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Ozet: Kokleri Kuzey Avrupa Kiiltiirii ve Erken Cocukluk Egitimi anlayisina dayananan Orman
Pedagojisi Tiirkiye de dahil olmak iizere diinyanin pek ¢ok iilkesinde popiilerlik kazanmis ve
buna bagli olarak orman anaokullarinin sayis: giderek artmistir. Ancak, bu popiilariteye bagl
olarak diinyada yapilan uygulamalar gesitli agilardan elestiri almaktadir. Ozellikle yaklagimin
uyarlandig: iilkelerde yapilan uygulamalarin "kopyala-yapistir" anlayisiyla uygulanmasi ve
Orman Pedagojisinin altinda yatan tarihi, kiiltiirel ve egitsel temellerin anlagilamamasi bu
elestiriler arasindadir. Benzer bir anlayisin Tiirkiye'deki Orman Anaokullari i¢in de s6z konusu
olmamasi adina bu ¢alismada, Orman Pedagojisinin ortaya ¢iktigi cografyanin iklim, kiiltiirel
ve tarihi Ozellikler ve erken cocukluk egitimi anlayist g6z Oniinde bulundurularak
degerlendirilmesi amaglanmistir. Bu ama¢ dogrultusunda kapsamli bir alanyazin taramasi
sonucu elde edilen bilgiler sentezlenerek sunulmus ve Tiirkiye'deki Orman Anaokullart igin
¢esitli 6nerilerde bulunulmustur.
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GIRiS

Pestalozzi, Froebel, Steiner, Montessori ve McMillan gibi pek ¢ok 6nde gelen filozof ve egitimcinin
gorilis ve uygulamalarinin da gosterdigi lizere doganin, erken ¢cocukluk egitiminde (ECE) ¢ocuklar igin iyi bir
gelisim ve 6grenme ortami1 olduguna iliskin inanis, yeni bir anlayis degildir (Garrick, 2009, Herrington, 2001;
Knight, 2009; Tovey, 2007). Cocuklarin dogayla i¢ ige olmalar1 gerekliligi 19. ylizyilin basindan itibaren
vurgulanmaktadir (Bilton, 2010). Onde gelen egitimci ve kuramcilarin ifade etme ve uygulama bigimlerinde
baz1 farkliliklar olmakla birlikte doganin, ¢ocuklarin gelisimi ve 6grenmeleri i¢in gelisimsel olarak uygun bir
alan oldugu disiincesi gecerliligini her zaman korumustur. Ancak giiniimiizde, ¢ocuklarin yetistirilme
bigimleri gesitli kiiltiirlerde ebeveyn tutum ve davranislarinin degisimi ile farklilagsmistir. Degisen ebeveyn
tutum ve davraniglarinin cesitli faktorlerin etkisiyle (tek cocuklu aile yapisi, sehirlesme ve medyada
karsilagilan ¢couklarin giivenligine iliskin haberler) asir1 koruyucu hale gelmesiyle birlikte cocugun tiim olasi
risklerden korunmasi gereken muhtag bir birey olarak goriildiigii yeni bir ¢ocukluk algisi ortaya ¢ikmistir
(Little, 2006; Tovey, 2007). Gill (2007) bu cocukluk algisina elestirel bir bakis agis1 getirmek amaciyla
glinimiiz c¢ocuklarint baloncuklu posetle ambalajlanmis nesiller (bubble wrap generations) olarak
betimlemektedir. Giderek yayginlasan bu yeni tip cocukluk algisindan en ¢gok, erken ¢cocukluk egitimi ve gocuk
ve doga iliskisi etkilenmistir. Tiirkiye basta olmak {izere, farkli sosyokiiltiirel baglamlarda yapilan ¢alismalarin
(Cevher-Kalburan ve Yurt, 2011; Cetken ve Sevimli-Celik, 2018; Little, 2006; Yal¢in, 2015) ortaya koydugu
iizere ebeveynler asir1 koruma icgiidiisii ve daha pek ¢ok kaygi ile hareket ederek, ¢ocuklarin, dogada olma
haklarmni hem ev hem okul ortaminda kisitlamaktadirlar. Elbette bu yaygin olan yeni tip ¢ocukluk anlayisinin
diinyanin her yerinde gegerli oldugunu sdylemek miimkiin degildir. Bu tiir sosyallesme ve yeni ¢cocukluk algist
diinya genelinde oldukga yaygin hale gelmis olsa da Kuzey Avrupa toplumlari gibi bazi toplumlarda, mevsim
ve hava kosullarindan bagimsiz olarak giiniin biiyiik bir kismin1 disarida/dogada oyun oynayarak gegiren
cocuklarin mutlu ve saglikli ¢gocuklar olduklarina inanilmaktadir (Borge vd., 2003). Bu inanis dogrultusunda
Kuzey Avrupa toplumlarinda ¢ocuklara ¢esitli agik hava kosullarinda ve ortamlarinda oynama ve aktif olma
ozgiirliigii ve imkan1 tamyan koklii bir gelenek vardir (Lysklett, 2017) Ornegin, Norvegli Tomm Mustard,
tramvay ile ¢ocuklari sehir merkezinden ormandaki kiigiik kuliibelere gotiirmiis ve ¢ocuklarin sadece doganin
onlara sunduklariyla oynamalarini saglamistir. Benzer sekilde Danimarkali Ella Flatau kendi g¢ocuklariyla
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birlikte diger ¢ocuklar1 da alarak her giin ormana geziler diizenlemistir. isvegli Gosta Frohm ise ¢ocuklari
dogaya gotiiriip kendi yarattigi dogada yasayan gesitli kurgusal karakterler araciligiyla ¢ocuklarin doga ile bag
kurmalarin1 amaglamigtir. Boylece erken cocukluk egitimine alternatif bir egitim modeli kazandiracak
hareketin ilk adimlar1 atilmigtir. Bu doga yiirliyligleri zaman igerisinde Orman Anaokullari olarak bildigimiz
kurumlarin ve bu kurumlarda benimsenen Orman Okulu Yaklagimi’nin temellerinin atilmasini saglamistir
(Lysklett, 2017).

Kolay uyarlanabilir bir yapiya sahip olmasi, ilk yillarda herhangi bir akreditasyon gerektirmeden
uygulanabiliyor olmasi ve bu alanda yapilan bilimsel arastirmalara ilginin artmasina bagli olarak Orman Okulu
Yaklasimi, 1ngiltere basta olmak iizere Almanya, Avustralya, Kanada, Amerika Birlesik Devletleri, Japonya,
Yeni Zelanda ve Tiirkiye gibi diinyanin pek ¢ok iilkesinde popiilerlik kazanmistir (Yal¢in, 2022). Ancak
yaklagimin popiilerlesmesi ve hizla yayginlagmasinin, birtakim sorunlari da beraberinde getirdigi farkli
arastirmacilar tarafindan dile getirilmektedir. Ornegin Leather (2018) ingiltere’de adeta mantar gibi yayilan
“Orman Okullar Lider Egitim Programlari”ni sert bir dille elestirdigi ¢aligmasinda, bu programlarda verilen
egitimin ticari bir kaygiyla, “kopyala yapistir ya da siiriikle birak” mantigiyla ve Orman Okulu Yaklagiminin
altinda yatan felsefi anlayistan uzaklasarak gerceklestirildigini ifade etmistir. Leather, Orman Okulu
Yaklasiminin ve yaklasimin bir parcgasi olan egitsel uygulamalarin daha iyi anlasilmasi i¢in dncelikli olarak
Kuzey Avrupa iilkelerinde yaygin olan doga ve insan arasindaki spiritiiel/manevi iliski kurma bigiminin
anlagilmasi gerektigini vurgulamistir.

Leather’in (2018) ifade etmeye calistig1 kaygilarin Tiirkiye icin de gegerli olabilecegini sdylemek
miimkiindiir. Orman Okulu Yaklagiminin iilkemizde de giderek yayginlasmasi Orman Okulu Lider Egitimi
Programlarina ilgiyi arttirmistir. Birgok farkli kurum ve kisilerin ticari bir kar amaci dogrultusunda egitimler
verdikleri goriilmektedir. Ancak bu egitimler yoluyla Orman Okulu felsefesinin ne oranda katilimcilara
aktarilabildigi ya da katihmcilarin bu felsefeyi uygulayacak bicimde algilama diizeylerine sahip olma
durumlar1 merak konusudur. ilgili alanyazin incelendiginde, Orman Okulu Yaklasiminin felsefesinin Kuzey
Avrupa’nin cografi 6zellikleri, iklimi, kiiltiirii, bu kiiltiiriin bir pargasi olarak cocukluk algist ve bu ¢cocukluk
algis1 golgesinde gelisen Kuzey Avrupa erken cocukluk egitimi anlayisiyla yakindan iliskili oldugu
gorilmektedir (Amus, 2022; Borge vd., 2003). Ancak bu iliskiyi ulusal alanyazinda ortaya koyan oldukca
sinirli sayida yayin (6rn. Amus, 2022) bulunmaktadir. Dolayisiyla, ¢ocuklarint bu yaklasimla yetistirmek
isteyen ebeveynler i¢in yaklagimin felsefesini ve bu felsefenin Kuzey Avrupa kiiltiiriiyle olan iliskisini ortaya
koyabilecek c¢aligmalara ihtiyag oldugu goriilmektedir. Kopyala yapistir/siiriikle birak anlayisiyla bu
yaklagimin uygulanmaya devam edilmesi halinde, Orman Okul Yaklagimi yakaladigi bu popiilerligi ve 6ziinii
zamanla kaybederek, tiiketim toplumunun ¢ocuklarina para ile satin aldig1 bir egitim modeline doniisecektir.

Tiirkiye'de Orman Anaokullart 6zel sektdre ait kurumlardir ve genellikle orta ve yiiksek gelirli ailelerin
cocuklar tarafindan erigilebilmektedir. Dolayisiyla, Orman Anaokullan genellikle Tiirkiye'nin yiiksek ve orta
gelirli insanlarin yasadigi kentlesmis sehirlerinde yer almaktadir (Yalgin, 2022). Tiirkiye’de Orman
Anaokullarm1 tercih eden ebeveynlerle yiiriitiilen arastirmalarda, katilan ailelerin demografik yapist
incelenmistir. Hepsinin tek veya iki ¢ocuklu ve yiliksek egitim diizeyine sahip aileler oldugu goriilmektedir.
(Ahi, Kaya ve Kahriman-Pamuk, 2023; Yal¢in, 2022). Bu ¢aligmalara katilan ailelerin Orman Anaokullarini
neden tercih ettikleri (Ahi, Kaya ve Kahriman-Pamuk, 2023; Yal¢in, 2022), Orman Pedagojisine iligkin
bilgileri ve bu bilgilerin Orman Anaokulundan beklentileriyle nasil iligkili oldugu arastirilmistir (Yalgin,
2022). Sayica oldukca sinirli olmalar1 ve yapilan arastirmalarin nitel dogasi nedeniyle, geneli yansitmada
sinirl1 kalabilecekleri kabul edilmistir. Elde edilen sonuglar incelendiginde, ebeveynlerin 6rgiin bir egitim
kurumu yerine Orman Okulunu tercih etmelerinin nedenleri ebeveynlerin beklentileri ile egitim sisteminin
sunduklar1 arasindaki uyumsuzluk, orgiin egitimin ¢ocuk iizerindeki olumsuz etkileri, ailenin idealleri, okul
deneyimleri, egitim felsefesi olarak bulunmustur (Ahi, Kaya ve Kahriman-Pamuk, 2023). Ayrica, baska bir
caligsmada ebeveynlerin birgogunun ¢ocuguna kendi yasadigina benzer bir cocukluk yasatma arzusuyla dogada
egitim veren bir okul tercih ettikleri bulunmustur (Yalgin, 2022). Ancak, aymi calismada kurucu ve
Ogretmenler, bazi ebeveynlerin Orman Pedagojisinin felsefesini anlamakta zorlandiklarini belirtmiglerdir.
Camurlu kiyafetle gelen ¢ocuklarini arabalarina almak istemediklerini, cocugun ufak diisme-yaralanma gibi
durumlarin1 problem ettiklerini ve 6zellikle soguk havalarda ¢ocuklarin disarida olmalarimi istemediklerini
bildirmislerdir (Yalgmn, 2022). Bu ¢er¢eveden bakildiginda, Orman Anaokullarinin giderek yayginlagmasi
sevindirici olmakla birlikte bu yayginligin popiiler kiiltiiriin esiri olup olmayacagi merak konusudur. Sosyal
medya ve cesitli yayin organlarinin etkisiyle, isin 6ziine odaklanilmadan yayginlagsmasi s6z konusu olabilir.
Bu durum, modelin sosyoekonomik diizeyi yiiksek tiikketim toplumunun ¢ocuklarina para ile satin alinan bir
modele doniismesine neden olabilir. Bu ¢alisma, Orman Okulu Yaklasiminin kaderinin, dezavantajli gruplarin
egitilmesi amaciyla gelistirilen ve iilkemizde zamanla sadece maddi imkanlar1 olan bir kesimin yiiksek
rakamlar ddeyerek erisebildigi bir egitim haline donilisen Montessori yaklagiminin kaderine benzememesi
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adina yapilmistir. Calismada ilk olarak Kuzey Avrupa iilkelerinin cografi 6zellikleri ve iklim kosullar1 ortaya
koyulmustur. Daha sonra Kuzey Avrupa kiiltiiriinde doganin yeri ve 6nemi anlatilmis, devaminda ise Kuzey
Avrupa erken ¢ocukluk egitimi anlayis1 ve Kuzey Avrupa kiiltiiriindeki gocukluk algisi tanitilmistir. Son olarak
ise Kuzey Avrupa erken ¢ocukluk egitimi yaklagimimm Orman Okulu Yaklagimina evrilmesi tartigilmistir.
Calisma sonucunda, Orman Okulu Yaklasaminin etkili bir sekilde uygulanmasi ve yayginlagmasi adina ¢esitli
onerilerde bulunulmustur. Calisma boyunca genellikle Kuzey Avrupa veya Kuzey Avrupali kelimesi tercih
edilmekle beraber zaman zaman Nordik veya Iskandinav kelimeleri de bu kelimelerin yerine tercih edilmistir.

Kuzey Avrupa Ulkelerine Genel Bir Bakis

Norveg, Danimarka, izlanda, Finlandiya ve Isve¢'in yani sira Aaland Adalari’nin belirli bolgeleri ve
sehirlerini kapsayan cografi bolge giiniimiizde Kuzey Avrupa iilkeleri olarak anilmaktadir. Kuzey Avrupa
iilkeleri sadece cografi olarak birlikte gruplandirilmamaktadir. Bu iilkelerin bir¢ok ortak yanlari bulunmaktadir
(Einarsdottir ve Wagner, 2006). Her Kuzey iilkesinin kendi dili olmakla beraber, Isveg, Norveg ve Danimarka
dilleri bu tilkelerin insanlarinin kendi aralarinda iletisim kurabilecekleri kadar benzerdir. Uzun yillar boyunca
Almanca ve Ingilizcenin etkisi altinda kalan Norveg, Danimarka ve Isvec dilleri siire¢ icinde gesitli
sadelestirmelere maruz kalirken, Izlanda dili neredeyse hig degisiklige ugramamustir. Finlandiya’nin resmi dili
ise Germen dil grubundan olmayan ve kokleri Estonya ve Macaristan’a dayanan Fincedir (Einarsdottir ve
Wagner, 2006).

Toplam yiizélglimii 1,32 milyon kilometrekare olan Kuzey Avrupa iilkelerinin toplam niifusu 26
milyondur ve Isve¢ yaklasik 11 milyon kisi ile en yiiksek niifusa sahip Kuzey Avrupa iilkesidir. Bu iilkeler
arasindaki bircok kiiltiirel benzerligin yani sira her birinin medeni haklar, egitim, ekonomik rekabet giicii ve
yasam kalitesi gibi gostergelerde kiiresel olarak iist siralarda yer almalar1 dikkat ¢ekicidir (Jokinen vd., 2020).
Kendi aralarinda birbirlerinden ¢ok farkli olduklarina inansalar da ¢alismanin ilerleyen boliimlerinde agikca
ifade edildigi ilizere cocuk ve cocukluk algisi agisindan ortak olarak benimsenmis inanglara sahiptirler
(Einarsdottir ve Wagner., 2006, 2008).

Kuzey Avrupa iilkelerini ortak paydada birlestiren bir baska 6nemli husus ise toplumsal refahlarini
arttirmak amaciyla gelistirdikleri Kuzey Avrupa Sosyal Demokratik Modeli olarak ifade edebilecegimiz
kendilerine 6zgii bir toplum yaratma modeli ortaya koymalaridir. Ortaya koyulan bu modelde babalik izninden,
erken ¢ocukluk egitimine erisim hakkina ve toplumsal cinsiyet esitligini toplumun her kesimine ve her alanina
yaymaya varan politikalar ve uygulamalar yer almaktadir. Bu politikalar ve uygulamalar ise adalet, esitlik,
insan haklar1 ve dayamigma gibi demokratik ilkelere dayandirilmaktadir (Brostrom, Einarsdottir ve
Samuelsson, 2018).

Kuzey Avrupa Ulkelerinin Iklimi

Kuzey Avrupa iilkeleri diinyanin kutup ve kuzey iliman bolgeleri olarak ifade edilen iklim bolgelerinde
yer almaktadir. Ozellikle, izlanda, Norveg, Isve¢ ve Finlandiya’min kuzey bélgelerinin tamami kutup
bolgesinde yer almaktadir. Danimarka, isve¢ ve Finlandiya'nin en giiney kisimlari ise kuzey 1liman bélgede
yer almaktadir. Dolayisiyla iklim mevsimden mevsime farklilik gosterdigi gibi bolgeden bdlgeye de biiyiik
farklilik gostermektedir (Sandseter ve Lykslett, 2017).

Norveg'te iilkenin i¢ kesimlerinde kislar kiy1 kesimlerine gore ¢ok daha soguk gecer. Ocak ay1 ortalama
sicaklig1 3 ile 6 derece arasinda degismektedir. Yaz aylarinda Kuzey Isve¢ ve Finlandiya'da sicakliklar tipik
olarak 8°C ile 16°C arasinda, giineyde ise 13°C ile 22°C arasinda degismektedir. Kis mevsiminin ortasinda
Danimarka, Norveg, Isvec ve Finlandiya'nin giineyine sadece 5 ila 6 saat giin 15181 ulasir. Buna karsilik kuzey
bolgeleri ¢ok az giines 15181 alir ya da hig almaz. Norveg, Isvec ve Finlandiya'nin 6zellikle kuzey bélgelerinde,
Haziran ve Temmuz aylarinda "gece yarisi giinesi" olarak bilinen ve neredeyse hi¢ karanligin olmadigi
zamanlar yasanir. Sandseter ve Lykslett (2017), Kuzey Avrupa ECE hizmetlerindeki mevsimsel ve giinliik
ogrenme etkinliklerinin giines ve hava durumundaki degisikliklerden biiyiik 6lciide etkilendigini ve ¢ogu
zaman bu mevsimsel degisime gore yapilandirildigini iddia etmektedir.

Kuzey Avrupa Kiiltiiriinde Doganin Yeri ve Onemi

Kuzeylilerin dogaya, 6zellikle de ormanlara olan sevgisinin koklil ve saglam bir gecmise sahip oldugu
bir¢cok ¢aligmada (Amus, 2022; Beery, 2013; Hennig vd., 2018) belirtilmektedir. Bu kokli ve siiregelen
iliskiyle ilgili olarak Isberg ve Isberg carpici bir istatistik sunmustur. Isberg ve Isberg (2007), modern
zamanlarin hemen 6ncesine kadar her on kuzeyliden sekizi kirsal alanlarda yasadiklarina ve o dénemlerde
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niifusun yarisindan fazlasinin ge¢imini ¢iftcilik, tomrukculuk, avcilik ya da balikgilikla sagladiklarina ve
halkta dogaya karst gii¢lii bir baglilik duygusu olduguna vurgu yapmislardir. Baska bir kaynak (Hytonen,
1995), 17. ylizyildan bu yana Kuzeylilerin ormanlari, yiyecek ve dogal kaynaklar elde etmek basta olmak lizere
ekonomik, eglence, sosyal ve ilham verici amaclar dogrultusunda kullandiklarini belirtmektedir.

