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Section 1 – 
The Foundation Phase was introduced in Wales in 2010 and is the current curriculum for children aged three to seven years (Welsh Government, 2015). The curriculum was designed to be a play-based, holistic way of learning that covered all seven areas of development in a hands on, experiential way. With the understanding that children are unique and their abilities and progression levels vary considerably throughout the years from child to child, the Foundation Phase framework highlighted the importance of the curriculum understanding and working appropriately with the children’s individual developmental stages in order to facilitate progression rather than prioritising age related achievements (Welsh Government, 2015).  However, Waters (2016) explains that practitioners would need to have adopted a whole new way of thinking in regards to the way children learn in order to develop an understanding of the change to pedagogical approaches. During the piloting stage of implementing the Foundation Phase it was evident that more focus was needed on supporting practitioners through the reform to maximise positive practice and understanding (Waters, 2016). The aim is to assess whether this has been successful through analysis of reports and evidence related to the implementation of the Foundation Phase. 
Effective professional learning is seen to be the solution to prepare and support practitioners through many of the challenges of their roles including implementing new curricula (Timperley, 2011). It is believed to be the answer to raising school standards and making learning a better experience for all students (Timperley, 2011). Bayar (2014) explains that activities of effective professional learning and in-service training are increasingly used to improve pedagogical approaches. Although, within the final report of the evaluation of the Foundation Phase and the independent stocktake of the Foundation Phase, it is apparent that even more professional learning needs to happen to make an impactful difference to the implementation of the curriculum (Taylor et al. 2015, Welsh Government, 2014). 
Many of the recommendations made by Taylor et al. (2015) suggests that much more support and guidance needs to be given to practitioners so that they understand what is needed for the successful delivery of the foundation phase. Through the evaluation it is evident that there is some confusion among practitioners on how the curriculum should be delivered especially in the last two year groups of the Foundation Phase, as well as a lack of understanding on how to balance the different elements appropriately.  Makeleni and Sethusha (2014) state that if practitioners fail to comprehend what it is they are doing, a successful outcome is near impossible. The independent stocktake of the Foundation Phase in Wales also picked up on practitioners’ lack of confidence in the Foundation Phase which was seen to be due to the fact the curriculum had not yet been implemented effectively throughout Wales (Welsh Government, 2014). 
Confidence is one of the starting points for professional growth, and confidence often grows through competence, therefore suggesting that more opportunities for professional learning and guidance to support practitioners would be beneficial (Quigley, 2016). Kingston and Siraj (2017) agree stating that it is essential for more to be invested in supporting practitioners, and that more motivation and professional learning is fundamental for implementation of the Foundation Phase to be successful. To motivate practitioners’ it is argued that there should be improvements to teacher education, teacher salaries and the possible career pathways (Kingston and Siraj, 2017). In order to improve teacher education it is suggested within the evaluation of the Foundation Phase that more emphasis needs to be put on the Foundation Phase during initial professional courses such as initial teacher education, with more concentration on the Foundation Phase curriculum, assessments and pedagogies (Taylor et al., 2015).  There is a range of evidence that suggests teachers and practitioners with higher levels of qualifications and ongoing professional development were able to offer children a higher level of learning and wellbeing (Kingston and Siraj, 2017). Agreeing,  Maynard et al. (2010) explains that undertaking high quality training, and continually progressing in professional learning will most likely result in high quality provision and better outcomes for children’s education, thus highlighting the importance of making professional learning an ongoing aim for all. 
Professional development and training needs to include and focus on a variation of pedagogical strategies; what has been successful, what has not been successful, previous explorations and added information for continual explorations in an attempt to build on professional confidence for practitioners, to feel able to take their knowledge and make decisions that will benefit their own setting and children within it (Maynard et al., 2010). An important factor of pedagogy is being able to explore and evaluate different strategies to determine what works best personally for practitioners and for the children in their care, whilst still following the curriculum (Maynard et al., 2010). Hargreaves and Fullan (2012) suggest this would likely close the gap between knowledge gained from researchers and practitioner knowledge, of what actually happens in the classroom environment. It is argued that while rigorous research that is effectively understood and implemented within a setting can improve the quality of education, if this is not practically fitting with day-to-day life within the classroom it will not work (Hargreaves and Fullan, 2012).  Cordingley (2016) agrees, stating that practitioners need to be able to connect their professional learning to practice in order to make decisions that will improve the delivery of the curriculum. Hunzicker (2011) explains that practitioners favour professional development when it supports open-ended learning activities and they feel they have a say in the pace and the direction of their learning. Donaldson’s (2015) successful futures report confirms the need for this kind of professional learning moving forward, as teachers believe they need to be trusted more to make decisions on  what it is they are teaching and the way they teach it. It is also outlined in the Education for Wales action plan document that teachers and practitioners will need to have these skills and trusted judgement to select effective teaching methods within the New Curriculum (Welsh Government, 2017).
