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The design of the green infrastructure in urban areas largely ignores how people's relation to nature, or human-nature connection (HNC), can be nurtured. One practical reason for this is the lack of a framework to guide the assessment of where people, and more importantly children, experience significant nature situations and establish nature routines. This paper develops such a framework. We employed a mixed-method approach to understand what qualities of nature situations connect children to nature (RQ1), what constitutes children's HNC (RQ2), and how significant nature situations and children's HNC relate to each other over time (RQ3). We first interviewed professionals in the field of connecting children to nature (N = 26), performed inductive thematic analysis of these interviews, and then further examined the inductive findings by surveying specialists (N = 275). We identified 16 qualities of significant nature situations (e.g., “awe,” “engagement of senses,” “involvement of mentors”) and 10 abilities that constitute children's HNC (e.g., “feeling comfortable in natural spaces,” “feeling attached to natural spaces,” “taking care of nature”). We elaborated three principles to answer our research questions: (1) significant nature situations are various and with differing consequences for children's HNC; (2) children's HNC is a complex embodied ability; (3) children's HNC progresses over time through diverse nature routines. Together, these findings form the Assessment framework for Children's Human Nature Situations (ACHUNAS). ACHUNAS is a comprehensive framework that outlines what to quantify or qualify when assessing “child-nature connecting” environments. It guides the assessment of where and how children connect to nature, stimulating both the design of nature-connecting human habitats as well as pedagogical approaches to HNC.
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INTRODUCTION

Academic discourse is increasingly focused on how people see themselves in relation to nature (Ives et al., 2017). In the last few decades, academic interest in human-nature connection, or HNC, has spread from evolutionary explanations (Kellert and Wilson, 1993), to psychological constructs like ecological identity (Naess, 1973), nature relatedness (Nisbet et al., 2008) and inclusion with nature (Schultz, 2002), and across the scholarships of environmental and conservation psychology (Saunders and Myers, 2003; Gifford and Nilsson, 2014; Zylstra et al., 2014), landscape management (Lewicka, 2011; Meyfroidt, 2013), biological conservation (Miller, 2006; Simaika and Samways, 2010), and more recently urban design (Andersson et al., 2014; Marcus et al., 2016; Colding and Barthel, 2017). Despite the heterogeneity of approaches, this body of literature consistently reports two trends. First, a set of values and beliefs facilitates pro-environmental choices and behaviors (Black et al., 1985; Guagnano et al., 1995; Stern, 2000; Hunecke et al., 2001; Thogersen, 2005; Kaiser et al., 2011). Second, a deep-seated HNC is nurtured by direct nature interaction during childhood (Chawla, 1998, 1999; Kahn, 2002; Evans et al., 2007; Hsu, 2009) and is remarkably stable in adulthood (Kaiser et al., 2014). These two trends highlight the importance of early nature experiences in shaping psychological traits of HNC, and suggest that HNC has a role to play in the transgenerational establishment of sustainable futures (Matsuba et al., 2012; Conrad, 2017).

Approaches to sustainability science that analyze social-ecological systems have broadly discussed a shared societal mindset of connection to nature (Folke, 2006; Folke et al., 2011; Díaz et al., 2015; Fischer et al., 2015). In this line of research, social and ecological dynamics are conceptualized as components of a single integrated system in which structure, goals, and overall trajectory are shaped by society's mindset (Meadows, 2008). The encompassing concept of HNC has, therefore, been considered the strongest leverage point to transform or transition a social-ecological system toward a desirable, resilient, and sustainable future (Abson et al., 2017). It follows from all the considerations above that direct experiences of nature during childhood are fundamental moments of sustainable enculturation, with long-lasting consequences for sustainable social-ecological systems. Considering how the physical living environment of humankind, i.e., the human habitat, provides nature experiences for children is therefore a crucial step toward reaching sustainable developmental goals.

In 2014, 54 percent of humankind lived in cities, and by 2050, 66 percent of the world's population is projected to be urban (United Nations, 2014). Cities are, and increasingly will be, the most common human habitat. The urban green infrastructure, or its absence, will, therefore, be the leading background of children's direct experiences of nature. In this built landscape children will experience what nature is, what it is made of, how it works, and eventually create expectations for what nature should be in the future (Kahn, 2002). So, the obvious question to ask is: “is the urban nature designed to nurture children's HNC?” The short answer is no. Contrary to the standards advocated by the UN New Urban Agenda of “universal access to safe, inclusive and accessible, green and public spaces” (General Assembly, 2015, 22) the urbanization process largely ignores the design of nature experiences with measured penalties for public health (Lederbogen et al., 2011; Bratman et al., 2012; Hartig and Kahn, 2016), personal development (Chawla, 2015; de Keijzer et al., 2016), and the emotions, attitudes, and behaviors that define HNC (Giusti et al., 2014; Soga and Gaston, 2016). The absence of nature experiences in the human habitat is so severe that is also referred to as “extinction of experience” (Pyle, 1993) and it is an active concern in environmental education (Finch, 2008), environmental conservation (Miller, 2005; Samways, 2007; Simaika and Samways, 2010) and public health alike (Soga and Gaston, 2016). Overall, the urban space is far from being a human habitat that promotes a connection between its inhabitants and nature.

Two interlinked obstacles that hinder the design of “nature-connecting” human habitats come from an ontological separation between mind and body in modern urban design (Metzger, 2013). First, the dominant model of urban design is characterized by the top-down implementation of body functions, such as housing, working, recreation and transportation (Le Corbusier, 1943; Cities European Council of Town Planners, 1998). However, this linear and compartmentalized approach to urban living fails when challenged to address social and psychological requirements such as livability or HNC (Gehl, 2010; Portugali, 2011; Marcus et al., 2016). Modern urban design does not structure the relation between humans and environments beyond its material facets (Marcus et al., 2016; Samuelsson et al., 2017). Second, there are no tools to identify if the green infrastructure connects people to nature or not, nor to quantify or qualify where “extinction of experience” happens. There are indeed no standard criteria or guidelines to assess or categorize an environment as more or less “nature-connecting.” As a consequence, there is no possibility to even conceive what “connecting” environments could be or should look like in the design process. Questions like “where do people connect to nature?” and “what kind of ‘connecting’ nature experiences are missing from cities?” are fundamental to design green infrastructure that connects people nature, but they cannot be answered yet. The overarching purpose of this paper is to address this shortcoming.

In this paper we aim to develop a practical framework that defines criteria and guidelines that allow users to assess if an environment connects children to nature or not. We have been inspired by Heft's (1988) seminal work, in which he identified sets of suitable relations between children's behaviors and outdoor environments that have been consequently used to assess if an environment is more or less “child-friendly” (Kyttä, 2002, 2006). In support of this aim identify which sets of relations can categorize an environment as more or less “child-nature-connecting.” Classifying an environment as more or less child-friendly relies on quantifying or qualifying an environment using lists of behavioral and social criteria that are suitable for children. As of yet, a similar list of criteria to assess environments that nurture children's HNC does not exist. This paper fills this gap. Rephrasing the definition of the “obesogenicity” property of an environment (Swinburn et al., 1999), we define here “child-nature-connectedness” as “the sum of influences that the surroundings, opportunities, or conditions of life have on promoting human-nature connection in individuals or populations of children.” In other words, the properties that allow a social-ecological system to connect children to nature. The goal of this paper is, therefore, not to provide a tool that prescribes how to measure child-nature-connecting environments, but a framework that outlines the list of criteria of what ought to be measured. We note that in order to provide a useful framework any list of criteria should be sufficiently comprehensive of all relations that indicate children's HNC; transferable across different children and cultures; and of practical use for practitioners and researchers to identify where and how children connect with nature. Thus, we develop and test the framework for these properties to initiate the design of nature-connecting human habitats and inform educational programs that aspire to connect children to nature.

In the next section, we present the theoretical overview of HNC and the “child-nature-connecting” property of environment. We provide an overview of the concepts used and the three research questions in section Overview of Concepts and Research Questions. We then outline the methodology of this mixed-methods investigation, which involves an initial qualitative and inductive phase that informs a quantitative and testing phase. We then present the results and critically discuss them in relation to the goal of the paper.

AN EMBODIED APPROACH TO HUMAN-NATURE CONNECTION AND CHILD-NATURE-CONNECTEDNESS

Despite an exponential growth in research on HNC in the last decade epistemological and ontological differences prevent the development of an instrument to assess child-nature-connectedness of environments using the existing literature. For example, HNC has been experimentally studied as an independent attribute of the mind, qualitatively observed and described through nature experiences elsewhere, and also investigated as a relationship between people and specific geographical locations (Ives et al., 2017). These co-existing bodies of literature are somewhat complementary, but unsuitable for comparison or integration with each other because of their fundamentally different epistemological traditions (Ives et al., 2017). For instance, “connectedness to nature” (Schultz, 2002; Mayer and Frantz, 2004), “nature relatedness” (Nisbet et al., 2008), and “environmental identity” (Clayton, 2003) are central conceptualizations of HNC in environmental psychology, but they can be difficult to unify with evolutionary conceptualizations of HNC (Kellert and Wilson, 1993; Beery et al., 2015) or theories of sustainability transformation (Manfredo et al., 2014; Abson et al., 2017). Additionally, the ontological nature of such literature presents further challenges to identify the important criteria of child-nature-connectedness.

Despite a variety of research approaches in HNC, the majority of studies operationalize a disembodied ontology of HNC, in which contextual factors are independent and often dismissed objects of investigation. An indication of the widespread use of such disembodied ontologies is that even though most studies specifically evaluate some form of personal HNC, the vast majority do not define what kind of nature people tend to connect to (Ives et al., 2017). Existing research has mostly investigated HNC as cognitive abstractions and attitudinal attributes, using an experimental approach that mostly ignores the role of people's body, culture, and environmental context (Gifford, 2014; Zylstra et al., 2014; Restall and Conrad, 2015; Lumber et al., 2017). Different disembodied conceptualizations of psychological HNC (Mayer and Frantz, 2004; Perrin and Benassi, 2009) have indeed been shown to be overlapping (Tam, 2013; Restall and Conrad, 2015) and with limited assessment capacity in real-world situations (Duffy and Verges, 2010; Ernst and Theimer, 2011; Bruni et al., 2015). Some have suggested that this limited capacity for real-world assessments derives from socio-physical de-contextualization (Duffy and Verges, 2010; Meyfroidt, 2013; Beery and Wolf-Watz, 2014; Restall and Conrad, 2015). A distinctive example of how de-contextualization affects real-world assessments is from two studies that used the same experimental design and methodology to assess “connectedness to nature” in two different locations and attributed opposite results to climate differences (Verges and Duffy, 2010; Bruni et al., 2012). The existing empirical evidence produced by disembodied conceptualizations of HNC and experimental approaches is often a deductive testing of theoretically-prompted concepts, and, therefore, has limited usefulness to construct a practical framework of assessment, which we aim to develop in this paper.

