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This essay is going to be discussing what a ‘childhood’ is defined as, and who says what childhood is? Nonetheless, the main aspect of this essay is going to be comparing and contrasting two countries that define childhood and children in different ways through diverse techniques and theories. Also, carrying on from the two different countries that will be chosen, there will be an examples, explanations and critiques based on the countries on their ethnicity, rights, language and public policy. Children’s experiences in both countries are going to have obvious differences but might show information on how their education is similar or follow comparable guidelines. This can link into their pedagogy, where the countries may have similar or different approaches when it comes down to how they learn. The two countries that are going to used within this essay are Scandinavian countries and Italy. 
UNICEF, (No Date) states that a childhood is a time where children are to be in school where the children can play, grow strong and be confident with love. UNICEF, (No Date) also states that the use of the United Nations of the Rights of the Child to define a childhood, where it states that a childhood is a separate space from adulthood which is recognized on what is suitable for an adult but not for a child. The changing ideas about children have led many social scientists to claim that childhood is a ‘social construction’. The social scientists use this term to show that the understandings of childhood are not the same everywhere and that while all societies acknowledge that children are different from adults, how they are different and what expectations are placed on them, change according to the society in which they live. Social anthropologists have shown this in their studies of peoples with very different understandings of the world to Western ones. (Open Learn, 2013). 
Some define childhood as their worst part of their lives due to deprived experiences such as abuse or being placed in care. There is a phrase which is named the ‘Multiple Childhood’. This is where multiple childhoods or multidisciplinary perspectives pursues some form of contribution from those who work to counter the belief or propose of a doubtful normative childhood by making and showing how the variation of material and established circumstances, ideologies and beliefs and daily practices serve to shape the unfolding lives and experiences of children. (Department of Childhood Studies, 2011. No moving onto the two countries that are the main focus of this essay.
Italy is split into many sections which are called either towns or city’s. For example, Rome, Florence, Sorrento, Milan etc. However, in the segments of Italy there are a variety of approaches towards education. In 1948, the Italian Constitution declared the right of children that will benefit from compulsory education for at least eight years. The “Italian Miracle” of the 1950’s defined this right through an immense programme of public school building. By the end of the 1960’s, the government had made a public education, which was overruled by many, though not all of the prior complications. Registration rates today are considered the highest it has been at all levels of education, with 56% of the Italian women and over 43% of Italian men now having at least a high school diploma (CENSIS, ISTAT, 1998). In addition, many of these adults themselves have attended a nursery school. Despite these educational events, difficulties continue, with drop-out from secondary education which remain higher than any other years or places. 
As with many other countries, their acknowledgement should advance in educational and socialisation services for infants and toddlers, which is becoming more and more popular. In fact, with the state involvement, the early childhood system in Italy has been directed almost entirely on the three to six-year olds. However, there is very restricted public provision for children under three as only 6% to 8% of children are positioned in infant-toddler centres, which gradually has been taken in charge by the towns. Over three-quarters of the infant-toddlers centres are in north and central Italy. Far fewer being available in central Italy and the south. In addition to the infant-toddler centres, it is assessed that care for children under three in Italy should be provided in the following way. 27% in full home care by 49% of mothers being placed in part-time care with relatives. Another 15% are cared for by nannies or child-minders which are coming into the home, while fathers, family day care and other minders make up the rest (European Commission Childcare Network, 1996)

What is Reggio Emilia? Reggio Emilia is a small city in Northern Italy which is home to the Reggio Emilia approach in pre-primary schools. (Roopnarine and Johnson, 2005). It is a pedagogical approach that has spanned over forty years and can also been described as a pedagogical experiment in the whole community. (Rinaldi, 2008) 
This global educational project, which is carried forward and advancing in the Infant-toddler Centres and Preschools of Reggio Emilia within Italy. It has inspired and encouraged other schools all over the world and is based on several distinctive characteristics. The participation of families, the interconnected work of all the people, the importance of the educational environment, the presence of the setting and the figure of the atelierista which includes the in-school kitchen, and the pedagogical coordinating team. (Fondazione Reggio Children Centro Loris Malaguzzi, No Date). Focusing on the hundred languages belonging to every human being. In the school spaces young children are offered daily opportunities to come across many types of materials, many expressive languages, many points of view, working actively with hands, minds, and emotions. In a context that values the expressiveness and creativity of each child in the group. (Fondazione Reggio Children Centro Loris Malaguzzi, No Date)

Teachers in Italy that use the Reggio Emilia approach have begun to query more critically on the position of visual arts in education within early childhood settings and the role they play as teachers (Wright, Ryder, & Mayo, 2007). McArdle (2003) defines this as “Teachers are finding new ways to use their practice”. It can be argued that articles from Reggio Emilia and from local people and sources. Richards, 2009; Terreni, 2009; Visser, 2007 are giving a vital and important response of the pedagogical information for new ideas for ‘speaking practice’ to arise. 

