the parents to get to know and understand 

the forest kindergarten practices better after a while after education starts at the school, 

and this poster will be hung at the school entrance to be shared with the parents. Let's 

assume that the title of the poster includes one of the following slogans. “A childhood 

that is as safe as necessary, not as safe as possible” or “The real risk for children is that 

there is no risk!” What kinds of images and information about your forest kindergarten 

practices can be included in this poster and under this slogan? 
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B: INTERVIEW PROTOCOL FOR TEACHERS 
 

 

1. Could you please tell us a little bit about yourself and your background? 

• First and foremost, could you tell us about your childhood? (Places where you 

spent your childhood, your plays, playmates...) 

• Educational background (most recent school and department from which you 

graduated) 

• How did you get into early childhood education if you were not in the field? 

• When and how did you become interested in forest kindergarten practices? 

• Have you had any certification or training in forest pedagogy? 

• If so, when and where did you receive this training? What motivated you to 

participate in this training? 

• What kind of training did you receive? Can you tell us about the content of the 

portfolio if there is a portfolio preparation process after the training? 

2. If you were to write a memoir about your experiences as a teacher in a forest school 

in Türkiye, which chapters would you include and what would you discuss in each? 

(Note to interviewer: if he does not mention it, the subsequent questions will be asked 

separately.) 

• What kind of book would this be (adventure, success story, action...)? 

• Which chapters would you include in the book, and what would you cover in 

them? 

• Note to the interviewer: If she did not respond to the preceding question, the 

following question will be asked as an additional question. 

• Could you tell us about the challenges you faced while working in the forest 

kindergartens? 

• How did you deal with the challenges you encountered while working in a 

forest kindergarten? 

• Were there any circumstances in this process that were more favorable than 

you anticipated? If so, what were they? 
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5. Describe a typical day and week considering your current indoor and outdoor 

practices at (name of school). (If not specified, the following question is also asked.  

• If these processes change depending on the season, what kind of change can 

we expect? 

6. Could you describe a forest session's routines? (Preparation, transportation, play, 

materials, safety, eating and drinking, toilet needs, activity, reflection)  

• The following question will be asked if it is not mentioned. How do you decide 

on the frequency of forest sessions and the amount of time spent in the forest?  

7. What components do you consider when determining the reference areas for forest 

sessions? (Also, if she did not mention it, she would be questioned about whether the 

same reference area is always utilized and the reasons for this.) 

8. How do you develop the curriculum for your kindergarten? 

• What are your priorities, and what do you consider when developing your 

curriculum? 

• What resources do you employ in the development of your curriculum? 

9. How does the national preschool education program (MoNE, 2013) contribute to 

the development of your programs? 

10. Do you allow children to experience risky play both inside and outside? 

• If so, could you provide examples of risky play in the context of this 

kindergarten? 

• What are the roles and responsibilities of the teacher in risky play? 

11.  What are the safety rules and practices put in place to keep children safe in the 

garden or forest? 

12. What are the deals for the garden or forest if you establish them with children to 

protect nature and the living things in it? 

13. What practices have you implemented in your kindergarten to promote 

environmental education for sustainable development/sustainability in early childhood 

education? 

Second Part of Interview Protocol 

 
Let's assume that you have decided to set up a second forest kindergarten based on 

your knowledge and experience here. 
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1. What would you consider when choosing the location and environment where this 

new school will be established? 

2. Let's say you choose a reference area in the forest or woodland for forest sessions, 

what characteristics do you expect this area to have? 

3. If this new school is going to have a building, a garden, and classrooms, how would 

you create/design the classroom and garden? 

4. Let's say you are going to hire a teacher for this school. For this, you will post a job 

advertisement with the qualifications of a forest kindergarten teacher. What 

qualifications would you suggest a teacher should have in this job posting? 

• What would you say to novice teachers about being a teacher in a forest 

kindergarten? (e.g., teacher's role, responsibilities, interaction with children...) 

5. If novice teachers have not worked in a forest kindergarten before and have not 

received any training on this pedagogy, when and what kind of training can they be 

given so that they can make more qualified practices in the forest kindergarten? / What 

might be the content of this training? 

6. Let's imagine that an introductory meeting was held to explain the philosophy 

(understanding/approach) of forest pedagogy to the parents after the kindergarten was 

established. How would you explain the philosophy of the school to the parents at this 

meeting? 

7. Let's imagine that a list of needs will be given to parents who want to enroll their 

children after the school's introduction meeting. What should this list of needs include? 

Why should it include them? 

8. Let's say you want to create some green rules to protect both children and nature 

after completing school registration and starting education, what could these green 

rules be? 

9. Let's assume that a poster is prepared for the parents to get to know and understand 

the forest kindergarten practices better after a while after education starts at the school, 

and this poster will be hung at the school entrance to be shared with the parents. Let's 

assume that the title of the poster includes one of the following slogans. “A childhood 

that is as safe as necessary, not as safe as possible” or “The real risk for children is that 

there is no risk!” What kinds of images and information about your forest kindergarten 

practices can be included in this poster and under this slogan? 
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C: PARENT INTERVIEW PROTOCOL 
 

 

1. First and foremost, thank you for taking the time to come. Fatma Yalçın, research 

assistant at METU, Faculty of Education. Before we start, I'd like you to tell me a little 

bit about yourself. 

• Your education, occupation, the number of children, 

• How old is your daughter/son who attends this school? How long has he been 

a student at this institution? 

• Could you tell us about your childhood, where you grew up, and where you 

played games, your games, and your playmates? 

2. How did you become acquainted with forest pedagogy and forest kindergarten 

practices? (Note to interviewer: social media, written resources, peer advice, school 

experience...) 

3. How did you come to the decision to send your child to a forest kindergarten? 

4. Assume that one of your friends discovers that your child attends a forest 

kindergarten. Assume your friend is looking for a school for his or her child who is the 

same age as your child.  

• What would you say about the forest kindergarten if a friend asked you about 

your knowledge and experience as a parent? (If the interviewer does not 

mention it, the following questions will be asked separately.) 

• Let's say your friend is particularly curious about something, such as. 

• What distinguishes a forest kindergarten from other schools; what would you 

tell him/her about it? 

• What is a typical day at a forest kindergarten like? 

• How is a child's development and learning supported in a forest kindergarten? 

• What are the roles of parents in a forest kindergarten? 

5. Assume that your friend enrolls his child in a forest kindergarten after hearing about 

it from you. 
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• In your view, what does your friend, as a parent, expect from the forest 

kindergarten in terms of his child's development and learning during the 

academic year? 

• What should parents not expect from school? Why not? 

6. Assume that photos and videos of daily experiences are shared on the web, on social 

media pages or WhatsApp groups of the forest kindergarten, where your friend has 

registered her/his child.  

• What do these photos or videos show your friend? (Note to interviewer: if he 

does not specifically mention it, the following questions will be asked. 

• Assume that your friend sees his child climbing a tree, cooking 

marshmallows/chestnuts/bread around a fire, or sprinting down a hill in these 

photos. What approach should your friend take to these photos? Why? 

• Similarly, in the parent information WhatsApp group, if the teacher shares the 

information that they only play indoors and outdoors every day for a week, 

with no activities, how should your friend approach this situation? Why? 