Limitations of disembodied operationalizations of HNC can be also found in environmental education. Since its inception with the Tbilisi declaration in 1977, a key goal of environmental education has been “to search for a new ethic based on respect for nature” (UNESCO, 1978, 28). However, the disembodied separation between body and mind assumed in environmental education has favored curricula that abound in ecological knowledge, but ignores practical skills and social circumstances (Hungerford et al., 1980). Despite environmental knowledge being widely available and promoted, children's experiences in nature has never been so rare (Soga and Gaston, 2016) and the ecological crisis never been so obvious. Environmental educators such as Nazir and Pedretti (2016) also recognized these limitations when they write:

“For some time now, researchers and practitioners in the field of environmental education have been recommending a shift away from a focus on cognitive knowing about the environment toward raising peoples' environmental consciousness in deep and substantive ways (see, e.g., Gough, 1987; Gruenewald, 2004; Kahn, 2008; Bowers, 2009; Wals and Dillon, 2013). Bai and Romanycia (2013, 105) suggest that environmental consciousness raising is really about […] making ecological principles into habits of mind, body and heart […] creating spaces for multiple, meaningful interactions to take place (Wals and Dillon, 2013) and providing contextual embodied experiences (Greenwood, 2013)” (p. 288, 301).

To overcome the limitations shown above and investigate the criteria needed to assess child-nature-connectedness we then reject an ontological separation between mind and body and operationalize a relational, or transactional (Altman and Rogoff, 1987), approach based on affordance theory (Gibson, 1979) called embodied ecosystem (Raymond et al., 2017). The theory of affordances is a relational approach to human perception and behavior posited by Gibson (1979) that is defined by the relations that exist between humans' abilities and the features of the environment (Chemero, 2009). Traditionally, affordances have been assessed from a functional standpoint while ignoring the emotional dimensions that act as the motivational basis for action (Kyttä, 2003). A renowned example of this is Heft's (1988) list of children-outdoor relations mentioned above that inspired this research. However, “Gibson hardly wanted to divide the world up into material, social, or cultural worlds, as he was against all division of environmental experience” (Kyttä, 2002, 76) and in recent times we have seen attempts to include emotional (Roe and Aspinall, 2011) and social affordances (Kyttä, 2006) in assessment models of human-environment relations (Kyttä, 2006; Broberg et al., 2013). One of the latest formulations of affordance-based theory is the concept of embodied ecosystem, which highlights the relational values of ecosystems that dynamically emerge by the sets of relations existing between mind, body, culture, and environment (Raymond et al., 2017). By adopting the concept of embodied ecosystem in this research we move away from the identification of single measures of HNC abstractions. This ontological choice allows us to fully embrace the complexity of HNC, grasp the diversity of “connecting” nature experiences that might influence it, and appreciate how the relations between children's HNC and nature experiences jointly unfold across temporal, environmental, and cultural contexts.

OVERVIEW OF CONCEPTS AND RESEARCH QUESTIONS

We use the term significant nature situations (SNS) here, instead of “connecting” nature experiences for two reasons. The first reason is to be coherent with existing literature. Significant nature experiences have long been used in the literature to denote those life experiences that “connect” people to nature (Tanner, 1980; Chawla, 1998, 1999, 2006; Stern, 2000). Second, we use nature situations, instead of nature experiences, to be consistent with the embodied ontological approach described in section An Embodied Approach to Human-Nature Connection and Child-Nature-Connectedness.

In order to create a framework to assess child-nature-connecting environments, we first need a list of criteria to identify what a significant nature situation is, and distinguish it from a non-significant one. It is self-evident that not all nature situations are equally significant to promote children's HNC. For example, climbing a tree influences children's HNC differently than climbing a cactus. It is, however, unfeasible to use a list of all nature activities that can possibly promote or hamper children's HNC to distinguish a significant nature situation from a non-significant one. Such list would be an endless catalog of all possible interactions with nature, including indoor and virtual ones (Kahn et al., 2009). Instead, we need to identify what are the distinguishing qualities reoccurring across different nature situations that connect children to nature. In other words, we first need to identify the qualities of significant nature situations. If we assume for example that “enjoyment” is a hypothetical quality of SNS, and that enjoyment can be assessed while a child climbs a tree, then it means that the child is in a nature situation significant for developing her HNC. Also, it is likely that such a nature situation will change how she will perceive climbing trees in the future. Thus, a framework to inform the assessment of significant nature situations has to include qualities of SNS as much as their relation to children's HNC over time. There are, therefore, three crucial components required for an assessment framework: it should identify what the qualities of SNS are; what constitutes children's HNC; and provide an indication of their relation over time. Consequently, we ask the following research questions:

RQ1. What are the qualities of significant nature situations?

RQ2. What constitutes children's human-nature connection?

RQ3. How do qualities of significant nature situations and children's human-nature connection relate to each other over time?

METHODOLOGY

Since the goal of the paper is to define a framework useful to assess child-nature-connectedness of environments we adopted a “sequential exploratory research design for instrument development” (Creswell and Clark, 2007). As in our case, this mixed-method methodology was required to develop and test an instrument of classification that is not yet available (Creswell and Clark, 2007). The empirical work is characterized by two sequential phases. In phase 1 (qualitative), we performed semi-structured interviews with a pool of professionals in the field of connecting children to nature to inductively unveil the qualities of SNS (RQ1), what constitutes children's HNC (RQ2), and how qualities of SNS and children's HNC relate to each other over time (RQ3). In phase 2 (quantitative), we tested the results of phase 1 with an online survey that we distributed among a broader pool of professionals in the field of connecting children to nature. Here, we examined the results for comprehensiveness, transferability, and practicality and further explored the relations between qualities of SNS and children's HNC.

Why a Focus on Professionals' Expertise?

Practitioners that aim to connect children to nature are an international and very heterogeneous group of specialists who have developed the ability to design, perform, and assess nature-based activities for children throughout their professional careers. We chose to focus on these professionals because their practices, outlooks, and educational strategies are directly based upon a holistic understanding of children's HNC. Our research is therefore based on professionals from a diverse number of organizations and from a wide array of countries. Tapping into their expertise ensured comprehensiveness of different approaches and intents, sufficient transferability across children's ages and groups, and practical usability for a wide audience of actors.

Additionally, focus on professional expertise aligned the methodology of this investigation with the relational ontology of embodied ecosystems. Understanding which qualities distinguish significant nature situations from non-significant ones requires the observation of children's HNC as it unfolds in their actions, or changes over long periods of time. Professionals who observe children daily are capable of recognizing these patterns of change. We therefore relied on decades of professional observations and insights, rather than attempting an inevitably partial and potentially theoretically biased observation ourselves.

Phase 1: Identification of HNC and Qualities of SNS

We used semi-structured interviews to question practitioners (N = 26; male = 5; female = 21) in the field of connecting children to nature in two consecutive steps. The first pool of practitioners (N = 11) was chosen to represent a wide range of professional competencies and complementary conceptualizations of children's HNC. A second set of practitioners (N = 15) was selected from within a Swedish organization of nature preschools (“I Ur och Skur”) whose outdoor-focused pedagogical approach has contributed to increase interest and attachment to nature in young children through direct nature interaction since 1983 (Westerlund et al., 2016). With this second pool of interviewees (see Svane, 2017 for full report) we questioned, clarified, and deepened previously acquired information. All interviewed practitioners had between 5 and 40 (M = 18) years of expertise in the field so we refer to them in the paper as “professionals.” All interviewees provided informed consent prior to the interview. The interviews lasted 50 min on average and followed interview guidelines that covered the three main areas of interest identified by the RQs: what constitutes a “connecting” nature experience for children, what the traits of a connected child are, how children's HNC changes over time. The interviews were recorded, transcribed, and coded using Atlas.ti. Inductive coding was performed for all interviews following the systematic process for thematic analysis described by Braun and Clarke (2006).

The resulting themes denoting qualities of SNS (RQ1), children's HNC (RQ2), and their relationship over time (RQ3) were discussed between researchers and interpreted according to the objectives and the relational approach of the paper. We differentiated between themes when they were critically dissimilar and aggregated them when their differences were only of terminological nature. For example, when resulting themes were positive or negative manifestations of the same concept we aggregated them into an overarching theme. When the resulting themes were overlapping we highlighted their diversity whereas for nested themes we retained the most general. These inductive results were used to formulate the criteria of the assessment framework, which were then examined further by additional professionals using an online survey in phase 2.

Phase 2: Examining Phase 1 Results for Comprehensiveness, Transferability, and Practicality

The online survey was developed following the process identified by Artino et al. (2014) to design high-quality survey scales. With the survey, we tested the criteria obtained from phase 1 and examined their comprehensiveness, transferability, and practicality. The survey was composed of four pages. The first page provided information about the study and survey, and ensured that all respondents gave informed consent for us to anonymously utilize the results for research purposes. The second page asked professionals for some descriptive information (e.g., number of years of professional experience in the field, the age of the children they work with). The third page addressed relevance and comprehensiveness of the constituents of children's HNC obtained in phase 1. First, participants were asked if each constituent indicated some form of children's HNC using a five-point Likert scale from “strongly disagree” to “strongly agree.” Professionals were then asked how comprehensive the list of all possible constituents of children's HNC was, and subsequently asked to rank all the constituents from the one children learn first to the one children learn last (hereinafter called ordering exercise). The fourth page examined the practicality and potential transferability of these constituents across a multitude of actors. In this exercise, we asked respondents to choose one constituent of children's HNC, to state a nature activity they perform in their everyday work to significantly nurture that constituent, and then to assess the reported significant nature activity rating how important each quality of SNS obtained in phase 1 was on a five-point Likert scale ranging from “not important” to “essential” (hereinafter called assessment exercise). Professionals were then asked to perform the same assessment exercise for another constituent of children's HNC, and were allowed to further perform it a third time.

We chose the number of questions (14 were compulsory) in the survey to be practical and simultaneously adequately comprehensive to capture the complex essence of children's SNS and HNC. We favored simple English vocabulary to suit the intended international audience of professionals working with children's HNC. Prior to releasing the survey, we conducted expert validation with four colleagues for content validity; eight cognitive interviews with additional professionals in the field for response process validity; and performed two phases of pilot testing (Artino et al., 2014). These practices ensured that the professionals responding to the survey understood and interpreted the final version of the questions and items correctly. The survey was individually emailed to professionals in the field of connecting children to nature in several countries. In addition, we also asked participants for further contacts.

We used R software for the analysis of the data. Specifically, the package stats and likert for the statistical analysis, the daisy function with Gower's coefficient for the analyses of dissimilarity, and the agnes and hclust functions of the package cluster for hierarchical clustering and dendrogram construction.

