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As children transition into, or within an early childhood centre they engage in a multitude of new interactions with the
people, places and things in the setting. Teacher support for navigating these new environments and the challenges
and opportunities within them must be considered. The outdoor environment of an early childhood education setting is
a prime opportunity for safe risk-taking for young children, as they climb, run, build, jump and explore. Such risk-taking
supports a child to develop an understanding of their body, to manage challenges, understand limits, foster problemsolving and enhance resilience. This article presents the findings from a study that used an online questionnaire to
explore early childhood teachers’ beliefs, practices and experiences in relation to safe risk-taking in the outdoor
environment, in particular the factors that support or inhibit teachers’ decision-making. Implications for teachers in
supporting children to positively navigate safe risk-taking and fostering their learning in these moments, with a focus
on times of transition are highlighted.
Introduction
Teachers play a key role in shaping the way in which children engage in acts of risk-taking in early childhood education
(ECE) settings, through the environments provided. Safe risk-taking offers a positive learning experience that supports
children to solve problems, develop an understanding of limits and boundaries, foster resilience and enhance learning
(Sandseter, 2012). Yet, a range of factors serves to either enable or inhibit a teacher’s ability to support children to
take safe risks and access these benefits. Whilst the ECE profession is regulated to foster safety and prevent harm
where possible, teachers’ individual views of risk can impact on the opportunities provided for children to engage in
safe risk-taking (Van Rooijen & Newstead, 2017). In addition, when children are new in a setting or during a period of
transition, opportunities for risk-taking require special consideration as children learn about the new environment,
teachers get to know the child and whānau/family, and shared understanding and expectations are established (Traum
& Moran, 2016).
Risk-taking, in the broadest sense, is defined as “the act or fact of doing something that involves danger or risk in order
to achieve a goal” (Merriam-Webster, 2017). Elements of danger or excitement are also evident in many definitions,
for example Brussoni et al. (2015) state that “risky play is defined...as thrilling and exciting play that can include the
possibility of physical injury” (p. 6425). Nicol (2013) further suggests that an “acceptable risk is where a child learns
and develops from taking a risk, but not getting hurt in any way, i.e. physically, mentally or emotionally” (p. 66). Risktaking has also been defined as “attempting something never done before; feeling on the borderline of ‘out of control’
often because of height or speed, and overcoming fear” (Stephenson, 2003, p. 36).
Little, Sandseter and Wyver (2012) note that definitions of risk tend to be restricted to viewing risk in a negative or
dangerous light, hence leading to risk-averse practices. Risk can conjure feelings of fear, injury, or harm to children, as
well as concern as to potential repercussions for families, other stakeholders and accountability organisations (for
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example, government departments). Fear of harm can cause teachers to become risk averse and potentially
overprotect children, especially toddlers and younger children, which may result in children who are less prepared to
cope with challenge and overly cautious towards taking risks (Madge & Barker, 2007). Yet the concept of risk and how
it is understood in relation to play and early childhood is subjective (Little, Sandseter, & Wyver, 2012), and has shifted
across time and context. For example, the recent update of the New Zealand early childhood curriculum, Te Whāriki:
He Whāriki Mātauranga mō ngā Mokopuna o Aotearoa: Early Childhood Curriculum (Te Whāriki) (Ministry of Education
[MoE], 2017a) positions risk-taking more clearly within the curriculum than the original 1996 version, and affirms the
role of teachers in supporting children’s risk-taking endeavours. The term safe risk-taking has been adopted, to
encompass the positive potential of activities that challenge children’s capacity, whilst in the context of risk
minimisation and adult support.
There is growing support for safe risk-taking as a means of supporting learning and resilience (Braithwaite, 2014).
Brussoni et al. (2015) believe that the term risk is evolving from being viewed negatively as a term associated with
danger, to a more optimistic view of risk being defined in relation to positive opportunities for learning. This view
proposes that risk can be perceived as an activity or experience in which a child can identify a challenge and weigh up
their approach to engaging with this experience. Engaging in safe risk-taking in the outdoors provides opportunities
for children to learn how to manage risk, develop an understanding of safety, and come to understand their own limits
(Gill, 2007; Little, & Wyver, 2008).
In the context of early childhood education in New Zealand, Te Whāriki (MoE, 2017a) states that children should:
…have opportunities to make choices, take risks, and engage in a wide range of play, both inside and
outside, with the support of kaiako, and that the environment should be “challenging but not hazardous…
[and] while alert to possible hazards, kaiako support healthy risk-taking play with heights, speed, tests of
strength and the use of real tools. (p. 28)
The curriculum outlines specific outcomes for tamariki related to the value of safe risk-taking and provides kaiako with
guidance related to their role in minimising harm and ensuring age appropriate opportunities for children to engage
in challenging outdoor play. In addition to the curriculum, there is also a regulatory and legislative framework in place
that provides the parameters for safe risk-taking in ECE settings. The Education (Early Childhood Services) Regulations
2008 (MoE, 2008a) and the Licensing Criteria for Early Childhood Education and Care Services 2008 (MoE, 2008b),
together with Te Whāriki (MoE, 2017a), outline a range of health and safety standards for ECE services. In particular,
Health and Safety Standards 12-18 have relevance to protecting the safety of children (MoE, 2008b) through careful
identification, attention to, and reporting of potential hazards on a daily basis.
In addition to education policy and practice, the Health and Safety at Work Act 2015, came into effect from April 2016