7. Thank you once more for your contributions and time. If you have anything else to 

say, I'm all ears. 
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F: TURKISH SUMMARY / TÜRKÇE ÖZET 
 

 

Giriş 

Erken çocukluk döneminde doğada özgürce oynamanın ve doğa ile direk temasta 

bulunmanın çocukların gelişimi için kritik önem arz ettiği ilgili alan yazınında sıkça 

vurgulanmaktadır (Bento & Dias, Flatman, 2016; Frost & Sutterby, 2017; Harte, 2013; 

Olsen, Thumpson & Hudson, 2014). Ancak, günümüz çocukları için doğada oynamak, 

doğa ile etkileşimde bulunmak, geçmiş jenerasyonlara kıyasla her geçen gün gittikçe 

zorlaşmaktadır (Clement, 2014; Karsten, 2005; Waller, Sandeter, Wyver, Arlemalm-

Hagser, ve Maynard, 2010). Örneğin, 21. Yüzyılda bir çocuk için derede kurbağa 

yakalamak ya da çamurlu bir suyun içinde özgürce zıplamak oldukça zor 

deneyimlenebilecek öğrenme fırsatları olarak görülmektedir (Bailie, 2012). Çocukları 

bu gibi deneyimlerden alıkoyan faktörler ise, korku (yabancı korkusu, tehlikeli 

sokaklar ve riskten kaçınma kültürü), zaman yoksunluğu (akademik temelli iç mekân 

odaklı programlar, yoğun anne babalar), mekân yoksunluğu (doğal alanların yok 

edilmesi) ve teknoloji (çocukların ekran önünden geçirdikleri zamanın giderek 

artması) olarak gruplandırılmaktadır (The Wild Network, t.y).  Bu ve benzeri 

nedenlerden dolayı günümüz çocuklarının pek çok gelişimsel problemle baş etmek 

durumunda olduğu farklı çalışmalarda ifade edilmektedir. Durumun çocuklar 

açısından ne kadar kritik bir hal aldığını ifade etmek isteyen Gill (2007), günümüz 

çocuklarını poşete sarılı nesiller olarak isimlendirmiştir. Benzer şekilde Karsten (2005) 

günümüz çocuklarını teknoloji bağımlısı yeni tip çocukluktan bahsetmiştir. Dünyaca 

ünlü “Doğadaki Son Çocuk” kitabının yazarı Richard Louv (2005; 2008) ise 

çocukların doğadan koparılmasının etkisini ifade etmek için “doğa yoksunluğu 

sendromu” terimini ortaya atmıştır. Doğadan yoksun bir çocukluk geçirmenin çocuklar 

üzerindeki olumsuz etkisi bu şekilde ifade edilirken, doğada vakit geçirmenin çocuklar 

üzerindeki olumlu etkisini ortaya koyan birçok bilimsel çalışma yapılmıştır.   

 Yapılan farklı çalışmalarda, doğa ile etkileşim içinde olan çocukların daha iyi 

ince ve kaba motor becerilere ve fiziksel sağlığa sahip olduğu bulunmuştur (Fjortoft, 

2001; Lysklett, Berg ve Moe, 2019). Benzer şekilde, doğada olmanın çocukların stres 



 

 292  

seviyesini düşürdüğü, çocukların daha güçlü ve esnek olmalarını desteklediği ileri 

sürülmektedir (Wojciechowski ve Ernst, 2018).  Ayrıca, çocuklara doğa ile sürekli 

etkileşimde olma imkânı tanıyan ve eğitim öğretimin çoğunlukla doğada 

gerçekleştirildiği anaokullarında eğitim alan çocukların okula hazırbulunuşluk 

düzeylerinin geleneksel eğitim anlayışında eğitim alan çocuklarla eşit düzeyde olduğu, 

hatta kimi çalışmalarda okula hazır bulunuşluğu büyük ölçüde desteklediği ileri 

sürülen yürütücü işlev becerileri bakımından orman anaokullarında eğitim alan 

çocukların daha gelişmiş olduğu ifade edilmektedir (Cordiano vd., 2019; Ernst ve 

Burçak, 2019; Zamzow ve Ernst, 2020). Erken çocukluk döneminde hedeflenen 

kazanımlara erişme noktasında etkin olduğu ileri sürülen orman pedagojisinin 

benimsendiği orman anaokullarının   geleneksel anlayışla eğitim veren okullara 

alternatif oluşturacak iyi bir eğitim modeli olduğu düşünülmektedir (Frenkel vd., 2019; 

Paci, 2016). 

 İlk Kuzey ülkelerinde ortaya çıkan Orman Pedagojisi gerek dünyada gerek 

Türkiye’de giderek popülerlik kazanmakta, buna paralel olarak orman anaokulları 

sayıları her geçen gün artmaktadır. Ancak bazı araştırmacılar, hızla gelen bu 

popülaritenin bazı sorunları da beraberinde getirebileceğini düşünmektedir. Bu 

husustaki en çarpıcı eleştirilerden biri, İngiliz araştırmacı Leather’ın (2018) orman 

okullarının İngiltere’deki durumunu değerlendirdiği çalışmasında yer almaktadır. 

Leather’a (2018) göre, Orman Pedagojisi, sınıf dışı eğitimdeki önemli bir boşluğu 

doldurduğu için gerek İngiltere’de gerek dünyada hızla yaygınlaşmaktadır. Ancak 

Leather, özellikle İngiltere gibi sınıf içi eğitim geleneğinden gelen, çocukların 

akademik gelişimine daha fazla önem verilen ve Kuzey ülkelerinde olduğu gibi doğa 

ile ruhani/manevi bir bağ kurma kültürüne sahip olmayan ülkelere bu pedagojinin 

uyarlanması sürecinde yaklaşımın özünü teşkil eden bazı uygulamaların 

kaybolabildiğini iddia etmektedir. Dolayısıyla, Orman Pedagojisi eğitimlerini de bu 

felsefenin anlaşılması noktasında yeterli bulmadığı gerekçesiyle eleştirmekte, bu 

eğitimlerin giderek ticari bir araç haline getirildiğini ifade etmektedir. Leather ayrıca, 

bu eğitimlerde orman liderlerine verilen eğitimin “sürükle ve bırak” yaklaşımıyla 

verildiğini ve bu yaklaşımın da Orman Pedagojisinde yer alan uygulamaların altında 

yatan felsefenin göz ardı edilerek uygulanmasına yol açtığını ileri sürmektedir. 

Leather, Orman Pedagojisini uygulayan lider ya da öğretmenlerin hem bu felsefeyi 

anlayıp hem de kendi yer bölge ve kültürlerini iyi tanımaları gerektiğini, sürükle bırak 
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yaklaşımından uzak durulması gerektiğini ifade etmektedir.  Leather’la aynı fikirde 

olan bir başka araştırmacı da Dean’dir (2019).  

Dean’e göre bu pedagojiyi farklı ülkelerde uygulamaya çalışan eğitimciler 

özellikle kendi yerel bölgelerinin kültürel, coğrafi ve hatta tarihi özelliklerini hesaba 

katmalı, kopyala yapıştır anlayışından uzak kalarak bu pedagojiyi uygulamalıdır. 

Dolayısıyla, Dean (2019), Orman Pedagojisinin kültürel ve coğrafi bağlama oldukça 

duyarlı bir pedagoji olduğunu, ülkeden ülkeye ve hatta bir ülkenin içinde yer alan 

bölgeden bölgeye uygulanan pedagojinin bile farklılaşabileceğini iddia etmiştir. 

Dean’in bu iddiasını destekleyen bazı çalışmalar vardır. Örneğin Kanada, Yeni 

Zelanda ve Avustralya’da Orman anaokullarının karakteristik özelliklerini ortaya 

koymak amacıyla yapılan çalışmalar, anaokulları arasında tutarlı bir örüntü 

olmadığını, aynı ülke içinde yer alan orman anaokulların uygulamalarında belirli 

benzerlikler olmakla birlikte, beraberinde birçok farklılığın da olduğunu ortaya 

koymuşlardır (Boileau ve Dabaja, 2020; Cample ve Speldewinde, 2019; Master ve 

Grogan, 2018).  

Orman Pedagojisi, Türkiye’de de giderek artan bir popülerliğe sahiptir. Bu 

popülerliğin bir sonucu olarak kendisini orman anaokulu olarak tanıtan anaokullarının 

sayısı da artmaktadır (Dilek, 2020). Bu noktada şunu belirtmekte fayda vardır. 