RESULTS

Descriptive Analysis of Survey Respondents

The 275 respondents of the survey were from more than 200 different organizations. These organizations included primary, secondary and high schools, forest and gardening schools, national parks, local and national organizations of environmental conservation, municipalities, and international organizations devoted to the cause of connecting children to nature. These organizations and schools were located in Sweden, Finland, Netherlands, US, England, Australia, Canada, Colombia, New Zealand, Scotland, Wales, Spain, Norway, Northern Ireland, Belgium, Mexico, Malaysia, India, Indonesia, Austria, Estonia, and Portugal. Only the data from respondents that had stated that connecting children to nature is either “very important” (N = 57) or “essential” (N = 218) for their profession were analyzed. This resulted in the removal of only 7 respondents suggesting that the survey was correctly targeted. Of all respondents 93% had at least 3 years of professional experience in the field of connecting children to nature (M = 15.5, Mdn = 12, max = 50, SD = 11), so, as with the interviewees in phase 1, we considered the respondents of the survey “professionals” in the field. Additionally, their heterogeneous professional competencies and institutions covered the full-spectrum of potential insights into what SNS are. Most professionals worked with several age groups at the same time. Only few respondents (13%) worked with the age group “0 to 1 years old,” 37% worked with “2 to 3 years old,” most of them (80%) worked with the age group “4 to 7 years old,” while 53% worked with “8 to 11 years old,” and 34% worked with “12 to 18 years old.”

The results from the interviews and survey are presented below alongside each other according to the research question they jointly explored and tested.

RQ1: What Are the Qualities of Significant Nature Situations?

From the inductive analysis of interviews with professionals we obtained a list of qualities that characterizes a nature situation with the potential to connect children to nature; that is, we identified the qualities of SNS. Hence, a SNS for children is characterized by one or more of the qualities listed in Table 1.


Table 1. List of qualities of significant nature situations with associated brief descriptions.

[image: image]



During the assessment exercise in the survey, professionals reported 399 significant nature activities. These significant nature activities were often as simple as “pond dipping,” “lighting a fire,” “bug hunting” and “playing in the forest and parks,” but sometimes they were more complex; for example, “group sessions to talk about the permaculture ethics of earth care, people care and fair share” and “growing a vegetable garden using children's ideas.” All qualities of SNS were considered very important and essential to assess at least some of the 399 significant nature activities that the professionals reported (Figure 1). Of all respondents, 67% found the list of qualities of SNS very comprehensive, 7% fully comprehensive whereas no respondent found the list not comprehensive.
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FIGURE 1. Results from the questions on qualities of SNS in the survey. Top: percentages of importance for all the qualities of SNS that professionals had used in assessing the significant nature activities they reported to perform with children. Bottom: professionals' responses on how comprehensive the list of qualities of SNS was for the assessment exercise.



In order to appreciate the differences and similarities in how qualities of SNS were used to assess significant nature activities we calculated a dissimilarity matrix using Gower's coefficients (min = 0.26, Mdn = 0.36, M = 0.36, max = 0.52) and subsequently performed hierarchical clustering. The dendrogram (agglomerative coefficient = 0.30) and clustering of the qualities of SNS at this level showed six separated clusters (Figure 2). Significant nature activities characterized by “thought-provocation,” “awe,” and “surprise,” were clustered together and named “environmental epiphanies”; nature activities characterized by “intimacy,” “mindfulness,” and “self-restoration” were clustered together and named “restorative experiences”; nature activities characterized by “creative expression,” “physical activity,” “challenge,” “engagement of senses,” and “child-driven” were clustered together and named “nature free play”; nature activities characterized by “involvement of mentors,” “structure/information,” and “social/cultural endorsement” were clustered together and named “nature school.” The hierarchical clustering showed that “entertainment” and “involvement of animals” were categorically different qualities that seemed to have intrinsic value and were independently clustered as “entertaining” and “animal engaging.”
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FIGURE 2. Dendogram obtained from the hierarchical analysis of dissimilarity of qualities of SNS using Gower's coefficient with height coefficients. The clusters of “entertainment” and “involvement of animals” had been independently clustered as “entertaining” and “animal engaging.” The remaining qualities of SNS were clustered into four different macro categories of nature situations: environmental epiphanies, restorative experiences, nature free play, and nature school.



RQ2: What Constitutes Children's HNC?

The main themes emerged from the inductive analysis of the interviews showed that professionals recognized HNC as an ability that children manifest when they perform certain actions or show certain emotions. This was particularly evident when professionals compared children who had been taking part in nature activities for a long time with children that had just begun. We selected few illustrative quotes to exemplify this point.

“We have one group that we have been working with for quite a long time, and […] then I have started with a new group, and then this thing is very clear […] they don't all have this feeling about how to think, or like: ‘before I start climbing this little mountain, I need to look where to go. I can't just go this way because it will be too steep, I need to go around’.”

“A couple of the… stark differences we notice in our children […] it takes them about 2 weeks on average to open up to the idea that they can also get dirty and wash up after, and it becomes something that's not quite so scary for them.”

“The ones who have been through this, they are quicker and faster and… they move differently. And that's the same when we go ice-skating or skiing, that the ones who have done this from when they were little, they have something in their body that makes it easier for them.”

The main themes obtained from the inductive analysis of the interviews form a list of abilities that, according to the professionals, were clear indicators of children's HNC (Table 2). We called these indicators abilities of human-nature connection. Hence, a child more or less connected to nature is characterized by one or more of the abilities of HNC listed in Table 2.


Table 2. List of abilities of human-nature connection with the associated brief descriptions.
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Across all abilities of HNC, at least 79% of survey respondents agreed or strongly agreed that the abilities shown indicated some form of HNC in children, whereas disagreement ranged from 5 to 8% (Figure 3). Furthermore, only 0.7% of the respondents stated that the list of abilities of HNC was not comprehensive, whereas all others stated that the list of abilities of HNC was either slightly (5%), moderately (24%), very (63%), or fully comprehensive (7%).


[image: image]

FIGURE 3. Results from the questions on abilities of HNC in the survey. Top: how much professionals agreed that the list of abilities of human-nature connection indicated children's HNC. Bottom: professionals' responses on how comprehensive the list of was to represent all abilities that indicate children's HNC.



RQ3: How Do Qualities of Significant Nature Situations and Children's Human-Nature Connection Relate to Each Other Over Time?

The inductive analysis of professionals' interviews and survey exercises showed that qualities of SNS relate to children's abilities of HNC through two interrelated dynamics of change: routinization and progression.

Routinization fosters the development of children's HNC within abilities of HNC. It happens through reoccurring nature activities with similar qualities of SNS, but possibly across different socio-environmental situations. That is, the set of relations existing between different spatial natural features, social circumstances, and children's abilities generates qualities of SNS that develop certain abilities of HNC in depth. We selected few illustrative quotes from the interviews to exemplify the dynamic of routinization.

“It is practice that gives them that skill. […] With the skiing for example, they can go downhill a hundred times and fall a hundred times. And the 101st time, they stand the whole hill down.”

“3 things that make nature play impactful: right kind of play, right kind of place, and the right kind of re-play […] is this frequency thing […] basically that it needs to happen, not necessarily everyday, but frequently.”

Progression is the development of children's HNC across abilities of HNC. That is, the set of relations existing between different spatial natural features, social circumstances, and existing children's abilities generates qualities of SNS that allow children to develop abilities of HNC that they did not have before and broaden the development of their HNC; we selected few illustrative quotes from the interviews to exemplify the dynamic of progression.

“Also, to build a positive feeling for nature you need to establish this sense of comfort already in young [children]- Being comfortable that you're able to, or dare to, carry your own backpack for example. That is sort of the first step. And then as you get a little bit older- To be able to walk a bit further away, maybe to another place.”

“First; you have to get accustomed to nature somehow, explore and discover, before you can play. […] Then you can start becoming interested in… Well, maybe practicing your agility by jumping from rocks or climbing tree logs or something.”

“[In a new place], you have to sort of start over, from this first phase [i.e., being comfortable].”

In order to fully appreciate the progression of children's abilities of HNC, we use a weighted average to rank the results from the ordering exercise in the survey. “Feeling comfortable in natural spaces” was found to be the first ability of HNC that children learn and “being one with nature” the last one (Figure 4). We also calculated a dissimilarity matrix on the results of the ordering exercise (min = 0.20, Mdn = 0.37, M = 0.41, max = 0.75), on which we performed hierarchical clustering to understand if the progression of abilities of HNC had clusters of development. Both the weighted averages and the dendrogram (agglomerative coefficient = 0.44) showed three clear clusters of abilities of HNC (Figure 4). The first cluster was defined by children's abilities of “feeling comfortable in natural spaces” and “being curious about nature,” so we termed it “being IN nature.” The second cluster is defined by children's abilities of “acting in natural spaces,” “feeling attached to natural spaces,” “reading natural spaces,” “knowing about nature,” and “recalling memories with nature,” so we termed it “being WITH nature.” The last cluster is defined by children's abilities of “caring about nature”, “taking care of nature,” and “being one with nature,” so we termed this cluster “being FOR nature.”
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FIGURE 4. Results from the ordering exercise in the survey showing the progression of abilities of HNC in time. Top: each stacked column shows the percentages of professionals that placed as first, second, third, etc., or last each learnt ability of HNC. Bottom: the upside-down dendogram obtained from the hierarchical analysis of dissimilarity with height coefficients. The three obtained phases of HNC progression are also shown: being IN Nature, being WITH nature, and being FOR nature.



The dynamics between the qualities of SNS and children's abilities of HNC have been further explored using the results of the assessment exercise performed in the survey. This showed that in order to teach children specific abilities of HNC, professionals used nature activities that had different configurations of qualities of SNS (Figure 5). For example, professionals that intended to teach children to be capable of “being IN nature” performed nature activities that were mostly “child-driven,” characterized by high “engagement of senses”, “awe,” “physical activity,” but with little “structure/instructions.” Conversely, professionals who aimed to teach children to be capable of “being FOR nature” performed nature activities that were more characterized by “thought-provocation,” “social/cultural endorsement” and “structure/instructions” and less by “physical activity” or “entertainment.”
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FIGURE 5. Configurations of qualities of SNS for the three phases of HNC progression (i.e. being IN nature, being WITH nature, being FOR nature). Qualities of SNS that are significantly different between phases of HNC progression are marked according to the following legend: ***p < 0.001; **p < 0.01; *p < 0.05; “.”: p < 0.1.