Ancak, diinyadaki diger tiim toplumlar gibi Kuzey Avrupa toplumlar1 da koklii degisimlere ugramis ve
bu degisim onlarin atalarindan farkli bir yasam bicimi benimsemelerine yol agnustir (Hareven, 1982). Ote
yandan, her ne kadar sehirlesme bu toplumlardaki yasam bigimlerini biiyiik 6l¢lide degisime ugratsa da
atalariyla aralarinda bir bag kurma bicimi olduguna inandiklar1 dogada farkli amaglarla vakit gecirme
aliskanliklar1 devam etmistir. Eskiden oldugu gibi dogay1 yiyecek bulma ya da ekonomik amaglarla
kullanmasalar da, eglence ve dinlenme faaliyetleri dogrultusunda kullanma aligkanlig1 yiiz yillardir devam
eden bir Kuzeyli gelenegi olarak siirdiiriilmektedir. Dogadan elde ettikleri ekonomik giice ihtiyaglar1 azalan
Kuzey Avrupalilar ormani bir huzur ve dinginlik ortami olarak gérmeye baslamistir. Bu anlayis dogrultusunda
yiiksek sosyoekonomik diizeye sahip Kuzey Avrupalilar 6zellikle 19. yiizyilin sonlarindan itibaren tatillerini
kuliibeler, ahsap evler veya bag evleri gibi doganin i¢ine kurulu ve ¢ogunlukla kirsal kesimde yer alan yagam
alanlarinda gecirmektedirler. Benzer sekilde, Ikinci Diinya Savasi’ndan sonra ekonomik gii¢ elde eden orta
sinif aileler de dogay1 c¢esitli rekreasyon (eglence-dinlenme) amaglari dogrultusunda kullanmaya
baglamislardir. Kuzey Avrupalilar, dogada gegirdikleri bu zamanlar1 genellikle odun kirip ates yakarak ve
yaktiklar1 ates iizerinde yemek pisirerek gecirmekte ve bunu tipki atalarinin yillar 6nce yaptigi sekilde
yapmaya 6zen gostermektedirler (Fernand, 1995).

Esasinda Kuzey Avrupa toplumlar1 dogada ve oOzellikle yaban hayatinda gilizel vakit gecirip
rahatlamalarinin, atalariyla bag kurmada 6nemli bir ara¢ olduguna inanmaktadirlar (Fernand, 1995). Hatta,
doganin keyif veren serbest zaman etkinlikleri i¢in kullanildig1 bu 6zel zamanlar1 “Friluftsliv" gibi 6zel bir
terimle ifade etmektedirler. Ingilizce’ye open-air life ya da firee-air life olarak gevrilen bu terimi Tiirkge’ ye
“acik hava yasam1” olarak ¢evirmek miimkiindiir. Bugiin diinyada Orman Pedagojisi veya Orman Okulu
Yaklasimi olarak yayginlagan yaklagimin temelinde de Kuzey Avrupa’da yaygin olan Frilufisliv felsefesi ve
yasam bi¢imi oldugu ileri siiriilmektedir (Amus, 2022; Borge ve dig. 2003). Friluftsliv yasam bigiminin tam
ve kesin smirlarla yapilmis bir tanim1 olmamakla birlikte birbirini tamamlayan gesitli tanimlar1 s6z konusudur.
Ornegin Gelter (2000) Friluftsliv kavramin1 “Cevre ile spiritiiel bir bag kurma ve dogada &zgiirlesme
deneyimlerine dayanan felsefi bir yasam bi¢imi” olarak tanimlamaktadir (s. 78). Gelter’in bu kapsamli
tanimina karsin, Isberg ve Isberg (2007) bu kavrami “Basit bir yasam” (s.10), Repp (2007) ise “Insanlarin doga
ile bag kurmasi, ona inanmasit ve onunla dostluk kurmasi” (s.107) olarak tanimlamigtir. Stenseke (2010 akt.
Berry, 2013) bu kavrami “Herkesin erisimine agik, dogal 6zelliklere sahip toprak ve akarsu bolgelerinden
rekreasyon amagh ve herhangi bir rekabet etkisi olmaksizin faydalaniimasi” (s.96) olarak agiklarken, Ohman
(2010 akt. Berry, 2013) “Kisinin kendi deneyimleri dogrultusunda dogayla kisisel bir iligki gelistirmesiyle
ilgili bir ¢esit egitim” (s. 96) olarak tanimlamistir.

Her ne kadar bu geviri kavramlar ve tanimlar bu felsefi yasam bicimi hakkinda bir fikir verse de
kimilerine gore bu kavramin tam anlamiyla bir ¢evirisi yoktur. Uzun yillar Kuzey Avrupa iilkelerinden
Finlandiya’da ikamet eden Amus (2022) bu kavrami tanimlamanin oldukc¢a gii¢ oldugunu, Kuzeylilerin bu
kavrami koklii gegmislerine bagli olarak iliklerine kadar hissettiklerini ve bu nedenle de bu kavrami duyar
duymaz yiizlerinde bir giilimsemenin belirdigini iddia etmistir. Benzer sekilde, Beery (2013) ne anlamsal bir
ceviri olan agik havada rekreasyon (outdoor recreation) ifadesinin ne de dogrudan geviri olan agik hava yagami
(open-air life) ifadesinin, Isvecce fiilufisliv kelimesinin anlamini agiklamada yeterli olamayacagini ifade
etmistir.

Kuzey Avrupali olmayan insanlar i¢in tam olarak anlagilmasi zor bir kavram olsa da bu kavramin ne
oldugu ya da olmadigiin 6rneklerle agiklanmasinin yerinde olabilecegi diisiiniilmektedir. Ciinkii bu felsefe
yukarida da belirtildigi iizere bugiin Orman Okulu Yaklasimi olarak ifade ettigimiz uygulamalarin temel
felsefesini olusturmaktadir. Bu nedenle olabildigince iyi anlagilmasi 6nem arz etmektedir. Bu noktada
Henderson ve Vikanders’in (2007) yalin anlatim1 fayda saglayabilir. Henderson ve Vikanders’e gore frilufisliv,
bireylerin atalarimin ve kendilerinin evi olan doga ile spiritiiel bir iliski, diger bir deyisle manevi bir bag
gelistirmelerini gerektirir. Uzun doga yiiriiyiislerinde kisinin bedeni, zihni ve ruhu doganin fiziksel, duyusal,
duygusal ve manevi deneyimlerine agilir. Ancak bu yaklasimla kisi dogada bir ziyaretgi olmaktan ¢ikar ve
doganin i¢inde evindeymis gibi hisseder (Amus, 2022; Henderson ve Vikander, 2007).

Amus (2022) ve Henderson ve Vikanders (2007), frilufisliv kavraminin Tiirkiye ve Amerika’daki
dogada rekreasyon (eglence/dinlenme) amagh vakit gecirmeden biiyiik Ol¢iide farklilagtigini iddia
etmektedirler. Ornegin Amus (202, s.32) Tiirkiye’de dogada rekreasyon etkinlikleri denilince akillara
“survivor”, “macera”, “hayatta kalma becerileri”, “dogaya kars1 miicadele”, “kazananlar ve kaybedenlerden
olusan yarisma” ve “takim ruhunu destekleyen faaliyetler” geldigini ifade etmistir. Buna karsin ise friluftsliv 'in
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ise kisinin yavaslayip, i¢sel dinginligi hissedip am1 yasayarak doga ve kendisi arasinda bag kurmayi
gerektirdigini iddia etmistir. Benzer sekilde Henderson ve Vikanders (2007, s.9) Amerikalilarin dogada olmayi1
“macera”, “riskli faaliyetler” ve “basar1” gibi algiladiklarinm ve dolayisiyla doganin onlara biiyliyiip gelismeleri
icin ihtiya¢ duyduklan fiziksel ve zihinsel meydan okuma firsatlar1 sunduguna inandiklarim iddia etmistir.
Ancak, hi¢gbir Kuzey Avrupalinin dogayi, karsisinda zafer kazanmalar1 gereken bir ortam ya da nesne olarak
gormediklerini, aksine doganin kendilerinin, yani hayatin tarafinda olduguna inandiklarini bildirmistir.

Friluftsliv felesefesi, dogada 6zgiirce dolasma hakki anlamina gelen allmansrdtten (miisterek yasam
hukuku) fikriyle yakindan iliskilidir. isve¢, Norveg, Danimarka, izlanda ve Finlandiya gibi neredeyse tiim
Kuzey Avrupa iilkeleri, insanlarin doga yiiriiyiisii ve kampgilik gibi amaclarla doganin tadini1 ¢ikarmalarina
izin veren benzer yasalara sahiptir (Amus, 2022; Borge vd., 2003; Savage, 2017; Sandseter ve Lysklett, 2018).
Bu miisterek yasam hukuku ve buna bagli yasal diizenlemeler Kuzey Avrupa erken ¢ocukluk egitim ve bakim
kurumlarinin da dogaya ve ormana alan gezileri yapma hakkini agik¢a belirtmektedir. Bu haklar dogrultusunda
anaokullari, anasmiflar1 ve benzeri kurumlar dogadan diledikleri kadar faydalanabilmektedirler. Ancak,
kurumlar, belirli bir bolgeyi sik sik ziyaret ediyorlarsa, bir kullanim anlagsmasi yapmak i¢in miilk sahibiyle
temasa gecmeleri gerekmektedir (Sandseter ve Lysklett, 2018). Bu alan gezileri ve yliriiylisler esnasinda
uyulmasi gereken temel kural insanlara, yerel ¢cevreye ve yaban hayatina saygi gostermektir. Ciinkdi, her seyin
ve herkesin dogada yasama ve 6zgiirce dolasma hakkina sahip olduguna inanilmaktadir (Amus, 2022; Borge
vd., 2003; Savage, 2017). Amus (2022) bu serbest dolagim hakkinin bir uygulamasi olarak Finlandiya’daki
higbir plajda giris veya sezlong kullanimi i¢in {icret talep edilmedigini ve bu kuralin orman, gol kenari, ulusal
parklar i¢in de gegerli oldugunu belirtmis, tek ve en 6nemli Onceligin herkesin ve her seyin yaban hayatina,
insana ve diger canlilara sayg1 gostermek oldugunu ifade etmistir. Bu sayginin bir 6rnegi olarak kitabinda Finli
bir arkadasi ile arasinda gegen diyaloga yer vermistir. Amus (2022) ormandan mantar toplamaya gittiklerinde
ormanin ne kadar temiz ve bakimli oldugunu fark edip bunu arkadasiyla paylastigini, arkadasinin da ona
“Neden ikinci defa gelecegimiz bir yere ¢oplerimizi birakalim ki? Orman bizim ikinci evimiz” diye karsilik
verdigini belirtmistir.

Dogada serbest dolagim yasast dogrultusunda frilufisliv tarz1 yasam bigimini desteklemek amaciyla
neredeyse biitiin Kuzey Avrupa iilkeleri her yas grubundan insani agik havada vakit gecirip eglenmek igin
tesvik eden friluftsliv enstitiileri kurmuslardir. Ornegin Isve¢’teki kurumun yaklasik 1.7 milyon iiyesi
bulunmaktadir ve bu kurum kar amaci giitmeyen 25 STK ile ve 9000 yerel ve bolgesel kuliiple is birligi
icerisindedir. Isvec Istatistik Kurumu’ nun verilerine gére ise yaklasik ii¢ Isvecli’den biri haftada en az bir giin
acik havada bir amag dogrultusunda vakit gecirmektedir. Yine toplumun yarisindan fazlasi tatilini kirsalda ya
da sahil kenarinda bir bag evinde gecirmektedir (Savage, 2017). Benzer sekilde, Borge vd. (2003), 1970’lerden
itibaren daga tirmanan, trekking yapan ve eglence amagli bisiklete binen Norveglilerin sayisinin ikiye
katlandigini, dagcilarin oraninin %25'ten %57'ye yiikseldigini bildirmislerdir. Borge vd. (2003), Norveglilere
iyi bir yasam ve kimlik i¢in neyin gerekli oldugu soruldugunda, her 20 Norvegliden 19'unun "doga" cevabini
verdigini ve Norveg niifusunun %90'min yasadiklar1 bolgedeki rekreasyon alanlarinda yiiriiyiise ¢iktiklarini
rapor etmistir. Yine ayni ¢alisma, Norveclilerin yaklasik ylizde 90’ min agik hava rekreasyon etkinliklerinin
onlarin yasamlarma deger kattig1, gocuk yetistirmek ve Norvegli olabilmek i¢in gereklilik oldugu hususunda
hemfikir olduklarimi ifade etmistir. Danimarkalilarin da benzer davranis ve yagam big¢imlerini benimsedigi
iddia edilmektedir (Wiltozek, 1991 akt. Borge vd., 2003).

Bu ¢alismanin ilk yazarmin bir arastirma kapsaminda yaptigi Finlandiya ziyaretinden edindigi
izlenimler de alanyazinda Kuzey Avrupalilarin dogada ve agik havada olmaya iliskin goriigleriyle ilgili
bilgilerle birebir ortiismektedir. A¢ik havada ve dogada olmay1 genellikle bahar ya da yaz aylarinda tercih eden
kiiltiirden gelen bir birey olarak, ilk yazar Subat ayimnda Finlandiyada yaptigi gozlemleri asagida
Ozetlemektedir:

“Yiiksek lisans tez aragtirmam i¢in bulundugum siirede anaokulunda gézlem yapmak amaciyla sabah
7.30’da bulundugum otelden ¢ikmak durumundaydim. Bu saatte hava karanlik, sicaklik ise eksi bes derece
oluyordu. Bu erken saatte bebeklerini bebek arabalarina koymus yliriiylis yapan annelere rastlardim. Daha
sonra 6grendim ki Fin kiiltiiriinde bebeklerin iki haftalik olduklarindan itibaren agik havada uyutulmalart bir
gelenekti. Bebeklerin yazin bile dogduktan 40 giin sonra disariya ¢ikarildiklar kiiltiirden gelen bir birey olarak
iki haftalik bebeklerin Subat ayinda eksi derecelerde sokakta anneleri tarafindan dolastiriliyor olmalari, o
dénemde benim i¢in oldukga sasirticiydi. Daha sasirtici olan ise bir yaginda bebekleri kabul eden giindiiz bakim
evlerinin de bebekleri bebek arabasiyla disarida uyutmastydi. Uyku saati geldiginde uygun kiyafetler giydirilen
bebekler, altina koyun postu benzeri bir ortii serilen ve yetigkinlerin igeriden gorebilecegi camin Oniinde
bulunan bebek arabalarinda uyutuluyorlardi. Yaklasik on y1l 6nce gergeklesen bu arastirma esnasinda yaptigim
okumalar ve aragtirmalar sonucunda benim i¢in sasirtici olan bu gézlemlerin, koklii bir gegmise sahip bilimsel
temelli bir uygulama oldugunu anladim.”
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Arastirmalara gore (Ylppo, 1921, 1939 akt. Tourula vd., 2008), bebeklerin agik havada uyumalar
1920'lerden beri siiregelen bir gelenektir. Finlandiya’da bebek 6liim oranlarinin ve rasitizmin yiiksek oldugu
1920'lerde Arvo Ylppd isimli iinlil bir ¢ocuk doktoru bebek dliimlerini azaltmak amaciyla annelere ve anne
adaylarina ¢ocuklarimi agik havada uyutmalar1 yoniinde tavsiyede bulunmustur. O yillarda bu uygulamadaki
amag i¢ mekanda hava kalitesi diisiik oldugu icin agik havada kanin daha iyi oksijenlenmesini ve bdylece
kemik dokunun daha iyi beslenmesini saglamaktir. O donemde oldugu gibi giiniimiizde de giines 15181 ve temiz
hava iki 6nemli hastalik 6nleme stratejisi olarak goriilmektedir. Tourula ve dig. gore (2008) insanlar eskiden
soguk havada nefes almanin agiz ve burun zarlarina daha fazla kan gitmesini saglayarak onlari1 mikroplara
kars1 daha giiclii hale getirdigini diisiinmekteydi. Benzer sekilde, insanlar bebeklerin kii¢likken istikrarli olarak
soguk havaya maruz birakilirlarsa, yiizlerinin riizgardan, temiz havadan veya giines 1s18indan
etkilenmeyecegine inanmaktaydilar.

Finlandiya'nin kuzeyinde yer alan Oulu'da, ebeveynlerin cocuklarinin kisin disarida uyumalar
konusunda ne hissettiklerini ve bunun ne kadar yaygin oldugunu incelemek amaciyla giincel bir ¢aligma
yiirlitilmistiir (Tourula vd., 2008). Katilimcilar, Oulu'da yasayan ve iki yasindan kiigiik bebekleri olan 116
Finlandiyali ebeveynden olusturulmustur. Arastirmacilar, ki aylarinda cocuklarin disarida uyumalarina izin
vermenin normal bir davranis olarak kabul edildigini ve olagan karsilandigini tespit ederek, bu uygulamanin
genellikle bebek iki haftalikken baslatildigini ve giinde bir kez gergeklestirildigini bildirmiglerdir. Aragtirma
sonuclarina gore, ebeveynler, ic mekanda yapilan kisa siireli uykulara kiyasla ¢ocuklarin disarida daha uzun
siire uyuduklarmi belirtmislerdir. Aragtirmanin yapildigt dénemde hava sicakliginin -27 ile +5 °C arasi
seyrettigi rapor edilmistir. Arastirmacilar, ebeveynlerin biiyiik ¢ogunlugunun deneyimlerinin olumlu oldugunu
ve sadece birka¢ ebeveynin tehlikeli olabilecek durumlarla karsilagtigini belirtmistir. Bununla birlikte
ebeveynler, 0°C sicaklikta uyuyan ¢ocuklarin %3'iniin ve -15°C sicaklikta uyuyan bebeklerin %25'inin
parmaklarmin lisiidiiglinii belirtmistir. Cocuklarin yarisindan fazlasinin 0°C'de boyunlarindan terledigi, ancak
en yaygin semptomlarin soguk burun uglari ve kizarmis yanaklar oldugu tespit edilmistir.

Kuzey Avrupa kiiltiirlinde yaygin olan bir uygulama olan bebekleri agik havada uyutmanin bilimsel bir
gecmisi olmakla birlikte bu cografyanin kiiltiiriindeki ¢ocuk algist ile de yakindan iligkili oldugu
diisiiniilmektedir. Bir sonraki boliimlerde ilgili alanyazindan ¢esitli ¢alismalarla desteklenerek Kuzey Avrupa
kiiltiirtinde ¢ocuk algis1 tanitilacaktir. Bu tanitimin 6nem arz ettigi diisliniilmektedir. Zira Borge ve dig. (2003)
Kuzey Avrupa kiiltiiriindeki ¢cocuk algisinin Orman Pedagojisinin ortaya ¢ikisinda ve uygulamalarinda 6nemli
bir yeri oldugunu iddia etmislerdir. Ancak, ¢cocuk algisina gegmeden 6nce Kuzey Avrupa kiiltiiriinde dogada
rekreasyon kiiltiiriinii detaylandirmanin anlamli olabilecegi diisiiniilmektedir. Bu ¢ergevede yukarida da bahsi
gecen arastirmacilardan birinin Finlandiya gozlemleri ve anekdotlar1 yine agagida birinci agizdan verilmistir.