Türkiye’de, İngiltere’de olduğu gibi kendisini orman anaokulu olarak tanıtan 

anaokullarının akredite olma zorunluluğu da yoktur. Ancak, Dilek (2020) bu 

durumdan dolayı orman anaokulu niteliği taşımayan anaokullarının bile bu 

popülerlikten faydalanmak amacıyla bu ismi kullanabileceğini ifade etmiştir. Bunun 

yanı sıra ülkemizde  “orman okulu liderlik” eğitimi veren kişi ve kurumların sayısı da 

oldukça fazladır. Örneğin, Türkiye’de orman okulu liderlik eğitimlerini yürüten 

kişilerden olan Amus (2022), 2018 yılı itibariyle Türkiye’nin farklı illerinden 400’ü 

aşan öğretmene eğitim ve sertifika verdiğini bildirmiştir.  

Amus’un yanı sıra Türkiye’de liderlik eğitimini veren daha birçok kurum ve 

kişiler mevcuttur. Eğitim veren kurumların çeşitliliği, ülkemizin Kuzey Avrupa kültür 

ve coğrafyasından farklılığı ve Kuzey Avrupa ülkelerindeki pedagojik yaklaşımın 

ülkemizdeki yaygın eğitim anlayışından farklılığı düşünüldüğünde, Türkiye’de orman 

anaokullarının uygulamalarının bölgeden bölgeye benzerlik gösterip göstermediği, 

bölgelerin coğrafi ve kültürel bağlamının uygulamalara ne ölçüde etki ettiği merak 

konusudur. Benzer şekilde, Türkiye’de kurulan orman anaokullarının kurucularının ve 
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öğretmenlerinin bu pedagojiyi “sürükle bırak” yaklaşımıyla mı yoksa yapılan 

uygulamaların arkasındaki felsefeyi bilerek mi uyguladıkları da merak edilen bir başka 

unsurdur. Dolayısıyla bu çalışma, Türkiye’deki orman anaokulları uygulamalarının 

incelenmesi kadar, okulun kurucu ve öğretmenlerinin orman pedagojisi hakkındaki 

bilgilerinin ortaya çıkarılması noktasında önem arz etmektedir.  

Ancak, elbette, uygulama sürecini kurucu ve öğretmenlerin orman pedagojisi 

bilgilerinin yanı sıra doğrudan ya da dolaylı olarak şekillendirebilecek birtakım 

faktörler olabilir. Nitekim, Fritz, Smyrni ve Roberts (2014) tarafından yürütülen 

araştırma bu iddiayı destekler niteliktedir. Alman orman anaokulu modelini 

Amerika’ya uyarlamaya çalışan araştırmacılar, Amerikan ve Alman toplumlarının 

erken çocukluk eğitimine bakış açısı ve bu eğitimden beklentilerin farklı olmasından 

dolayı uyarlama sürecinde pek çok zorlukla karşılaşmış ve bu zorluklarla baş etmek 

için çeşitli stratejiler geliştirmişlerdir. Daha önce de ifade edildiği gibi Türkiye de yer 

alan hali hazırdaki erken çocukluk eğitim anlayışı, Kuzey ülkelerindekinden 

farklılaşabilir varsayımıyla bu çalışmada kurucu ve öğretmenlerin gerek kurulum 

gerekse işletme aşamasında karşılaştıkları zorluk veya elverişli koşulların incelenmesi 

de amaçlanmıştır. Bu zorluklara veya kendi yerel kültür ve coğrafyalarına bağlı olarak 

ihtiyaç hissettikleri kültürel uyarlamalar da merak unsurudur. Zira, Lyod, Truong ve 

Gray (2018) “sürükle bırak” yaklaşımının Orman Pedagojisi’inin hedeflediği 

kazanımlara ulaşmada işe yaramayacağını ve bu yaklaşımı uygulayan profesyonellerin 

kendi kültürel-ekolojik bağlamlarını dikkate almaları gerektiğini bildirmiştir. 

Kültürel ve bölgesel bağlamda ailelerin eğitime bakış açıları ve eğitimden 

beklentileri, bir okuldaki uygulamaları etkileyebilmedir.  Nitekim, Tovey (2007), 

Malone (2007) ve Little (2006) gibi araştırmacılar 21. Yüzyıl ebeveynlerinin 

sosyalleşme ve ebeveynlik pratiklerinin, erken çocukluk eğitimi uygulamalarını, 

özellikle açık alanda eğitim ve riskli oyunlar konusunda etkileyen önemli bir bileşen 

olduğunu doğrulamıştır. Ancak, Türkiye söz konusu olduğunda, ülkenin kültürel ve 

coğrafi anlamda ayrışık yapıya sahip olması nedeniyle, herkes için geçerli 

söylemlerden bahsetmenin doğru olmadığı ifade edilmektedir (Şen, Yavuz-Müren ve 

Yağmurlu, 2014). Dolayısıyla, bölgesel olarak ebeveynlerin eğitime bakış açılarında 

ve eğitimden beklentilerinde farklılık olabileceği göz önünde bulundurularak farklı 

coğrafi bölgelerde yer alan orman anaokullarına çocuklarını gönderen ebeveynlerin 

orman pedagojisi bilgileri ve bu bilgilerinin onların orman anaokulu beklentilerini 
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nasıl şekillendirildiğini incelemek de bu çalışmanın amaçları arasındadır. Bu alan 

yazın ve öngörüler doğrultusunda şekillenen bu çalışmanın amaçları aşağıdaki 

bölümde özetlenmiştir. 

Çalışmanın Amacı 

Çok boyutlu olarak yürütülen bu çalışmanın birinci amacı Türkiye’nin üç farklı 

coğrafi bölgesine kurulan orman anaokullarının uygulamalarını incelemektir. İkinci 

amacı ise orman anaokulu kurucularının kuruluş ve işletme aşamasında karşılaştıkları 

zorlukları ve elverişli koşulları ve aynı zamanda zorluklarla baş etme stratejilerini 

araştırmaktır. Benzer şekilde, bu okullarda çalışan öğretmenlerin orman anaokulunda 

çalışırken karşılaştıkları zorlukları ve bu zorluklarla baş etme stratejilerini incelemek 

de çalışmanın amaçları arasındadır. Çalışmanın bir diğer amacı ise kurucu ve 

öğretmenlerin kendi kültürel ve bölgesel bağlamlarında ihtiyaç duyduğu uyarlamaları 

araştırmaktır. Çalışmanın son amacı ise, kurucu, öğretmen ve ebeveynlerin orman 

pedagojisi bilgilerini ve eleyenlerin Orman Pedagojisi bilgilerinin orman 

anaokulundan beklentileri ile nasıl ilişkili olduğunu ortaya çıkarmaktır. Belirtilen 

amaçlar doğrultusunda yürütülen bu çalışmanın araştırma soruları aşağıdaki gibidir; 

1. Türkiye’de üç farklı coğrafi bölgede yer alan orman anaokullarının 

uygulamaları nelerdir? 

2. Orman anaokulu kurucularının kuruluş ve işletme aşamasında 

karşılaştıkları zorluklar ve elverişli koşullar nelerdir? 

• Orman anaokulu kurucularının karşılaştıkları zorluklarla baş etmek 

için geliştirdikleri stratejiler nelerdir? 

3. Orman anaokulu öğretmenlerinin orman anaokulunda çalışırken 

karşılaştıkları zorluklar elverişli koşullar nelerdir? 

• Orman anaokulu öğretmenlerinin karşılaştıkları zorluklarla baş 

etmek için geliştirdikleri stratejiler nelerdir? 

4. Orman anaokulu kurucu ve öğretmenlerinin kendi kültürel ve bölgesel 

bağlamlarında ihtiyaç duydukları uyarlamalar nelerdir? 

5. Orman anaokulu kurucu ve öğretmenlerinin Orman Pedagojisi bilgileri 

nelerdir? 

6. Ebeveynlerin Orman Pedagojisi bilgileri nelerdir? 
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• Ebeveynlerin Orman Pedagojisi bilgileri orman anaokulu 

beklentileri ile nasıl ilişkilidir? 