One-way ANOVA tests were conducted to compare the statistical influence of qualities of SNS on the three phases of HNC progression: “being IN nature,” “being WITH nature,” and “being FOR nature.” The results showed that many qualities of SNS were statistically different for different phases of abilities of HNC; that is, “entertainment” [F(2, 396) = 6.811, p = 0.001], “thought-provocation” [F(2, 396) = 4.665, p = 0.009], “intimacy” [F(2, 396) = 3.85, p = 0.02), “awe” [F(2, 396) = 3.841, p = 0.02], “surprise” [F(2, 396) = 8.384, p = 0.0002], “physical activity” [F(2, 396) = 0.467, p = 0.004], “social/cultural endorsement” [F(2, 396) = 6.218, p = 0.002], “structure/instructions” [F(2, 396) = 6.628, p = 0.001], “engagement of senses” [F(2, 396) = 3.261, p = 0.04] and “child-driven” [F(2, 396) = 5.916, p = 0.003]. For these qualities of SNS, Tukey post-hoc tests showed that there were significant differences between teaching children to be in or with nature and being for nature (Table 3). For instance, nature activities used in teaching children to be for nature were significantly less characterized by the qualities of SNS of “entertainment,” “physical activity,” and “child-driven,” but more defined by “thought-provocation,” “structure/instruction,” and “social/cultural endorsement.” Calculating Cohen's d on such differences also showed that the effect sizes were above average for educational research (d > 0.4) (Hattie, 2008) meaning that certain qualities of SNS were considerably more, and some less, important to nurture specific phases of HNC progression.


Table 3. Results of Tukey post-hoc test and Cohen's d for the qualities of SNS that were significantly different between the three phases of HNC progression (i.e., being IN nature, being WITH nature, being FOR nature).
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DISCUSSING ACHUNAS: A FRAMEWORK TO ASSESS WHERE AND HOW CHILDREN CONNECT WITH NATURE

The results shown in this paper form the Assessment framework for Children's Human Nature Situations (ACHUNAS) (Figure 6). ACHUNAS is composed of the list of qualities of SNS (Table 1); the list of children's abilities of HNC (Table 2); and three guiding principles (see section Guiding Principles of ACHUNAS). The lists of qualities of SNS and abilities of HNC outline what to assess to quantify or qualify the child-nature-connecting property of an environment, without defining how to perform the assessment itself. In line with transactional research, ACHUNAS avoids the rigid standardization of measurements across settings, and it solely highlights patterns of regularities across SNS and children's HNC (Altman and Rogoff, 1987). ACHUNAS is intended to be a flexible framework that allows practitioners and researchers to choose the assessment strategies, goals, and methods appropriate to their socio-environmental context. To allow the greatest flexibility while maintain integrity, three guiding principles are included as part of the framework. These principles give the boundaries of what SNS are, what children's HNC is, and how they relate to each other over time and are included as part of the framework. Together, the lists of qualities of SNS and abilities of HNC, and the three guiding principles form a comprehensive, transferable, and practical framework to guide the assessment of child-nature-connecting environments. Thus, ACHUNAS does not prescribe a set of methods to apply for a specific assessment, but it is a framework that outlines the criteria to apply when assessing child-nature-connectedness. ACHUNAS sets the framework to guide the assessment of where and how children connect to nature, but it does not impose a standard set of tools to measure child-nature-connectedness across all socio-environmental contexts.
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FIGURE 6. Assessment framework for Children's Human Nature Situations (ACHUNAS). ACHUNAS comprises the list of qualities of SNS, the list of children's abilities of human-nature connection, and three guiding principles. The figure shows the hypothetical assessment of two SNS (playing in the park and gardening) with different configurations of qualities of SNS and abilities of HNC.



Guiding Principles of ACHUNAS

This paper identified three crucial questions to address the problem of assessing child-nature-connectedness of environments: “what are the qualities of significant nature situations?” (RQ1), “what constitutes children's human-nature connection?” (RQ2), and “how do qualities of significant nature situations and children's human-nature connection relate to each other over time?” (RQ3). Below, we discuss the results that answer each of these questions with a principle. The three resulting principles set the boundaries of the assessment framework and guide how it should be interpreted and operationalized in the future.

Principle 1: Significant Nature Situations Are Various and with Differing Consequences for Children's HNC

Professionals identified sixteen qualities that make a nature situation significant for children's HNC (Table 1). Nature situations can be significant for children's HNC simply because they are entertaining, because they involve a personal engagement with animals, or because children feel free to engage in physical or artistic activities that activate their senses. However, it is most likely that several qualities of SNS co-occur in one significant nature situation. The configurations of qualities of SNS produced by the hierarchical clustering have shown the potential co-existence of six different kinds of SNS similar to some that have already been recognized in academia (Figure 2). Thought-provoking, awesome, and surprising SNS constituting “environmental epiphanies” are identified in the literature as “‘aha’ moments […] that shift the fundamental self-nature relationship” (Vining and Merrick, 2012, 1). Intimate, mindful, and self-restoring SNS constituting “restorative experiences” have a long academic history (Hartig et al., 1991; Kaplan, 1995) and are for example considered fundamental for healthy urban living (Hartig and Kahn, 2016). SNS characterized by “involvement of mentors,” “structure/information,” and “social/cultural endorsement” are equally recognized in environmental education (Nazir and Pedretti, 2016). Consequently, assessing the child-nature-connectedness property of environments implies assessing a variety of different SNS.

It is important to note that the diversity of SNS comes with a diversity of implications for children's HNC. Different configurations of qualities of SNS require and nurture children's HNC differently. Results from the survey have shown that the nature activities that professionals performed to teach children to care, take care, and be one with nature (i.e., to be FOR nature) are characterized by configurations of qualities of SNS that are statistically different from the other phases of HNC progression (see Figure 5, Table 3). As different qualities of SNS are used to promote different abilities of HNC it follows that some configurations of qualities of SNS are more important than others in developing certain abilities of HNC. During the assessment of where and how children connect to nature it is, therefore, important to remember that SNS are various and with differing consequences for HNC.

Principle 2: Children's Human-Nature Connection Is a Complex Embodied Ability

The professionals interviewed described HNC as a constellation of abilities of the mind and body that children learn. For example, professionals stated that children show HNC when they are “curious about nature”; which is visible in children when they show desire to know about nature as well as when they show the desire to physically explore natural spaces. Most abilities of HNC listed here simultaneously embody both actions and emotions, and are also embodied in particular socio-environmental contexts. During the interviews and in response to the survey, professionals widely remarked that the abilities that shape children's HNC are not only in relation to “nature” as an abstract concept, but they are also importantly related to natural physical spaces. Children's HNC exists when children are capable of “feeling comfortable in natural spaces,” “acting in natural spaces,” “reading natural spaces,” and ultimately “feeling attached to natural spaces.” These abilities of HNC show that children's HNC is rooted to tangible natural environments, and potentially specific ecological attributes, going beyond an abstract conceptualization of “nature” often used to assess people's relation with nature (Ives et al., 2017). Additionally, children's HNC shows attributes of complexity. The existence of different phases of HNC progression (Figure 4) and their differing relations to qualities of SNS (Figure 5) suggest that children's HNC as a whole cannot be solely understood as the sum of their individual abilities of HNC. Different configurations of abilities of HNC seem to play an important role in characterizing children's HNC as a whole. The second guiding principle to support the use of ACHUNAS is, therefore, that children's HNC is a complex embodied ability.

This principle answers the call of many in environmental psychology to integrate extra-psychological factors in models that aim to determine pro-environmental behaviors (Gifford, 2014; Gifford and Nilsson, 2014; Steg et al., 2014). Unlike previous academic work that presents mono-dimensional or disembodied understandings of the relationship that exists between people and nature, this paper demonstrates that professionals conceive children's HNC as a complex set of abilities embodied within mind, body, culture, and the environment. Despite socio-environmental contexts being considered obvious antecedents to encourage or constrain pro-environmental behaviors (Steg et al., 2014) academics have not yet systematically scrutinized their impact in encouraging pro-environmental behaviors (Steg and Vlek, 2009). The relational approach used here to develop ACHUNAS offers an alternative starting point that embraces and values professionals' embodied perspectives of children's HNC.

Principle 3: Children's Human-Nature Connection Progresses Over Time through Diverse Nature Routines

The thematic analysis of professionals' interviews showed that children's HNC progresses dynamically over time through routinization and progression like most other human abilities. In the survey, professionals suggested a model of development for children's HNC that begins with “feeling comfortable in natural spaces” and “being curious about nature,” and ends with “caring about nature” and “being one with nature” (Figure 4). The related hierarchical clustering showed three consecutive phases of HNC progression: being in nature, being with nature, and being for nature. That means that before being able to feel and act for nature (3rd phase) a child has to develop over time the ability to be in (1st phase) and with nature (2nd phase). In other words, before feeling care or concern for the environment, and before feeling responsible and motivated to act for it, a child has to at least feel at ease and comfortable in the natural elements of the outdoors. Children's ability to just enjoy and being curious about natural spaces is therefore a gateway to more profound forms of human nature relationships, but the progression across such abilities of HNC cannot be considered linear. Since these abilities are embodied in specific socio-environmental contexts, their progression is also context-dependent. As one of the interviewees stated “[In a new place], you have to sort of start over, from this first phase.” The three phases of HNC progression can indeed be seen as an indication of multiple states of equilibrium. This also implies that the development of children's HNC is likely to be characterized by potential threshold effects between one phase of HNC progression and another. For instance, only when a child is comfortable in nature in several social-environmental contexts can s/he then begin to know how to read specific environmental features. Abilities of HNC can indeed progress in depth (e.g., a child can be more or less curious about nature) and breadth (e.g., child can be curious about a garden, but not about a forest), and can nurture one another (e.g., a child who can be curious about a natural space might begin to feel attached to it). The third guiding principle to support the use of ACHUNAS is, therefore, that children's HNC does not grow linearly, but it progresses dynamically over time through the routinization of diverse qualities of SNS.

Current literature proposes models of development for HNC that grow linearly in independent and pre-identified psychological traits (Tam, 2013). The amount of time spent in a space is mentioned throughout the literature on sense of place as the most consistent predictor of attachment to it (Lewicka, 2011) and, similarly, the amount of time spent in nature is one of the most significant predictor of emotional affinity toward nature (Kals et al., 1999) and a crucial condition of any changes in children's HNC (Schultz and Tabanico, 2007). However, we are not familiar with any models that have explored how HNC develops and what is required for its progression over time. The development of children's HNC requires the reoccurrence of different qualities of SNS to progress. That is, children's HNC requires diverse nature routines provided by a wide variety of environmental features and by the involvement of diverse actors, collaborators, and institutions. Establishing significant and diverse nature routines responds to concerns in modern environmental education (Chawla and Cushing, 2007; Nazir and Pedretti, 2016), environmental conservation (Miller, 2005; Soga et al., 2015), and sustainable socio-ecological urban design (Colding and Barthel, 2013; Giusti et al., 2014; Marcus et al., 2016; Beery et al., 2017). As one interviewee highlighted: “3 things that make nature play impactful: right kind of play, right kind of place, and the right kind of re-play […] is this frequency thing.”