(WorkSafe New Zealand, 2016a) and heightened the liability to individuals and organisations for insufficient attention
to potential hazards. A school or early childhood service is required to identify any risks in the environment and ensure
that adequate practices are established to manage these risks. Managers of schools or early childhood services can
now face personal prosecution should an injury occur (WorkSafe New Zealand, 2016b). The new Act caused some
confusion around the responsibilities of education settings and the implications should the provision of health and
safety measures be found to be insufficient, and led to anecdotal reports of schools making decisions to limit risktaking activities. For example, a Wairarapa primary school banned children from climbing trees due to the ambiguous
nature of how much justification is required to clear a school or individual of liability (Jackman & Fallon, 2016). The
tension arising from such regulatory restraints is the assumption that all risk can be managed to meet accountability
requirements, and as a result the environment can become too safe and not stimulating enough to support children’s
learning and development (Sandseter, 2010).
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Stephenson (2003, 1999) in her observation-based studies of children aged 0-5 years in a parent cooperative run
centre, noted that the regulations that govern outdoor playgrounds influenced the removal of potential hazards from
the outdoor area as a means to ensure children’s safety. Furthermore, Stephenson( 2003, 1999) argues that the threat
of potential injury from physical hazard can be so serious that it can dominate decisions with regards to outdoor
environment provisions. This tension can impede teachers’ drive to provide enticing and physically stimulating outdoor
environments that are conducive to risk-taking. Little (2017), in a study of Australian early childhood education and
care services, found that regulatory requirements, in particular those relating to heights and space, were factors that
impacted on teachers’ choices to provide children with opportunities to engage in challenging play and take safe risks.
Within early childhood settings, if children are not provided with sufficient opportunities to take risks in the outdoor
environment, boredom or lack of challenge can lead them to seek out their own risk-taking experiences (Greenfield,
2004; Stephenson, 2003), perhaps through adapting equipment in the outdoor environment or using equipment in an
unsafe manner. If children are not engaged in risk-taking in early childhood and do not learn how to self-assess and
manage risk, then they may potentially lack these skills as they move into adulthood (Gill, 2007). A practitioner’s role
can therefore be fraught with tension as teachers balance the benefits and risks associated with safe risk-taking, and
ensuring the provision of sufficient challenges within regulatory requirements (Gill, 2007; Greenfield, 2004; Sandseter,
2007).
This article considers the findings of the risk-taking study in light of potential implications for transition both into, and
within early childhood settings. The early childhood curriculum, Te Whāriki (MoE, 2017a) reminds us that transitions
are critical times for children as well as their whānau/family, which require sensitive and attuned teaching practices to
support the process. As children transition, they must navigate a new environment that presents opportunities and
challenges, while learning the established culture and expectations. Conversations with whānau/family are imperative
to ensure that teachers consider children’s current capabilities and funds of knowledge, and come to understand the
aspirations and expectations of parents and whānau/family (MoE, 2017a). Engaging in dialogue with whānau/family
offers the opportunity to ascertain their views on risk-taking in relation to their child, and to allay potential fears and
uncertainties. During this dialogue, teachers can also take the opportunity to discuss the setting’s approach to safe
risk-taking and its consistency with Te Whāriki (MoE, 2017a), the benefits of risk-taking activities, and the way in which
these experiences will be managed as their child transitions into the environment and becomes familiar with their new
surroundings.
Research design and methodology
This article draws on results from a larger post-graduate research study (Hanrahan, 2018) which sought to examine
early childhood teachers’ and centre managers’ perspectives and practices related to children’s risk-taking in the
outdoor environment. The study was guided by the overarching question: What factors influence New Zealand early
childhood teachers’ and centre management perspectives and practices related to children’s risk-taking in the outdoor
environment? The topic was explored in relation to barriers, enablers and the impact of regulation and policy. Although
the original study took a dual focus on teacher and leader perspectives, for the purposes of this article, findings from
the teacher data are presented.
A qualitative research approach guided the design of the study, in order to investigate participants’ personal
experiences and perspectives (Corbin & Strauss, 2015) related to risk-taking in the outdoor early childhood
environment. To gather a broad range of teacher responses, an online questionnaire of predominantly open-ended
questions was developed and distributed via Survey Monkey to all early childhood services in the Canterbury/Ōtautahi
region. This region was selected to support manageability of the study consistent with post-graduate student research.
Questions targeted teachers’ beliefs about risk-taking, examples of risk-taking evident in their teaching environments,
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enablers and barriers to risk-taking, the impact of media, teaching practices and strategies, and notions of protection
and resilience. Photo-elicitation (Schwartz, 1989) was also embedded as a data gathering tool within the questionnaire
(see Figure 1). Participants were asked what opportunities they saw depicted in the image for children to engage in
safe risk-taking and, what concerns teachers might have about the environment depicted in the image in relation to
safe risk-taking. Photo-elicitation paired with open-ended questions in the context of the online questionnaire enabled
the collection of rich data across a range of teachers, to gain a deep understanding of how individuals interpret
children’s risk-taking (Mutch, 2013).
Figure 1: Photograph used in questionnaire to elicit risk-taking beliefs