Yöntem 

Yukarıda belirtilen amaçlar doğrultusunda yürütülen bu çalışma çoklu durum 

araştırması deseninde yürütülmüştür.  Türk orman anaokulu programı bu çalışmadaki 

sınırlandırılmış durumu temsil etmektedir. Türkiye’de üç farklı coğrafi bölgeye 

kurulan (Karadeniz, İç Anadolu ve Marmara) Orman anaokullarının kurucuları, 

öğretmenleri ve velileriyle yarı yapılandırılmış görüşmeler gerçekleştirilmiş, 

görüşmeler gerçekleştirilen öğretmenlerin uygulamaları üç farklı mevsimde (kış, 

ilkbahar ve yaz) ve her mevsimde üç gün olmak kaydıyla gözlemlenmiştir. 

Katılımcıların dağılımı şu şekildedir; [N = 21, kurucular (N = 3), öğretmenler (N = 9) 

ve ebeveynler (N = 9)].  

Kurucu ve öğretmenlerle gerçekleştirilen yarı yapılandırılmış görüşmeler iki 

oturum şeklinde gerçekleştirilmiş, her bir oturum 40-60 dakika arasında sürmüştür. 

Birinci oturumda, orman anaokulunun uygulamaları, kuruluş ve işletme aşaması, bu 

aşamalarda karşılaşılan zorluklar ve elverişli koşullar sorulmuştur. İkinci oturumda 

katılımcıların orman pedagojisi bilgilerini ortaya çıkarmayı hedefleyen ve bir takım 

kurgusal olaylar verilerek bir katılımcıların bir uzman tarafından sorgulanıyor 

hissiyatını ortadan kaldırmak hedeflenmiştir. Bu kurgusal olaylar Patton (2002) ve 

Cook’un (1994) bilgiyi ortaya çıkarmak için yaratıcı soru sorma yöntemleri ilham 

alınarak oluşturulmuş ve uzman görüşü alınarak son şekli verilmiştir. Gözlem verileri 

ise, Notability isimli bir yazılım/uygulama kullanılarak toplanmıştır. Bu uygulama 

araştırmacıya aynı anda fotoğraf çekme, not alma ve kritik durumlarda ses kaydı alma 

olanağını sağlamıştır. Ayrıca uygulama, verilerin düzenlenmesi ve korunması 

noktasında da araştırmacıya çeşitli kolaylıklar sağlamıştır. Gözlem ve görüşmelerin 

yanı sıra, araştırmacının gözlem günlerinin tamamını okulda geçirmesi kurucu, 

öğretmen ve diğer kurum personelleriyle daha fazla etkileşim içerisinde olmasını ve 

böylece birçok saha notu toplamasını sağlamıştır. Toplanan saha notları bir günlükte 

kayıt altına alınarak organize edilmiş ve analiz sürecine ışık tutmuştur.  

Toplanan veriler Creswell’in (2007) veri analiz basamakları takip edilerek 

gerçekleştirilmiştir. Veri analiz süresince çoklu durum çalışmasının analiz süreci 

dikkate alınarak gerçekleştirilmiştir. Bu bağlamda, ilk olarak her bir durum kendi özel 
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karakteristikleri göz önünde bulundurularak ayrı ayrı analiz edilmiş ve sonrasında 

çapraz durum analizi yürütülerek durumlar arası benzer ve farklılıklar bakımından 

kıyaslanmıştır. Kurucu ve öğretmenlerin orman pedagojisi bilgileri, ilgili alan yazın 

doğrultusunda oluşturulan ve uzman görüşü ile son şekli verilen bir kod defteri 

kullanılarak analiz edilmiştir. Analiz sonucunda elde edilen bulguların özeti aşağıdaki 

bölümde yer almaktadır. 

Bulgular 

 Yer ve kelime sınırı nedeniyle bu bölümde sıklıkla çapraz durum analizinden 

elde edilen önemli bulgulara yer verilmiştir. 

 Araştırmada yer alan anaokullarının tümü, 36-72 ay çocuklara hizmet veren ve 

tam gün eğitim sunan programlardır. Günlük akışları, toplanma, yemek rutinleri ve eve 

dönüş rutinleri bakımından benzeşmekle birlikte, açık havada geçirilen süre, branş 

dersleri ve çift dilli eğitime ayrılan süreler bakımından ayrışmaktadır. Her üç bölgede 

yer alan anaokulunda, okul bahçesi yılın her mevsiminde her gün aşağı yukarı iki saat 

olmak koşuluyla kullanılmaktadır. Bu sürenin Karadeniz’de yer alan anaokulunda 

mevsime ve okul bahçesinin büyüklüğüne bağlı olarak ilk baharda ve yaz mevsiminde 

artış gösterdiği, kahvaltıdan çıkış saatine kadar günün çoğunun açık alanda geçirildiği 

gözlenmiştir. Ancak, bu durum Marmara ve İç Anadolu bölgesinde yer alan okul için 

geçerli değildir. Bu iki bölgede yer alan anaokullarının bahçeleri, Karadeniz 

bölgesinde yer alana göre daha küçük olduğu için, bahçe alanları gruplar arasında 

dönüşümlü ya da iki üç grup birlikte olmak koşuluyla kullanılmaktadır.  

 Karadeniz ve Marmara bölgesinde yer alan okulların ikisi de İngiltere’den 

akredite olan kurumlar olmasına rağmen, sadece İç Anadolu bölgesindeki okulun okul 

bahçesi dışında bir ormanlık alanı uygulama alanı olarak kullandığı görülmüştür. Bu 

duruma ilişkin okulların tümü bölgelerin coğrafi özellikleri ve şehirleşme gibi 

nedenlerden ötürü okula yakın, kolay erişilebilir, çocuklara çeşitli oyun deneyimleri 

sunan biyolojik çeşitliliği yüksek ormanlık veya ağaçlık alan bulmakta zorluk 

çektiklerini ifade etmişlerdir. Bu nedenle, Marmara bölgesinde yer alan okul bahçesini 

atıl bırakarak ve mümkün olduğunca bitki örtüsü bakımından zenginleştirerek bu 

zorlukla baş etmeye çalışmıştır. Karadeniz bölgesindeki okul ise bir sonraki eğitim 

öğretim dönemi için araçla15 dakika mesafede yer alan bir alan belirlediklerini ve 

haftada bir gün bu alanı kullanacaklarını bildirmiştir. Ayrıca, Karadeniz bölgesinde 
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yer alan okul, okul deniz kenarına yaklaşık 90 metre uzaklıkta yer aldığı için ilk 

baharda ve yaz mevsiminde haftada bir gün olmak kaydıyla plajda orman oturumları 

gerçekleştirmektedir. İç Anadolu bölgesinde yer alan okul ise haftada bir gün olmak 

kaydıyla okula araçla beş dakika mesafe yer alan bir ağaçlık alanda orman oturumları 

gerçekleştirmektedirler. Küçük farklılıklar olmakla birlikte orman oturumlarının 

hazırlık, çember zamanı, etkinlik ve oyun zamanı, değerlendirme ve dönüş şeklinde 

gerçekleştirildiği görülmüştür. Bu gözlem kurucu ve öğretmenlerin görüşmelerde 

ifade ettiği akışla örtüşmektedir. 

 Tüm gruplarda kurucu ve öğretmenler kısa ve uzun dönemli risk analizi 

yaptıklarına ilişkin beyanlarda bulunmuşlardır. Kısa dönemli risk analizinde en sık 

yapılan hava durumunun düzenli olarak takip edilip, açık alan ve orman kullanımının 

hava durumuna göre düzenlenmesidir. Uzun dönem risk analizine ilişkin katılımcıların 

en çok vurguladığı konular arasında uygulama alanının bitki örtüsü ve hayvanat 

bakımından değerlendirilmesi yer almaktadır. 

Her durumda, öğretmenler ve anaokulu kurucuları, çocukları güvende tutmak 

için çok sayıda kural ve prosedüre sahip olduklarını bildirdi. Ayrıca her durumda 

çocukları dış ortamlarda güvende tutmaya yönelik uygulamalar gözlemlenmiştir. 