Use and Usefulness of ACHUNAS

The lists of abilities of HNC and qualities of SNS outline what to quantify or qualify when assessing child-nature-connecting environments. Similar to the lists of qualities used to assess the “child-friendliness” property of environments (Kyttä, 2006; Broberg et al., 2013), or the ANGELO framework used to assess the “obesogenicity” property of environments (Swinburn et al., 1999; Kirk et al., 2010), ACHUNAS is a framework that outlines a list-based set of criteria with the purpose of assessing the child-nature-connectedness property of environments. The lists of qualities of SNS and abilities of HNC give practitioners and researchers a frame of reference to identify where there are SNS and how they affect children's HNC. Eventually, the criteria proposed in ACHUNAS can be quantified using, for example, Likert scale surveys or other psychometric measurements. This would allow users to quantify the degree of “significance” of nature situations. Simultaneously, ACHUNAS is useful to understand what kind of SNS exist in the everyday landscapes and routines of children. The diversity of qualities of SNS and abilities of HNC listed provides the possibility to qualify the landscape in terms of the kind of SNS provided. For example, the green infrastructure might allow entertaining situations, but not nature situations that are child-driven or involving animals.

The above properties make ACHUNAS useful to assess, first, where significant nature situations are, and, second, how children connect to nature. Below, we give two hypothetical examples of assessments that operationalize ACHUNAS to exemplify its use in assessing child-nature-connecting environments.

Hypothetical Examples of Assessments Using ACHUNAS

ACHUNAS can be used, for example, to assess the extent and type of “extinction of experiences” that many authors also believe undermines children's well-being (Soga and Gaston, 2016; Soga et al., 2016) and interest in nature conservation (Miller, 2005; Samways, 2007; Finch, 2008). Such assessments could be performed by using participatory observations, interviews, or PPGIS methodologies to examine which qualities of SNS exist, and which do not, in the everyday landscape of children. As an example, take an urban park in which children are freely allowed to play. Each item in the lists of qualities of SNS can be independently assessed according to the nature situations that are available in the park (see the assessment example “playing in the park” in Figure 6). In this hypothetical example, the evaluator has spent time in the park performing participatory observations of children describing nature activities with high levels of “entertainment,” but low levels of “thought-provocation.” Overall, the observations show that the nature situations available in this park are mostly characterized by the qualities of “child-driven” and “physical” activities with high “engagement of senses.” The evaluator then decides to interview children to understand their ability of “feeling comfortable in natural spaces,” “being curious about nature,” and so on. Once completed, the assessment provides the evaluator with useful information about what kind of nature experiences exist in the park, and, importantly, which ones are missing. In this example, the evaluator might conclude that organized activities and the introduction of animals might further nurture children's ability of “knowing about nature,” or “feeling attached to natural spaces.” In the above example, ACHUNAS specifies the list of criteria that the evaluator should follow to assess the environment, but the methods to do this (e.g., participatory observations and interviews) are chosen by the evaluator. For a more complete assessment, the evaluator might also consider principle 3 of ACHUNAS (i.e., children's HNC progresses over time through diverse nature routines) and assess how frequently children visit the park and how long they have exposure to nature activities for, or perform the same assessment for all the parks of a neighborhood or a city.

A second example of how ACHUNAS can be used is in the assessment of educational nature activities. This type of implementation would be particularly useful to educational programs connecting children to nature (see the assessment example “gardening” in Figure 6). Qualitative and/or quantitative methods such as interviews, observations, and questionnaires could be applied to study the presence and extent of the different qualities of SNS and abilities of HNC. In this hypothetical example, the project aims to teach children how to grow their own food, and researchers use a questionnaire to ask practitioners to rank how important each of the qualities of SNS are when children garden (this example has strong similarities with the assessment exercise performed by professionals in the survey). The final assessment shows that while gardening “thought-provocation” and “social/cultural endorsement” are high, but that “entertainment” is low. By interviewing the children, researchers also find that despite children being able to “take care of nature” their level of ability to “be curious about nature” while gardening is low. Researchers would conclude that gardening, as it is performed by this educational program, is likely to be insufficiently entertaining to nurture children's curiosity about nature. Researchers might then recommend that practitioners introduce an element of play during gardening activities, or to foster children's sense of belonging to the garden by making them choose a name for different sections of the garden. As in the previous example, ACHUNAS provides the lists of qualities of SNS and abilities of HNC which should be assessed, and the researchers select the method in which to do so (e.g., questionnaires and interviews). Using ACHUNAS in this way allows practitioners to develop more holistic and comprehensive nature activities, and it helps to bridge the gap between theory and practice that constitute a major obstacle in current environmental education (Chawla and Cushing, 2007; Finch, 2008; Nazir and Pedretti, 2016).

Comprehensiveness, Transferability, and Practicality

Of the 275 professionals responding to the survey (from more than 200 organizations in 22 countries), 74% considered the list of sixteen qualities of SNS to be “very” or “fully comprehensive” to assess all the qualities of nature activities that connect children to nature. During the survey, every single quality of SNS listed was considered “very important” or “essential” to assess a considerable percentage of nature activities that have the potential to connect children to nature; from 35% for “involvement of animals” to 78% for “engagement of senses” (Figure 1). The same can be said for the list of abilities that constitute children's HNC. The list of abilities of HNC was found to be at least “somewhat comprehensive” by 99.3% of the professionals responding our survey with the majority of professionals (63%) stating that it was “very comprehensive.” Additionally, a large majority of respondents agreed that every single ability of HNC listed indicated some form of connection to nature in children; from 79% agreeing with “being one with nature” to 92% agreeing with “being curious about nature” (Figure 3). These results, the mixed-method methodology, and the heterogeneous group of professionals ensure that the lists of qualities of SNS and abilities of HNC generated in this paper are sufficiently comprehensive of all relations that indicate children's HNC, transferable across different children and cultures, and can be practically implemented by practitioners and researchers in order to identify where children's SNS are.

Limitations of ACHUNAS

We identify three limitations of ACHUNAS to assess child-nature-connecting environments. The first limitation is the completeness and generalizability of ACHUNAS. 63% of professionals found the abilities of HNC “very comprehensive” and 67% of them thought the same for qualities of SNS, but only 7% of them found these lists to be “fully comprehensive.” This shows that ACHUNAS might not yet integrate all the qualities that can categorize an environment as more or less child-nature-connecting and, therefore, the lists of qualities of SNS and abilities of HNC require formal validation. Further research is required to test the lists for convergence or divergence. For generalizability, cross-cultural assessments are needed to understand if certain qualities of SNS and abilities of HNC are more suitable than others to assess specific socio-cultural contexts. Despite having tested ACHUNAS on a very international and heterogeneous group of respondents, the framework lacks the contributions of non-English speaking professionals and the potentially valuable input from indigenous communities.

Second, because of the nature of ACHUNAS, the framework does not suggest which method is the most suitable to assess each item in the lists. ACHUNAS highlights what to assess, but it does not provide guidance on how to assess child-nature-connectedness. Comparability across assessments that operationalize ACHUNAS with different methodologies might, therefore, be limited. Defining standard operationalizations of ACHUNAS through trandisciplinary collaborations would greatly increase the comparability of results across different socio-environmental contexts.

Third, ACHUNAS is a framework built upon professionals' understanding of children's HNC. The results are therefore a representation of a multitude of adults' perspectives and lack the direct input of children's insights. In order to further improve the validity of ACHUNAS as a framework, interviews of children and self-reporting methodologies performed with children can be implemented to better integrate children's perspectives into the ACHUNAS framework. In pursuing this endeavor, we also see the potential contribution of children with differing socio-demographic backgrounds.

Future Research Directions for Child-Nature-Connecting Environments

We identified three future research directions that have great potential to promote the design of nature-connecting human habitats or to inform educational curricula that promote children's HNC. The most obvious is operationalizing ACHUNAS to assess where and how children connect to nature. Implementing standard operationalizations of ACHUNAS would allow understanding which relations of children's abilities of HNC and socio-environmental features afford qualities of SNS. This would be a further step forward in unveiling the ecological properties that can categorize an environment as more or less child-nature-connecting. Furthermore, such knowledge would be a stepping stone toward the design of nature-connecting human habitats.

A second area of research of fundamental importance is the analysis of interdependencies between qualities of SNS and abilities of HNC. The fundamental unit of analysis in ACHUNAS is at the confluence of children's abilities of HNC, qualities of SNS, and the socio-environmental context. The results shown above already indicated that certain configurations of qualities of SNS significantly relate to certain abilities of HNC (see Table 3). However, the current understanding of these linkages are preliminary and they lack temporal dimensions such as frequency or duration. A better understanding of the effects that routinized sets of qualities of SNS have on children's abilities of HNC would better inform the design of nature-connecting human habitats as well as pedagogical curricula that aim to connect children to nature.

Lastly, it is plausible that children's HNC may vary not just in relation to SNS and nature routines, but also with respect to the child's cognitive, emotional, moral, and physical stages of development. Although this has not been the goal of this paper, we recognize that studying the progression of HNC in relation to children's stages of development is a promising area of research that could directly promote comprehensive and holistic curricula to nurture children's HNC. For the sake of facilitating such academic endeavor, we believe that Piaget's stages of development (Piaget, 1960), Vygotsky's theory of Zones of Proximal Development (Chaiklin, 2003), Bronfenbrenner's theory of child development (Bronfenbrenner, 1979), situated and social learning (Lave and Wenger, 1991), and embodied cognition (Chemero, 2009) might be useful theories to investigate some of these unknowns.

Implications for Sustainable Urban Design and Environmental Education

The results of this study have obvious implications for the practice of sustainable urban design and environmental education. It is common for urban green infrastructure to be promoted and developed for biophysical management, e.g., stormwater management, flood control, urban cooling, reduction in carbon emissions etc., but its role in the development of children's HNC has been so far largely ignored. For example, access rights, spatial accessibility, ecological and biological diversity are just some of the variables of the green infrastructure that can promote children's nature routines and their HNC; all of which are already intentionally designed in the human habitat. Whether intentional or incidental, recurring experiences of nature situated in the everyday habitat of children are opportunities to develop their abilities of HNC (Giusti et al., 2014; Marcus et al., 2016; Beery et al., 2017; Samuelsson et al., 2017). Nature-based solutions provide direct benefits for public health, improve living conditions, and build resilience to climate and environmental change (Colding and Barthel, 2013; Hartig and Kahn, 2016). The results of this study show that they can also be considered in sustainable urban design for the transgenerational establishment of sustainable futures.

As environmental educators have already acknowledged, promoting children's HNC also means facilitating frequent nature activities and the results of this study confirm this position (Chawla and Cushing, 2007; Finch, 2008; Nazir and Pedretti, 2016). ACHUNAS offers the possibility to assess the significance of such frequent nature activities, to compare them, to identify which phase of HNC progression children are in, or to better tailor nature activities to suit the intended educational ability of HNC. In so doing, ACHUNAS is a first step toward the assessment of best practices to nurture children's HNC across organizations, cultures, and geographical locations. More broadly, assessing nature activities using ACHUNAS provides a preliminary form of curricula evaluation when the pedagogical goal is to connect children to nature. Conclusive monitoring methods developed from the ACHUNAS framework would allow reliable comparison within and across programs and the identification of discrepancies between intended and effective outcomes. This is a stepping stone to understand if such programs have potential to nurture future sustainable personal and collective behaviors. In summary, we believe ACHUNAS is a step forward in creating a reliable pedagogical curriculum capable of connecting children to nature.