(Terreni & Pairman, n.d.)
Within the Canterbury/Ōtautahi region, 335 early childhood centres were emailed an invitation to participate in the
study, which included a clear statement related to the ethical considerations of the study and the expectations and
rights of participants. The questionnaire was open to participants from the start of April until the beginning of May
2017. A total of 40 early childhood teachers submitted a completed questionnaire. Responding teachers were all
female, working predominantly in private or community based education and care settings (92%) with the majority
holding a bachelor degree in ECE (49%) followed by a undergraduate diploma (30%), graduate diploma (13%) or
primary/secondary teaching qualification (8%).
The key ethical issues requiring consideration in the study related to gaining access to participants for the online
questionnaire, informed consent and preserving the anonymity of participants. The Early Childhood Services Directory,
a publicly available web-based dataset was utilised to access centre emails within the defined region. Potential
participants received full disclosure of the nature of the study and participant rights in the information sheet provided
and were informed that voluntary responses to survey questions implied consent to participate. The nature of the
questionnaire was such that the confidentiality and anonymity of the participants was protected, with no identifying
features collected, and the participants’ identities unknown to the researcher.
An iterative approach to data analysis was adopted to look for patterns to emerge from preliminary coding. The text
from open-ended questions was reviewed on multiple occasions to determine emerging categories, which were then
further refined into broad themes (Mutch, 2013). These were considered in terms of shared understandings, as well
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as divergent perspectives. The interpretation of findings was also informed by the researcher’s own experiences as an
ECE teacher, and teacher educator.
Findings and discussion
The findings from the questionnaire highlighted that there were a range of factors that served to either inhibit or
enable teachers in promoting safe risk-taking for young children in the outdoor environment of early childhood
settings. Among the potentially inhibiting factors teachers reported were: concerns about parents’ perceptions,
regulatory requirements, and recent significant harm events reported in the media. In contrast, teachers’ deep
knowledge of children and effective team work were viewed as enablers in facilitating safe risk-taking. Each of these
factors are considered in the following discussion, drawing together the findings of the questionnaire with the extant
literature, before highlighting the significance of the findings in the context of transition both into, and within, early
childhood settings.
Concerns about parents’ perceptions
Teachers identified that they restricted safe risk-taking opportunities because they felt concerned about parents’
beliefs about children’s risk-taking and potential parent responses. One teacher commented that she would potentially
inhibit children’s opportunities for risk-taking because of “parent concerns around child safety [and the] differing
opinions on what they would want their child to be doing” (participant 21). Another teacher commented that she
would inhibit children’s risk-taking opportunities because of “parent feedback” (participant 20). Teachers noted that
what some felt were optimum opportunities for engagement in safe risk-taking in the outdoors, were viewed by some
parents as unsafe and potentially hazardous. Participants’ responses suggested teachers choose to align their practice
with parents’ wishes, potentially curtailing the learning experience for the children. This finding was similarly found in
work such as Little (2015), Little and Wyver (2008), and Little, Wyver and Gibson (2011), who found that parents’
attitudes can cause a tension between the provision of risk-taking opportunities and the need to protect children.
Notably, the Growing up in New Zealand study reported that approximately 65% of mothers indicated that they would
let their child take a risk often or very often if there is no major threat to the child’s safety (Morton et al., 2014),
suggesting understandings of safety are paramount.
Regulatory requirements
The Education (Early Childhood Services) Regulations 2008, and other regulatory requirements were identified by
participants as a factor that can potentially either inhibit or enable teachers’ abilities to support safe risk-taking in the
outdoors. Some teachers felt that the stringent nature of the Education (Early Childhood Services) Regulations 2008,
inhibited their ability to foster safe risk-taking in the outdoors, as specifying a range of constraining factors, such as
the height of equipment and the spacing requirements between equipment, contributed to predefined and less
challenging environments. Participants believed that such parameters limited children’s ability to navigate and selfmanage risk. Similarly, Bown and Sumsion (2007) reported that teachers found early childhood regulations hindered