“Finlandiya’y1 arastirma amagli ziyaretimde Subat ayinda bir hafta kig-kayak tatili (histolama) (Amus,
2022) oldugunu 6grendim. Bu dénemde anaokullarinin birgogu kapaniyor ve aileler ¢ocuklarini da alip kayak
tatiline gidiyorlardi. Tlging bir sekilde, yilin en soguk zamani olarak nitelendirdikleri Subat ayinda uzun yillar
sonra ilk defa hava sicaklig1 +5 °C yiikselmisti ve dolayisiyla uzun siire sehri kaplayan karlarin ¢ogu erimisti.
Yilin bu zamaninda bdyle bir sicakliga alisik olmayan Finlilerden tamistiklarim sicak havadan nasil muzdarip
olduklarini iizgiin bir sekilde paylastilar. Benim igin ilging olan ise yillardir uzun ve sert kislar gegirmelerine
ragmen, tatillerinde kayak yapmalarin1 imkansiz hale getirdigi i¢in artan sicakliklarla ilgili duygularini
"muzdarip" kelimesini kullanarak ifade etmeleriydi. Bu durum benim i¢in Kuzey Avrupalilarin kigin bile agik
havada ve dogada olmaya iliskin diger kiiltlirlerden nasil farklilagan bir yonlerinin oldugunu bir kez daha
ortaya koydu. Yine orada 6grendigim su anda okul dis1 6grenme alanyazininda siklikla vurgulanan ve onlarin
her tiirlii hava kosulunda acik havada olmaya iliskin bakis agilarini ortaya koyan eski bir Iskandinav atasoziine
gore “Koti hava diye bir sey yoktur, sadece yanlis (uygun olmayan) kiyafetler vardir.”

Bu bakis acisina sahip olan Finli arastirmacilar bu konuda cesitli bilimsel arastirmalar da
yiiriitmektedirler. Ornegin, olduk¢a giincel sayilabilecek bir arastirma (Ras vd., 2017) Finlandiya’nin en
kuzeyinde yer alan Lapland bolgesinin Ostrobothnia sehrinde 8-14 yas araligindaki ¢ocuklarin sogukta ne
kadar siire agik alanda kaldiklarini, ne 6l¢iide soguga maruz kaldiklarini1 ve bu maruziyete bagl olarak ne tiir
semptomlar sergilediklerini tespit etmeyi amaglamigtir. Belirtilen yas grubunda 30 ¢ocugun yer aldigi bu
caligsmada veriler ¢ocuklarin dis kiyafetlerine takilan elektronik bir termometre kullanilarak ve aragtirmacilarin
semptomlar1 giinliik olarak kaydetmeleriyle toplanmistir. Arastirmacilar, Finlandiya’nin en kuzeyinde yer alan
Lapland’de bile sogugun ¢ocuklarin agik hava etkinliklerine engel teskil etmedigini ortaya koymuslardir.
Ancak hava sicaklig1 diistiikce disarida gegirilen siirenin de azaldigini tespit etmisler, bununla birlikte, kiz ve
erkek cocuklar arasinda disarida gegirilen siire bakimindan anlamli bir fark olmadigini belirtmislerdir. Ote
yandan, aragtirmacilar soguk havaya bagli olarak her bir ¢ocugun cesitli semptomlar sergilediklerini
bulmuslardir. Bu kapsamda, arastirmacilar ¢ocuklarin neredeyse yarisinin nefes almakta zorlandiklarini,
bazilarinin ise soguk nedeniyle agri ve uyusukluk hissettiklerini bildirmislerdir. Bu noktada, arastirmanin

1251



Trakya Egitim Dergisi, 15(3) 2025, 1246-1279

ylriitiildiigii bélgenin kutup bolgesinde yer aldigini ve arastirma siiresince hava sicakliginin -15 ve daha diisiik
olarak tespit edildigini belirtmekte fayda oldugu disiiniilmektedir.

Acik havada olmak, pek cok Kuzey Avrupalinin da ayn1 goriise sahip oldugu gibi, Finliler tarafindan da
iyi hissetmek, saglikli olmak ve doga ile bag kurmak i¢in bir anahtar olarak goériilmektedir. Bu bakis agisina
iliskin Karppinen (2012) sunlar1 sdylemektedir;

“Her kiiltiiriin saghk, esenlik ve insanlarin dogayla iligkisi hakkinda kendine 6zgii sozleri ve fikirleri
vardwr. Bu durum Finliler icin de gegerlidir. Finlandiya'da yaban hayatimin geleneksel bir kavrami
olan "era" kelimesinin anlami ile ilgili ¢alisiyorum. Ancak giiniimiizde Era, dogada egitime atifta
bulunan modern bir kelime olan 'Seikkailukasvatus'ile esdeger tutulmaktadir. (ss. 1)”.

Kuzey Avrupa kiiltiiri ve egitiminin nasil ige ice gectiginin bir 6rnegi yine ilk yazarin gézlem notlar
ve deneyimleri aracilifiyla asagida aktarilmistir:

“Glinliik yasama dair goézlemlerimde Helsinki’de yasayan Finlilerin Subat ayinda ve karda yiiriiyiis
yaptiklarini, bisiklete bindiklerini ve belediyeler tarafindan olusturulan halka ac¢ik dogal buz pistlerinde paten
kaydiklarimi gordiim. 7°den 77’ye kullanilan buz pistlerini olusturmak igin bazi parklar kar yagisinin hemen
ardindan belediyenin araclari tarafindan geceden sulaniyor, su ve karin geceden buza doéniismesi saglaniyor ve
yine belediye araglar1 tarafindan yiizeysel kazima yapilarak dogal buz pistlerine doniistiiriiliiyordu. Bu
gozlemler sirasinda Tiirkiye’de AVM’lerde iicret 6deyerek sadece toplumun belirli bir kesiminin erigebildigi
buz pistleri geliyordu aklima. Helsinki’deki buz pistleri hem halk hem de okullar tarafindan giiniin her saatinde
iicretsiz olarak kullaniliyordu. Anaokulunda gecirdigim bir giinde, 6gretmenler ¢ocuklarin patenlerini kiigiik
kizaklara koyarak bu alanlardan birine gezi diizenlemislerdi. Belediye ayrica bu pistin yakinina bir konteyner
yerlestirmisti. Cocuklar kizaklariyla ¢ekerek getirdikleri materyalleri bu konteyner iginde giyiniyor, kaymalari
bittiginde tekrar normal ayakkabilarim burada giyinip okula yiiriiyerek doniiyorlardi. Ogretmenlerden biri Finli
ailelerin ¢ocuklar bes yasma geldiginde desteksiz kayabilmelerini beklediklerini ve okullarin da bunu
desteklediklerini sdyledi. Bir yandan saskinlikla izlerken bir yandan onlarla aramizdaki farki ekonomik
gelismislikle iliskilendiriyordum. Ancak, sohbet biraz daha derinlesince ailelerin bu ekipmanlari ¢ogunlukla
Finlandiya’da ¢okga yaygin olan ikinci el diikkanlarindan temin ettiklerini 6grendim. Stirdiiriilebilir yagamin
ve tiikketimi azaltmanin bir yolu olarak goriiliiyordu bu magazalar ve hemen her tiirlii ihtiyaca hitap ediyordu.
Ayrica anaokullarinda gidilen higbir alan gezisine bir okul servisi ile gidildigine sahitlik etmedim. Aksine,
cocuklar buz pistine, ormana ve hatta daha uzun yiiriime mesafesinde olan kiitiiphaneye bile yiirliyerek
gotiirtilityorlardi. Temiz havada hareket etmek iyi olus haliyle iligskilendiriliyordu.”

Bu gozlem ve deneyimlerin ortaya koydugu iizere 6zellikle okul dis1 ortamlarda gergeklesen egitimde,
toplumun egitime bakis acist ve yaklasimi oldukca O6nem arz etmektedir. Dolayisiyla bu kiiltiire sahip
toplumlarin ¢ocuga ve egitime nasil bir tutumla yaklastiklarini, egitimden; Ozellikle erken cocukluk
egitiminden beklentilerinin nasil oldugunu ortaya koymanin fayda saglayabilecegi diisiiniilmektedir. Kuzey
Avrupadaki ¢ocuk merkezli yaklagimin Nordik ¢ocuk algisindan ileri geldigini ifade eden pek c¢ok kaynak
bulunmaktadir.  Benzer sekilde, Orman pedagojisinin uygulamalarindaki yaklagimin tam olarak
anlagilabilmesi i¢in Nordik ¢cocuk algisinin da daha iyi anlasilmasi gerektigi diisliniilerek bir sonraki boliimde
Kuzey Avrupa kiltiiriinde cocugun degeri ve ¢ocukluk algisi tanitilmstir.

Kuzey Avrupa Kiiltiiriinde Cocugun Degeri ve Cocukluk Algisi

Nordik ¢ocukluk algisinin diger toplumlardan nasil farklilastigin1 ortaya koymak amaciyla, ¢ocugun
degerine iliskin iki perspektif sunulmustur. Cocugun degerine iligkin bu iki bakis agis1 Kristjansson (2006)
tarafindan Making of Nordic Childhoods (Nordik Cocuklugunun Olusumu) baglikli ¢alismada ortaya
konulmustur. Bunlardan ilki “ileriye doniik deger yaklasimi” olarak adlandirilmaktadir. Bu yaklasim, cocugun
toplum, birey ya da aile ve yaglanan ebeveynler i¢in potansiyel degeri lizerine yogunlasmaktadir (Stearns,
1989; Kristjansson, 2006). Cocuklugun getirdigi cocuksu 6zelliklerin, ¢cocuga faydasindan daha ¢ok yetigkin
oldugunda nasil bir birey olacagi géz 6niinde bulundurularak degerlendirilmektedir. Bu perspektifte cocukluga
iliskin duygusal bir tutum degil pragmatik bir tutum s6z konusudur. Ayrica, bu perspektifte cocuklugun gegici
bir evre olarak goriilmesi ve gelecege yonelik oryantasyonu nedeniyle, ¢ocuklarin yetiskin yasam becerilerini
edinme hizin1 arttirmak amaciyla "¢ocukluk saatiyle oynamak" kabul edilebilir, hatta arzu edilir bir durum
olarak gorilmektedir (Elkind, 1981; Kristjansson, 2006).

Cocugun degerine iligkin ikinci bakis acist “simdi ve burada” yaklasimi olarak tanimlanmakta,
pragmatik yaklagimin aksine ¢ocuklugu romantiklestirmekte ve ¢cocuga kendi iyiligi i¢in deger vermektedir.
“Simdi ve burada” perspektifinde, tipik olarak ¢ocuklukla iligkilendirilen hayalperestlik, oyunculuk ve masum
saflik gibi 6zellikler olumlu goriilmektedir. Dolayisiyla, “simdi ve burada” perspektifinden yaklasildiginda,
yetiskinler ¢ocuklarin her tiirlii oyun ve benzeri faaliyetlerine alan ve yeterli zaman tanimalidir. Ciinkii oyun
cocuklarin dogalar1 geregi sagliklidir ve onlarin gelisimlerine katkida bulunur. Benzer sekilde bu yaklagimda
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ozellikle kii¢iik gocuklarn gelisiminde, akran oyunu ve etkilesimi yetiskin egitimine esit hatta kimi zaman
daha faydali goriilmektedir. “Simdi ve burada” perspektifinde ¢ocukluk, yasamin herhangi bir donemine gegis
olarak goriilmekten ¢ok, bash basina degerli bir donem olarak algilanmaktadir. Bu nedenle, ¢ocukluk asla
aceleye getirilmemelidir (Kristjansson, 2006). Kristjanson’un “Cocuklarin ihtiya¢ duyduklar1 kadar ¢ocuk
olarak kalmalarina miisaade edilmelidir” sozlerinin “simdi ve burada” perspektifini en iyi Ozetleyebilecek
ifadeler oldugunu séylemek miimkiindiir.

Kristjansson'a (2006) gore “simdi ve burada” perspektifi Kuzey Avrupa toplumlarindaki ¢ocugun
degeriyle en ¢ok Ortlisen yaklagimdir. Mikro ve makro seviyelerde bu deger gerek politika gerek uygulamalara
yansitilmaktadir. Ornegin, Kuzey Avrupa iilkelerinin hemen hemen hepsinde ¢ocuklar ilkokula diger
iilkelerdeki akranlarma kiyasla daha ge¢ baslamaktadirlar. Yine diger iilkelere kiyasla ilkokula baslayan
cocuklarin notlart 6zellikle ilk yi1l 6nemsenmez. Benzer sekilde ECEB merkezlerindeki giinliik etkinlikler,
cogunlukla cocuk tarafindan baglatilan i¢ veya dis mekanda gerceklesen oyun etkinlerinden olusmaktadir.
Erken ¢ocukluk doneminde ECEB merkezlerinde gergeklestirilen etkinliklerin ¢ok kiiciik bir boliimii alfabeyi,
sayilar1 ya da isimlerini nasil yazabileceklerini 6gretmeyi hedefleyen ve Ogretmen tarafindan tasarlanan
ilkokula hazirlama etkinlikleridir. Ogretmenin planladig diger etkinlik tiirlerine kitap okuma, ara sira yapilan
miize gezileri veya dogada gergeklestirilen cesitli ¢evre egitimi etkinlikleri 6rnek olarak verilebilir.
Kristjansson’a (2006) gore Nordik ECEB merkezlerinin 6rtiik amaci ¢ocuklara ebeveynlerinden ayrilirken
daha esnek bir ortamda dinlendirici ve huzurlu bir ortam saglamaktir (Kristjansson, 2006).

Kristjansson (2006) yalnizca makro boyuttaki politika ve uygulamalarin degil, ayn1 zamanda Kuzey
Avrupali bir ebeveyn ve ¢ocuk arasindaki iligkide yani mikro diizeyde de “simdi ve burada” perspektifinin
yansimalarin1 gérmenin miimkiin oldugunu diisiinmektedir. Kuzey Avrupa’da yapilan bir ¢alismada
(Kristjansson, 2001 akt. Kristjansson, 2006), bes yasindaki ¢cocuklarin ebeveynleri ile goriismeler yapilmis ve
bu goriismelerde ebeveynlere giinliik aile yagsamlar1 ve ¢ocuklari ile olan sosyal etkilesimleri sorulmustur.
Arastirmanin bulgulari, aileleriyle nitelikli zaman gegirmek isteyen ¢ift gelirli ancak sinirli zamana sahip
ebeveynlerden, cocuklarini gereginden fazla baski altina almamak i¢in biiyiik caba sarf eden ebeveynlere kadar
genis bir aile profili tablosu ¢izmistir. Yine arastirmanin bulgularina gore 6zellikle orta sinif aileler sabah
rutinlerini hem ¢ocuklarin hem de ebeveynlerin beklentilerini kargilayacak sekilde planlamaktadirlar. Bu
kapsamda g¢ocuklarina, bir yandan okula gitmek i¢in hazirlanmak ve ayni zamanda kardesleriyle oynamak,
resim yapmak, bir ¢izgi film izlemek, bir ¢ocuk kitabini incelemek gibi kendi istediklerini yapmalari igin
ihtiya¢c duyduklar1 zamam tanidiklarim bildirmislerdir. Iskandinav ebeveynler, 6zellikle calisan ebeveynler
icin oldukga zorlayici olabilen sabah hazirliklarini daha eglenceli ve aksamadan gerceklestirmek igin gesitli
eglenceli taktikler gelistirdiklerini ifade etmislerdir. Bu taktiklere ebeveyn ve cocuk arasinda rutin haline
getirilmis oyunlar, eglenceli taklit oyunlar1 veya ise yetismesi gereken babanin krese kadar ¢cocuguyla kosu
yarigt yapmasi gibi her iki tarafa fayda saglayan oyunlar drnek olarak verilmistir (Kristjansson, 2006).

Iskandinav ¢ocukluk algisma gelince, Danimarka, Isvec, izlanda, Finlandiya ve Norveg'te ¢ocukluk,
cocuk merkezlilik ile betimlenmektedir. Her ne kadar bu algty1 tam olarak Tiirk¢e ifade etmek zor olsa da bu
kavramin temel ilkeleri su sekildedir; ¢ocuklugun dogalligi, esitlik ve adalet, cocuklar igin "demokrasi"nin,
yasarken tecriibe edilen giinliik bir deneyim olmasi, 6zgiirliik; bir birey olarak oynamak ve biiylimek icin
gereken Ozerklik, Ozgilirlesme veya yetigkinlerin asir1 kontrol ve denetiminden kurtulma, akranlar ve
yetiskinlerle samimi ve dost¢a baglarin olmasi, kuzeylilik kimligiyle dayanisma veya cesitli gelenekleri
yasatarak kiiltlirel mirasiyla bag kurma (Kristjansson, 2006).

Bu cocukluk algisi dogrultusunda Kuzeyli toplumlarda var olan anlayisi su sekilde 6zetlemek
miimkiindiir; ¢ocuklar ¢cocuk olmaktan keyif almali, fikirleri dinlenilmeli ve haklar1 korunmalidir. Benzer
sekilde mutlu bir ¢ocuklugun garanti altina alinmasi i¢in hiikiimetlerin ve ebeveynlerin sorumlulugu
paylastiklar varsayilmaktadir (Editorial, 2008).

Wagner (2003; 2006) Iskandinav toplumundaki cocuk algisinin i¢ ice gegmis esitlik, dzgiirliik ve iyi bir
cocukluk kavramlan {izerine temellendirildigini ifade etmekte ve bu kavramlari daha net ortaya koyabilmek
icin Kuzey Avrupali toplumlara iliskin gézlemlerini paylasmaktadir. Wagner’a gore esitlik¢iligin en belirgin
yansimasi, yetigkinlerin ve ¢ocuklarin tiim sinif kademelerinde ortak bir otorite olmalarinda ve ortak karar
alma kiiltiirii yaratmalarinda goriilmektedir. Iskandinavlara gore ¢ocukluk dénemi, ¢ocuklarin demokratik bir
topluma nasil katilacaklarin1 6grendikleri bir donem degildir. Aksine ¢ocuklar heniiz kiigiikken demokrasiye
ilk elden maruz birakilmali ve demokrasiyi okul ve aile dahil her ortamda yagamalidir (Wagner, 2003).

Birgok iskandinav halki tarafindan paylasilan temel bir deger olan 6zgiirlesme kavramina gelince, agir1
dis kontrol ve denetimden kurtulma anlamina gelen bu kavram, ¢ocuklarin demokratik bir toplumda aktif bir
rol almalar1 gerektigi fikriyle yakindan iliskilendirilmektedir. Amerikali bir aragtirmaci olan Wagner,
Iskandinav iilkelerinde ¢ok uzun zaman gecirmis ve arastirma amagcli gozlemler gerceklestirmistir. Wagner,
¢ocukluk kavrami ve bunun Iskandinav pedagojisindeki yansimalarimin kendisini nasil sasirttigini Fishing
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naked: Nordic early childhood philosophy, policy, and practice (Ciplak Balikgilik: Nordik Erken Cocukluk
Felsefesi, Politikas1 ve Uygulamasi) baslikli makalesinde anlatmistir. Ornegin, ¢ocuklarin asla bir yetiskin
gbzetimi olmaksizin yalniz birakilmadigi Amerikan anaokullarina aligik olan Wagner, 6zgiirlesmenin bir
ornegi olarak, birgok Iskandinav anaokulunda ¢ocuklarin giiniin biiyiik bir boliimiinde oyun oynarken bahge
ve smiflar arasinda serbestce dolastiklarini belirtmistir. Ayrica bazi anaokullarinda sadece c¢ocuklar igin
belirlenmis, yetiskinlerin girmedigi oyun alanlar1 bulundugunu belirtmistir. Ornegin Danimarka'da yine
cogunlukla sadece gocuklara ait yastik savaslar1 ve diger giiresme-bogusma oyunlar igin tasarlanan yastik
odalarinin bulundugunu ifade etmistir. Benzer sekilde, 6gretmenlerin, yetiskinlerin girmedigi sadece ¢ocuklara
ait ayr1 alanlar1 olmayan anaokullarinda dahi ¢ocuklarin dogal oyunlarina ve etkilesimlerine miidahale
etmemeye 6zen gosterdiklerini gdzlemlemistir. Dikkatini ¢eken bir baska husus da esnek ders planlamasi
olmustur. Bu esnek ders planlamasina iligskin kendisini oldukga sasirtan bir gézlemini su sekilde aktarmistir:
“Bir ogretmen birinci smif ogrencilerine ilik bir bahar giiniinde disarida ne yapmak
istediklerini sorar ve ¢ocuklar da dikis dikerek sort yapma isteklerini dile getirirler. Bunun iizerine
ogretmen ve ¢ocuklar yakindaki tren istasyonuna dogru yola ¢ikip, kumas almak tizere sehre giden ilk
trene binerler. Ogretmenler okula dondiiklerinde bir kalp kullanarak kumas: keserler. Cocuklar
ogleden sonra boyunca kendi ilgileri dogrultusunda dikis alanina gidip gelirler” (Wagner, 2004, p.
58)

Wagner, derslerin c¢ogunlukla Ogretmenler tarafindan planlandigi, cocuklarin alan gezileri
yapabilmelerinin bir¢cok prosediire tabii oldugu bir kiiltiirden geldigini ve dolayisiyla 6gretmenin aniden dersi
cocuklarin talebine gore sekillendirmesini, daha da 6tesinde bir anda kimseye sormadan ve danigmadan bir
alan gezisi planlamasmi saskinlikla karsilamistir. Ote yandan bu gozlemlerini 6zgiirlesme fikriyle
iliskilendirmistir. Ogretmenlerin ya da diger yetiskinlerin tiim 6nemli kararlar1 almas1 durumunda ¢ocuklarin
demokrasiyi deneyimleyemeyeceklerini ya da demokrasiye katilamayacaklarini vurgulamistir (Wagner,
2004).