Whilst it has been widely approved, it has also been positioned within a shift in teaching and learning within an early childhood education and from a developmentalist outlook to a sociocultural position. (Anning, Cullen, & Fleer, 2004; Knight, 2008; Ministry of Education, 2004). A ‘stand back and watch’ approach in visual arts programmes remains to be engrained within the education and early childhood settings (Clark, 2007; Gunn, 2000; Terreni, 2009; Visser. 2007). This concept will help to continue and dominate visual arts educations and programmes, except teachers take heed of the theoretical perceptions of teaching and learning that helps and supports their practice reflects.

The internationally praised education of the preschools and infant-toddler centres of Reggio Emilia now shares with the city its characteristic features: an ability for review, a warm welcome, care for spaces and the relationships which forms within them. The Reggio Emilia City of Hundred Languages project was planned to support and maintain everybody’s right to a well-being. For children to feel well within the city, all the citizens also must feel well. It is believed that a nice place for a child is a homely place for all people. (Fondazione Reggio Emilia Centro Loris Malaguzzi, No date). The hundred languages are the endless number of children’s potentials, their ability to wonder and to inquire.

These projects are generally represented through multiple literacies, the hundred languages of children. It is less common for schools using the Play-Based Learning approach to regularly undertake great projects as part of their learning. However, as there is no strict method it is not unheard of. Generally speaking, Play-Based Learning contains the use of different themed play setting which encourage and support children to develop literacy through play activities which mirror the way people use literacy in everyday life. While Reggio Emilia places a stronger emphasis on verbal literacy, both approaches draw influence from social constructivist theorists such as Vygotsky, Piaget and Bruner (Dodd-Nufrio, 2011; Hewett, 2001). When implemented well, both approaches have the potential to be effective in supporting and encouraging children's literacy development. They both have strong theoretical backgrounds, and there is a large body of practical research and observation to support each approach. 

Reggio Emilia approach looks at play within the setting and are typically inspired by aesthetically pleasing, sensory classes or materials surrounding the children or child, which are always open-ended, so the child can create anything that comes into their imagination, with the use of all the toys in the setting’s which are authentic rather than plastic or a child’s version. Also, Reggio Emilia’s settings have a natural, interesting and inviting. (Let Children Pay, 2013). While there is also no set curriculum for Reggio Emilia, the approach is based around a specific set of fundamental values which shape the practice of the schools using this approach. For example, in Reggio Emilia, learning is mostly based around immersive projects where students are encouraged to explore, observe, question, discuss, hypothesise, represent, and then revisit their observations and hypotheses to refine and clarify their understanding (Hewett, 2001).  
There are so many aspects within Reggio Emilia that included the children, also the support and help from the community, teachers and parents that they have. The main aspect that is going to be discussed is the role of the teacher. The teacher in a Reggio Emilia setting is there to enable the child to become competent and capable with everything they do. Teachers encourage the use of symbolic representation by the children or child which enhancing their development cognitively, socially and creatively. This can be seen when the teacher explains to the children that learning can be done in a  social and collaborative environment, the teachers allow the freedom of time to be which is best nurtured and lastly the teacher combined with parents and caregivers are an active participants which guides the children in their journey. (Putan Indian Field School, 2016)                                                                                                                                                                                                         

The image of the child shapes the role of the teacher and involves four major components. Teachers should be the co-constructors, which includes the help of partners, guides, ability to solves problems, and hypothesizes. Advocates for children which are involved in the community, and are politic relating to children, speaks for the children and presents work to other educators and community members. (Putam Indian Field School, 2016). Importance of Continuity is the time that is influenced by the interests and activities that the children bring to life within the school. This in turn impacts schedules, groupings and routines. Teachers get to know children strengths, needs and personality because children stay with the same teacher and the same peer group for two years.

There are many theorists that believe or encourage the Reggio Emilia approach, and they are: Vygotsky, Bruner, Bronfenbrenner and Malaguzzi. Stone, 2012, suggests that the creators of the Reggio Emilia approach see Vygotsky as a significant inspiration, but not the solitary influence within their practice (Malaguzzi, 1993 and Rinaldi, 2005). However, there is an obvious case which is made that some aspects of Vygotsky’s theory are not readily compatible with the Reggio Emilia approach. For Vygotsky (1986), a child’s intellectual development depended on engaging with rational systems of knowledge, systems of knowledge that the child does not discover for herself, but rather learns in formal schooling. 
Scandinavia is split into seven different countries, which are Sweden, Denmark, Norway, Finland, Iceland, Faroe Islands and Aland Islands. All the different countries have a different approach to education. For this essay it will be focussing on Sweden. Sweden has a different attitude towards teaching nursery children and appears unbelievably relaxed and informal. There is such little structured when learning, play is paramount, there are hardly any locks or security-coded gates and children are encouraged to help with cleaning and catering. Most children who live in Sweden who leave pre-school at six cannot read or write. However, within the three years of starting formal schooling at the age of seven, these children lead the literacy tables in Europe. (Schools World.tv, 2018).