their teaching practice and impacted on their professional practice, ultimately diminishing their passion for teaching.
Furthermore, Little (2017) found that “opportunities for risk-taking in play are likely to be restricted when teachers
defer to the advice provided by regulatory authority assessors” (p. 10). This is due to regulatory requirements being
seen as overly prescriptive and protective, limiting risk-taking to low level risk-taking. As one participant noted: “the
regulations inhibit as children lose the ability to self-assess risk as environments have already defined parameters.” (p.
10). Moreover, as Maynard and Waters (2007) found, teachers worry about children being hurt and the possibility of
being held accountable and even facing legal action.
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In contrast, several early childhood teachers in this study felt that the ECE regulations and accountability served to
encourage them to ensure children were kept safe in the outdoors while engaging in safe risk-taking opportunities.
For example, one respondent commented:
When the Ministry visited our centre they got me to sign an attestation form to say that the centre
provides safe structures and equipment for the children to use as I think they were surprised [by]
the risks that we offered to the children. (participant 27)
This sense of caution was affirmed by a participant who stated that “the rules and accountability are quite stringent.
But there is a lot to be said for common sense, correct ratios and adequate supervision” (participant 32).
Van Rooijen and Newstead (2017) explored ways to develop practitioners’ capabilities to assess risk. They found that
“in responding authentically to children’s needs, professionals are often required to take risks themselves, frequently
finding themselves in situations where they must make choices without being able to predict or even control the
results of their interactions” (p. 954). In the present study, it was interesting to find that while teachers were aware of
the Education (Early Childhood Services) Regulations 2008, they acknowledged potentially pushing these boundaries
to benefit children’s learning. Teachers appear to use their pedagogical knowledge and personal understanding of the
regulations to benefit the children’s ability to engage safely in acts of risk-taking. Participants were aware that their
decision-making occurred in a context of professional accountability, which reinforced the need to be able to articulate
the reasons why their actions were important in the development of young children’s ability to engage in, and manage
risk.
Influence of media reporting on significant incidents in the outdoors
With the growth of social media and online platforms, media reports about incidents of harm in ECE settings are readily
accessible and quickly shared. The impact of the media surrounding children’s play in the outdoors has been
documented in regards to influencing adults’ fears for children’s safety (Gill, 2007; Little, 2015). The media is quick to
report on incidents of harm occurring in the outdoor environments of ECE settings and these reports can worry
parents. One participant commented on “negativity from parents, often due to media” (participant 33) and reported
that such parental views had impacted negatively on her decisions to provide risk-taking opportunities. Yet, 82% of
participants stated that the recent harm events reported in the media had not had any impact on their teaching
practice. However, when given the opportunity to comment further, a number of these same participants indicated
that reporting from the media had made them more aware of the potential of risk and raised their awareness around
risk assessment and children’s safety. One participant noted that “a tree falling down in the preschool in the North
Island is not something anyone could foresee but I have checked the trees in our outside environment” (participant
2). Findings suggest that while such incidents may serve to heighten awareness of possible risk; for example, “yes, I
am very aware of ropes in the environment” (participant 4), teachers maintain a commitment to ensuring children are
exposed to safe risk-taking opportunities.
Teachers’ knowledge of children
Teachers emphasised the importance of knowing children and their families as key in promoting safe risk-taking in the
outdoors. Participants commented that they more readily support children to engage in risk-taking if they know the
children well and have a sound awareness of their current capabilities. Conversely, teachers also commented that they
would inhibit children from taking a risk in the outdoors if they did not have a sound knowledge of the child and their
whānau/family, and could not therefore evaluate the child’s abilities and limits. Teachers were aware of the need for
time to observe children at play and build their awareness of individual children’s capabilities to be able to support
Playing safe: Factors that enable, or challenge teachers to support safe risk-taking for young children as they transition into, or within an early childhood setting
– Hanrahan, Aspden and McLaughlin | Volume 6 Number 1-May 2019