Anaokullarındaki ortak kurallar ve uygulamalar, çocuklara karşı doğru sayıda 

yetişkine sahip olmak, ses ve işaret toplamak ve çocuklarla uğraşmaktı, ancak 

anlaşmalar her zaman aynı değildi. En az bir ek öğretmen dahil edilerek, hepsi uygun 

bir yetişkin-çocuk oranı sağladı. Durum 3'te, okul yöneticisi ve kurucusu, yetişkinlerin 

çocuklara uygun oranını sağlamak için orman oturumları sırasında sıklıkla gözlendi. 

Tüm katılımcılar, çocukları dış mekan ortamlarında hatırlamak için bir ses veya kelime 

kullandığını bildirdi. Öte yandan, iletişim bilgileri, acil durum bölgeleri, görünmez 

sınırlar ve ilk yardım çantaları içeren kolyelerin kullanımı da dahil olmak üzere bir 

dizi benzersiz gelenekleri vardır. Bu fark, okul bahçesi veya orman gibi farklı riskleri 

olan farklı referans alanlarını kullanmalarından kaynaklanıyor olabilir. 

Anaokulları, müfredat geliştirme süreçleri bakımından önemli ölçüde farklılık 

göstermektedir. Örneğin, Marmara ve İç Anadolu bölgesinde yer alan okullarda bir 

tema doğrultusunda gerçekleştirilen proje tabanlı bir müfredat uygulandığı 

görülmüştür. Görüşmelerden elde edilen veriler de bu gözlemi doğrulamıştır. Ancak 

bu iki okul temaları belirleme biçimleri bakımından farklılık göstermektedir. Marmara 

bölgesinde yer alan okulda temalar öğretmenlerin ve anaokulu kurucularının kararları 
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ve mevsimsel değişimlere göre belirlenirken, İç Anadolu bölgesindeki okulda temalar 

doğrudan çocukların ilgi ve ihtiyaçları  doğrultusunda belirlenmektedir. Okul 

kurucusunun daha önce Reggio Emilia ilhamlı bir anaokulunda yöneticilik yapması 

nedeniyle okulun bu müfredat biçimini benimsediği gözlenmiştir ve bu görüşmelerde 

de teyit edilmiştir. Karadeniz bölgesinde yer alan anaokulunda ise müfredat birden 

fazla faktör dikkate alınarak geliştirilmektedir. Bu okuldaki kurucu ve öğretmenler 

müfredatlarını ekolojik takvim, MEB, özel gün ve haftalar, çocukların yaşı ve 

ihtiyaçları ve diğer şeyler göz önünde bulundurularak hazırladıklarını bildirmişlerdir. 

Tüm grupların müfredat geliştirme süreçleri Kuzey Avrupa’daki orman anaokulları ile 

kıyaslandığında oldukça farklılaştığı görülmüştür. Bu durumun muhtemel nedenlerine 

tartışma bölümünde yer verilmiştir. 

 Tüm okullarda çocukların büyük yükseklik deneyimleri, yüksek hız 

deneyimleri, riskli aletlerle oynamak gibi benzer türde riskli oyunlar oynadıkları 

görülmüştür. Sadece ikinci ve üçüncü durumlarda, çocukların gerçek bir ateş 

çukurunun etrafında oynadıkları görülmüştür. Birinci durumda ise uygulama alanında 

bir ateş çukuru yer almasına rağmen ateşin yakıldığı gözlenmemiştir. Bununla birlikte, 

bu riskli oyun türlerinin çeşitliliği ve sıklığı, dış mekân ortamlarının uygunluğuna göre 

değiştiği gözlenmiştir. Örneğin, Marmara bölgesindeki okulun bahçesinde çocukların 

tırmanmasına olanak sağlayan ağaçların daha fazla yer aldığı ve bu okulda büyük 

yükseklikler oyunu daha sık gözlenmiştir. 

Tüm anaokulları erken çocukluk eğitiminde sürdürülebilirliği desteklemek 

amacıyla çeşitli politikalar ve uygulamalar geliştirmişlerdir. Kurucu öğretmenlere bu 

hususta neler yaptıkları sorulduğunda genelde geri dönüşüm ve kompost yapımından, 

tüketimi azaltmaktan, tekrar kullanmaktan, onarım ve doğaya saygıdan 

bahsetmişlerdir. Ancak yapılan gözlemlerde sorumluluk ve yansıtma alt boyutlarında 

da çeşitli uygulamalar gerçekleştirdikleri görülmüştür. Bununla birlikte, reddetme alt 

boyutunda uygulamalarının sınırı veya yetersiz oldukları görülmüştür. Örneğin, 

Marmara bölgesindeki okulda sıklıkla tek kullanımlık plastik bardaklardan su içildiği, 

galoş kullanımın yaygın olduğu, ikindi kahvaltıları bahçede yenildiğinde bazen tek 

kullanımlık kâğıt bardaklarda getirildiği görülmüştür. Bu duruma ekolojik okur 

yazarlıkla ilişkilendirilerek tartışma bölümünde yer verilmiştir.  
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Tartışma 

Anaokulunun kurucularının hepsinin çocukluklarını doğa ile iç içe oyun 

oynayarak geçiren bireyler olduğu görülmüştür. Benzer şekilde, orman anaokulu 

öğretmenleri ile araştırmaya katılan bazı veliler çocukluklarının doğada oyun 

oynayarak geçtiğini ifade etmişlerdir. Bu deneyimlerinin onların bu tip çocukluk 

deneyimlerine değer vermelerine ve günümüz çocuklarının da benzer fırsatlara sahip 

olmaları gerektiğine inanmaları sağlamış olabilir. Yaşamımızdaki önemli olayların 

sonraki kararlarımızı yönlendirme etkisine sahip olduğunu ileri süren ilgili alan yazını 

da bu iddiayı destekler niteliktedir (Chawla, 1988, 1998; Tanner, 1980). Daha güncel 

bir çalışma (Urbaniak, 2006), ailelerin çocuklarını orman anaokullarına kaydettirme 

kararlarında yer temelli anıların etkisini incelemiştir. Urbaniak’ın çalışması 

ebeveynlerin çocukken dışarıda oyun oynama anıları ile kendi çocukları için verdikleri 

ebeveynlik kararları arasında bir ilişki olup olmadığını belirlemeye çalışmıştır. 

Araştırma sonuçları, çocukluklarında doğa ile etkileşim içinde olan ebeveynlerin 

çocuklarına doğayla benzer, anlamlı deneyimler sağlamaya çalıştıkları için orman 

anaokullarını tercih ettiklerini göstermiştir. Bu çalışmanın, ebeveynlerin orman 

anaokulu tercihlerine ilişkin bulguları, Urbaniak'ın (2006) araştırmasının bulguları ile 

uyumludur. Ebeveynlerin büyük çoğunluğu, benzer bir yetişme tarzına sahip oldukları 

için çocuklarını bir orman anaokuluna kaydettirmeyi tercih ettiklerini belirtmiştir. 

Ebeveynlerin bir kısmı da kendi ebeveynlerinin sağlık ve hijyen konusundaki 

endişeleri nedeniyle açık havada oyun oynama imkanlarının kısıtlı olduğunu 

belirtmişlerdir. Ancak bu ebeveynler, çocukluklarında dışarıda vakit geçirmek için 

sınırlı fırsatlara sahip olmalarına rağmen, çocuklarının küçükken böyle bir deneyim 

yaşamamaları konusunda kararlı oldukları için orman anaokulunu tercih ettiklerini ve 

kendi çocuklarının doğal dünya ile yakın bir ilişki içinde olmasını istediklerini ifade 

etmişlerdir. Bu, önemli yaşam deneyimlerinin şu anda aldığımız kararları nasıl 

etkilediğinin bir başka örneği olarak görülebilir.  