Wagner’a gore aciklanmasi ve gevirisi oldukca gii¢ olan {igiincii kavram ise Kuzeylilerin hepsinin hem
fikir oldugu “iyi ¢ocukluk yasantis1” veya “iyi ¢ocukluk” kavramidir. “lyi ¢ocukluk” kavram ¢ocuklugun
duygusal ve iyimser ¢ocukluk olarak kavramsallastirilmasi anlamina gelmektedir. Wagner, iskandinavlarin
being together with one another in nature olarak ifade ettikleri dogada birlikte olma geleneginin bir asir
oncesine dayandigini iddia etmektedir. Kuzeylilere gére mutlu ¢cocuklar yapilandirilmamis dogal ortamlarda
ozgiirce oynayan cocuklardir. Benzer sekilde, Iskandinavlar cocuklarm mutlu bir ¢ocukluk gegirmek
istiyorlarsa risk almalar1 gerektigine ve kendi tutkularinin pesinden gitmeleri gerektigine inanmaktadir.
Wagner, Iskandinav ebeveynler ve egitimcilerin Amerikalilara kiyasla cocuklarm basina gelen kazalar
konusunda sasirtici derecede rahat olduklarini gdézlemlemistir. Kazalari, ¢ocuklarin dogal meraklarinin
kaginilmaz bir yan iiriinii olarak gordiiklerini gdzlemistir. iskandinavlarin ¢ocuklarin asir1 gézetim ve yetiskin
kontroliinden 6zgiir olma haklar1 olduguna inandiklarini belirtmistir. Riskli oyun olarak kavramsallastirilan
oyun tiirlerinin popiilerlik kazanmasiyla birlikte ¢ocuklarin risk almasina karsin yetiskin tutumlarindaki
kiiltirel farkliligi ortaya koyan calismalar, Wagner’in gozlemlerini destekler niteliktedir (6rnegin bkz.
Guldberg, 2009; Sandseter, 2009). Ornegin, Sandseter ve Lysklett (2018), Iskandinav iilkelerindeki ECE
Ogretmenlerinin, ¢ocuklarin etkinliklerinde ve oyunlarinda risk s6z konusu oldugunda daha hosgoriilii
olduklarini sdylemistir. Benzer sekilde Kuzeyli 6gretmenlerin ¢ocuklara hareket etme ve oyun ortamlarini
uygun gordiikleri sekilde kullanma konusunda ¢ok fazla 6zgiirliik verdiklerini belirtmistir.

Ulkemizde Orman Okulu Yaklasimi ya da Orman Pedagojisi olarak popiilerlesen yaklasimin
gerektirdigi uygulamalarin, aslinda Kuzey Avrupa erken cocukluk egitimi pedagojisiyle biiyiik Olciide
ortlistiigiinii, dolayisiyla bu yaklagimi tam olarak igsellestirebilmek ve “kopyala yapistir” mantigiyla yapilan
uygulamalardan uzaklagsmak adima Kuzey Avrupa erken cocukluk pedagojisinin anlagilmasi gerektigi
diisiiniilerek bir sonraki boliim olusturulmustur.

Kuzey Avrupa Erken Cocukluk Pedagojisi

OECD'in Starting Strong (2006) (Giiglii Baslangic 1I: Erken Cocukluk Egitimi ve Bakimi1) raporunda
cocuklarin egitimine iliskin iki genel egilim tanimlanmaktadir. Bunlardan ilki, anasinifi olarak nitelendirilen
erken cocukluk bakim merkezlerine vurgu yapan ingiliz-Fransiz gelenegidir. Ikincisi ise sosyo-egitimsel bir
yaklagim benimseyen Nordik gelenegidir. ingiliz/Fransiz yaklasimi "erken egitim yaklagimi" veya "okula
hazirlik gelenegi" olarak nitelendirilirken, Iskandinav yaklasimi "sosyal pedagojik yaklasim" olarak
isimlendirilmektedir (Kragh-Miiller, 2017).

Fransa ve Ingilizce konusulan iilkeler, birgok farkl1 isimle anilan ancak cogunlukla ¢ocuklarin bilissel
gelisimine ve bilgi edinimine odaklanan “okula hazirlik” yaklagimimi benimsemislerdir. Bu yaklagim
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cocuklarin 6grenme ve diisiinme bigimleriyle tam olarak ortiismedigi gerekgesiyle elestirilmektedir. Ote
yandan, "sosyal pedagojik yaklasimda", yani Iskandinav anlayisinda, bir ¢ocugun akranlar1 ve yetiskinlerle
ortak iletisim ve etkilesim yoluyla gelistigine inanilmaktadir. Dolayisiyla iskandinav sosyal 6grenme
yaklagimi iligkilere ve etkilesime, oyuna ve agik hava etkinliklerine vurgu yapmaktadir. Benzer sekilde
O0grenmenin, ¢ocuklar siireglere ve sosyal etkilesimlere katildiginda gerceklestigine inanilmaktadir (Kragh-
Miiller, 2017; OECD, 2006).

Bu bolimde Kuzey Avrupa erken c¢ocukluk egitimi uygulamalar tamitilmistir. Ancak Oncesinde
glinimiizde Nordik egitim anlayis1 olarak ifade edilen bu yaklasimin tarihi temellerine bakmanin fayda
saglayabilecegi diisliniilmektedir. Kuzey Avrupa erken ¢ocukluk egitim anlayisi, Pestalozzi, Rousseau ve
Froebel gibi 6nde gelen filozof ve egitimcilerin goriislerinin yani sira, gocugun dogustan getirdigi yeteneklerin
ebeveynleri tarafindan desteklendiginde biiyiime ve gelisimin gerceklesebilecegini savunan dénemin ¢ocuk
psikolojisi kuramlaria dayanmaktadir (Brostrdm, Einarsdottir ve Samuelsson, 2018). Modern iskandinav
egitim anlayis1 lizerinde Waldorf, Reggio Emilia ve High Scope gibi popiiler miifredat modellerinin izleri
goriilmekle beraber, biitiin Kuzey Avrupa iilkelerinde ilk erken ¢ocukluk egitim ve bakim merkezlerinin
kurulusunda Froebel’in goriisleri etkili olmustur. Bilindigi tizere Froebel, Tiirkce’ye ¢ocuk bahgesi olarak
cevirebilecegimiz “kindergarten” kavraminin isim babas1 olarak goriilmektedir. Benzer bir mantikla, Kuzey
Avrupa iilkelerinin bircogunda 3-6 yas araligindaki ¢ocuklara hizmet veren egitim ve bakim merkezlerini
betimlemek igin “brnehaver” kavrami kullanilmaktadir. Ingilizce karsihig: “kindergarden/garden for children”
olan bu kavrami ¢ocuk bahgesi ya da ¢ocuklar i¢in bahge olarak cevirebilmek miimkiindiir (Kragh-Miiller,
2017). izlanda da ise anaokulu kavrami “playschool” yani oyun okulu kelimesi ile ifade edilmektedir. Bu
isimlendirmenin en basta oyuna daha sonra ise agik havada oyuna 6nem veren anlayistan ileri geldigi iddia
edilmektedir. Wagner bu anlayis ve terminolojik kullanimim Kuzey Avrupa’da yaygin oldugunu ve erken
cocukluk egitimini okul benzeri bir kavramla ifade etmekten kagindiklarini iddia etmistir. Benzer sekilde, bu
egitimin herhangi bir seyin oncesinde verilmesi gereken bir egitim olduguna inanmadiklari i¢in 6zellikle
Danimarkali’larin Ingilizce alanyazinda siklikla kullanilan “preschool”, yani okul éncesi egitim kavramini
Ingilizce konusurken bile kullanmamaya 6zen gosterdiklerini ifade etmistir (Einarsdottir ve Wagner, 2006;
Wagner, 2004).

Kuzey Avrupalilarin oyuna bagliliklar1 yukarida da bahsedildigi {izere Froebel’in oyunla ilgili
goriislerine dayanmaktadir. Froebel, oyunun ¢ocugun yasam bi¢imi oldugunu sdyleyerek oyunun egitici roliine
vurgu yapmustir (Plaugh, 2012). Kragh-Miiller’e (2017) gore Kuzey Avrupa Kkiiltiirinde; o6zellikle
Danimarka’da serbest oyuna ve a¢ik havada oyuna olan bagliligin temelinde Froebel’in bu goriisleri
yatmaktadir. Oyuna olan bu bagliligin Kuzey Avrupa erken ¢ocukluk egitimi programlarinda da siklikla
vurgulandigini iddia eden Sandseter ve Lysklett (2018), bu programlarda ¢ocugun oyun hakki ve ¢ocugun
kendisinin baglatip yonlendirdigi serbest oyunun dneminin agik¢a ifade edildigini vurgulamiglardir. Winther-
Lindqvist (2017) “Danimarka Cocuk Egitim ve Bakim Merkezlerinde Oyunun Rolii” isimli ¢aligmasinda
oyunun 6nemine iligskin ¢ok carpici bir iddiada bulunmustur. Winther-Lindqvist’e (2017) gore okul oncesi
donemde 06z-yonetimli serbest oyun oynayarak giinii gegiren ¢ocuklarin ilerleyen yillarda daha basarili
cocuklar oldugunu gosteren birgok bilimsel ¢alisma mevcuttur. Bu iddiasina kanit olarak gesitli ¢calismalarin
(bknz; Fischer vd., 2011; Hirsch-Pasek vd., 2009; Pellegrini, 2011 akt. Winther-Lindqvist, 2017) bilimsel
bulgularini géstermistir. Bu kanitlar arasinda ise en ¢arpici olan1 Sommer (2015 akt. Winther-Lindqvist, 2017)
tarafindan ytiriitiilen oldukga giincel bir ¢alismadir. Sommer’in ¢alismasinda oyun temelli miifredatin etkisi
akademik odakli programlarla kiyaslanmistir. Calismanin bulgularina goére oyun temelli program 6gretim
odakli programa kiyasla ¢ocuga daha fazla fayda saglarken, ¢ok erken yaslarda okula baslamak ilerleyen
yillarda daha fazla akademik becerinin kdrelmesine neden olmaktadir. Bu konuyla ilgili olarak Sommer,
"flkokula daha iyi bir baglangic1 garanti edecegi diisiiniilen erken miidahale biciminin aslinda tam tersi bir
etkiye sahip olmasi oldukca ironiktir. Yetiskinlerden akademik egitim almaya erken baglayarak ileride
matematik, fen ve dil alanlarinda edinilecek yeterliligi koreltiyoruz" diyerek durumun ironisine dikkat gekmis
ve erken okula baglayan ve akademik odakli erken ¢ocukluk egitimi alan ¢ocuklara iliskin su gézlemini
aktarmistir; “Performans konusunda artan kaygi, azalan 6z denetim, artan hiperaktivite, saldirganlik ve
tedirgin/huzur kagiran davranislar gézlemekteyiz (s. 75-76). Sommer’in bu ¢alismasina en belirgin kanit olarak
Finlandiya’nin uzun yillar boyunca PISA’da sergiledigi basar1 gosterilebilir. Zira, Finli ¢ocuklarin dil,
matematik ve fen okur-yazarlik becerilerinde elde ettigi bu basariyr Finlandiya’nin oyun temelli erken
cocukluk egitimi pedagojisine atfeden cesitli caligmalar (Kupiainen, Hautaméki ve Karjalainen, 2009;
Valijarvi vd., 2007; Méaitta ve Uusiautti, 2012) mevcuttur.

Kuzey Avrupa iilkelerinde oyun odakli pedagojiye sahip olmanin bir etkisi olarak, Erken Cocukluk
Egitimi ve Bakim1 (ECEB) merkezlerinin giinliik akis ¢izelgesinde oyuna; 6zellikle serbest oyuna oldukca
genis zaman ayrilmaktadir. Asag1 yukari biitin ECEB merkezlerinde benzer bir giinliik akis takip edilir ve bu
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akisin ii¢ dort saatini cocuklar genellikle acik havada serbest oyun oynayarak gecirmektedir. Oglen yemegi,
ikindi kahvaltis1 ve cember zamaninin yani sira giinde sadece 30 dakikalik bir zaman dilimi yetigkin tarafindan
baslatilan veya planlanan bir etkinlik i¢in ayrilmaktadir. Diger bir deyisle, cocuk merkezli olan bu pedagojide
cocuklar giiniin biiyiik ¢ogunlugunda nerede, kiminle ve ne oynayacaklar1 konusunda 6zgiir birakilmaktadir.
Bakim, rutin ve ongoriilebilirligin oncelikli oldugu bu merkezlerde cocugun 6zerkliginin desteklenmesi ve
kendi kararlarini alabilmesi biiyiik 6nem arz etmektedir (Winther-Lindqvist, 2017). Amerikali ve Danimarkali
cocukluklarin ECEB merkezlerindeki yasamlarini karsilagtiran bir baska ¢alismada (Kargh-Miiller, 2013) bu
iki kiiltiirde cocugun 6zerkligine bakisin nasil farklilastig1 ortaya koyulmustur. Bu ¢alismaya gore, Amerikan
merkezlerine 6nem verilirken, Danimarka ECEB merkezlerinde ¢ocugun kendi icat ettigi materyaller
arasindan 6zgiirce seg¢imler yapmasina ve yetiskin gdzetimi olmaksizin hareketli oyunlar oynamasina 6nem
verilmektedir (Kargh-Miiller, 2013; 2018).

Egitim ortamindaki yetiskinin/6gretmenin rolii de Kuzey Avrupa ECE’ni digerlerden ayiran énemli
bilesenlerden biri olarak ifade edilmektedir. Bu iilkelerde ECEB merkezlerinin ¢gocugun ikinci evi olduguna,
cocugun egitimi ve bakiminin, yani gelisiminin ebeveyn ve Ogretmenin ortak sorumlulugunda olduguna
inanilmaktadir. Kuzey Avrupali egitimciler cocugun evde hissettigi giiveni ve rahatligi ECEB merkezlerinde
de hissetmelerini saglamay1 hedeflemektedirler. Bu nedenle cocuk ve 6gretmen arasindaki etkilesim ebeveyn
ve c¢ocuk arasindaki iliskiye cok benzemektedir. Bu etkilesimin bir sonucu olarak ogretmenlerine
“ogretmenim” demez ya da Amerikan kiiltiiriinde oldugu isimlerinin 6niine “Bay/Bayan” 6n eki koymazlar;
sadece isimleriyle hitap ederler. Ayrica, pek ¢ok Kuzey Avrupa ve Ozellikle Danimarka ECEB merkezleri
icinde minderlerin, kanepelerin, yemek masalarinin veya mama sandalyelerinin bulundugu, ¢cocuklarin iginde
rahat hissedecekleri, ev benzeri birer 6grenme ortami olarak tasarlanmaktadir. Ancak elbette az sayida da olsa,
cocuklarin oyun oynarken kullanabilecekleri acik raflardaki kutularda erisilebilir oyun materyalleri de
bulunmaktadir. Daha da ilging olani ¢ocuklara igeride ya da disarida oynama &zgiirliigii verilebilmekte ve
birkac¢ arkadasiyla okul bahgesinde oynamay1 tercih eden ¢ocuklar yetiskin gozetimi olmaksizin bahgede
oynayabilmektedirler (Kragh-Miiller ve Isbell, 2010; Kragh-Miiller, 2013, Jorgensen 1998'den akt. Kragh-
Miiller, 2017; Wagner, 2004).

Erken cocukluk egitiminde planlama ve miifredata iligkin yaklasimlari da iilkemizde oldugu gibi
Ogretmenin Onceden planlar yaptifi, kazanim ve gostergeler belirledigi, tema ve kavramlari 6gretmeye
odaklanilan iilkeler i¢in sasirtici niteliktedir. Zira, bu {ilkelerde daha 6nce de ifade edildigi gibi tiim detaylar
ile tanimlanmig programlar yer almamakta, sadece gelisim alanlar1 ve bu gelisim alanlarinin ¢ok genel
kazanimlar1 tanimlanmaktadir. Bu genel cergceve var olmakla birlikte 6gretmenlerin dnceden hazirlanmis
giinliik planlar1 veya etkinlik planlar1 yoktur ¢iinkii oyunun en 6nemli 6grenme araci olduguna, cocugun giiniin
olagan akisi igerisinde olusabilecek ilgi ve ihtiyaglart dogrultusunda o giiniin ritminin planlanabilecegine
inanilmaktadir. Mutfak etkinlikleri ve ekmek yapimi gibi ¢esitli etkinlikler cocugun o giinkii i¢sel motivasyonu
ve istegi dogrultusunda planlanabilmektedir. Ancak bu etkinliklerde Slgme ve tartmayir 6gretmek gibi
kazanimlar kazandirmak gibi hedefler yoktur. Okulda ¢ocugun gelisimi ve 6grenmesi desteklenmekle birlikte,
bu siire¢ onceden planlanmis belirli kazanimlar1 olan planli etkinlikler araciligiyla degil, cocugun ilgi ve
ihtiyaclar1 dogrultusunda sekillenen g¢ocuk merkezli bir yaklagimla gergeklestirilir (Kragh-Miiller, 2017;
Wagners ve Einarsdottir, 2006; Winther-Lindqvist, 2017). Cocuk merkezli bu yaklasimda, 6grenmeyi ilgi ve
ihtiyag temelli sekillendirmenin Tiirkiye, ABD ve hatta pek cok Avrupa iilkesinden nasil farklilagtigin
orneklerle daha net ortaya koyabilmek i¢in yine birinci yazarin bir Fin anaokulundaki gézlemleri asagida
sunulmustur:

“Bir ¢ember zamani sohbetinde 4-5 yas grubu ¢ocuklar 6gretmenleriyle sohbet ederken, ¢ocuklardan
biri okulu sevmedigini ve sikildigim sdyleyince 6gretmen ¢ocuga “Okulda ne olsa daha ¢ok sevebilirdin?”
diye sordu. Cocuk, “evde oldugu gibi biraz ¢izgi film izlesek ve izlerken bir seyler yesek daha c¢ok
sevebilirdim” dedi. Ogretmen bu gézlemini her hafta diger 6gretmenlerle yaptig1 haftalik toplantiya tasidi ve
kiitiiphaneye, bahsi gecen ¢ocugun da oldugu bir gezi diizenlendi. Bu gezinin amaci ¢ocuklarla birlikte
kiitiiphaneyi ziyaret edip okulda izleyebilecekleri DVD’ler segmekti. Her ¢cocugun kendine ait bir kiitiiphane
hesab1 vardi. Kiitliphaneye gitmek icin dort bes kisilik bir 6grenci grubu 6gretmenleriyle yiiriiyerek yola
ciktilar. Yol boyunca 6gretmen ¢ocuklarla hep sohbet etti. Bu esnada yol kenarlar1 karliydi ve gocuklar bir
tepeye tirmanan kiiciik ayak izleri fark ettiler. Benim aligik oldugum 6gretmen yaklasimia gore dgretmenin
bunun bir hayvan ayak izi oldugunu sdyleyip, tekrar kiitiiphane yoluna devam etmeleri i¢in c¢ocuklar
yonlendirmesi gerekirdi. Ancak 6gretmen ¢ocuklara izleri takip edip tepeye tirmanabileceklerini sdyleyerek
onlarin merak ve motivasyonlarini daha da tesvik etti. Cocuklar tirmandiklar1 tepede eski bir metal kapiya
birakilmig isaretleri (esasinda bu, kapiya sivri bir cisimle ¢izilmis birka¢ cizikten ibaretti) fark ettiler ve
ogretmene “Bu izleri karda birakan canli bu mesaj1 birakmus olabilir mi?” diye sordular. Ogretmen “hayir degil
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ya da evet Oyle” demek yerine, “Bilmem, olabilir, isterseniz bu mesaj1 kaydedin. Okula dondiigiimiizde
aragtiralim birlikte” diyerek cantasindan cikarip bir kalem ve defter verdi. Cocuklardan biri kendilerine
birakilmig sifreli bir mesaj olarak hayal ettikleri bu mesaja benzer isaretleri deftere kopya etmeye calisti.
Cocuklarin meraki ve motivasyonu biraz azalinca kaldiklar1 yerden kiitiiphane yoluna devam edip,
kiitiiphanede kendi istekleri dogrultusunda sectikleri DVD ve kitaplar1 da alarak belediye otobiisiine binip
okula geri dondiiler. Benim i¢in bu siire¢ bastan sona cocugun ilgi ve istekleri dogrultusunda sekillenen ¢ocuk
merkezli miifredatin en belirgin drneklerinden biriydi.”