31

Volume 6, Number 1 - May 2019

them further with safe risk-taking. Sandseter (2012) supports the view “that observation of the children’s play was a
key to providing appropriate support for children’s risk-taking” (p. 306).
Team work
Participants indicated that effective teamwork was a key component in supporting them to provide opportunities for
children to engage in safe risk-taking in the outdoors: “we work so well as a team, there are no limits to what we can
provide for children in terms of well managed risk-taking” (Hanrahan, 2018, p. 50). Teachers affirmed that having a
supportive team, shared beliefs and values, and working collaboratively, ensures that there are fewer limits to well
managed and safe risk-taking. It is therefore essential for teams to negotiate shared expectations, for example one
teacher noted they had been overprotective of children with regard to risk because of “different opinions within the
team, [and] needing to accommodate this” (Hanrahan, 2018, p. 51). In illustration, teachers commented that they
would swap supervision of particular activities if a teacher initially assigned to this learning experience felt out of their
comfort zone, affirming the importance of staff working together and knowing each other’s strengths and areas of
discomfort. The importance of collaborative practice with regard to outdoor play is highlighted by Bento and Dias
(2017) who note that effective collaboration among professionals is essential in promoting quality outdoor learning
experiences.
Implications for transition
The process of transition, whether into or within an early childhood setting is a time of change and uncertainty for
everyone involved. According to the Ministry of Education (2017b) “Early childhood teachers are important players in
these transitions as they support children and their families or whānau/family to navigate their pathway to a new
place” (p. 1). As children navigate their transition into a new environment, they must come to know the physical space,
the routines and rituals, limits, boundaries and expectations. They must also engage in new relationships with the
people, places and things of the settings. A great deal of new learning must take place (Recchia & Dvorakova, 2012),
which is particularly significant in relation to safe risk-taking in a new, and often more physically challenging
environment. Likewise, parents and whānau/family will potentially be experiencing some uncertainty and
apprehension about their young child in the space, which may have more challenging physical options and play
experiences than the child experiences at home, or in an infant/toddler space (Merrill, 2010). Therefore it is critical
that teachers ensure they take time to engage in dialogue with whānau/family in regards to risk-taking as children
transition into the new environment. Through conversations with whānau/family, teachers can find out information
about a child’s current capabilities and limits, as well as coming to understand parents’ feelings and expectations about
safe risk-taking opportunities (Merry, 2015).
Given the importance that teachers ascribe to having a deep knowledge of individual children and their capacity in
shaping decision-making, transition times take on even more significance. Teachers need time to observe tamariki in
order to gather an understanding of their current capabilities so they can actively promote knowledge of safe limits
and boundaries, as well as support further engagement in risk-taking experiences. Teachers can develop their
understanding of children through “conduct[ing] ‘orientation’ visits… so that children are familiar with the room, its
equipment and layout before they make the move…” and teachers can “encourage them to use new or more
challenging equipment during orientation visits” (National Quality Standard: Professional Learning Program, 2013, p.
4).
As part of the ‘coming to know’ process, teachers can and should talk with newly transitioning children about the
expectations for safe risk-taking in the outdoor environment, as well as fostering peer teaching moments in which
peers communicate information about limits, boundaries and expectations. Such conversations should affirm what
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children can do in the space, while presenting clear guidelines as to boundaries. For example, highlighting markers
which show how far a child may climb a tree. Intentional teachers will also talk about characteristics of safe risk-taking
in the context of play, and highlight episodes of safe risk-taking to make good decisions visible and support children
who may be risk averse to take some forward steps. They will also consider the need for any support or adaptations
that a transitioning child may need to support their engagement in outdoor play.
As part of conversations with families entering the setting, teachers should ask parents about their views of risk-taking
and seek to understand what past opportunities for safe risk-taking in outdoor settings children have experienced.