Developing the professional capital within a school or setting is seen to be an important factor of success (Harris and Jones, 2017).  One factor working towards professional capital is social capital. Social capital in this instance is the effective collaboration of all roles related to the education system (Hargreaves and Fullan, 2013). Hargreaves and Fullan (2013) collected examples of ways in which this can be done from other countries that may assist in improving the effectiveness of professional learning and therefore the implementation of the current curriculum and the new curriculum in the near future (Welsh Government, 2019). One of the ways in which Finland practitioners have been successful is they use professional development opportunities to work together and create curriculum rather than separately trying to implement their own interpretation of the curriculum.  Singapore, which on the Programme for International Student Assessment (PISA) is the second highest performing country, use these opportunities to share their best ideas with other practitioners and schools, giving higher motivation to continually improve their ideas (OECD, 2018, Hargreaves and Fullan, 2013). Alberta is one of Canadas highest performing provinces and working in partnership with the government, they spend 50% of their resources on professional learning and development (Hargreaves and Fullan, 2013). It is important for managers, policy makers and others in high up roles to recognise the importance as well as the challenges of conveying successful pedagogical approaches from individual settings and communicating these into national initiatives (Maynard et al., 2010). The value of effective methods shared by practitioners should be appreciated and used to strengthen education and the training systems that are in place to support the curriculum (Maynard et al., 2010).  
Harris and Jones (2017) insist that for practitioners professional learning to be as effective as is expected it needs to go further than them, it needs to be reinforced, modelled and supported by the people in formal leadership roles. In order for this to work, the evaluation of the Foundation Phase recommends for those in leadership roles such as head teachers and other senior management staff in settings and in schools to receive specialist guidance. Guidance also supporting them with staffing, tracking, monitoring, transitioning into Key Stage 2 from Foundation Phase and infrastructure is needed (Taylor et al., 2015). The Stocktake also recognises that how effective the Foundation Phase is implemented relies on all roles involved with the education working together to understand the practices and principles of the Foundation Phase guidance and support in delivering it well, this includes head teachers, lead practitioners, classroom teachers, nursery employees, teaching assistants, committee members, governors, inspectors and advisors (Welsh Government, 2014). It is thought that if teachers are being supported they are more likely to take risks and try new things, which consequently has the ability to lead to improved pedagogy (Hunzicker, 2011). Harris and Jones (2018) expand on this, stating that understanding terminology is a challenge but necessary when implementing curricula, especially terminology related to professional collaboration. That the ways in which professional collaboration is explained does little to assist teachers’ understanding of how to successfully embark on these opportunities and professional development experiences, that would likely benefit the way in which the school or setting as a whole implement the curriculum (Harris and Jones, 2018).   
The principles and practices of the Foundation Phase are taken from well-established, grounded research that is of high quality, however if it is not understood by all of the relevant staff due to lack of knowledge and experience, it is very unlikely to be effectively implemented (Welsh Government, 2014). It was discussed that in areas that the Foundation Phase was implemented poorly, it was clear that there was not enough to guide and support these areas, suggesting that all areas of the curriculum need to have clearer explanations of what is needed (Welsh Government, 2014). For teachers, practitioners and those in leadership roles the New Curriculum for Wales clearly communicates the need for extended professional learning in areas such as the Welsh language, health and wellbeing, computer science, digital skills, planning and assessment (Donaldson, 2015). 
In the approach to the New Curriculum being rolled out across schools in Wales there are many promised improvements being made to teacher and practitioners professional learning to support the reform (Welsh Government, 2019). The success of the New Curriculum lies heavily on the development of a high quality education profession with leaders working collaboratively to raise standards and inspire (Welsh Government, 2017). All schools across Wales should have been gradually supported and prepared since 2018, through professional learning and supporting leaderships for the changes of the New Curriculum and what is expected of them. A plan to create a new teachers’ pay and conditions framework, that will contain information regarding the standards expected of them and a national approach to professional learning, as well as the standards and professional learning expected from support staff.  This will assist support staff in building on their skills and knowledge, committing to professional development and give a clearer guide to pathways to become higher level teaching assistants (Welsh Government, 2017).  It is understood and highlighted that an education system can only be as high quality as the teachers who are delivering it, teachers need to be motivated, engaged and ready to learn continuously. Welsh Government (2017) ensure that they are going to support teachers and practitioners to be long-term professional learners that are able to reflect and improve their professional practice to inspire and motivate the children in their care.