Öte yandan anaokulunun kurucuları, öğretmenleri ve velileri çocukluk 

deneyimlerinden bahsederken “yaz aylarında” vurgusunu yapmışlardır. Bu sonuç, 

Türk çocuklarının yıllar öncesinde bile güzel havalarda dışarıda oynamalarına izin 

verildiğinin bir kanıtı olabilir.  Bu açıdan bakıldığında, şehirli ve çağdaş ebeveynlerin, 

çocuklarının soğuk havalarda dışarıda oynamasına izin verme konusunda daha 
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temkinli olacaklarını iddia etmek mümkündür. Zira, bu Türkiye bağlamında açık hava 

oyunları üzerine yapılan araştırmalar da doğrulanmıştır (Sevimli-Çetken, 2018; 

Yalçın, 2015). 

 Ebeveynlerin demografik özelliklerine göre, dört ebeveynin bir, diğerlerinin 

iki çocuğu vardır. Katılımcı ebeveynler, annelerin eğitimli ve bir meslek sahibi olduğu 

modern, şehirli Türk ailesi profiliyle örtüşmektedir. Kentli ve çağdaş ailelerin 

doğurganlık oranları düşük ve kırsaldaki muadillerine göre daha az çocuk sayısına 

sahiptirler. Bu durum, Türk ebeveynler arasında helikopter ebeveynliğin varlığını 

araştırmayı amaçlayan yakın tarihli bir çalışmanın (Yılmaz, 2020) sonuçlarıyla 

tutarlıdır. Yılmaz'ın (2020) araştırması, tek çocuklu ve kentlerde yaşayan ebeveynlerin 

helikopter ebeveynliği uygulama olasılığının daha yüksek olduğunu bulmuştur. Bu 

çalışma, bire karşı birden çok çocuğa sahip olmanın ve kentsel veya kırsal alanda 

yaşamanın ebeveynlerin ebeveynlik eğilim ve pratiklerini tahmin eden önemli 

faktörler olduğunu iddia etmiştir.  

Anaokullarından ikisinin İngiltere'deki Orman Okulu Derneği'nden Seviye 3 

sertifikalı orman okulu liderlerine sahipken, üçüncüsü Türkiye'deki Orman Okulu 

Derneği'nden seviye 3 sertifikalı bir orman okulu liderine sahip olduğu görülmüştür. 

Öte yandan, neredeyse tüm öğretmenlerin Orman Pedagojisine ilişkin özel bir 

sertifikasının olmadığı tespit edilmiştir. Öğretmenlerin Orman pedagojisine ilişkin 

bilgi birikimleri, anaokullarının kurucuları tarafından verilen hizmet içi eğitime 

dayanıyordu. Bu durum çeşitli açılardan yorumlanabilir. Birincisi, Türkiye'de özel 

anaokullarının kendilerini orman anaokulu olarak isimlendirmesi için İngiltere'nin 

aksine bir akreditasyon şartı yoktur. Bu duruma ilişkin Dilek (2020), kendini “orman 

anaokulu” olarak tanımlayan akredite olmayan kurumların sayısının giderek arttığını 

ileri sürmüştür. Ancak bu sonuç, aynı zamanda orman anaokulu lideri eğitiminin 

ticarileştirilmesiyle de bağlantılı olabilir. Alan yazın taramasına göre, orman 

anaokulları Türkiye'de popülerlik kazanmaktadır ve bu popülariteye bağlı olarak, çok 

sayıda kişi ve kurum orman lideri eğitimi vermektedir. Bu durum, orman 

anaokullarının gerekliliklerinin karşılamamasına rağmen çok sayıda özel anaokulunun 

kendilerini “orman anaokulları” olarak adlandırmasına neden olabilir. Bu noktada 

İngiltere Orman Anaokulu Derneği'nin akreditasyon standartları eleştirilebilir. Çünkü, 

Orman Anaokulu Derneği’ne (t.y) göre, orman oturumları sertifikalı bir Seviye 3 lideri 

tarafından yönetilmelidir. Ancak, Seviye 3 sertifikasına sahip tek bir orman lideri olan 
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herhangi bir anaokulu, Orman Anaokulu Derneği'nden akreditasyon alabilir ve bu 

akreditasyon sürekli bir izleme sistemi gerektirmemektedir. Ancak Türkiye'de 

sertifikasyon programlarının maliyetinin yüksek olması nedeniyle genellikle sadece 

anaokulu kurucuları bu sertifikaya erişebilmektedir. Öğretmenlerin orman eğitimi 

sertifikasına sahip olmamasının nedenlerinden biri de bu olabilir. Ancak, kurucuların 

anaokullarının işletilmesinin yanı sıra başka görevleri de olabilir ve dolaysısıyla tüm 

orman okulu oturumlarına katılıp yönetmeleri mümkün olmayabilir. Sonuç olarak, 

mevcut çalışmada olduğu gibi orman oturumları orman liderlerinin aksine orman 

anaokulu öğretmenleri tarafından yürütülmek durumunda kalınabilir. Dolayısıyla, 

akreditasyon kriterlerinin bu tür konular göz önünde bulundurularak yeniden 

tasarlanması gerektiği önerilebilir. Ayrıca, orman anaokulları, okuldaki tüm orman 

oturumlarını yönetebilecek, Seviye 3 sertifikası gibi geçerli bir sertifikaya sahip bir 

orman lideri istihdam ederse, kurucuların üzerindeki hem yöneticilik hem orman 

liderliği sorumluluğu azalabilir. Ancak bu yeterli olmayabilir çünkü orman pedagojisi 

orman oturumlarıyla sınırlı değildir; sınıf içi ve sınıf dışı uygulamaları kapsayan ve 

bütünsel bakış açısı gerektiren bir pedagojidir. Leather’ın (2018) sertifikasyon 

programlarının ticarileştirilmesine ilişkin çarpıcı bir tespiti söz konusudur. Leather’a 

(2018) göre öğretmenlerin, zaten hali hazırda bir öğretmenlik diploma veya 

sertifikasına sahip oldukları için, kendilerini açık alanda oyun, açık alan kullanımı ve 

risk yönetimi, orman ve alet kullanımı gibi konularda kendilerini yetkin hissediyorsa 

ikinci bir sertifikasyona ihtiyaçları yoktur.   Bu çerçeveden bakıldığında, orman 

anaokullarını sertifikasyon programlarının ticarileştirilmesinin etkisinden kurtarmak 

ve sadece orman liderlerini değil orman anaokulunda çalışan tüm öğretmenleri hizmet 

içi ve hizmet öncesi öğretmen yetiştirme programları aracılığıyla hizmet içi ve 

öğretmen yetiştirme programlarının yenilenmesi önerilebilir. Aslında bu durumun 

Kuzey ülkelerinde hali hazırda yapılan durum olduğu söylenebilir. Alan yazın 

taramasında da belirtildiği gibi Kuzey Avrupa eğitim pedagojisinin Orman Pedagojisi 

ile zaten örtüşüyor olması nedeniyle o ülkelerde ek bir sertifikasyon programına 

ihtiyaç duyulmamaktadır. Ayrıca, tüm öğretmenler açık hava eğitimi ve orman 

pedagojisinin felsefi temelleri üzerine bir eğitim alabilseler, Orman Pedagojisi, orman 

okulu liderleri tarafından yönetilen orman oturumlarıyla sınırlı kalmayabilir ve bu 

bütünsel bakış açısı tüm eğitim öğretime yayılabilir. 
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Mevcut çalışma, Türkiye'nin üç farklı bölgesinde orman anaokulu 

uygulamalarına ilişkin önemli bulgular ortaya koymuştur. Dünya genelindeki orman 

anaokulları ile birtakım benzerlikleri olsa da araştırma, Türkiye'deki orman 

anaokullarının tipik uygulamalara sahip olmadığını ortaya koymuştur. Okulların 

hepsinde günlük açık alan/bahçe kullanımı ortak olmakla birlikte günlük akışları branş 

derslerine ve çift dilli eğitime ayrılan süre bakımından farklılık göstermektedir. Bu 

bağlamda, mevcut çalışmanın bulguları Dean'in (2019) iddiasını destekler niteliktedir. 