Teachers should be able to articulate the centre position on safe risk-taking and describe benefits for children’s
learning. If parents are concerned about media reporting of recent harm incidences or have other concerns about safe
risk-taking, teachers should allay fears through discussion of how safe risk-taking is managed within the centre and
work toward shared understandings for expectations for the child. As Bento and Dias (2017) noted “if professionals
explain to the parents why it is important to play outside and make an effort to get them involved and satisfied, possible
negative reactions related to fears about children getting sick, dirty or injured will be progressively solved” (p. 159).
This message highlights the importance of making time and space for parents and whānau/family to be alongside their
child in the centre during transition times, fostering a sense of belonging and familiarisation with the setting
(McLaughlin, Aspden & McLachlan, 2015). The early childhood curriculum Te Whāriki (MoE, 2017a) affirms that it is
“important that whānau/family feel welcome and able to participate in the day-to-day curriculum and in curriculum
decision making” (p. 31) which allows for mutual consideration of safe risk-taking opportunities.
A further consideration when supporting children transitioning into a new environment is to ensure that teachers
maintain a sound understanding of the Education (Early Childhood Services) Regulations 2008. Teaching teams should
regularly revisit the mandated regulatory requirements to support a shared understanding of application within their
own early childhood setting. Having a sound understanding of the regulations can support the team to provide an
environment where hazards that may result in serious injury or death are removed, but the environment is still
established in such a way as to provide appropriate challenges and opportunities for children to engage in safe risktaking. Seeing the environment through the lens of a newly transitioning child and whānau/family can remind teachers
not to become complacent, but to be intentional and considered in the way safe risk-taking is navigated within the
setting.
Limitations of the study
The participants selected for this research study were from Ōtautahi/Christchurch, in the South Island of New Zealand,
and as such this research study may not be indicative of the wider teaching population. Because the questionnaire
invitation went to just one primary contact in an ECE setting, it was reliant on this person sharing the invitation to
participate with teachers in the centre, and thus access to some potential participants may have been limited.
Furthermore the small response size (40 participants) from the 335 invited settings impacts on the validity of
generalisation to a larger target audience. An accurate response rate is not able to be determined, as the number of
teachers employed in each setting is not publicly available information. Multiple efforts were made to foster
participation, and elicit responses, including ease of completion and reminder notifications, however, the number of
responses is likely to reflect survey fatigue, and the nature of the study as a post graduate research project. Moreover,
it is possible that those who chose to participate were interested in risk-taking as a topic, and thus results may be
influenced by this orientation. Nonetheless, the findings do reveal some insight as to teachers’ beliefs and practices in
relation to supporting safe risk-taking that may be of benefit to the wider ECE teaching sector.
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Conclusion
Transition is a significant time for children, teachers and whānau/family, in establishing new relationships and
becoming part of a new environment, including people, places and things. There are many considerations in ensuring
that the transition is positive and supportive, including navigating the topic of safe risk-taking. The purpose of this
article was to explore the factors that influence New Zealand early childhood teachers’ practices related to children’s
risk-taking in the outdoor environment, and to consider potential implications for children transitioning either into, or
within an early childhood setting. The study offers new insights as to the reported barriers and enablers to supporting
children’s risk-taking opportunities in the outdoor environment of an early childhood setting, as well as the potential
impact of regulatory and policy compliance on teachers’ perspectives and practices. Teachers play a vital role in
supporting both tamariki and whānau/family as children transition from one space within a setting to another, or into
an early childhood setting for the first time. The child’s entry to a new environment creates emerging opportunities to
engage in safe risk-taking which can be supported by sound understanding of the regulations; open communication
with children, colleagues and whānau/family; and time for teachers to observe children’s current capabilities in order
to provide appropriate, targeted support.