ACHUNAS is a starting point for cross-fertilization between different disciplines interested in child-nature-connectedness. The academic literature on HNC has been systematically divided into epistemological silos (Ives et al., 2017), but the embodied approach to HNC used for ACHUNAS provides fertile ground to integrate, extend, and apply these different branches of empirical evidence. Several abilities of HNC in ACHUNAS such as “feeling comfortable in,” “feeling attached to,” “recalling memories in,” and “caring about” natural spaces are also founding elements of sense of place literature in human geography (Hernández et al., 2007; Lewicka, 2011). On the other hand, “knowing about nature” and to an extent “being one with it” are recognized components of modern environmental education (Nazir and Pedretti, 2016). The embodied nature of ACHUNAS allows these established disciplinary grounds to be brought together and set side by side with professionals' understanding of children's HNC. The use of ACHUNAS will allow these disciplines to gain further practical application and provide practitioners with the possibility to draw on the solidity of peer-reviewed literature.

CONCLUSION

In this study, through the use of inductive thematic analysis and a practitioner survey we identified and tested three components of an Assessment framework for Children's Human Nature Situations that we called ACHUNAS (Figure 6). First, we identified 16 qualities of SNS that characterize a nature situation with the potential to “connect” children to nature. Second, we documented a list of 10 abilities of human-nature connection that expresses the nuances of children's human-nature connection. Third, we defined three principles that frame the applicability of these lists: (1) significant nature situations are various and with differing consequences for children's human-nature connection; (2) children's human-nature connection is a complex embodied ability; and (3) children's human-nature connection progresses over time through diverse nature routines. Together, these findings form a comprehensive framework that outline what to quantify or qualify when assessing “child-nature connecting” environments.

Questions like “where children connect with nature?” and “what kind of nature experiences are missing from cities?” are central to the design of nature-connecting human habitats as much as to the generation of sustainable futures. ACHUNAS is sufficiently comprehensive, transferable, and practical to provide a starting point to answer these questions and to guide the assessment of where and how children connect to nature. It can be operationalized to assess the extent and typology of “extinction of experience” and inspire the design of nature-based human habitats that also connect children and people to nature. Similarly, it can be used to evaluate curricula that aim to connect children to nature, providing useful information to such educational programs. Overall, ACHUNAS is a transdisciplinary framework that allows cross-fertilization and integration of knowledge across different academic disciplines and makes it useful to practitioners interested in promoting child-nature-connecting environments and children's HNC. In conclusion, ACHUNAS provides a starting point to classify a social-ecological system as more or less child-nature-connecting.

ETHICS STATEMENT

This study was carried out in accordance with the recommendations “ESPA Ethics Principles and Procedure” produced by the Directorate of the Ecosystem Services for Poverty Alleviation, with written informed consent from all subjects. All subjects gave written informed consent in accordance with the Declaration of Helsinki. The protocol was approved by the ethical committee at the Stockholm Resilience Centre.

AUTHOR CONTRIBUTIONS

MG: Work conception, research design, data collection, data analysis, data interpretation, paper arrangement and revision, writing, and submission; US: Data collection, data analysis, data interpretation, paper arrangement and revision, and writing; CR: Data interpretation, research design, paper arrangement and revision, and writing; TB: Data interpretation, paper arrangement and revision, and writing.

ACKNOWLEDGMENTS

We wish to thank Elena Dawkins for insightful discussions and feedback on earlier versions of the paper, Cheryl Charles for facilitating the empirical investigation, and the two reviewers for their invaluable inputs.

REFERENCES

 Abson, D. J., Fischer, J., Leventon, J., Newig, J., Schomerus, T., Vilsmaier, U., et al. (2017). Leverage points for sustainability transformation. Ambio 46, 30–39. doi: 10.1007/s13280-016-0800-y

 Altman, I., and Rogoff, B. (1987). “World views in psychology: trait, interactional, organismic, and transactional perspectives,” in Handbook of Environmental Psychology, Vol. 1, eds D. Stokols and I. Altman (New York, NY: John Wiley & Sons), 7–40.

 Andersson, E., Barthel, S., Borgström, S., Colding, J., Elmqvist, T., Folke, C., et al. (2014). Reconnecting cities to the biosphere: stewardship of green infrastructure and urban ecosystem services. Ambio 43, 445–453. doi: 10.1007/s13280-014-0506-y

 Artino, A. R., La Rochelle, J. S., Dezee, K. J., and Gehlbach, H. (2014). Developing Questionnaires for Educational Research: AMEE Guide No. 87. Med. Teach. 36, 463–474. doi: 10.3109/0142159X.2014.889814

 Beery, T. H., and Wolf-Watz, D. (2014). Nature to place: rethinking the environmental connectedness perspective. J. Environ. Psychol. 40, 198–205. doi: 10.1016/j.jenvp.2014.06.006

 Beery, T. H., Jönsson, K. I., and Elmberg, J. (2015). From Environmental connectedness to sustainable futures: topophilia and human affiliation with nature. Sustainability 7, 8837–8854. doi: 10.3390/su7078837

 Beery, T. H., Raymond, C. M., Kyttä, M., Olafsson, A. S., Plieninger, T., Sandberg, M., et al. (2017). Fostering incidental experiences of nature through green infrastructure planning. Ambio 46, 717–730. doi: 10.1007/s13280-017-0920-z

 Black, J. S., Stern, P. C., and Elworth, J. T. (1985). Personal and contextual influences on househould energy adaptations. J. Appl. Psychol. 70, 3–21. doi: 10.1037/0021-9010.70.1.3

 Bratman, G. N., Hamilton, J. P., and Daily, G. C. (2012). The impacts of nature experience on human cognitive function and mental health. Ann. N. Y. Acad. Sci. 1249, 118–136. doi: 10.1111/j.1749-6632.2011.06400.x

 Braun, V., and Clarke, V. (2006). Using thematic analysis in psychology. Qual. Res. Psychol. 3, 77–101. doi: 10.1191/1478088706qp063oa

 Broberg, A., Kyttä, M., and Fagerholm, N. (2013). Child-friendly urban structures: bullerby revisited. J. Environ. Psychol. 35, 110–20. doi: 10.1016/j.jenvp.2013.06.001

 Bronfenbrenner, U. (1979). The Ecology of Human Development. Experiments by Nature and Design. Cambridge: Harvard University Press.

 Bruni, C. M., Chance, R. C., Schultz, W. P., and Nolan, J. M. (2012). Natural connections: bees sting and snakes bite, but they are still nature. Environ. Behav. 44, 197–215. doi: 10.1177/0013916511402062

 Bruni, C. M., Winter, P. L., Wesley Schultz, P., Omoto, A. M., and Tabanico, J. J. (2015). Getting to know nature: evaluating the effects of the get to know program on children's connectedness with nature. Environ. Educ. Res. 23, 43–62. doi: 10.1080/13504622.2015.1074659

 Chaiklin, S. (2003). The zone of proximal development in vygotsky's analysis of learning and instruction. Vygotsky's Educ. Theory Pract. Cult. Context 7495, 1–21. doi: 10.1017/CBO9780511840975.004

 Chawla, L. (1998). Significant life experiences revisited: a review of research on sources of environmental sensitivity. Environ. Educ. Res. 4, 369–382. doi: 10.1080/1350462980040402

 Chawla, L. (1999). Life paths into effective environmental action. J. Environ. Educ. 31, 15–26.

 Chawla, L. (2006). Research methods to investigate significant life experiences: review and recommendations. Environ. Educ. Res. 12, 359–74.

 Chawla, L. (2015). Benefits of nature contact for children. J. Plan. Lit. 30, 433–452. doi: 10.1177/0885412215595441

 Chawla, L., and Cushing, D. F. (2007). Education for strategic environmental behavior. Environ. Educ. Res. 13, 437–452. doi: 10.1080/13504620701581539

 Chemero, A. (2009). Radical Embodied Cognitive Science. Cambridge, MA: MIT Press.

 Cities European Council of Town Planners (1998). The New Charter of Athens. Lisbon: ECTP. Available online at: http://scholar.google.com/scholar?hl=en&btnG=Search&q=intitle:NEW+CHARTER+OF+ATHENS#2

 Clayton, S. (2003). “Environmental identity: a conceptual and operational definition,” in Identity and the Natural Environment: The Psychological Significance of Nature, eds S. D. Clayton and S. Opotow (Cambridge, MA: MIT Press), 45–66.

 Colding, J., and Barthel, S. (2013). The potential of ‘urban green commons’ in the resilience building of cities. Ecol. Econ. 86, 156–166. doi: 10.1016/j.ecolecon.2012.10.016

 Colding, J., and Barthel, S. (2017). An urban ecology critique on the 'Smart City' model. J. Clean. Prod. 164, 95–101. doi: 10.1016/j.jclepro.2017.06.191

 Conrad, E. (2017). “Human and social dimension of landscape stewardship,” in The Science and Practice of Landscape Stewardship, eds C. Bieling and T. Plieninger (Cambridge: Cambridge University Press), 38–53.

 Creswell, J. W., and Clark, V. L. P. (2007). Designing and Conducting Mixed Methods Research. Thousand Oaks, CA: SAGE Publications.

 de Keijzer, C., Gascon, M., Nieuwenhuijsen, M. J., and Dadvand, P. (2016). Long-term green space exposure and cognition across the life course: a systematic review. Curr. Environ. Health Rep. 3, 468–477. doi: 10.1007/s40572-016-0116-x

 Díaz, S., Demissew, S., Carabias, J., Joly, C., Lonsdale, M., Ash, N., Larigauderie, A., et al. (2015). The IPBES conceptual framework - connecting nature and people. Curr. Opin. Environ. Sustain. 14, 1–16. doi: 10.1016/j.cosust.2014.11.002

 Duffy, S., and Verges, M. (2010). Forces of nature affect implicit connections with nature. Environ. Behav. 42, 723–739. doi: 10.1177/0013916509338552

 Ernst, J., and Theimer, S. (2011). Evaluating the effects of environmental education programming on connectedness to nature. Environ. Educa. Res. 17, 577–598. doi: 10.1080/13504622.2011.565119

 Evans, G. W., Brauchle, G., Haq, A., Stecker, R., Wong, K., and Shapiro, E. (2007). Young children's environmental attitudes and behaviors. Environ. Behav. 39, 635–658. doi: 10.1177/0013916506294252

 Finch, K. (2008). Extinction of experience?: a challenge for environmental education. New England J. Environ. Educ. 1–5.