Kuzey Avrupalilar ECEB merkezlerini isimlendirmede kullandiklar1 terminolojide de gocuk merkezli
bir yaklasim benimsemektedirler. Ingilizce’de daycare center olarak ifade edilen erken gocukluk egitim
merkezlerini tanimlarken okul kavramini kullanmaktan kesinlikle kaginmaktadirlar. Hatta, Einsdottir ve
Wagner (2006)’1n iddiasina gére Danimarkali 6gretmenler kendilerinin 6gretmen olarak nitelendirilmesini
protesto etmislerdir, ¢iinkii cocuklarin kendi 6grenmelerini yapilandirabilecek kapasiteye sahip olduklarina ve
bu siliregte bir 0gretmene degil ancak onlara bu yolda eslik edebilecek bir rehbere ihtiyaglari olduguna
inanmaktadirlar. Dolayisiyla 6gretmenler rollerinin esitlik¢i ve demokratik bir 6grenme ortaminda ¢ocugun
ilgi ve ihtiyaclarina odaklanarak, ¢ocugun bakimini saglamak oldugunu diisiinmektedirler. Ote yandan tiim
toplumlarda oldugu gibi post modern yasamin etkileri Kuzey Avrupa yasam bi¢imi ve egitim anlayigini yavas
yavas etkisi altina almaya baglamistir. Ancak, Kuzey Avrupali 6gretmenler ¢ocugun temel haklarindan olan
oyunun savunucusu olmaya devam etmeleri gerektigine inanmaktadirlar. Ogretmenler, ulusal miifredat
talepleri, daha ayrintili ders planlar1 ve hatta onceleri iskandinav iilkelerinde giindeme bile gelmemis olan
standart testler de dahil olmak iizere diger kiiltiirlerden gelen miidahaleler sonucunda oyun zamaninin
kaybolacagindan endise etmektedirler (Wagner, 2004).

Sonug olarak, Kuzey Avrupa pedagojisinin genel uygulamalari bu pedagojinin Froebel gibi 6nde gelen
egitimcilerin fikirleri iizerine insa edildigini gostermektedir. Kuzey Avrupalilarin yasam bigimleri ve dogayla
olan iligkileri, ECE'deki pedagojik uygulamalarini etkileyen baslica unsurlardandir. Kuzey Avrupa kiiltiiri,
pedagojisi ve ¢ocuk algisi {izerine yapilan bu alanyazisi taramasinin da gosterdigi iizere bu li¢ degisken
birbirini derinlemesine etkileyen i¢ ice ge¢mis bir yap1 niteligindedir. Ornegin yasam bigimleri, gelenekleri ve
inanglarini igeren kiiltiirleri tarafindan sekillendirilen gocuga verilen deger, pedagojik uygulamalarini da
etkilemektedir. Kuzey Avrupa toplumlarindaki bu tutarli ve istikrarli yapinin bugiin diinyada Orman Okulu
Yaklasimi ya da Orman Pedagojisi olarak bilinen alternatif egitim modeline de yon verdigi diistiniilmektedir.
Bir sonraki boliimde, Kuzey Avrupalilarin bu pedagojik anlayislarimin Orman Pedagojisi ile nasil ortiistiigii
tartigilmistir

Orman Anaokulu Uygulamalarimin Felsefesinin irdelenmesi

Her ¢ag, kendine 6zgii sosyal ve kiiltiirel uyumlanma siiregleri ile yeni bir gocukluk algisi tiretmektedir
(Hareven, 1982, 1987, aktaran Borge vd., 2003). Yirminci yiizyilin ikinci yarisindan itibaren ¢ocukluk, farkli
bir sekilde resmedilmistir. Isve¢'te taninmis bir cocuk yazar1 olan Astrid Lindgren bu doniisiimde rol
oynamistir. Astrid Lindgren ¢ocuklarin dogayla kurduklar baglari yiicelten karakterler yaratmistir (Aronson
ve Sandin, 1996). Pippi Longstocking gibi karakterler sayesinde acik havayi seven, neseli, endisesiz, afacan
¢ocuk kahramanlarla dolu bir ¢ocukluk algisi yaratmustir. Bu yeni cocukluk algisi iskandinavlarin dogayla olan
giiclii bag1 ve dogaya erisebilme yasasi tarafindan pekistirilmistir (Borge vd., 2003; Sandseter ve Lysklett,
2018). Bu tip bir cocukluk anlayisinin, Iskandinav iilkelerindeki Orman Anaokullarinin gelisimindeki en
biiylik etkenlerden biri oldugu diigiiniilmektedir.

Borge ve dig. (2003), Norve¢ Orman Anaokullarinin kurulus ve yayginlagmalarini Norveg’in kiiltiirel
ve tarihi temelleri ile iligkilendirdikleri ¢alismalarinda su temel sonuglara ulagsmaktadirlar. Birinci sonug, bu
caligmada da genisce yer verilen Norveglilerin doga ile kurduklar1 bag ve ayni bagi cocuklarinin da kurmalarini
arzu etmeleridir. Bu nedenle, ¢ocuklarmin miimkiin oldugunca erken yaslarda dogay1 deneyimleyip, onunla
aralarindaki bagi giiclendirmelerini istemektedirler. ikincisi, ¢ocukluga iliskin sahip olduklar1 inang ve
algilardir. Norveglilere gére mutlu ¢ocuk yilin herhangi bir zamanin1 ya da hava nasil olursa olsun giiniin
cogunu disarida 6zgiirce oynayarak geciren ¢ocuktur. Dolayistyla, kafalarindaki ¢ocuk algist ile ortiisen bir
model olarak Orman Pedagojisi ortaya ¢ikmis ve yayginlasmustir. Ugiinciisii ise ailelerin erken gocukluk
egitiminden beklentileridir. Cocugun zaman zaman yetigkin goézetimi olmadan 6zgiirce dogada oynadigi,
iizerinde akademik baski1 ve beklentinin kurulmadigi, ¢cocugun gocuktan oyun oynayarak 6grendigi bir egitim
anlayisi, diger bir deyisle Orman Pedagojisi Norvecli ailelerin erken ¢ocukluk egitiminden beklentileri ile
biiylik 6lciide ortiigmektedir. Tiim bunlarin yani sira, her mevsim agik havada oynamak ¢ocuklara Norveg’in
cetin kis kosullariyla bas etmeyi dgretmektedir (Borge vd., 2003). Uzun yillar bir Fin Orman Anaokulunda
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calisan Amus (2022), bir orman giinii doniisiinde is arkadasiyla arasinda gegen diyalogu aktarmistir. Finli
arkadas1 ¢ocuklarin uzun siire soguk havada dogada oynayip okula dondiiklerinde sicak bir ortamin, 1lik bir
corbanin degerini daha iyi anladiklarini iddia etmistir.

Leather (2017) da Orman Anaokullarinin temel felsefesinin ilk boliimde detaylica anlatilan frilufisliv
felsefesine dayandigini, bu felsefeden ilham alinarak cocuga doga ile spritiiel bir bag kurmasini saglayabilecegi
kesintisiz serbest oyun zamanlar1 tanindigini ifade etmistir. Bu nedenle ormana gdtiiriilen ¢ocuklarla bir
etkinlik ya da 6grenme kaygisi giidiilmeden cogunlukla serbest oyuna vakit ayrilarak, ormanda zaman
gecirilmektedir. Orman Pedagojisinde serbest oyuna bu denli 6nem verilmesinin bir diger nedeni Kuzey
Avrupa pedagojisinde serbest oyunun 6grenmede anahtar rol oynadigi varsayimidir. Yukarida Kuzey Avrupa
ECE’nin detaylica anlatildig1 boliimiin isaret ettigi iizere oyun, 6zellikle serbest oyun, ¢ocugun akranlar1 ve
cevresiyle etkilesime girdigi ¢ok degerli bir siirectir (Kragh-Miiller, 2017 Winther-Lindqvist, 2018). Cocugun
kendi bilgilerini insa edebilecek kapasiteye sahip yetenekli bir varlik olduguna inanilir. Dolayisiyla, Orman
Pedagojisinde de bu anlayis hakimdir ve bu siiregte yetigkinin rolii gocuga bu etkilesime girebilecegi yeterli
zamani miifredat kaygisi gilitmeden tanimak ve ¢ocuklari gozlemleyerek “anmi yakalamaya” galigmaktir.
Ogretmenler cocuklarm ilgi alanlarini tespit etmekte ve dgrenme icin dnemli olan bu firsat1 degerlendirmekte
basarilidir (Amus, 2022; Lysklett (2017).

Ormana gidiste yapilan hazirliklarda ¢ocuga ihtiya¢ duydugu zamanin taninmasi, asla acele ya da telas
yaptlmamasinin da Iskandinav kiiltiiriiyle hatta ¢ocuk yetistirme bicimleriyle yakindan iliskili oldugu
diigiiniilmektedir. Yukarida detaylar1 sunulan Kristjansson (2001) tarafindan yapilan ¢alismanin da isaret ettigi
iizere, cocuga ihtiya¢ duydugu zamani, onu acele ettirmeden tanimak bir Kuzey Avrupa gelenegidir diyebiliriz.
Bu acele ya da telag yapmama kiiltiirii, ormana gidilen giizergahta olusturulan duraklara da yansitilmigtir.
Tercih edilen bu gilizergdhta dileyen ¢ocuklarin 6nden kosarak gidip bir sonraki durakta arkadaslarini
beklemelerine izin verilir, diger ¢cocuklar da isterlerse etraflarini gozlemleyerek daha yavas gitme hakkina
sahiptir (Amus, 2022; Lysklett, 2017; Sandseter ve Lysklett, 2018; Erden ve Yalgin, 2017). Duraklar,
Iskandinav gocukluk anlayismin Orman Pedagojisi iizerindeki etkisi olarak diisiiniilebilir. Iskandinav ¢ocuk
algis1 boliimiinde detayli olarak anlatildig1 gibi g¢ocuklarin, oyun oynama ve kendi kisiliklerini gelistirme
ozerkligi olarak tanimlanan &zgiirliige sahip olmalari gerektigi inanc1, Iskandinav iilkelerinde uzun zamandir
benimsenmektedir. Ayrica gocuklarin yetigkinlerin asir1 kontroliinden ve asir1 gozetiminden kurtarilmalari
gerektigine inanmaktadirlar. Dolayisiyla, ormana giderken 6gretmeninden ve diger arkadaslarindan 6nce
kosarak gitme ozgiirliigiine sahip ¢ocuk anlayisi, Iskandinav ¢ocuk anlayisiyla oldukca iyi ortiismektedir.
Ormanda belirlenen goriinmez sinirlar gibi diger Orman Anaokulu uygulamalar1 da giivenin bir isaretidir.
Ormanda belirlenen “goriinmez sinirlar” ¢ocuga duyulan glivenin, demokratik bir ortamda cocukla yapilan
anlagmalarin, cocugu asir1 yetiskin gézetiminden ve denetiminden kurtarmanin bir gostergesi niteligindedir.

Kuzey Avrupa kiiltiirli, yasam bigimi ve pedagojisiyle yakindan iliskili oldugu diisiiniilen bir baska
Orman Pedagojisi uygulamasi da riskli oyunlar ve bu oyunlardaki yetiskin tutumlaridir. iskandinav iilkelerinin,
dogada gezinti, dagcilik, ormanda ve dagda maceraya atilma gibi konularda koklii bir ge¢cmise ve kiiltiire sahip
olmalarinin yani sira agik hava yagamini tanima ve dnemseme gelenekleri nedeniyle ¢ocuklarin risk almalarina
karsi daha rahat bir tutum sergiledikleri disiiniilmektedir (Amus, 2022; Sandseter ve Lysklett, 2018).
Iskandinav iilkelerini Amerika, Yeni Zelanda, Avustralya gibi diger iilkelerdeki benzerleriyle karsilastiran
onemli sayida arastirma (Ball 2002, 2004; Caesar 2001; Chalmers 2003; Little, 2006; Wardle 1997; Zeece ve
Graul 1993), iskandinav ebeveynlerin ve dgretmenlerin risk alma konusundaki liberal yaklasimlarini isaret
etmislerdir. Riskli oyunlar denilince ilk akla gelenlerden birisi alet kullanimi, digeri ise ormanda ¢esitli
amaglarla ates yakmaktir. Bugiin diinyada verilen orman lideri yetistirme egitimlerinin hemen hepsinde alet
kullanirken ve ates yakarken alinabilecek 6nlemler ve bu siiregte takip edilecek kurallar anlatilmaktadir. Ancak
pek cogunda ates yakmanin ve alet kullanimmin Iskandinav kiiltiiriindeki yeri ve 6nemi anlatilmamaktadir.
Iste tam bu nedenle Leather (2018) ve Dean (2019) gibi arastirmacilar Kuzey Avrupa iilkeleri disindaki Orman
Anaokullarint ve bu okullarda yapilan uygulamalan “siiriikle/birak veya kopyala yapistir” anlayisiyla
yapildiklar1 gerekgesiyle sert bir dille elestirmektedirler. Aslinda ¢ocuklarm Iskandinav kokenleriyle bag
kurmalarina katki saglayan baz kiiltiirel gelenekler arasinda bigak ve testere gibi potansiyel olarak riskli
aletlerin kullanilmasi ve eski usul ateste ekmek pisirilmesi yer almaktadir. Kuzey Avrupalilarin bugiin modern
yasamin i¢inde bile tiim kisa tatillerini kirsal kesimlerde veya sahil kasabalarindaki evlerde gegirip, atalariyla
bag kurma diisiincesiyle odun kirip ates yaktiklar1 ve eski usul yemek pisirdikleri, bu calismanin ilk
boliimlerinde detayli olarak anlatilmistir. Ayrica Kuzey Avrupa ¢ocuk anlayisinin 6nemli ilkelerinden biri
Kuzeylilik kimligiyle dayanisma veya gesitli gelenekleri yasatarak kiiltiirel mirasiyla bag kurmaktir
(Kristjansson, 2006). Bu nedenle Orman Pedagojisinde yerel ve ulusal ritiieller, kiiltiirel mirasin bir pargasi
olarak egitim siirecine dahil edilmektedir. Masallar, parmak oyunlar1 ve sarkilar, kiiltiirel gelenek ve
goreneklerin bir parcasi olarak Orman Pedagojisi'ndeki giinliik faaliyetlerde yer edinmektedir (Amus, 2022).
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Orman Pedagojisinde yine Kuzey Avrupa pedagojisinin ve ¢ocuk anlayisinin izlerini goérdiigiimiiz bir
baska husus da c¢ocukla yetiskinler arasinda yapilan anlagsmalardir. Bu anlagmalarin temel amaci ¢ocugun
kendini ve dogay1 korumasini saglamaktir, ancak bu anlagmalar kurallar olarak ifade edilmez. Ciinkii yetiskin
otoritesi kurallar1 koyarken, anlagmalarin olusturulmasina toplulugun veya grubun tiim iiyeleri esit derecede
katki sunabilirler. Dolayisiyla orman anaokullarinda kurallar yoktur, anlagmalar vardir ve bu anlasmalarin
olusturulmasinda ¢ocuklar da en az yetiskinler kadar s6z sahibidir. Esitlik ve adalet, daha 6nce de belirtildigi
gibi Iskandinav ¢ocukluk ilkelerinden ikisidir (Kristjansson, 2006). Demokrasi, Iskandinav halki tarafindan
cocuklarin giindelik hayatta deneyimleyebilecegi bir olgu olarak goriilmektedir (Wagner, 2003). Bu nedenle
Orman pedagojisinde yetiskin, kurallar1 koyan bir otorite degil anlagsmalarin olusturulmasinda ¢ocuklar gibi
s0z hakki olan bir bireydir ve ¢gocuklar demokrasiyi egitim siirecinde yasayarak deneyimlemelidirler.

Amus (2022), cocuk ve yetiskin arasinda yapilan anlagmalara iliskin birka¢ 6rnek vermistir.
Anlagmalarin dogaya kars1 bir korku kiiltiiriinii gelistirmek yerine, cocuklarin merak duygusunu pekistirmesi
gerektigini vurgulamistir. Orne@in, bir cocuk mantar bulup koparmak isterse, 6gretmen tiim mantarlarin
yenilebilir olmadigini agiklamalidir. Bu nedenle 6gretmen ¢ocuga "Bir mantar1 koparmadan 6nce liitfen bana
gosterir misin?" demelidir. Bir baska yontem de ormanda ¢ilek bulan ¢ocuga "Bir ¢ilek bulmussun, bu bizim
icin tamdik bir meyve. Yine de 6gretmene gostermeden higbir sey yememe anlagmamiza sadik kalalim liitfen"
demelidir. Cocuklar, yenilebilir meyveler olmalarina ragmen, tarimsal etkileri nedeniyle meyvelerin bocek
ilact icerip igermediginin veya meyvelerle temas etme olasiligi bulunan hayvan digkilarinda bakteri olup
olmadigimin farkinda olmayabilir. Ogretmen, risk degerlendirmeleri yoluyla ¢ocuklarin giivenligini saglarken
ayn1 zamanda dogaya karsi olumlu ve koruyucu tutumlar gelistirmelerine de yardimei olmalidir (Amus, 2022)

SONUC ve ONERILER

Sonug olarak, Orman Anaokullar1 ve Orman Pedagojisi kendine 6zgii yontemleri ile diinyanin birgok
yerinden ¢ok sayida erken cocukluk uzmaninin ilgisini cekmektedir. Bazi arastirmacilar, Orman Anaokullarina
olan ilginin basit bir ragbetin 6tesinde oldugunu, ¢iinkii bu okullarin ¢ocugu bagimsiz, girisimci ve kendi
kendini kontrol edebilen bir 6grenen olarak géren post-modern gocukluk anlayisiyla oldukega iyi ortlistiiglini
diisiinmektedir. Ashmann (2018), Avrupa'daki programlardan esinlenerek dort yas grubu igin doga temelli bir
anaokulu programi olusturma siirecini anlatti§i makalesinde bu durumu agik bir sekilde vurgulamus,
Ogretmenlerin uzun yillar boyunca ¢ocuklardan siniflarda, bir yetigkinin gdzetimi altinda birgok kavrami
ogrenmelerini ve ¢esitli beceriler gelistirmelerini beklediklerini iddia etmistir. "Bu siiregte ayni seyleri, ayni
hizda ve ayni sekilde 6grenmeleri beklenmektedir" (Ashman, 2018, ss. 35) diyen Ashman, ¢ocuklarin nasil
biiytidiikleri ve gelistiklerine iliskin aragtirmalardan elde edilen bilimsel verilere dayanarak, geleneksel
Ogretme ve Ogrenme kavramlarinin gegerliligini yitirdigini iddia etmektedir. Dolayisiyla Ashman, hali
hazirdaki 6grenme 6gretme yontemlerinin Orman Pedagojisinden ilham alinarak, optimum 6grenme kosullari,
oyun ve serbest kesif oyununun 6grenmedeki rolii ve acik havada oyun hakk: gibi temel konular gz 6niinde
bulundurularak yeniden yapilandirilmasi gerektigini ileri siirmektedir. Son zamanlarda yapilan ¢aligmalar,
oyun temelli programlarin, akademik odakli erken okula baslamay1 gerektiren miifredatlara kiyasla ¢ocuklar
iizerinde uzun vadede daha olumlu etkiler yarattigini ortaya koymustur (Fischer vd. 2011; Pellegrini 2011;
Sommer, 2015 akt. Winther-Lindqvist, 2017). Ayrica, agik bir sekilde oyun temelli bir miifredat olan Orman
Pedagojisinin, cocuklar1 okula hazirlama noktasinda diger nitelikli okul 6ncesi egitim programlarinin gerisinde
kalmadigin1 kanitlayan ¢ok cesitli bilimsel arastirmalar da bulunmaktadir (Ashman, 2018; Cordiano et al.,
2019; Ernst ve Burgak, 2019; Zamzow ve Ernst, 2020).