Playing safe: Factors that enable, or challenge teachers to support safe risk-taking for young children as they transition into, or within an early childhood setting
– Hanrahan, Aspden and McLaughlin | Volume 6 Number 1-May 2019

34

Volume 6, Number 1 - May 2019

References
Bento, G., & Dias, G. (2017). The importance of outdoor play for young children’s healthy development. Porto
Biomedical Journal, 2(5), 157-160. doi: 10.1016/j.pbj.2017.03.003
Bown, K., & Sumsion, J. (2007). Voices from the other side of the fence: Early childhood teachers’ experiences with
mandatory regulatory requirements. Contemporary Issues in Early Childhood, 8(1), 30-49.
Braithwaite, D. (2014). ‘One nearly landed on my finger’: A forest kindergarten in rural New Zealand. New Zealand
Journal of Teachers’ Work, 11(1), 3-16.
Brussoni, M., Gibbons, R., Gray, C., Ishikawa, T., Sandseter, E., Bienenstock, A., ... & Pickett, W. (2015). What is the
relationship between risky outdoor play and health in children? A systematic review. International journal of
environmental research and public health, 12(6), 6423-6454.
Corbin, J. M., & Strauss, A. L. (2015). Basics of qualitative research: Techniques and procedures for developing
grounded theory. London, England: Sage.
Gill, T. (2007). No fear: Growing up in a risk averse society. London, England: Calouste Gulbenkian Foundation.
Greenfield, C. F. (2004). 'Can run, play on bikes, jump the zoom slide, and play on the swings': Exploring the value of
outdoor play. Australian Journal of Early Childhood, 29(2), 1-5.
Hanrahan, V. (2018). Factors that enable, or challenge teachers and centre managers to support safe risk-taking for
young children in early childhood outdoor environments. (Unpublished master’s thesis). Massey University.
Palmerston North, New Zealand.
Jackman, A., & Fallon, V. (2016, March 24th). Primary schoolkids banned from climbing trees because of liability
fears. Stuff. Retrieved from http://www.stuff.co.nz/
Little, H. (2015). Mothers’ beliefs about risk and risk-taking in children’s outdoor play. Journal of Adventure Education
and Outdoor Learning, 15(1), 24-39. doi: 10.1080/14729679.2013.842178
Little, H. (2017). Promoting risk-taking and physically challenging play in Australian early childhood settings in a
changing regulatory environment. Journal of Early Childhood Research, 15(1), 83-98.
doi:10.1177/1476718X15579743.
Little, H., & Wyver, S. (2008). Outdoor play. Australian Journal of Early Childhood, 33(2), 33-40.
Little, H., Wyver, S., & Gibson, F. (2011). The influence of play context and adult attitudes on young children's
physical risk-taking during outdoor play. European Early Childhood Education Research Journal, 19(1), 113-131.
doi: 10.1080/1350293x.2011.548959.
Little, H., Sandseter, E. H., & Wyver, S. (2012). Early childhood teachers’ beliefs about children’s risky play in Australia
and Norway. Contemporary Issues in Early Childhood, 13(4), 300-316.
Madge, N., & Barker, J. (2007). Risk & childhood. London, England: The Royal Society for the Encouragement of Arts.
Playing safe: Factors that enable, or challenge teachers to support safe risk-taking for young children as they transition into, or within an early childhood setting
– Hanrahan, Aspden and McLaughlin | Volume 6 Number 1-May 2019