Dean'e (2019) göre orman anaokulları kültürel ve coğrafi bağlamlarına göre ayırt edici 

özellikler kazanabilir. Dean (2019) ayrıca orman anaokulu özelliklerinin bir ülke 

içinde bölgeden bölgeye bile değişebileceğini iddia etmiştir. Dean'in (2019) bu iddiası, 

orman anaokullarının özelliklerini yerel bağlamlarında araştıran diğer çalışmaların 

(Boileau ve Dabaja, 2020; Cample ve Speldewinde, 2019; Master ve Grogan, 2020) 

bulgularıyla desteklenmiştir. Cample ve Speldewinde (2019), çoklu bir durum 

çalışması desenini kullanarak Avustralya üç farklı orman anaokulunun uygulamalarını 

araştırmıştır. Araştırma sonucunda okullar arasında eğitim öğretim sürecini etkileyen 

birtakım benzerlikler olsa da tutarlı bir örüntünün olmadığını bulmuşlardır. Benzer 

şekilde, Boileau ve Dabaja (2020), Kanada orman anaokullarının özelliklerini daha iyi 

anlamak için araştırma yapmışlar ve bu anaokullarının öğrenci yaşı, sınıf büyüklüğü, 

finansman kaynağı, kullanılan açık alanların türü ve program açısından farklılık 

gösterdiğini tespit etmişlerdir. Boileau ve Dabaja'nın (2020) araştırmasıyla tutarlı 

olarak, mevcut çalışma yer alan orman anaokullarının, farklı mevsimlerde dışarıda 

geçirilen süre, orman oturumlarının sıklığı ve kullandıkları açık alanlar açısından 

farklılık gösterdiğini ortaya koymuştur. Ancak tüm anaokullarında hava koşulları ne 

olursa olsun çocukların uygun giyinme koşulları sağlanarak her gün açık alanda vakit 

geçirmesi gerektiğine ilişkin algılarının yerleşmiş olduğu görülmüştür. Bu bulguya 

dayanarak, tüm Türk orman anaokullarının, hava veya mevsim ne olursa olsun, mutlu 

çocukların dışarıda oynayanlar olduğuna dair İskandinav inancını içselleştirdiği 

sonucuna varmak mümkündür (Borge , Nordhagen , & Lie, 2003). 

Okulların konumlarının, bulundukları coğrafi bölgenin özelliklerine orman 

oturumları için kullanılan uygulama alanları okuldan okula değişmekte olduğu tespit 

edilmiştir. Örneğin, Karadeniz bölgesindeki anaokulunun, orman oturumları için hem 

okul bahçesini hem de ilkbahar ve yaz mevsiminde plajı uygulama alan olarak 

kullandığı görülmüştür. İç Anadolu bölgesindeki anaokulunun hem okul bahçesini 
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hem de ormanı uygulama alanı olarak kullandığı, ancak Marmara bölgesindeki 

anaokulu sadece okul bahçesini kullandığı ortaya koyulmuştur. Kurucuların hemen 

hepsi zengin biyolojik çeşitliliğe sahip, çocuklara farklı oyun fırsatları sunan ve okula 

kolay erişimi olan alan bulmakta zorlandıklarını, kentleşmeye ve yeşil alan yokluğuna 

bağlı olarak okul çevresindeki ağaçlık alanların tek tip bitki örtüsüne sahip olduğunu 

ve oldukça yapılandırılmış olduğunu ifade etmişlerdir. Benzer şekilde iki kurum 

yöneticisi okula yakın ağaçlık alanların halka açık olduğu için pis bırakıldığını ve bu 

alanlarda çocuklarla uygulama yaparken her gün temizlik yapmak durumunda 

kalabildiklerini ifade etmiştir. Bulgular, coğrafi bölgelerin özelliklerinin ve toplumun 

doğaya yönelik tutumlarının doğa anaokullarının uygulamalarını etkileyebileceğini 

göstermektedir. Bu çerçeveden bakıldığında Türkiye’de kentleşmenin yüksek olduğu 

alanlarda kurulan orman anaokullarının daha dezavantajlı olduğu, Türkiye'de 

modernleşme sürecinin, insanlarla doğa arasındaki bağı koparmış olduğu, doğayı 

insanlar tarafından kullanılan bir kaynağa dönüştürdüğü ileri sürülebilir (Kabak, 

2018). 

Bu çalışmanın bulgularına göre, anaokulları tarafından kullanılan müfredat 

geliştirme sürecinin, Kuzey Avrupa orman anaokullarında benimsenen yaklaşımdan 

farklı olduğu görülmüştür. Kuzey Avrupa orman anaokullarında çocukların akademik 

kazanımları öncelikli değildir, çocuğun doğa ile bağ kurum çevresi ve akranlarıyla 

etkileşimi önemsenir. Öğretmen tarafından tasarlanmış bir müfredat olmadığı için, 

öğretmeneler çocukların ilgi ve ihtiyaçlarına daha çok odaklanabilmektedir (Amus, 

2022; Lysklett , 2017). Buna rağmen, Türkiye'de anaokulu müfredatı geliştirme 

sürecinin, çeşitli belge ve bileşenler dikkate alınarak yürütüldüğü görülmüştür. 

Örneğin mevsimler, MEB Okul Öncesi Eğitim Programı ve ekolojik takvimi kaynaklar 

dikkate alınmaktadır. Orman anaokullarından birinde, çocukların ihtiyaç ve ilgilerine 

dayalı ancak yine de tema ve projelere odaklanan bir müfredatın geliştirildiği 

görülmüştür. Önceden planlanmış bu müfredatlar için çeşitli gerekçeler üretilebilir. İlk 

olarak, araştırmada yer alan öğretmenlerin çoğu orman anaokulundan önce öğretmenin 

öğretici olarak görüldüğü geleneksel eğitim anlayışını benimseyen okullarda 

çalıştığını belirtmiştir. Bu çerçeveden bakıldığında öğretmenler için çocuk merkezli 

ve çocuğun ilgi ve ihtiyaçları doğrultusunda günlük olarak şekillenen müfredat modeli 

alışık olmadıkları bir süreç olabilir. Dolayısıyla öğretmenler, önceden hazırladıkları 

planlarda kendilerini daha rahat ve güvende olan tarafta hissediyor olabilir. Benzer bir 
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bulguya Harris (2015)’te rastlanmıştır. Harris bazı öğretmenlerin çocuğun ilgi ve 

ihtiyaçları doğrultusunda müfredatı şekillendirmeye açık olduklarını ancak bazılarının 

bu konuda pek istekli olmadığını ve çocuğun kendi öğrenmelerini yapılandıracak güce 

sahip olduğuna dair inançlarının olmadığını bildirmiştir. Benzer şekilde Leather 

(2015) akademik odaklı ilkokula çocuğu hazırlamanın esas alındığı toplumların 

Orman Pedagojisi’nin çocuk merkezli ve oyun temelli müfredat anlayışıyla çeliştiğini 

ve bu toplumlardan pedagojinin bu yönlerinin kaybolabildiğini ifade etmiştir. 

Önceden planlanmış etkinliklere ilişkin bir diğer gerekçenin Türk toplumunda 

oyuna ve özellikle serbest oyuna bakış açısından ileri geldiğini söylemek olasıdır. 

Örneğin bir Türkiye’de yetişkin bir çocuğa “Bütün gününü oyun oynayarak mı 

geçirdin?” diye soruyorsa, çocuğun zamanın çoğunu öğrenmeye ayırmak yerine 

eğlenmeye ayırdığını ima ediyor olabilir. Bu anlayışın toplumumuzda yer aldığı 

kanaati, kurucu öğretmenlerin çocukların serbest oyun yoluyla kendi öğrenmelerini 

oluşturmalarının beklendiği çocuk merkezli öğrenmeyi vurgulamak yerine, önceden 

planlanmış etkinlikler hazırlamaya yöneltebilir. Nitekim, alan notlarında, 

öğretmenlerden biri Whats’up gruplarından ebeveynlerle günlük akışı ve fotoğrafları 

paylaşırken bugün tüm gün oyun oynayarak geçirdiğini ifade etmekte zaman zaman 

kaygılandığını bildirmiştir. Okul özelleştirmesinin bu süreçte önemli bir rol oynadığı 

düşünülmektedir. Daha önce de belirtildiği gibi, Orman Pedagojisi Türkiye'de 

genellikle özel erken çocukluk eğitim kurumları tarafından uygulanmaktadır. 