Bu cer¢eveden bakildiginda Tiirkiye i¢in de giderek yayginlagsan Orman Anaokullarinin iimit verici
oldugu diisiiniilebilir. Ancak, bu ¢aligmanin en basindan itibaren belirtildigi tizere bu yaklasimi uygularken
gerceklestirilen siirecleri “kopyala yapistir” anlayisindan uzaklagtirarak, Orman Okullarmin felsefesini
gergekten anlayarak uygulamak gerektigi disiiniilmektedir. Aksi halde, en basta da vurgulandigi gibi bir
zamanlar Montessori yonteminin yasadigi kaderi Kuzey Avrupa filkeleri disindaki Orman Anaokullar1 da
yasayabilir. Oziinde dezavantajli gruplar ve gelisimsel gecikmeye sahip gocuklarin egitimi igin olusturulan
Montessori yaklagimi zamanla varlikli ailelerinin ¢ocuklarina para ile satin aldiklar1 bir egitim haline
doniismiistiir. Bu perspektiften bakildiginda, 6ziinde ¢ocuk ve doga arasinda bag kurmayi ve bu sayede
siirdiiriilebilir bir toplum yaratmayi hedefleyen Orman Pedagojisi, isin felsefesi anlasilmazsa tiiketim
toplumunun ¢ocuklarina para ile satin aldigi bir egitim modeline doniisebilir. Elbette bu noktada iimitsizlige
kapilmaya gerek olmadigi diisiiniilmektedir. Bu pedagojiyi 6ziindeki felsefeyi koruyarak ve ayni zamanda
kendi kiiltiiriimiize uyarlayarak uygulamak da elbette miimkiindiir. Ancak bu noktada &gretmen egitim
programlarina, Tiirkiye’deki orman lideri egitimi veren kurum ve kuruluslara ve elbette bu pedagojiyi
benimseyen Orman Anaokullarina bazi sorumluluklar diismektedir.
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Ik olarak Ogretmen egitim programlar1 oyun temelli, ¢ocugun ilgi ve ihtiyaglar1 dogrultusunda
miifredata yon verme noktasinda 6gretmen yeterliliklerini arttirmalidir. Ayrica sinif dis1 ve dogada egitim
konularinda 6gretmen adaylariin bilgi, beceri ve tutumlarmi gelistirebilecek dersler agilabilir veya hali
hazirdaki dersler bu ¢er¢eveden yeniden yapilandirilabilir.

Ikincisi, orman lideri egitimi veren kurum ve kuruluslar, egitimlerini 'siiriikle birak' anlayisindan
uzaklagtirarak 6grettikleri her bir stratejiyi felsefesiyle birlikte anlatip yeniden tasarlayabilirler. Bu noktada bir
diger onemli husus hem bu pedagojinin dogdugu bolgelerdeki Kuzey Avrupa kiiltliriinii hem kendi
kiiltiirimiizii iyi anlamaktir. Orman lideri egitimlerinin, cocuklarimizin kendi kiiltiirel mirasimizla,
degerlerimizle ve kendi topragimizla/tabiatimizla bag kurmalarin1 saglayabilecek sekilde yeniden
yapilandirilmas1 gerekmektedir. Dolayisiyla bu siiregte lider egitim programlar1 kadar bu pedagojiyi
benimsemis kurumlarin kurucu ve 6gretmenleri de sorumluluk hissetmelidirler.

Kurucu ve 6gretmenlerin bir diger sorumlulugu da bizim gibi kiiltiirel olarak korumaci ve akademik
odakl1 bir ebeveyn yapisina sahip insanlari egitmek oldugu i¢in 6zellikle kendilerini bu aileleri ikna edebilecek
yeterlilikte bilgi diizeyi ile donatmali, kendilerini ve bilgi diizeylerini, serbest oyunun ve riskli oyunun ¢ocugun
gelisimi ve 6grenmesi i¢in ne kadar degerli oldugunu aktarabilecek diizeyde giincellemelidir.

Son olarak, egitim de dahil olmak iizere hemen her konunun ve kavramin popiilaritenin etkisi altinda
kaldig1 ve ticarileserek anlamini yitirdigi gliniimiiz diinyasinda, Orman Pedagojisi gibi ¢ocugun dogasiyla
uyumlu, diinyamiz ve gelecegimiz i¢in daha siirdiiriilebilir toplumlar yaratmay1 hedefleyen bir pedagojiyi
desteklemeli ve 6ziline uygun sekilde yayginlagsmasini saglamak i¢in tiim paydaslar olarak ¢aba gostermeliyiz.
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INTRODUCTION

As the views and practices of many prominent philosophers and educators, such as Pestalozzi, Froebel,
Steiner, Montessori, and McMillan have indicated, the belief that nature is a rich environment for children’s
development and learning in early childhood education (ECE) is not a new notion (Garrick, 2009; Herrington,
2001; Knight, 2009; Tovey, 2007). Since the early 19th century, the need for children to be in close relationship
with nature has been emphasized (Bilton, 2010). The belief that nature is a developmentally appropriate setting
for children's growth and learning has remained valid although there are differences in how prominent
educators and theorists have expressed and implemented this idea. However, today, the way children are raised
has changed with shifting parental attitudes and behaviors across various cultures. Influenced by factors such
as the prevalence of single-child families, urbanization, and media reports concerning children's safety,
parental attitudes have become increasingly overprotective. This has given rise to a new perception of
childhood in which the child is viewed as a vulnerable being who must be protected from all possible risks
(Little, 2006; Tovey, 2007). Gill (2007), adopting a critical stance toward this perception, describes today’s
children as the "bubble wrap generation." This increasingly prevalent perception of childhood has had a
significant impact on early childhood education and the child—nature relationship. As studies conducted in
different sociocultural contexts—including Tiirkiye—have revealed (Cevher-Kalburan & Yurt, 2011; Cetken
& Sevimli-Celik, 2018; Little, 2006; Yalc¢in, 2015), driven by protective attitudes and various concerns, parents
restrict children's right to be in nature both at home and in school settings. Certainly, this widespread new
perception of childhood is not valid universally. Although such socialization patterns and the new perception
of childhood have become common globally, some societies, such as those in Northern Europe, maintain a
strong belief that children who spend most of their time playing outdoors, regardless of season or weather
conditions, are happy and healthy (Borge et al., 2003). In line with this belief, Northern European societies
uphold a longstanding tradition of granting children the freedom and opportunity to play and be active outdoors
in various weather conditions (Lysklett, 2017). For instance, Norwegian Tomm Mustard, transported children
from the city center to small cabins in the forest via tram and allowed them to play using only what nature
provided. Similarly, Dane Ella Flatau, organized daily forest trips with her children and others. Swede Gosta
Frohm, took children into nature and facilitated them connecting with nature through fictional characters he
created who "lived in nature." These initiatives marked the early steps of a movement that would later
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contribute to the emergence of an alternative model in early childhood education. Over time, these nature walks
laid the foundation for institutions known as Forest Kindergartens and the pedagogical model adopted within
them—the Forest School Approach (Lysklett, 2017).

Owing to its easily adaptable structure, lack of accreditation requirements in some countries, and
growing scholarly interest in the field, the Forest School Approach has gained popularity not only in the United
Kingdom (UK) but also in countries such as Germany, Australia, Canada, the United States, Japan, New
Zealand, and Tiirkiye (Yalcin, 2022). However, researchers have also pointed out various issues emerging
from the approach’s rapid popularization and prevalence. For instance, Leather (2018) strongly criticized the
proliferation of “Forest School Leader Training Programs” in the UK, arguing that the training provided in
these programs is driven by commercial motives, implemented with a “copy-paste” or “drag-and-drop”
mentality, and increasingly detached from the philosophical foundations of the Forest School Approach.
Leather emphasized that to better understand the Forest School Approach and its associated educational
practices, one must first grasp the spiritual connection between nature and humans prevalent in Northern
European countries.

It can be argued that Leather’s (2018) concerns may also be applicable to the Turkish context. The
increasing popularity of the Forest School Approach in Tiirkiye has led to growing interest in Forest School
Leader Training Programs. Various institutions and individuals now offer such training, often for profit.
However, it remains uncertain to what extent the Forest School philosophy is being effectively conveyed to
participants through these programs or whether participants possess the level of understanding necessary to
implement the philosophy appropriately. A review of the relevant literature indicated that the philosophy of
the Forest School Approach is closely linked to several factors, including the geography, climate, and culture
of Northern Europe; the perception of childhood and the value placed on children in Nordic countries; and the
principles of Nordic early childhood education (Amus, 2022; Borge et al., 2003). Yet, only a limited number
of national studies (e.g., Amus, 2022) have made this relationship explicit. Therefore, for parents who wish to
raise their children according to this approach, there is a need for studies that can clearly articulate the
philosophy of this approach, as well as its connection to Northern European culture. If the approach continues
to be implemented with a "copy-paste" or "drag-and-drop" mentality, it risks losing its essence and popularity,
becoming merely a marketable model for children in consumer societies.

In Tirkiye, Forest Kindergartens are private institutions, generally accessible to children from middle-
and high-income families. As such, these kindergartens are predominantly located in urban areas inhabited by
people of higher socioeconomic status (Yalg¢in, 2022). Studies conducted with parents who chose Forest
Kindergartens in Tiirkiye, have examined the demographic profiles of participating families and found that the
parents are typically highly educated, and only have one or two children (Ahi, Kaya, & Kahriman-Pamuk,
2023; Yalgin, 2022). These studies have also investigated why families prefer Forest Kindergartens (Ahi,
Kaya, & Kahriman-Pamuk, 2023; Yal¢in, 2022), their knowledge of forest pedagogy, and how this knowledge
shapes their expectations of these kindergartens (Yalgin, 2022). Due to their limited numbers and qualitative
design, these studies may not fully represent the general population. Nevertheless, findings suggest that
families choose the Forest School model over traditional institutions due to mismatches between their
expectations and what the formal education system offers, negative effects of formal schooling on children,
their personal ideology, school experiences, and educational philosophies (Ahi, Kaya, & Kahriman-Pamuk,
2023). Another study found that many parents are motivated by the desire to offer their children a childhood
experience similar to their own, prompting them to choose a kindergarten offering outdoor education (Yalgin,
2022). However, the same study also found that founders and teachers believe some parents struggle to grasp
the philosophy of forest pedagogy. They reported that some parents are reluctant to let their children get into
their cars with muddy clothes, are overly concerned about minor injuries, and object to their children being
outdoors in cold weather (Yalcin, 2022). From this perspective, although the growing popularity of Forest
Kindergartens is promising, there is concern that this prevalence may fall victim to popular culture. For
example, social media and other forms of mass media may contribute to the superficial spread of the approach,
devoid of its core values. This case may lead to the approach becoming an educational approach that is
purchased for the children of affluent consumer societies. This study was conducted to prevent the Forest
School Approach from sharing the same fate as the Montessori method, which was originally developed for
educating disadvantaged groups but has since evolved in Tiirkiye into an expensive form of education
accessible only to the wealthy. In this study, the geographic and climatic features of Northern European
countries were first introduced. Next, the place and significance of nature in Northern European culture were
discussed, followed by an explanation of Northern Europe’s early childhood education philosophy and its
perception of childhood. Finally, the transformation of Northern Europe’s early childhood education model
into the Forest School Approach was explored. The study is then concluded with a series of recommendations
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for the effective implementation and dissemination of the Forest School Approach. While the terms "Northern
Europe" and "Northern European" were predominantly used throughout the study, the terms "Nordic" and
"Scandinavian" were also occasionally employed interchangeably.

A General Overview of Northern European Countries

The geographic region encompassing Norway, Denmark, Iceland, Finland, and Sweden, along with
specific areas and cities of the Aland Islands, is today known as Northern Europe. These countries are grouped
together not only based on geographical proximity but also due to many shared characteristics (Einarsdottir &
Wagner, 2006). While each of these Northern European countries has its own language, the languages of
Sweden, Norway, and Denmark are similar enough to allow mutual understanding among speakers.
Additionally, Norwegian, Danish, and Swedish—long influenced by German and English—has undergone
various simplifications over time, whereas the Icelandic languages has remained almost unchanged. The
official language of Finland is Finnish, which is not part of the Germanic linguistic group, and instead has
origins in Estonia and Hungary (Einarsdottir & Wagner, 2000).

The total population of the Northern European nations mentioned, including a total area of 1.32 million
square kilometers, is 26 million, with Sweden being the most populated, housing around 11 million people. In
addition to numerous cultural similarities, these countries also consistently rank among the highest globally in
indicators such as civil rights, education, economic competitiveness, and quality of life (Jokinen et al., 2020).
Although they perceive themselves as being quite distinct from one another, as will be clearly outlined later in
this study, they share common beliefs regarding children and the idea of childhood (Einarsdottir & Wagner,
2006, 2008).

Another significant factor that unites the Northern European countries is their development of a
distinctive societal model—referred to as the Northern European Social Democratic Model—designed to
enhance social welfare. This model includes a wide range of policies and practices, from paternity leave and
access to early childhood education, to promoting gender equality across all segments and areas of society.
These policies and practices are grounded in democratic principles, such as justice, equality, human rights, and
solidarity (Brostrom, Einarsdottir, & Samuelsson, 2018).

The Climate of Northern European Countries

Northern European countries are located within climatic zones defined as polar and northern temperate
regions. In particular, the northern parts of Iceland, Norway, Sweden, and Finland are entirely within the polar
zone. The southernmost parts of Denmark, Sweden, and Finland, on the other hand, are located in the northern
temperate zone. Consequently, the climate varies not only from season to season but also significantly from
region to region (Sandseter & Lysklett, 2017).

In Norway, winters in the inland areas are considerably colder compared to the coastal regions. In
January, for example, the average temperature ranges between 3°C and 6°C. While, during the summer months,
temperatures typically range between 8°C and 16°C in northern Sweden and Finland, and between 13°C and
22°C in the southern parts. In the middle of winter, the southern regions of Denmark, Norway, Sweden, and
Finland receive only 5 to 6 hours of sunlight. In contrast, the northern areas receive very little or no sunlight
at all. Whereas during summer, particularly in the northern regions of Norway, Sweden, and Finland, there are
periods in June and July known as the "midnight sun," during which there is almost no darkness. Sandseter
and Lysklett (2017) argue that the seasonal and daily learning activities in Northern European early childhood
education services, are greatly influenced by changes in sunlight and weather conditions, as well as are often
structured according to these seasonal variations.

The Place and Importance of Nature in Northern European Culture

Numerous studies (Amus, 2022; Beery, 2013; Hennig et al., 2018) emphasized that Northern Europeans’
love for nature—particularly forests—has deep and enduring roots. Isberg and Isberg offered a striking statistic
about this longstanding relationship; until the modern era, eight out of every ten Northern Europeans lived in
rural areas, and more than half of the population made a living through farming, logging, hunting, and/or
fishing. This historical context points to a strong sense of connection to nature among the Nordic people (Isberg
& Isberg, 2007). Another reference (Hytonen, 1995) noted that since the 17th century, Nordics have used
forests not only for obtaining food and natural resources, but also for economic, recreational, social, and
inspirational purposes.
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Like all societies around the world, Northern European societies have undergone profound
transformations, leading them to adopt lifestyles different from those of their ancestors (Hareven, 1982). Yet,
even though urbanization has significantly altered these societies' ways of life, the tradition of spending time
in nature for various purposes—believed to be a tool of connecting with one’s ancestors—has persisted. While
nature is no longer used primarily for food or economic needs, the practice of using it for recreation and
relaxation continues as a longstanding Nordic tradition. As their dependence on nature for economic survival
has diminished, North Europeans have come to see forests as places of peace and tranquility. In line with this
perspective, since the late 19th century, Northern Europeans with high socioeconomic status have chosen to
spend holidays in cottages, wooden houses, or vineyard homes built in nature, typically located in rural areas.
Similarly, following World War II, middle-class families who gained economic security also began using
nature for recreational purposes. These Northern Europeans often spent time in nature chopping wood, lighting
fires, and cooking over the flames—activities in which they attempted to carry on life just as their ancestors
once did (Fernand, 1995).

Northern European societies essentially believe that spending time in nature—particularly in the
wilderness—is an important means of connecting with their ancestors (Fernand, 1995). They even have a
special term, Friluftsliv, to describe this leisure time spent enjoying nature. Translated into English as “open-
air life” or “free-air life,” friluftsliv can be translated in Turkish as “a¢ik hava yasami.” It is argued that this
philosophy and lifestyle, widely embraced in Northern Europe, form the foundation of what is now known
globally as Forest Pedagogy or the Forest School Approach (Amus, 2022; Borge et al., 2003). Although
friluftsliv does not have a single, precise definition, various complementary interpretations of this concept
exist. For example, Gelter (2000) describes friluftsliv as “a philosophical lifestyle based on establishing a
spiritual connection with the environment and experiencing freedom in nature” (p. 78). In contrast, Isberg and
Isberg (2007) define it as “a simple life” (p. 10), while Repp (2007) describes it as “the process of forming a
connection with nature, believing in it, and befriending it” (p. 107). Stenseke (2010), as cited in Beery (2013),
explains it as “the recreational use of publicly accessible natural lands and waters without competitive intent”
(p. 96), and Ohman (2010), as cited in Beery (2013) defines it as “a type of education in which an individual
develops a personal relationship with nature based on personal experiences” (p. 96).

While these translated terms and definitions offer insight into this philosophical way of life, some argue
that the concept is ultimately untranslatable. Amus (2022), who lived for many years in Finland, one of the
Northern European countries, claimed that defining the concept is quite difficult, as Northern Europeans deeply
internalize it due to their strong historical ties—and that simply hearing the word brings a smile to their faces.
Similarly, Beery (2013) argued that neither the English phrase “outdoor recreation” nor the direct translation
“open-air life” fully captures the meaning of the Swedish term, Frilufisliv.

Although this concept may be difficult to fully comprehend for non-Northern Europeans, it may be
useful to explain what it is—and what it is not—through examples. As stated earlier, this philosophy forms the
core foundation of what is now known as the Forest School Approach. Therefore, fully understanding it is of
significant importance. At this point, the clear explanation can be especially helpful, as Henderson and
Vikander (2007) state, frilufisliv requires individuals to develop a spiritual connection—or a spiritual bond—
with nature, which they regard as both their own and their ancestors’ home. Furthermore, during long walks
in nature, the body, mind, and spirit open themselves to the physical, sensory, emotional, and spiritual
experiences of nature. Through this approach, a person no longer feels like a visitor in nature but rather feels
at home within it (Amus, 2022; Henderson & Vikander, 2007).