The pedagogical documents which are endorsed by the state in Sweden (Swedish National Agency for Education, 2012), can be associated with some fixed goal-rational systems. This begs the question of how well direct, binding systems of management by goals, which is including prearranged directions in the form of goals to work towards found in policy documents, align with the recommended pedagogical documentation based on non-direct, stem-like ideals. Ideologically, conflicting essentials can be determined between both democratic claims in a curriculum and binding policy documents which are the recommended rhizomatic model in the management on pedagogical credentials (Swedish National Agency for Education, 2012), in the sense that rhizomes can be described as both the best and the worst (Deleuze & Guattari, 2012, p. 95) and fascism can be mentioned in the context (Deleuze & Guattari, 2012, p. 99). If imagined, the goals are there to work towards and are found in the Swedish curriculum move in a democratic direction. It is thought that then all forms of growth in the reverse direction, an autocratic and, for example, fascist direction. This can be understood as unacceptable. 
However, with the rhizomatic idea, both the democratic and the autocratic direction which may be theoretically possible. The rhizomatic idea is used, thus one of the ideals endorsed by the state which may also be interpreted as having a built-in nondemocratic potential and direction that contradicts democratic claims in curricula and binding policy documents (Roth, 2013). Moreover, the arrangement of management by goals regulates the existence and centred subjects, which can be stated to refer and focus on the child. While the rhizomatic ideal is based upon non-existent, de-centred subjects where focus is not on the child. (Roth, 2013)
The pedagogical approach within Nordic countries such as Sweden, Norway, Switzerland etc believe that there should be a socio-economic learning conception, which includes equality and basic values, conception of leaning, school culture, learning environment, working approach. But also taking interest in learning languages and life in various culture when teaching children and learning with children. the Foundation Phase curriculum is also a vital and significantly important when looking at Sweden’s pedagogical approach. Sweden uses the foundation phase as a platform for children when learning about the outdoors and discovering the outdoors. (Ignite, 2018). It uses the language, literacy and communication and personal and social skills for the children to be aware of theirs and other people health and safety, mathematical development to determine how high the trees are or how much in centimetres to cut off from a tree, knowledge and understanding of the world to help discover the environment and where plants come from and also their physical development as their must be able to climb tree or carry heavy things.
Play has signiﬁcant outcomes for children because it is pleasurable and through it children learn to be social (Vickerius & Sandberg, 2006). Social skills are also important for learning and are developed through interaction with other children as children master the codes of conduct to gain access to joint play with others (Sandberg & Vuorinen, 2006). Sandberg and Ärlemalm-Hagsér (2011) also emphasise that play within learning comes from the teacher’s attitude. Which can be from a preschool teacher who uses humour and is enthusiastic about everything and is playful around the children. This can then make sure that the learning becomes more pleasant and enjoyable. In Swedish preschools, children play outside at every opportunity. Even in the depths of winter they are bundled into one-piece overalls, hats and gloves and taken outside. To the surprise of many foreign-born parents, smaller children will often have their midday nap outside on all but the coldest days. So-called outdoor preschools, where the children are outside almost exclusively, regardless of the weather, are also popular. (Sweden, 2018)

As stated by Vygotsky (1978), social interactions with adults and in support with other people will enable children to change and take on experiences in a dynamic way and have an independent process. Internalisation will not happen automatically, and perceptions may not be fully understood figuratively. Rogoff (1990, 1993) argued that one significant way this transpires is through ‘guided participation’. This is where an adult and child or children can share an activity and have a shared role. The adult takes responsibility which ensures that children are introduced to the shared activities, and each one is challenged in an appropriate manner. Although Piaget is not base his findings on outdoor play or outdoor interactions. Piaget does infact use the term ‘Schemas’ which he liked to call building blocks of knowledge. Piaget also uses the process of equilibrium, assimilation and accommodation when processing the child’s understanding. (Learning in the woods, 2013). 
Dewy can be included within this part of the essay as he believes in Dewey believed that change brings new opportunities and that we need to embrace these and think of new ways to help our children become responsible people rather than cling to the past and parent/educate using older methods. There is a need to move with the times – changes within our world are vast and rapid and we need to adapt our ways to meet them. (silearning, 2010)
His theory was to see education as child-centred, active and interactive and that it should involve the child’s social world and the community. He also believed that children need to interact with other people, work both alone and cooperatively with their peers and adults. Education should also reflect the child’s interests and backgrounds and that their social and cultural worlds are important. Dewey saw learning as life long and that educators need to not only teach skills and knowledge but also help children to live and exist in our society. (sielearning, 2010) 
To conclude this essay, there are many differences between both countries when it comes to education approaches. Sweden and Reggio Emilia both use the same technique when teaching and this is that they both have an open-ended activity which children are able to use their imagination freely and however they would like to pursue their imagination and creativity. It is seen that both countries also use the outdoors as their ‘third teacher’, as they believe that the outdoors will encourage, support and help the children learn vital skills towards their learning. There are not many difference between both countries, but one obvious difference is that Reggio Emilia has a curriculum to follow where the teachers have to cover aspects of their curriculum when teaching children, whereas in Sweden most of their learning and teaching is outdoors, and the children are outdoors no matter what the weather is. However, the children attending Reggio Emilia settings still can enjoy and discover the outdoors and have the opportunity to do so.
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