35

Volume 6, Number 1 - May 2019

Maynard, T., & Waters, J. (2007). Learning in the outdoor environment: A missed opportunity? Early Years, 27(3),
255-265. doi: 10.1080/09575140701594400
McLaughlin, T., Aspden, K., & McLachlan, C. (2015). How do teachers build strong relationships? A study of teaching
practices to support child learning and social-emotional competence. Early Childhood Folio, 19(1), 31-38. doi:
http://dx.doi.org/10.18296/ecf.0006
Merriam-Webster. (2017). Dictionary. Retrieved from https://www.merriam- webster.com/dictionary/
Merrill, S. (2010 September). Starting child care: It’s a transition for parents too! Young Children, 60-61.
Merry, R. (2015). Transition within an early childhood centre. The First Years: Ngā Tau Tuatahi New Zealand Journal
of Infant and Toddler Education, 17(2), 33-38.
Ministry of Education. (1996). Te whāriki: He whāriki mātauranga mō ngā mokopuna o Aotearoa: Early childhood
curriculum. Wellington, New Zealand: Learning Media.
Ministry of Education. (2008a). Education (Early Childhood Services) Regulations 2008. Wellington, New Zealand:
Author.
Ministry of Education. (2008b). Licensing Criteria for Early Childhood Education and Care Services 2008 and Early
Childhood Education Curriculum Framework. Wellington, New Zealand: Author.
Ministry of Education. (2017a). Te whāriki: He whāriki mātauranga mō ngā mokopuna o Aotearoa: Early childhood
curriculum. Wellington, New Zealand: Author.
Ministry of Education. (2017b). Listening to different perspectives (Transitions in ECE). Retrieved from
https://www.education.govt.nz/
Morton, S. M. B., Atatoa Carr, P. E., Grant, C. C., Berry, S. D., Bandara, D.K., Mohal, J., …Wall, C. R. (2014). Growing up
in New Zealand: A longitudinal study of New Zealand children and their families. Now we are two: Describing
our first 1000 days. Retrieved from https://cdn.auckland.ac.nz
Mutch, C. (2013). Doing educational research: A practitioner's guide to getting started. Wellington, New Zealand:
New Zealand Council for Educational Research Press.
National Quality Standard: Professional Learning Program. (2013). Transitions: Moving in, moving up and moving on.
NQSPLP Newsletter, 70, 1-5.
Nicol, A. (2013). Risk: Risky to take or risky to ignore? Te Iti Kahurangi: School of Education E-Journal, 1, 66-77.
Retrieved from http://edjournal.manukau.ac.nz/
Recchia, S. L., & Dvorakova, K. (2012). How three young toddlers transition from an infant to a toddler child care
classroom: Exploring the influence of peer relationships, teacher expectations, and changing social contexts.
Early Education & Development, 23(2), 181-201.

Playing safe: Factors that enable, or challenge teachers to support safe risk-taking for young children as they transition into, or within an early childhood setting
– Hanrahan, Aspden and McLaughlin | Volume 6 Number 1-May 2019

36

Volume 6, Number 1 - May 2019

Sandseter, E. B. H. (2007). Categorising risky play: How can we identify risk-taking in children’s play? European Early
Childhood Education Research Journal, 15(2), 237-252. doi:10.108013502930701321733
Sandseter, E. B. H. (2010). Scaryfunny. A qualitative study of risky play among pre- school children (Doctoral
dissertation). Retrieved from https://www.researchgate.net/
Sandseter, E. B. H. (2012). Restrictive safety or unsafe freedom? Norwegian ECEC practitioners' perceptions and
practices concerning children's risky play. Child Care in Practice, 18(1), 83-101.
doi: 10.1080/13575279.2011.621889
Schwartz, D. (1989). Visual ethnography: Using photography in qualitative research. Qualitative Sociology, 12(2), 119154. doi: 10.1007/BF00988995
Stephenson, A. (1999). Opening up the outdoors: A case study of young children’s outdoor experiences in one
childcare centre. Wellington, New Zealand: Institute for Early Childhood Studies, Victoria University.
Stephenson, A. (2003). Physical risk-taking: Dangerous or endangered? Early Years, 23(1), 35-43.
http://dx.doi.rog/10.1080/0957514032000045573
Terreni, L., & Pairman, A. (n.d.). Developing playgrounds in early childhood environments. Retrieved from
https://www.education.govt.nz/
Traum, L. C., & Moran, M. J. (2016). Parents’ and teachers’ reflections on the process of daily transitions in an infant
and toddler laboratory school. Journal of Early Childhood Teacher Education, 37(4), 331-350.
Van Rooijen, M., & Newstead, S. (2017). Influencing factors on professional attitudes towards risk-taking in children’s
play: A narrative review. Early Child Development and Care, 187(5-6), 946-957.
doi: 10.1080/03004430.2016.1204607
WorkSafe New Zealand. (2016a). Legislation. Retrieved from
http://www.worksafe.govt.nz/worksafe/about/legislation
WorkSafe New Zealand. (2016b). Introduction to the Health and Safety at Work Act 2015 – Special guide. Retrieved
from http://www.worksafe.govt.nz/

Playing safe: Factors that enable, or challenge teachers to support safe risk-taking for young children as they transition into, or within an early childhood setting
– Hanrahan, Aspden and McLaughlin | Volume 6 Number 1-May 2019

37