Additionally, Amus (2022) and Henderson and Vikander (2007), argued that the concept of frilufisliv
differs significantly from the nature-based recreational activities typically practiced in Tiirkiye and the United
States. For instance, Amus (2022, p. 32) noted that in Tiirkiye, when one speaks of outdoor recreation, it often
evokes ideas such as "Survivor-style competitions," "adventure," "survival skills," "struggle against nature,"
"contests with winners and losers," and "activities that foster team spirit." In contrast, frilufisliv emphasizes
slowing down, experiencing inner peace, living in the moment, and cultivating a connection between oneself
and nature. Similarly, Henderson and Vikander (2007, p. 9) claimed that Americans tend to perceive being in
nature as involving "adventure," "risky activities," and "achievement," and therefore believe that nature
provides opportunities for physical and mental challenges necessary for personal growth. However, they note
that no Northern European person sees nature as something to be conquered or triumphed over. On the
contrary, they believe nature is on their side—on the side of life itself.

The philosophy of friluftsliv is closely linked to the concept of allemansrdtten (the right of public
access), which refers to the legal right to roam freely in nature. Almost all Northern European countries—
Sweden, Norway, Denmark, Iceland, and Finland—have similar laws allowing people to enjoy nature for
purposes such as hiking and camping (Amus, 2022; Borge et al., 2003; Sandseter & Lysklett, 2018; Savage,
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2017). This right of public access and the corresponding legal framework also explicitly grant early childhood
education and care (ECEC) institutions the right to conduct field trips into nature and the forest. Accordingly,
kindergartens, preschools, and similar institutions may benefit from nature as much as they wish. However, if
an institution frequently visits a particular area, it is required to contact the landowner to establish a usage
agreement (Sandseter & Lysklett, 2018). During such excursions and walks, the fundamental rule is to show
respect to people, the local environment, and wildlife—because it is believed that all beings and everything in
nature have the right to live and roam freely (Amus, 2022; Borge et al., 2003; Savage, 2017). As an example
of this respect, Amus (2022) recounted a conversation with a Finnish friend in her book; while collecting
mushrooms, she remarked on how clean and well-maintained the forest was. Her friend responded, “Why
would we leave garbage in a place we plan to return to? The forest is our second home.”

In alignment with the right of public access, nearly all Northern European countries have established
Sriluftsliv institutes to support this lifestyle and encourage people of all ages to spend time outdoors and enjoy
open-air activities. For example, the Swedish institution has approximately 1.7 million members and
collaborates with 25 nonprofit NGOs and 9,000 local and regional clubs. According to data from Statistics
Sweden, about one in three Swedes spends time outdoors for a specific purpose at least once a week. More
than half the population spends holidays in rural areas or coastal vacation homes (Savage, 2017). Similarly,
Borge et al. (2003) reported that since the 1970s, the number of Norwegians who hike mountains, trek, and
cycle for recreation has doubled, with the proportion of climbers increasing from 25% to 57%. When asked
what is essential for a good life and identity, 19 out of 20 Norwegians responded “nature,” and 90% of the
Norwegian population reported going for walks in recreational areas near their homes. The same study stated
that about 90% of Norwegians agree that outdoor recreational activities add value to their lives and are essential
for raising children and cultivating Norwegian identity. It is also claimed that Danes share similar behaviors
and lifestyle patterns (Wiltozek, 1991), as cited in Borge et al. (2003).

The observations of the first author during a research visit to Finland align closely with existing literature
on Northern Europeans' views of being in nature and outdoors. Coming from a cultural background that
typically associates outdoor and nature experiences with spring and summer, the author summarized her
observations made in Finland during a visit in February as follows:

“During my master’s thesis research, I had to leave my hotel at 7:30 a.m. to conduct observations
at a kindergarten. At that hour, it was still dark outside, and the temperature was minus five degrees
Celsius. On my way, I would often come across mothers taking walks with their babies in strollers. I
later learned that, in Finnish culture, it is a tradition for babies to sleep outdoors from as early as two
weeks old. Coming from a cultural background where newborns are not taken outside until 40 days
after birth—even in summer—I was quite surprised to see two-week-old babies being taken for walks
by their mothers in freezing February weather. What surprised me even more was that day care centers
accepting one-year-old infants also had them nap outdoors in strollers. When it was naptime, the babies
were dressed in appropriate clothing, laid on a sheepskin-like lining, and placed in strollers positioned
in front of windows where they could be observed by adults from inside. Through the readings and
research I conducted during this study—now almost a decade ago—I came to understand that what
had initially seemed surprising to me was, in fact, a scientifically grounded practice rooted in a long-
standing tradition.”

According to other research (Ylppo, 1921, 1939), as cited in (Tourula et al., 2008), having babies sleep
outdoors has been a tradition in Finland since the 1920s. In the 1920s, when infant mortality and rickets rates
were high in Finland, a well-known pediatrician named Arvo Ylpp6 recommended to mothers and expectant
mothers that they let their babies sleep outdoors in order to reduce infant deaths. At that time, the aim of this
practice was to enhance oxygenation of the blood by avoiding poor indoor air quality, thus improving
nourishment of bone tissue. As in the past, sunlight and fresh air are still regarded today as two important
strategies for disease prevention. According to Tourula et al. (2008), people used to believe that breathing in
cold air increased blood flow to the mucous membranes of the mouth and nose, thereby strengthening their
resistance to microbes. Likewise, it was believed that if babies were consistently exposed to cold air from a
young age, their faces would become less susceptible to the effects of wind, fresh air, or sunlight.

A recent study was conducted in Oulu, located in northern Finland, to investigate how parents feel about
their children sleeping outdoors during winter and how widespread this practice is (Tourula et al., 2008). The
participants consisted of 116 Finnish parents living in Oulu who had children under the age of two. The
researchers found that allowing children to sleep outside during winter is regarded as normal behavior, and is
widely accepted. The practice typically begins when the baby is about two weeks old, and is carried out once
a day. According to these findings, parents reported that their children sleep longer outdoors in comparison to
naps taken indoors. Temperatures varied from -27°C to +5°C during the study period. The majority of parents
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had positive experiences, and only a few reported encountering potentially hazardous situations. However,
parents stated that 3% of children sleeping at 0°C and 25% of those sleeping at -15°C experienced cold fingers.
More than half of the children were reported to sweat from the neck area at 0°C, although the most common
symptoms observed are cold nose tips and flushed cheeks.

Although the practice of having babies sleep outdoors is rooted in scientific tradition, it is also believed
to be closely related to the cultural perception of childhood in Northern Europe. In the following sections, this
perception was introduced through various studies from the relevant literature. Highlighting this perception
was considered significant, as Borge et al. (2003) claimed that the image of childhood prevalent in Northern
European culture has played an important role in the emergence and implementation of Forest Pedagogy.
However, before addressing the image of childhood, it is worthwhile to further elaborate on the culture of
outdoor recreation in Northern Europe. In this context, additional firsthand observations and anecdotes from
one of the researchers are presented below:

“During my research visit to Finland, I learned that there was a one-week winter-ski holiday
(histoloma) in February (Amus, 2022). During this period, many kindergartens closed, and families
went skiing with their children. Interestingly, during February, typically described as the coldest time
of the year, the temperature rose to +5°C for the first time recently, causing much of the snow covering
the city to melt. The Finnish people I met, unaccustomed to such warm weather at that time of year,
sadly shared how distressed they were by the warmth. What struck me most was that, despite enduring
long and harsh winters for years, they used the word ‘distressed’ to describe their feelings about the
rising temperatures, which prevented them from skiing during their vacation. This revealed yet again
how distinct Northern Europeans' orientation toward being outdoors—even in winter—is from that of
other cultures. I also learned an old Scandinavian proverb that is now frequently cited in the literature
on out-of-school learning and aptly reflects their perspective on being outdoors in all weather
conditions: ‘There is no such thing as bad weather, only wrong clothes.””

Finnish researchers who share this perspective have also conducted various scientific studies on the
topic. For instance, a relatively recent study (Ras et al., 2017) aimed to explore how long children aged 8—14
were exposed to the cold, how much exposure they experienced, and what types of symptoms they exhibited
in the city of Ostrobothnia in the Lapland region of northern Finland. The study involved 30 children in the
specified age range, and data were collected using electronic thermometers attached to their outerwear, with
researchers recording symptoms daily. The researchers found that even in Lapland, the northernmost part of
Finland, cold temperatures do not prevent children from engaging in outdoor activities. However, they noted
that the colder it is, the shorter the time spent outside—though no significant difference occurs between boys
or girls in terms of time spent outdoors. On the other hand, the researchers found that each child displays
various symptoms related to cold exposure. Nearly half of the children report difficulty breathing, and some
experienced pain and numbness due to the cold. It is worth noting that the research area lied within the Arctic
region, and the temperatures during the study period were recorded at -15°C or lower.

Being outdoors is seen by Finns—just like many other Northern Europeans—as a key to feeling well,
staying healthy, and connecting with nature. Reflecting on this perspective, Karppinen (2012) stated, “Every
culture has its words and ideas about health, well-being, and people's relationship with nature. This is also true
for Finns. I am working on the meaning of the word er, a traditional Finnish concept related to wilderness.
Today, however, erd is equated with the modern word seikkailukasvatus, which refers to outdoor education”
(p. D.

The intertwining of Northern European culture and education is once again illustrated below through
the firsthand notes and experiences of the first author:

“In my daily observations, I saw that people living in Helsinki went for walks, rode bicycles,
and skated on publicly accessible natural ice rinks created by the municipality—even in February, in
the snow. These rinks, used by people of all ages, were made by watering the parks with municipal
trucks right after snowfall, allowing the snow and water to freeze overnight, and then smoothing the
surface to form natural ice-skating rinks. These observations reminded me of the ice-skating rinks in
Tiirkiye, which are usually located in shopping malls and accessible only to certain segments of society
through paid admission. In contrast, the rinks in Helsinki were free and used throughout the day by
both the society and schools at all levels. On one of the days I spent in a kindergarten, the teachers
organized a field trip to one of these rinks by placing the children’s skates on small sleds. The
municipality had also placed a container near the rink. The children pulled their sleds with their gear
inside, changed into their skates in the container, and after skating, changed back into their regular
shoes and walked back to school. One teacher mentioned that Finnish families expect their children to
be able to skate independently by the age of five, and thus kindergartens facilitate this expectation.
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While I observed all this with tremendous amazement, I also initially attributed the differences between
Tiirkiye and Finland to economic development. However, as our conversation deepened, I learned that
most families buy such equipment from second-hand shops, which are very common in Finland. These
shops are viewed as a means of sustainable living and reducing consumption, and they cater to nearly
every need. I also observed that no field trips at kindergartens involved school buses. On the contrary,
children walked to the rink, to the forest, and even to the library located at a considerable distance.
Physical activity in fresh air was strongly associated with well-being.”
As these observations and experiences indicate, the societal perspective and approach to education play
a significant role, especially in education that occurs outside the formal school environment. Therefore, it may
be useful to explore how societies with such a cultural background perceive children and education,
particularly what their expectations are from education—and from early childhood education in particular.
Numerous sources suggest that the child-centered approach in Northern Europe stems from the Nordic
perception of childhood. Similarly, to fully understand the practices within forest pedagogy, it is considered
necessary to develop a deeper understanding of the Nordic image of the child. Accordingly, introduced in the
next section was the value of children and the image of childhood within the Northern European culture.

The Value of the Child and the Image of Childhood in Northern European Culture

To illustrate how the Nordic value of childhood differs from that of other societies, Kristjansson (2006),
in his work Making of Nordic Childhoods, presented two perspectives on the value of the child. The first of
these is termed the “prospective value perspective.” This perspective focuses on the child’s potential value to
society, the individual, the family, or aging parents (Stearns, 1989; Kristjansson, 2006). Here, the
characteristics of childhood are evaluated less for the child’s own benefit and more for who the child might
become in adulthood. This view takes a pragmatic rather than emotional stance toward childhood. Moreover,
since childhood is seen as a temporary phase with a forward orientation, “tampering with the clock of
childhood” to accelerate the acquisition of adult life skills is often considered acceptable—even desirable
(Elkind, 1981; Kristjansson, 2006).

The second perspective, by contrast, is defined as the “here and now” approach. Unlike the pragmatic
view, it romanticizes childhood and values the child for their own well-being. In this view, traits typically
associated with childhood—such as imagination, playfulness, and innocent purity—are regarded positively.
Thus, adults should provide space and ample time for children’s play and similar activities, as play is inherently
healthy and supports development. This approach views peer play and interaction as equally or even more
beneficial than adult-led instruction in early childhood development. Childhood is seen not as a transition but
as a valuable period in its own right. Therefore, it should never be rushed (Kristjansson, 2006). Kristjansson’s
assertion that “children should be allowed to remain children for as long as they need” can be seen as a concise
expression of the “here and now” perspective.

According to Kristjansson (2006), the “here and now” perspective aligns most closely with the value
placed on children in Northern European societies. This value is reflected in both micro- and macro-level
policies and practices. For example, in nearly all Northern European countries, children start primary school
later than their peers in many other nations. Moreover, grades are not emphasized during the first year of
school. Similarly, daily activities in ECEC centers mainly consist of indoor and outdoor play initiated by the
children themselves. A very small portion of the activities in these centers are structured by teachers to prepare
children for primary school—such as teaching letters, numbers, or how to write their names. Other teacher-led
activities might include reading books, occasional museum visits, or various nature-based environmental
education activities. According to Kristjansson (2006), the implicit goal of Nordic ECEC centers is to provide
children with a calm and nurturing environment while they are separated from their parents.

Kristjansson (2006) also emphasized that the “here and now” perspective is not limited to macro-level
policy but is also evident at the micro-level, in the relationships between Northern European parents and their
children. In a study conducted in Northern Europe (Kristjansson, 2001), as cited in Kristjansson (2006),
interviews were held with parents of five-year-old children about their daily family lives and social
interactions. The findings revealed a broad spectrum of family profiles—from dual-income parents wanting to
spend quality time with their children despite limited availability to those making a conscious effort not to
pressure their children unnecessarily. The study found that middle-class families, in particular, planned
morning routines in a way that accommodated both the child’s and the parent’s needs. For example, they
allowed children time to play with siblings, draw, watch cartoons, or look at picture books—even while
preparing for school. Scandinavian parents, especially working ones, shared various playful strategies they
used to make morning preparations smoother and more enjoyable. These included habitual games, fun role-
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playing, or turning the walk to preschool into a race between the father and the child—activities that benefitted
both sides (Kristjansson, 2006).

As for the Nordic concept of childhood, in countries such as Denmark, Sweden, Iceland, Finland, and
Norway, childhood is characterized by child-centeredness. Although this concept is difficult to fully translate
into Turkish, its core principles include the naturalness of childhood; equality and justice; democracy as a lived
daily experience for children; freedom and autonomy to play and grow as individuals; liberation from excessive
adult control; close and friendly relationships with peers and adults; and connection to cultural heritage through
solidarity and tradition (Kristjansson, 2006). This concept supports the view in Nordic societies that children
should enjoy being children, have their voices heard, and have their rights protected. Similarly, it is assumed
that both governments and parents share responsibility for ensuring a happy childhood (Editorial, 2008).

Wagner (2003, 2006) argued that the Nordic perception of the child is grounded in a blend of equality,
freedom, and the ideal of a fulfilling childhood. To better explain these ideas, he shares his observations of
Northern European societies. According to Wagner, the most evident manifestation of egalitarianism is in the
shared authority and collaborative decision-making between adults and children across educational settings.
For Scandinavians, childhood is not a preparatory phase for learning how to engage in a democratic society—
it is a time to actually live democracy, from an early age, in all environments, including home and school
(Wagner, 2003).

The concept of liberation—widely embraced in Scandinavian culture—refers to freedom from excessive
external control, and it is closely linked to the belief that children should actively participate in a democratic
society. As an American researcher who has spent considerable time in the region, Wagner recounted how
surprised he was by Nordic understandings of childhood and how these are reflected in early childhood
education in his article Fishing Naked: Nordic Early Childhood Philosophy, Policy, and Practice. Accustomed
to American preschools where children are never left unsupervised, Wagner noted that in many Scandinavian
preschools, children move freely between the classroom and playground throughout the day. In some cases,
he observed play areas designated solely for children, where adults are not allowed. For instance, in Denmark,
there were "pillow rooms" designed mainly for children to engage in pillow fights and rough-and-tumble play.
Even in preschools without these designated areas, Wagner observed that teachers made a concerted effort not
to interfere with children's natural play and interactions. One additional observation that particularly caught
his attention was the flexible planning of daily schedules. For instance,

“One teacher asked a group of first-grade students what they would like to do on a warm spring
day. The children responded that they wanted to sew and make shorts. So, the teacher and children
walked to the nearby train station and boarded the first train heading to the city to buy fabric. When
they returned to school, the teacher helped them cut the fabric using a pattern. Throughout the
afternoon, the children came and went to the sewing area based on their interest” (Wagner, 2004, p.
58).

Coming from a culture where most lessons are pre-planned by teachers and where field trips require
multiple levels of approval, Wagner was astonished that the teacher spontaneously shaped the lesson according
to the children's request—and even more surprised that a field trip was planned without asking or informing
anyone. He associated these observations with the idea of liberation, emphasizing that if teachers or other
adults make all the important decisions, children cannot truly experience or participate in democracy (Wagner,
2004).

According to Wagner, another complex and hard-to-translate concept that all Northern Europeans seem
to agree upon is the notion of a “good childhood.” This refers to an emotionally rich and optimistic
conceptualization of childhood. Wagner explained that the Scandinavian tradition of “being together with one
another in nature” dates back over a century. For Northern Europeans, happy children are those who play
freely in unstructured natural environments. Similarly, Scandinavians believe that for children to experience a
happy childhood, they must take risks and pursue their passions. Wagner observed that compared to
Americans, Scandinavian parents and educators are strikingly relaxed about children having accidents. They
view accidents as natural by-products of a child’s curiosity. He also noted that Scandinavians believe children
have a right to freedom from excessive adult supervision and control.

As the popularity of "risky play" has increased, several studies have highlighted the cultural differences
in adult attitudes toward children taking risks—supporting Wagner’s observations (e.g., Guldberg, 2009;
Sandseter, 2009). For instance, Sandseter and Lysklett (2018) stated that ECE teachers in Scandinavian
countries are more tolerant of risk in children's activities and play. They also observed that Northern European
teachers grant children considerable freedom to move and use play environments as they see fit.

The popular approach known as Forest School or Forest Pedagogy largely overlaps with the early
childhood education pedagogy of Northern Europe. Therefore, to fully internalize this approach and avoid
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mere "copy-paste" implementations in Tirkiye, the following section was developed to promote a deeper
understanding of Northern European early childhood pedagogy.

Northern European Early Childhood Pedagogy

The OECD’s Starting Strong II report (2006) outlined two general trends in early childhood education.
The first is the English-French tradition, which emphasizes early education and readiness through formal care
settings (often termed preschool). The second is the Nordic tradition, which adopts a socio-educational
approach. While the English/French model is commonly described as the “early education” or “school
readiness” tradition, the Scandinavian model is referred to as the “social pedagogical approach” (Kragh-
Miiller, 2017).

France and English-speaking countries often follow the school readiness model—under various
names—focusing on cognitive development and knowledge acquisition. However, this model has been
criticized for being misaligned with children’s natural learning and thinking styles. On the other hand, the
Scandinavian social pedagogical approach is rooted in the belief that children develop through communication
and interaction with peers and adults. It emphasizes relationships, interaction, play, and outdoor activities.
Learning is considered to take place when children engage in social processes and interactions (Kragh-Miiller,
2017; OECD, 20006).

Although this section presented the current practices of early childhood education in Northern Europe,
it is helpful to first consider its historical foundations. The Scandinavian philosophy is influenced by thinkers
such as Pestalozzi, Rousseau, and Froebel, and by developmental theories that argue children’s innate abilities
can flourish when supported by parents (Brostréom, Einarsdottir, & Samuelsson, 2018). While curriculum
models like Waldorf, Reggio Emilia, and HighScope have left traces on modern Scandinavian education,
Froebel's ideas were particularly influential in the founding of the first ECEC centers in Northern Europe.
Known as the “father” of the kindergarten concept, Froebel coined the term that translates to “children’s
garden.” Similarly, in many Nordic countries, early childhood centers for children aged 3—6 are called
barnehaver, which translates as “gardens for children” (Kragh-Miiller, 2017). In Iceland, the term playschool
is used, which reflects the importance placed on play—especially outdoor play. Wagner (2004) noted that the
terminology in Northern Europe deliberately avoids school-like terms for early childhood education. For
example, Danish people avoid using the term “preschool” even in English, as they do not view early childhood
education as preparatory schooling (Einarsdottir & Wagner, 2006).