 Fischer, J., Gardner, T. A., Bennett, E. M., Balvanera, P., Biggs, R., Carpenter, S., et al. (2015). Advancing sustainability through mainstreaming a social–ecological systems perspective. Curr. Opin. Environ. Sustain. 14, 144–149. doi: 10.1016/j.cosust.2015.06.002

 Folke, C. (2006). Resilience: the emergence of a perspective for social–ecological systems analyses. Global Environ. Change 16, 253–267. doi: 10.1016/j.gloenvcha.2006.04.002

 Folke, C., Jansson, Å., Rockström, J., Stephen, P. O., Carpenter, R., Stuart Chapin, F., et al. (2011). Reconnecting to the biosphere. Ambio 40, 719–738. doi: 10.1007/s13280-011-0184-y

 Gehl, J. (2010). Cities for People. Washington, DC: Island Press.

 General Assembly (2015). Transforming Our World: the 2030 Agenda for Sustainable Development Vol. A/70/L.1. General Assembly Resolution 70/1.

 Gibson, J. J. (1979). The Theory of Affordances. Boston, MA: Houghton Mifflin.

 Gifford, R. (2014). Environmental Psychology Matters. Annu. Rev. Psychol. 65 (January), 541–579.

 Gifford, R., and Nilsson, A. (2014). Personal and social factors that influence pro-environmental concern and behaviour: a review. Int. J. Psychol. 49, 141–157. doi: 10.1002/ijop.12034

 Giusti, M., Barthel, S., and Marcus, L. (2014). Nature routines and affinity with the biosphere: a case study of preschool children in stockholm. Child. Youth Environ. 24:16.

 Guagnano, G. A., Stern, P. C., and Dietz, T. (1995). Influences on attitude-behavior relationship. Environ. Behav. 27, 699–718. doi: 10.1177/0013916595275005

 Hartig, T., and Kahn, P. H. Jr. (2016). Living in cities, naturally. Science 352, 938–940. doi: 10.1126/science.aaf3759

 Hartig, T., Mang, M., and Evans, G. W. (1991). Restorative effects of natural environment experiences. Environ. Behav. 23, 3–26. doi: 10.1177/0013916591231001

 Hattie, J. (2008). Visible Learning: A Synthesis of over 800 Meta-Analyses Relating to Achievement. Routledge.

 Heft, H. (1988). Affordances of children's environment's: a functional approach to environmental description. Child. Environ. Q. 5, 29–37.

 Hernández, B. M., Hidalgo, C., Esther Salazar-Laplace, M., and Hess, S. (2007). Place attachment and place identity in natives and non-natives. J. Environ. Psychol. 27, 310–319. doi: 10.1016/j.jenvp.2007.06.003

 Hsu, S.-J. (2009). Significant life experiences affect environmental action: a confirmation study in Eastern Taiwan. Environ. Educ. Res. 15, 497–517. doi: 10.1080/13504620903076973

 Hunecke, M., Blobaum, A., Matthies, E., and Hoger, R. (2001). Responsibility and environment: ecological norm orientation and external factors in the domain of travel mode choice behavior. Environ. Behav. 33, 830–852. doi: 10.1177/00139160121973269

 Hungerford, H., Ben Peyton, R., and Wilke, R. J. (1980). Goals for curriculum development in environmental education. J. Environ. Educ. 11, 42–47. doi: 10.1080/00958964.1980.9941381

 Ives, C. D., Giusti, M., Fischer, J., Abson, D. J., Christian Dorninger, K. K., Laudan, J., et al. (2017). Human–nature connection: a multidisciplinary review. Curr. Opin. Environ. Sustain. 26–27, 106–113. doi: 10.1016/j.cosust.2017.05.005

 Kahn, P. H. Jr., Severson, R. L., and Ruckert, J. H. (2009). The human relation with nature and technological nature. Curr. Direct. Psychol. Sci. 18, 37–42.

 Kahn, P. H. Jr. (2002). “Children's affiliations with nature: structure, development, and the problem of environmental generational amnesia,” in Children and Nature, eds P. H. Kahn and S. R. Kellert (Cambridge, MA; London: MIT Press), 93–116.

 Kaiser, F. G., Brügger, A., Hartig, T., Bogner, F. X., and Gutscher, H. (2014). Appreciation of Nature and Appreciation of Environmental Protection: How Stable Are These Attitudes and Which Comes First? Eur. Rev. Appl. Psychol. 64, 269–77. doi: 10.1016/j.erap.2014.09.001

 Kaiser, F. G., Hartig, T., Brugger, A., and Duvier, C. (2011). Environmental protection and nature as distinct attitudinal objects: an application of the campbell paradigm. Environ. Behav. 45, 369–398. doi: 10.1177/0013916511422444

 Kals, E., Schumacher, D., and Montada, L. (1999). Emotional affinity toward nature as a motivational basis to protect nature. Environ. Behav. 31, 178–202. doi: 10.1177/00139169921972056

 Kaplan, S. (1995). The restorative benefits of nature: toward an integrative framework. J. Environ. Psychol. 15, 169–182.

 Kellert, S. R., and Wilson, E. O. (1993). The Biophilia Hypothesis. Washington, DC: Island Press.

 Kirk, S. F., Penney, T. L., and McHugh, T. L. (2010). Characterizing the obesogenic environment: the state of the evidence with directions for future research. Obesity Rev. 11, 109–117. doi: 10.1111/j.1467-789X.2009.00611.x

 Kyttä, M. (2002). Affordances of children's environments in the context of cities, small towns, suburbs and rural villages in Finland and Belarus. J. Environ. Psychol. 22, 109–23. doi: 10.1006/jevp.2001.0249

 Kyttä, M. (2003). Children in Outdoor Contexts. Dissertation, Helsinki University of Tehncology.

 Kyttä, M. (2006). “Environmental child-friendliness in the light of the bullerby model,” in Children and Their Environments: Learning, Using and Designing Spaces, eds C. Spencer and M. Blades (Cambridge: Cambridge University Press), 141–160.

 Lave, J., and Wenger, E. (1991). Situated Learning: Legitimate Peripheral Participation. Cambridge University Press.

 Le Corbusier (1943). The Athens Charter. CIAM 4. New York, NY: Grossman Publishers.

 Lederbogen, F., Kirsch, P., Haddad, L., Streit, F., Tost, H., Schuch, P., et al. (2011). City Living and urban upbringing affect neural social stress processing in humans. Nature 474, 498–501. doi: 10.1038/nature10190

 Lewicka, M. (2011). Place attachment: how far have we come in the last 40 years? J. Environ. Psychol. 31, 207–30. doi: 10.1016/j.jenvp.2010.10.001

 Lumber, R., Richardson, M., and Sheffield, D. (2017). Beyond knowing nature: contact, emotion, compassion, meaning, and beauty are pathways to nature connection. PLoS ONE 12:177186. doi: 10.1371/journal.pone.0177186

 Manfredo, M. J., Teel, T. L., Gavin, M. C., and Fulton, D. (2014). “Considerations in representing human individuals in social-ecological models,” in Understanding Society and Natural Resources, eds M. Manfredo, J. Vaske, A. Rechkemmer, E. Duke (Dordrecht: Springer), 137–158.

 Marcus, L., Giusti, M., and Barthel, S. (2016). Cognitive affordances in sustainable urbanism: contributions of space syntax and spatial cognition. J. Urban Des. 21, 439–452. doi: 10.1080/13574809.2016.1184565

 Matsuba, M. K., Pratt, M. W., Norris, J. E., Mohle, E., Alisat, S., and McAdams, D. P. (2012). Environmentalism as a context for expressing identity and generativity: patterns among activists and uninvolved youth and midlife adults. J. Pers. 80, 1091–1115. doi: 10.1111/j.1467-6494.2012.00765.x

 Mayer, F. S., and Frantz, C. M. (2004). The connectedness to nature scale: a measure of individuals' feeling in community with nature. J. Environ. Psychol. 24, 503–515. doi: 10.1016/j.jenvp.2004.10.001

 Meadows, D. (2008). Thinking in Systems. White River Junction, VT: Chelsea Green Publishing.

 Metzger, J. (2013). “The subject of place: staying with the trouble,” in Emergent Urbanism: Urban Planning & Design in Times of Structural and Systemic Change, eds T. Haas and K. Olsson (Aldershot: Ashgate), 91–99.

 Meyfroidt, P. (2013). Environmental cognitions, land change, and social–ecological feedbacks: an overview. J. Land Use Sci. 8, 341–367. doi: 10.1080/1747423X.2012.667452

 Miller, J. R. (2005). Biodiversity conservation and the extinction of experience. Trends Ecol. Evol. 20, 430–434. doi: 10.1016/j.tree.2005.05.013

 Miller, J. R. (2006). Restoration, reconciliation, and reconnecting with nature nearby. Biol. Conserv. 127, 356–361. doi: 10.1016/j.biocon.2005.07.021

 Naess, A. (1973). The Shallow and the Deep, Long-Range Ecology Movement, Inquiry. Available online at: http://scholar.google.com/scholar?hl=en&btnG=Search&q=intitle:the+shallow+and+the+deep,+long-range+ecology+movement#0

 Nazir, J., and Pedretti, E. (2016). Educators' perceptions of bringing students to environmental consciousness through engaging outdoor experiences. Environ. Educ. Res. 22, 288–304. doi: 10.1080/13504622.2014.996208

 Nisbet, E. K., Zelenski, J. M., and Murphy, S. A. (2008). The nature relatedness scale linking individual's connection with nature to environmental concern and behavior. Environ. Behav. 27, 1–26.

 Perrin, J. L., and Benassi, V. A. (2009). The connectedness to nature scale: a measure of emotional connection to nature? J. Environ. Psychol. 29, 434–40. doi: 10.1016/j.jenvp.2009.03.003

 Piaget, J. (1960). The Child's Conception of the World. Totowa, NJ: Adams and Co.

 Portugali, J. (2011). Complexity, Cognition and the City. Understanding Complex Systems. Berlin; Heidelberg: Springer.

 Pyle, R. M. (1993). The Thunder Tree: Lessons from an Urban Wildland. Boston, MA: Houghton Mifflin.

 Raymond, C. M., Giusti, M., and Barthel, S. (2017). An embodied perspective on the co-production of cultural ecosystem services: toward embodied ecosystems. J. Environ. Plann. Manage. 1–22. doi: 10.1080/09640568.2017.1312300

 Restall, B., and Conrad, S. E. (2015). A literature review of connectedness to nature and its potential for environmental management. J. Environ. Manag. 159, 264–278. doi: 10.1016/j.jenvman.2015.05.022

 Roe, J., and Aspinall, P. (2011). The emotional affordances of forest settings: an investigation in boys with extreme behavioural problems. Landsc. Res. 36, 535–552.

 Samuelsson, K., Giusti, M., Peterson, G. D., Legeby, A., Brandt, S. A., and Barthel, S. (2017). Impact of environment on people's everyday experiences in Stockholm. Landsc. Urban Plann. 171, 7–17.

 Samways, M. J. (2007). Rescuing the extinction of experience. Biodivers. Conserv. 16, 1995–1997. doi: 10.1007/s10531-006-9144-4

 Saunders, C. D., and Myers, O. E. (2003). Exploring the potential of conservation psychology. Hum. Ecol. Rev. 10, 2–4.