Kurumlar içinde bulundukları rekabet ortamının bir sonucu olarak kendilerini 

ebeveynleri memnun etmek için çaba sarf etmeleri gereken bir konumda 

hissedebilmekte (Gök, 2004; Karakışlak, 2019). Bu çalışmada da yer alan okullardan 

Marmara bölgesinde yer alan da altı yaşta okuma yazma eğitimi ve iki dilli eğitim 

verilirken, diğer iki okulda İngilizce, yoga ve beden eğitimi gibi branş dersleri verildiği 

görülmüştür. Bu durumun, Türkiye’de her geçen artan özel anaokulu ve kolej 

kültürünün getirdiği rekabetçi ortamın ve buna bağlı ebeveynlerin taleplerini karşılama 

çabasının bir sonucu olduğu düşünülmektedir. Ancak, Amus (2022), Kuzey Avrupa 

modeli orman anaokullarında branş dersi gibi uygulamaların söz konusu olmadığını 

vurgulamıştır. Benzer şekilde birçok kaynakta, Orman Pedagojisinin temel de 

akademik odaklı etkinlikler olmadığı vurgulanmaktadır. Bu çerçeveden bakıldığında, 

toplumun erken çocukluk eğitiminden beklentilerinin kurucu ve öğretmenleri Orman 

Pedagojisinin felsefesiyle tam manasıyla örtüşmeyen uygulamalar gerçekleştirmeye 
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yöneltiyor olabilir. Bu iddia, Alman orman anaokulu modelini Amerika’da 

uygulamaya çalışan araştırmacılar tarafından da doğrulanmıştır. Araştırmacılara göre 

(Fritz, Smyrni ve Roberts, 2014) toplumun özellikle oyuna ve okula hazırlığa 

yaklaşımı Orman pedagojisinin özüne uygun uygulanmasını etkilemektedir. 

Türkiye’deki okul öncesi eğitim programı çocuk merkezliliği vurgulasa da 

öğretmen eğitim programları öğretmenleri önceden planlanmış etkinlikler hazırlamak 

için eğitmektedir. Bu konuyla ilgili olarak Göl-Güven (2022), Türk eğitim sisteminin 

temel amacının çocukların akademik bilgilerini geliştirmek olduğunu ileri 

sürmektedir. Göl-Güven'e (2022) göre, önceki okul öncesi eğitim programlarının daha 

çok bilişsel alana vurgu yaptığını iddia etmiştir. Göl-Güven (2009; 2022), 2000’li 

yıllardan itibaren bu bakış açısının değişmeye başladığını, ancak, didaktik öğretim 

yöntemlerinin uygulamalarda hala kendine yer bulduğunu ifade etmiştir. Bu açıdan 

bakıldığında, bu geleneğe bağlı eğitim uygulamalarının Türkiye'de bulunan orman 

anaokullarını etkilemiş olması mümkündür. Nitekim, Marmara ve İç Anadolu 

bölgesindeki kurucular, ebeveynlerin, çocukları altı yaşına geldiğinde orman 

anaokulundan alıp gideceği kolejin anasınıfına verdiklerini, üç-beş yaş aralığında 

oyunla bir arada olmaktan memnun olduklarını ancak altı yaşta okula hazırlanmaları 

gerektiği gerekçesiyle kayıtlarını taşıdıklarını bildirmişlerdir. Bu durum iki şekilde 

yorumlanabilir. Birincisi, bu durum çocukluğun kültürel temsiliyle ilişkilendirilebilir. 

Türk toplumunda çocuklar, ebeveynlerinin ve toplumun ihtiyaçlarını karşılayacak 

geleceğin yetişkinleri olarak görülmektedir (Kağıtçıbaşı, 1980; Morrison, 2004; 

Toran, 2012). Çocukların değerine ilişkin bu faydacı bakış açısı zamanla azalmış olsa 

da hala bu görüşü benimseyen bazı ebeveynler olabilir. Bu konuyla ilgili olarak 

araştırmacılar (Kâğıtçıbaşı, 1996; Sunar, 2002; Sunar ve Fişek , 2005), eğitimli kentli 

hanelerin farklı sosyalleşme amaçlarına sahip olduklarını, kırsal ailelere göre eğitimli 

kentli ailelerde bireysel ve akademik başarının öneminin arttığını ortaya koymuştur. 

Daha önce de belirtildiği gibi, özel kurumların maliyetinin yüksek olması nedeniyle 

orman anaokulları genellikle orta ve üst sosyoekonomik düzeydeki aileler tarafından 

tercih edilmektedir. Bu çalışmadaki ebeveyn profilleri de bu iddia ile tutarlıdır. Bu 

nedenle, bazı ebeveynler sosyalleşme hedeflerinde akademik başarıyı öncelikli olarak 

önemsiyor olabilir ve bu talep erken çocukluk eğitiminden itibaren ön plana çıkabilir. 

Benett'e (2010) göre erken çocukluk eğitiminde okula hazır bulunuşluğu ön planda 

tutan toplumlar, çocuğu uyumlu, iyi huylu ve okuryazar bir öğrenciye dönüştürülecek 
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genç bir insan olarak görmeye devam etmektedir. Benett'e (2010) göre eğitim, 

toplumun geleceğine yapılan bir yatırım olarak görülmektedir. Çocuk yetiştirmede 

ebeveyn ve hükümet hedeflerine öncelik verilir. Pedagoji, diğer şeylerin yanı sıra 

okula hazır olma ve “faydalı” bilgiyi öğrenmeyi vurgular. Bennet'in (2010) iddiaları, 

Türk erken çocukluk eğitimi bağlamında yürütülen araştırmalarla doğrulanmıştır. 

Araştırmaya göre Türk ebeveynler, EÇE programlarının çocuklarını akademik olarak 

ilkokula hazırlaması gerektiğine inanmaktadır. Ancak araştırmalar velilerin 

sosyoekonomik durumları ile çocuklarının okula hazırbulunuşluk beklentileri arasında 

doğrudan bir ilişki olduğunu göstermektedir (Altinkaynak ve Yanıklar, 2014; Avcı , 

2016; Toran ve Şahin , 2020). 

Bu noktada, üzerinde düşünülmesi gereken yeni bir konu ortaya çıkmaktadır. 

Orman anaokulu kurucularının ve öğretmenlerinin, orman anaokullarının çocukları 

gelecekteki eğitime nasıl hazırladığı konusunda ebeveynleri bilgilendirmek ve ikna 

etmek için yeterli bilgiye sahip olup olmadığı üzerine düşünülmelidir. Bu konuyla 

ilgili olarak, orman anaokullarının çocukların okula hazırbulunuşluk ve gelecekteki 

akademik başarı için kritik olarak görülen yönetici işlev becerileri üzerindeki etkisini 

gösteren önemli sayıda araştırma (Ashman, 2018; Cordiano ve diğerleri, 2019; Ernst 

ve Burcak, 2019; Zamzow ve Ernst, 2020) bulunmaktadır. Bu çalışmalar, orman 

anaokulunda eğitim alan çocukların en az diğer okullar ve hatta bazı durumlarda diğer 

okullardan daha iyi okula hazırbulunuşluğa sahip olduklarını bulmuştur. Dolayısıyla 

bu zorluğu ortadan kaldırmak için anaokulu kurucularının ve öğretmenlerinin okula 

hazırbulunuşluk ve orman pedagojisinin okula hazırbulunuşluğu nasıl desteklediği 

hakkında bilgi sahibi olmaları önerilebilir. 
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