As discussed earlier, the Nordic commitment to play is rooted in Froebel’s philosophy, which regarded
play as a way of life and an essential part of education (Plaugh, 2012). According to Kragh-Miiller (2017),
Froebel’s influence is especially evident in Denmark, where both free and outdoor play are highly valued.
Sandseter and Lysklett (2018) also claimed that Nordic early childhood education programs explicitly
emphasize the child's right to play and the importance of child-initiated, self-directed free play. Winther-
Lindqvist (2017), in her study The Role of Play in Danish Early Childhood Education and Care Centers, made
a compelling claim that many scientific studies show that children who spend their early childhood years
engaged in self-directed free play tend to be more successful later in life. She cited research (e.g., Fischer et
al., 2011; Hirsch-Pasek et al., 2009; Pellegrini, 2011, as cited in Winther-Lindqvist, 2017) supporting this
argument. Among these, a particularly striking study by Sommer (2015), as cited in Winther-Lindqvist (2017),
compared the effects of play-based curricula with academically focused programs. Sommer found that play-
based programs benefit children more than teacher-led instruction. Starting school too early was also found to
diminish future academic performance. Sommer highlighted the irony of early academic interventions, stating,
“The assumption that early intervention guarantees a better start in primary school is ironic. Beginning formal
instruction too early actually undermines children's future proficiency in math, science, and language.”
Additionally, Sommer (2015) observed that early schooling and academic instruction lead to increased
performance anxiety, reduced self-regulation, and a rise in hyperactivity, aggression, and anxious behaviors
(pp. 75-76). Finland’s consistent high performance in international assessments like PISA is often cited as a
strong case in point. Several studies (e.g., Kupiainen, Hautamiki, & Karjalainen, 2009; Valijérvi et al., 2007;
Maittd & Uusiautti, 2012) attribute Finnish children’s success in literacy, mathematics, and science to the
country’s play-based early childhood pedagogy.

As a result of this pedagogy, a large portion of the daily schedule in Nordic ECEC centers is allocated
to play—particularly free play. Across most centers, the daily routine is similar, with children spending 3—4
hours per day playing outdoors. Apart from meals, snacks, and group time, only about 30 minutes per day is
reserved for adult-initiated or planned activities. In this child-centered pedagogy, children are free to choose
what, where, and with whom they want to play for most of the day. These centers prioritize care, routine, and

1272



Fatma Yal¢in, Feyza Tantekin Erden

predictability while supporting autonomy and self-determination (Winther-Lindqvist, 2017). While, in a
comparative study of American and Danish ECEC centers, Kragh-Miiller (2013, 2018) revealed cultural
differences in views on children’s autonomy. In the United States, adult-designed and enriched learning centers
are emphasized to promote children's play. In Denmark, however, children are encouraged to select from self-
invented materials and engage in physical play independently, without adult supervision.

The role of the adult/teacher in the educational environment is also described as one of the key elements
that distinguishes Northern European early childhood education from others. In these countries, it is believed
that ECEC centers are the child's second home and that the education and care—i.e., development—of the
child is a shared responsibility between parents and teachers. Northern European educators aim to ensure that
children feel the same sense of safety and comfort at ECEC centers as they do at home. Therefore, the
interaction between the child and the teacher closely resembles that between a parent and a child. As a result
of this relationship, children do not refer to their teachers as “my teacher,” nor do they use formal titles like
“Mr./Mrs.” as in American culture; they simply call teachers by their first names. Furthermore, many Northern
European, and particularly Danish, ECEC centers are designed as home-like learning environments, featuring
cushions, sofas, dining tables, or high chairs—spaces where children can feel comfortable. Naturally, there are
also, albeit in limited numbers, accessible play materials stored in open shelves and boxes that children can
use during play. Even more interestingly, children are granted the freedom to choose between playing indoors
or outdoors, and those who prefer to play with a few friends in the schoolyard can do so without adult
supervision (Kragh-Miiller & Isbell, 2010; Kragh-Miiller, 2013, as cited in Jorgensen, 1998; Wagner, 2004).

This approach to planning and curriculum in ECE is quite surprising for countries like Tiirkiye, where
teachers are expected to prepare lesson plans in advance, define learning outcomes and indicators, and focus
on teaching themes and concepts. As previously mentioned, these countries do not employ fully detailed and
prescriptive curricula. Instead, they outline general developmental areas and very broad learning outcomes.
Even though such a general framework exists, teachers do not prepare daily or activity plans in advance
because play is considered the primary vehicle for learning, and it is believed that the daily rhythm should be
shaped according to the child's spontaneous interests and needs. Activities such as cooking and bread-making
may be planned based on the child's intrinsic motivation and desires for that day. However, the aim of these
activities is not to teach skills such as measurement or counting. While child development and learning are
supported at school, this process is not conducted through pre-planned activities with predetermined outcomes
but through a child-centered approach shaped by the child’s interests and needs (Kragh-Miiller, 2017; Wagner
& Einarsdottir, 2006; Winther-Lindqvist, 2017). To more clearly illustrate how this interest- and need-based
learning approach differs from those in Tiirkiye, the United States, and even many European countries, the
first author shared the following observation from a Finnish kindergarten:

“During a circle-time discussion with a group of 4-5 year olds, one child told the teacher that
they didn’t like school and found it boring. The teacher asked, ‘What would make school more
enjoyable for you?’ The child replied, ‘If we could watch cartoons like we do at home and eat
something while watching, I’d like it more.” The teacher brought this observation to the weekly
meeting with other teachers, and a field trip to the library was planned with that child included. The
goal was to visit the library with the children and select DVDs they could watch at school. Each child
had their own library account. A small group of four or five children walked to the library with their
teacher. On the way, the teacher chatted with them the whole time. The roadsides were snowy, and the
children noticed small footprints going up a hill. In the teaching approach I was familiar with, the
teacher would have said they were animal tracks and redirected the children toward the library.
However, this teacher encouraged the children’s curiosity and motivation by saying they could follow
the tracks and climb the hill. At the top, the children noticed some marks scratched into an old metal
door and asked the teacher, ‘Could the creature that made the footprints have left this message?’ Rather
than saying ‘yes’ or ‘no,’ the teacher said, ‘I don’t know. Maybe. Why don’t you record it? Let’s
investigate together when we get back to school,” and handed them a notebook and pencil from her
bag. One child tried to copy the markings—imagining them as a secret message left for them—into
the notebook. When their interest faded a little, they resumed the walk to the library, selected their
preferred DVDs and books, and returned to school on a municipal bus. For me, this experience was
one of the clearest examples of a truly child-centered curriculum shaped entirely by the children’s
interests and needs.”

Northern Europeans adopt a child-centered approach even in the terminology they use to name ECEC
centers. They strictly avoid using the word “school” when referring to early childhood education institutions—
commonly labeled as “daycare centers” in English. In fact, according to Einarsdottir and Wagner (2006),
Danish teachers protested being referred to as “teachers” because they believe that children are capable of
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constructing their own learning and only require a guide to accompany them in this process—not a teacher.
Consequently, educators viewed their role in an egalitarian and democratic learning environment as one
focused on caring for the child by attending to the child’s interests and needs.

On the other hand, as with all societies, postmodern life has gradually begun to influence the Northern
European way of life and educational philosophy. Nevertheless, Northern European teachers believe they must
continue to advocate for play as one of the fundamental rights of the child. Teachers fear that external pressures
from other cultures—such as national curriculum demands, more detailed lesson planning, and even
standardized testing, which until recently was unheard of in Scandinavian countries—will gradually erode
children’s playtime (Wagner, 2004).

In conclusion, the general practices of Northern European pedagogy demonstrate that this educational
philosophy is built upon the ideas of prominent educators like Froebel. The lifestyle and relationship with
nature characteristic of Northern Europeans are among the primary factors influencing pedagogical practices
in early childhood education. As evidenced by this literature review on Northern European culture, pedagogy,
and the image of childhood, these three variables are deeply interconnected and mutually influential. For
example, the value attributed to children—shaped by cultural factors such as lifestyle, traditions, and beliefs—
also affects pedagogical practices. Therefore, it is believed that the consistent and coherent structure in
Northern European societies has informed the alternative educational model known globally as the Forest
School Approach or Forest Pedagogy. The following section will discuss how Northern Europeans’
pedagogical understanding aligns with Forest Pedagogy.

Reviewing the Philosophy of Forest Kindergarten Practices

Each era constructs its own image of childhood through unique social and cultural processes of
adaptation (Hareven, 1982, 1987), as cited in Borge et al. (2003). Since the second half of the twentieth century,
childhood has been portrayed in a different light. In Sweden, the well-known children's author, Astrid
Lindgren, played a role in this transformation. Lindgren created characters that glorified children’s bond with
nature (Aronson & Sandin, 1996). Through characters like Pippi Longstocking, she cultivated an image of
childhood filled with cheerful, carefree, mischievous child heroes who love the outdoors. This new image of
childhood was reinforced by Scandinavians' strong connection to nature and the legal right to access it (Borge
et al., 2003; Sandseter & Lysklett, 2018). This particular image of childhood is considered one of the major
factors in the development of Forest Kindergartens in Scandinavian countries.

In their study linking the establishment and spread of Norwegian Forest Kindergartens to the country’s
cultural and historical foundations, Borge et al. (2003) reached three core conclusions. The first is the strong
bond Norwegians have with nature and their desire for their children to develop the same connection.
Therefore, they want their children to experience nature as early as possible and strengthen their connection
with it. The second relates to their beliefs and perceptions of childhood. According to Norwegians, a happy
child is one who spends most of their time outdoors, freely playing regardless of the weather or season. Hence,
Forest Pedagogy emerged and gained popularity as a model that aligned with their image of childhood. The
third conclusion concerns parental expectations of early childhood education. A form of education where the
child can frequently play freely in nature without adult supervision, is not subject to academic pressure or
expectations, and learns through play from other children—namely, Forest Pedagogy—aligns well with the
expectations of Norwegian families. Furthermore, playing outdoors year-round helps children learn how to
cope with Norway’s harsh winter conditions (Borge et al., 2003). Amus (2022), who worked for many years
in a Finnish Forest Kindergarten, recounts a conversation with a colleague upon returning from a forest day,
stating that her Finnish colleague claimed that after playing outdoors in the cold for an extended time, children
better appreciate the value of a warm space and a hot bowl of soup.

Leather (2017) also states that the fundamental philosophy of Forest Kindergartens is rooted in the
concept of frilufisliv, which was elaborated upon in the earlier sections. Inspired by this philosophy, children
are granted uninterrupted free play time in nature to foster a spiritual connection with it. Therefore, during time
spent in the forest, the focus is on free play rather than on structured activities or learning objectives. The
emphasis on free play in Forest Pedagogy is also grounded in the belief central to Northern European pedagogy
that free play takes on a key role in learning. As discussed in detail in the section on Northern European ECE,
play—especially free play—is a highly valuable process through which children interact with peers and their
environment (Kragh-Miiller, 2017; Winther-Lindqvist, 2018). Children are believed to be capable, competent
beings who can construct their own knowledge. Accordingly, this belief also prevails in Forest Pedagogy,
where the role of the adult is to provide the time children need to engage in these interactions without concerns
about curriculum, as well as to observe them in order to "seize the moment." Furthermore, teachers should be
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successful in identifying children’s areas of interest and making use of these important learning opportunities
(Amus, 2022; Lysklett, 2017).

The practice of allowing children as much time as they need to get ready for the journey into the forest—
and the deliberate avoidance of hurry or haste—is considered closely related to Scandinavian culture and child-
rearing traditions. As highlighted in the study by Kristjansson (2001), allowing children the time they need
without rushing is a Northern European tradition. This unhurried culture is also reflected in the designated
"stops" along the path to the forest. On this preferred route, children are allowed to run ahead to the next stop
and wait for their peers if they wish, while others can walk more slowly, observing their surroundings (Amus,
2022; Lysklett, 2017; Sandseter & Lysklett, 2018; Erden & Yalcin, 2017). These stops can be considered an
example of how Scandinavian image of childhood influence Forest Pedagogy. As detailed in the section on
the Scandinavian concept of childhood, children are believed to have the freedom to play and develop their
personalities autonomously, and to be liberated from excessive adult control and supervision. Therefore, the
idea that children can run ahead of their teachers and peers on the way to the forest fits seamlessly with the
Scandinavian image of childhood. Practices like the “invisible boundaries™ set in the forest also signify trust.
These boundaries represent trust in the child, agreements made in a democratic environment, and efforts to
release the child from excessive adult supervision and control.

Another Forest Pedagogy practice considered to be closely linked to Northern European culture,
lifestyle, and pedagogy is risky play and adult attitudes toward it. It is believed that, due to their deep-rooted
traditions of hiking, mountaineering, forest and mountain adventures, and their general appreciation for
outdoor life, Scandinavian countries display a more relaxed attitude toward children taking risks (Amus, 2022;
Sandseter & Lysklett, 2018). Numerous studies comparing Scandinavian countries with similar contexts in the
United States, New Zealand, and Australia (Ball, 2002, 2004; Caesar, 2001; Chalmers, 2003; Little, 2006;
Wardle, 1997; Zeece & Graul, 1993) have pointed to the liberal approach Scandinavian parents and teachers
have toward risk-taking. Two notable types of risky play include tool use and fire building for various purposes
in the forest. Today, virtually all forest school leader training programs teach safety measures and protocols
related to tool use and fire lighting. However, most of these do not explain the cultural significance and
importance of these activities within Scandinavian society. For this reason, researchers like Leather (2018) and
Dean (2019) have harshly criticized Forest Kindergarten practices outside Northern Europe for being
implemented with a “drag-and-drop” or “copy-paste” mentality. In fact, some cultural traditions that connect
children to their Scandinavian roots include the use of potentially risky tools like knives and saws, and the
baking of bread over an open fire using traditional methods. Earlier sections of this study detailed how modern
Northern Europeans, even today, spend all their short holidays in rural areas or seaside cottages where they
chop wood and light fires to connect with their ancestral roots. Moreover, one of the core principles of the
Scandinavian understanding of childhood is solidarity with Northern European identity and connection to
cultural heritage through the revival of various traditions (Kristjansson, 2006). Therefore, local and national
rituals are integrated into the educational process in Forest Pedagogy as part of cultural heritage, and fairy
tales, finger plays, and songs rooted in cultural customs and traditions are featured in daily activities (Amus,
2022).

Another element in Forest Pedagogy where we see clear traces of Northern European pedagogy and the
image of childhood is the practice of making deals between children and adults. The main purpose of these
deals is to ensure that the child protects themselves and nature; however, they are not framed as rules. While
adults impose rules through authority, deals are created with equal contribution from all members of the group
or community. Therefore, in forest kindergartens, there are no rules—only deals—and children have as much
say as adults in establishing them. As previously stated, equality and justice are two of the key principles of
Scandinavian childhood (Kristjansson, 2006). Democracy is seen by Scandinavian people as a concept to be
experienced in daily life by children (Wagner, 2003). For this reason, in Forest Pedagogy, the adult is not an
authority figure who sets the rules but a peer with an equal voice in forming deals, allowing children to
experience democracy firsthand during the educational process.

Amus (2022) offered several examples of such agreements between children and adults. For example,
she emphasized that these agreements should foster curiosity rather than develop a culture of fear toward
nature. If a child finds a mushroom and wants to pick it, the teacher should explain that not all mushrooms are
edible. Therefore, the teacher might say, “Before picking a mushroom, could you show it to me first?”” Another
example involves a child finding strawberries in the forest, to whom the teacher could say, “You found a
strawberry, which is a familiar fruit. Still, let’s stick to our agreement not to eat anything until we’ve shown it
to the teacher.” Although these fruits may be edible, children may not be aware of the risks of pesticide residue
or bacterial contamination from animal droppings. While conducting risk assessments to ensure safety, the
teacher should also help children develop positive and protective attitudes toward nature (Amus, 2022).
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SUGGESTIONS and CONCLUSION

In conclusion, Forest Kindergartens and Forest Pedagogy—with their unique methods—continue to
attract significant attention from early childhood experts around the world. Some researchers believe that the
interest in Forest Kindergartens goes beyond a mere trend, arguing that these schools align well with the
postmodern understanding of childhood, which views the child as an independent, enterprising, and self-
regulating learner. Ashman (2018), in her article describing the process of developing a nature-based preschool
program for four-year-olds inspired by European programs, emphasizes this point clearly. She claims that for
many years, teachers have expected children to learn numerous concepts and develop various skills in
classrooms under adult supervision. “In this process, children are expected to learn the same things, at the same
pace, and in the same way” (Ashman, 2018, p. 35). Based on scientific evidence from studies on how children
grow and develop, Ashman argues that traditional teaching and learning concepts have lost their validity.
Therefore, she suggests that current teaching and learning methods should be restructured based on key
principles such as optimal learning conditions, the role of free exploratory play in learning, and the right to
play outdoors—taking inspiration from Forest Pedagogy. Recent studies have shown that play-based programs
have more positive long-term effects on children than curriculum models which emphasize early academic
learning (Fischer et al., 2011; Pellegrini, 2011; Sommer, 2015, as cited in Winther-Lindqvist, 2017). Moreover,
various scientific studies have demonstrated that Forest Pedagogy, which is clearly a play-based curriculum,
does not fall behind other high-quality preschool programs in preparing children for school (Ashman, 2018;
Cordiano et al., 2019; Ernst & Burcak, 2019; Zamzow & Ernst, 2020).

From this perspective, Forest Kindergartens—becoming increasingly popular in Tiirkiye—can be
considered a promising initiative. However, as stated at the beginning of this study, it is essential to move
away from a “copy-paste” mindset when implementing this approach and to apply it with a true understanding
of its underlying philosophy. Otherwise, as previously emphasized, Forest Kindergartens outside of Northern
Europe may suffer the same fate once experienced by the Montessori method. Originally developed for
disadvantaged children and those with developmental delays, the Montessori approach eventually turned into
an educational model that wealthy families could purchase for their children. Viewed from this angle, Forest
Pedagogy—whose essence is to connect children with nature and thereby create a more sustainable society—
risks becoming a commodified model that consumers buy for their children unless its philosophy is well
understood. Nevertheless, there is no reason for despair. It is certainly possible to apply this pedagogy in a way
that preserves its core philosophy while adapting it to our culture. However, this places certain responsibilities
on teacher education programs, institutions offering forest leader training in Tiirkiye, and Forest Kindergartens
that adopt this pedagogy.

First, teacher education programs must enhance teacher competencies in developing curricula based on
children's interests and needs within a play-based framework. Additionally, new courses may be introduced—
or existing ones restructured—to improve prospective teachers’ knowledge, skills, and attitudes toward
outdoor and nature-based education.

Second, institutions and organizations that provide forest leader training should redesign their training
programs to move away from a "drag-and-drop" approach and explain every strategy they teach alongside its
underlying philosophy. At this point, another important aspect is to understand both the Northern European
culture in which this pedagogy originated and our culture. Forest leader training programs must be restructured
to help children connect with their cultural heritage and values, as well as the natural environment. Therefore,
founders and teachers of institutions adopting this pedagogy should feel a sense of responsibility, just as much
as those designing the leader training programs.

Another responsibility of founders and teachers is to educate parents—especially those from
academically driven and protective cultural backgrounds like ours. They should equip themselves with the
knowledge to convincingly explain to families the value of free and risky play in children’s development and
learning. They must continuously update their own knowledge and competencies to be able to effectively
communicate this understanding.

Finally, in today's world—where nearly every concept, including education, is at risk of losing its
meaning under the influence of popularity and commercialization—we must support pedagogies like Forest
Pedagogy that are aligned with the nature of the child and aim to create more sustainable societies for our
planet and future. As stakeholders, we must also strive to ensure that such pedagogies spread in a way that is
faithful to their original philosophy.
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