 Schultz, P. W. (2002). “Inclusion with nature: the psychology of human-nature relations,” in Psychology of Sustainable Development, eds P. Schmuck and W. P. Schultz (Boston, MA: Springer), 61–78.

 Schultz, P., and Tabanico, J. (2007). Self, identity, and the natural environment: exploring implicit connections with nature. J. Appl. Soc. Psychol. 37, 1219–1247. doi: 10.1111/j.1559-1816.2007.00210.x

 Simaika, J. P., and Samways, M. J. (2010). Biophilia as a universal ethic for conserving biodiversity. Conserv. Biol. 24, 903–906. doi: 10.1111/j.1523-1739.2010.01485.x

 Soga, M., and Gaston, K. J. (2016). Extinction of experience: the loss of human-nature interactions. Front. Ecol. Environ. 14, 94–101. doi: 10.1002/fee.1225

 Soga, M., Gaston, K. J., Koyanagi, T. F., Kurisu, K., and Hanaki, K. (2016). Urban residents' perceptions of neighbourhood nature: does the extinction of experience matter? Biol. Conserv. 203, 143–150. doi: 10.1016/j.biocon.2016.09.020

 Soga, M., Yamaura, Y., Aikoh, T., Shoji, Y., Kubo, T., and Gaston, K. J. (2015). Reducing the extinction of experience: association between urban form and recreational use of public greenspace. Landsc. Urban Plan. 143, 69–75. doi: 10.1016/j.landurbplan.2015.06.003

 Steg, L., and Vlek, C. (2009). Encouraging pro-environmental behaviour: an integrative review and research Agenda. J. Environ. Psychol. 29, 309–17. doi: 10.1016/j.jenvp.2008.10.004

 Steg, L., Bolderdijk, J. W., Keizer, K., and Perlaviciute, G. (2014). An integrated framework for encouraging pro-environmental behaviour: the role of values, situational factors and goals. J. Environ. Psychol. 38, 104–115. doi: 10.1016/j.jenvp.2014.01.002

 Stern, P. C. (2000). Toward a coherent theory of environmentally significant behavior. J. Soc. Issues 56, 407–424. doi: 10.1111/0022-4537.00175

 Svane, U. (2017). Developing Children's Connection with Nature Outdoors Preschools. Stockholm: Stockholm University.

 Swinburn, B., Egger, G., and Raza, F. (1999). Dissecting obesogenic environments: the development and application of a framework for identifying and prioritizing environmental interventions for obesity. Prev. Med. 29 (6 Pt 1), 563–570.

 Tam, K. P. (2013). Concepts and measures related to connection to nature: similarities and differences. J. Environ. Psychol. 34, 64–78. doi: 10.1016/j.jenvp.2013.01.004

 Tanner, T. (1980). Significant life experiences: a new research area in environmental education. J. Environ. Educ. 11, 20–24. doi: 10.1080/00958964.1980.9941386

 Thogersen, J. (2005). “Consumer behaviour and the environment: which role for information?” in Environment, Information and Consumer Behaviour, eds S. Krarup and C. S. Russell (Cheltenham, UK: Edward Elgar), 51–63.

 UNESCO, P. (1978). Intergovernmental Conference on Environmental Education, Tbilisi, USSR, 14-26 October 1977: Final Report; 1978. Paris.

 United Nations (2014). World Urbanization Prospects: The 2014 Revision, Highlights (ST/ESA/SER.A/352). New York, NY.

 Verges, M., and Duffy, S. (2010). Connected to birds but not bees: valence moderates implicit associations with nature. Environ. Behav. 42, 625–642. doi: 10.1177/0013916508330210

 Vining, J., and Merrick, M. S. (2012). “Environmental epiphanies: theoretical foundations and practical applications,” in The Oxford Handbook of Environmental and Conservation Psychology, ed S. Clayton (Oxford: Oxford University Press), 485–508.

 Westerlund, A., Wihlborg, U., Joachimsson, L., Åsander, A., Husing Ranerfors, B., Leijerbäck-Svensson, M., et al. (2016). I Ur Och Skur- Grundbok Från Friluftsfrämjandet, 3rd Edn. Sweden: Friluftsfrämjandet.

 Zylstra, M., Andrew, J., Knight, T., Esler, K. J., and Le Grange, L. L. L. (2014). Connectedness as a core conservation concern: an interdisciplinary review of theory and a call for practice. Springer Sci. Rev. 2, 119–43. doi: 10.1007/s40362-014-0021-3

Conflict of Interest Statement: The authors declare that the research was conducted in the absence of any commercial or financial relationships that could be construed as a potential conflict of interest.

Copyright © 2018 Giusti, Svane, Raymond and Beery. This is an open-access article distributed under the terms of the Creative Commons Attribution License (CC BY). The use, distribution or reproduction in other forums is permitted, provided the original author(s) or licensor are credited and that the original publication in this journal is cited, in accordance with accepted academic practice. No use, distribution or reproduction is permitted which does not comply with these terms.

OPS/images/fpsyg-08-02283-g005.gif
Being IN nature.

Entertainment **






OPS/images/fpsyg-08-02283-g006.gif
ACHUNAS

prnceLes

QUALTIES OF SIGAFICANT NATURE STUATIONS

ABLITE OF HUNAN NATURE CONNECTION

1585 v vacus snd it difing coneences or GHrs MG

2 Chidens HXCisacomples ebocied ity

3 Chidens G progresssavs e hrocoh dvese e rutines

-
Eneasoment

Setaesonton
Coathe epesion
Pyl oty

Chstene
Engspementotsenes
Chigdrven
slsmcntof e
Suwctue/nstrctons
St/ ot endersent
Invementofanimi:

EECTTTTT—
[ ——

oo
Sevimgrattpss

ot eyt

ooving ot abrs

[ wtivemont

eios e s

—TTTT—
Tigamotmate

ot

[t

examples of assessments

sudening






OPS/images/fpsyg-08-02283-g003.gif
Fiows meich o you agree that the folloning sbikies Indicate somefosm of connection S0 nstuse In chikdrent
Wsrryydirgee Botgee Bt sy rdiogee Wogee  Wsewrogee

vt | o5 b
T -
R — - —
— b —
s [
e — I~ m—

e

Koomiogsboutnate | 7%

s 7%

FURSUON I

Bemponeummnte 8%






OPS/images/fpsyg-08-02283-g004.gif
‘Whatis the order in which children learn Abilities of HNC?
A oG R0 03 “4n WG mem ST <on %O sLat Abty GG et

R T —






OPS/images/fpsyg-08-02283-t003.jpg
Qualities of SNS Being IN Being WITH Being IN Being FOR Being WITH Being FOR
nature nature nature nature nature nature
Myiith & SDyiith, Mior % SDtor Muyith % SDyith Mior % SDtor
Nyitn = 162 Nror =93 Nyith = 162 Npor =93
e o e _
Thought-provocation 268412 242£1.16 268£12 288%1.02 _
Awe 27212 2464116 272412 220413 2464116 229413
Clo.gs = ~0.61, ~008"d = ~0.35
Intimacy 2364116 2054136 2864116 196413 205136 196413
Clo.gs = ~059, 007" d = ~0.33
Surprise 248 +1.18 2224117 2224147 1.83+1.35
Clo.gs = ~057, ~0.06"d = 032
Physical activity 24%13 269+1.33 24+18 213 +£1.27 _
Engagement of senses 32097 828%1.09 82097 294105 828109 29:£105
Clo.gs = =056, ~0.05"d = ~031
Social/Cultural endorsement 201 +£1.32 219+1.24 219+124 258+1.15
Clg.g5 = 007,058'd = ~0.32
S e e _
e e e _

Celis with significant results (o < 0.05) with effect size d > 0.40 are highlighted. Legend for significance levels: *p < 0.05; *'p < 0.01; **p < 0.001.





OPS/images/fpsyg-08-02283-t001.jpg
Qualities of SNS.

Entertainment
Thought-provocation
Intimacy

Awe

Mindfuness
Surprise

Creative expression
Physical activity

Engagement of senses
Involverent of mentors

Involvement of animals
Social/cultural endorsement
Structure/instructions.
Child-driven

Challenge
Selt-restoration

Brief description

Nature situations that are fun, joyful, amusing, or enjoyable.
Nature situations that create new ways of conceiving human-nature interaction.

Nature situations that are private or intimate and allow a personal experience with nature.

Nature situations that are amazing, of overwhelming attraction, or mesmerizing, that create a “wow efect.”
Nature situations that grasp children's focus and alertness, that make children “be in the flow.”

Nature situations that are unpredictable or unexpected. In these nature situations chidren’s fine of though
draws their attention.

interrupted, and nature

Nature situations that involve arts, myths, stories, music, or role-play.

Nature situations that require body movement or any form of physical activity.

Nature situations that activate children's senses (smell, touch, hearing, etc.)

Nature situations that involve persons, such as teachers, experts or relatives, who are capable of inspiring, encouraging, or leading the
nature experience for the chid.

Nature situations that involve interaction with animals.

Nature situations that involve positive peer pressure, support from significant others, social acoeptance, or cultural reinforcement.
Nature situations characterized by a set of rules that define the frame within which the child can act.

Nature situations that are chosen by the child, child-initiated (children autonomously decide when to begin the nature activity), and
‘open-ended (children autonomously decide when to conclude the nature actiity).

Nature situations in which chiren overcome psychologically or physically adverse conditions, such as fear or cold.
Nature situations of psychological, physical, or social rlif. For example, relief from stress, fatigue, or gender stereotypes.

The descriptions presented here were also available to the respondents of the survey. The table can be read as, “A significant nature situation is characterized by (quality of SNS).”
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Taking care of nature

Caring about nature

Being one with nature

Brief description

The child demonstrates ease in natural spaces and feels comfortable with natural elements in the outdoors (e.g., dirt, mud, rain,
or the sun).

The chid is able to see the possibilties for action in natural spaces that are not purposefully designed by man.
The child is able to perform activites in nature, for example, nature playing, camping, or outdoor sports in nature.
The chid shows a sense of belonging to specific natural spaces, to which they feel part of.

“The chid demonstrates knowledge of animals, plants, and ecological dynamics.

The chid shows interest and motivation in exploring nature.

The chid is able to recal past nature experiences and tel stories of ived experiences with nature.

The chid is able to be responsible for nature and feels empowered to act for the wellbeing of nature.

The chid is able to feel care, concern, sensitvity, empathy, and respect for nature.

The child is able to identify with nature and has a sense of profound personal attachment to nature that can be described as
spirtual. Love for nature, humbleness in refation to nature, and assuming to be a small part of the immensity of nature are
manfestations of this abity.

The descriptions presented here were also available to the respondents of the survey. The table can be read as, “A child connected to nature is capable of (abilties of HNC).”
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