To conclude it would seem that the Foundation Phase has continually lacked in professional learning support. More opportunities for professional learning for all staff would need to have happened for the successful, and impactful implementation of the aims and principles of the Foundation Phase. Training that would boost teacher and practitioners’ confidence and they would feel able to relate too and put into practice. Collaboration is seen to be an important factor of professional learning towards curricula implementation. Finally, encouraging aims and promises have been made for the New Curriculum for Wales, and emphasis must be put on the continual development of professional learning to ensure its success. 






















Section 2 – 
The purpose of this section of the portfolio is to critically analyse and evaluate methods of assessment that is undertaken within different play-based curricula with the aim to explore what each means for the unique child.
Faragher (2014) reports that assessment is consistently a worry for many practitioners and teachers in early years settings and primary schools.  Assessment is frequently related to stress, anxiety and formality for both children and practitioners due to the increasing amount of pressure that it holds (Faragher, 2014). However, evidence suggests efforts have been made by head teachers, teachers, practitioners, policy makers and researchers to improve, invent and adapt methods of assessment in order to support student learning (Florez and Sammons, 2013, Laveault and Allal, 2016).
The Foundation Phase Profile supports practitioners in the assessment of children’s development and learning through their entire time in the Foundation Phase (Welsh Government, 2017a). The aim of this ongoing assessment is to create a national baseline assessment that is consistent and meets the end of phase outcomes. Through formative assessments and observations, practitioners are able to provide a holistic curriculum that is developmentally appropriate for all children (Welsh Government, 2017a).  Florez and Sammons (2013) explain that formative assessment allows teachers and practitioners to look forward and shape future learning as a bonus to just looking back at what has previously been learnt.  Formative assessment gives the opportunity for teachers and students to build an understanding of what is needed for continual development and how that might look (Florez and Sammons, 2013). Whether the children need more time on a certain area of development or whether they should move on (Teaching in Education, 2016). 
Formative assessment can often be carried out in different ways, for example observations, questioning, discussions and peer and self assessments can be used. It is evident that if formative assessment is used often and effectively, it can have a positive impact on future student achievements (Michigan Virtual, 2017). However, Tierney (2013 p.126) explains that assessment in these forms can also be seen as negative and unfair as they can reveal weaknesses. Although, this type of information collecting shows a more in depth view of the skills, knowledge and needs of each individual child, ensuring the support that is needed is given so that all children have the opportunity to learn and develop at their best. This would seemingly support the concept of the unique child (Riley-Ayers, 2014). During the implementation of the New Curriculum for Wales, new forms of assessment will be designed to emphasise formative assessment and the importance of more personalised assessment that assists development for each individual learner including learners who are seen as more able (Donaldson, 2015, Welsh Government, 2017 and Titley, Davies and Atherton, 2020).
However, the Foundation Phase also use summative assessment at set points. The Foundation Phase Outcomes are used as summative assessment of children’s development and learning at baseline and when they come to the end of the Foundation Phase (Welsh Government, 2017a). The evaluation of the Foundation Phase showed that teachers and practitioners welcomed the principle of assessment on entry to the Foundation Phase as a way of recording the children’s ongoing development (Taylor et al. 2015).  Summative assessments are a way of summarizing everything the child has learnt up until that point and can be used to compare students and schools and influences decisions on future education policies (Michigan Virtual, 2017, Eberly Center, 2021). Florez and Sammons (2013) explain that integrating formative and summative assessment is believed to be an important process for students’ success. It is recommended that children are given varied opportunities to demonstrate their learning to ensure each unique child can be assessed to the best of their abilities, as these may differ from child to child (Tierney, 2013, p.135). 
The Foundation Phase outcomes outline the skills and characteristics the children would need to have, to reach each outcome in each of the areas of learning. These are evidenced by children’s developmental stages over time and a variety of achievements demonstrated through a range of formative assessments (Welsh Government, 2017a).  The Foundation Phase Outcomes consist of a skill ladder for each area of learning to track each child’s level of development. It is set out in a way that certain outcomes must be met by the end of each year group (Welsh Government, 2015). Robinson (2010) argues that grouping children together in relation to their ages does not work, as all children have different abilities, skills and interests. Some children may work better in different circumstances for instance, large groups, smaller groups, on their own, in the morning or in the afternoon and the Foundation Phase Profile does not allow room to identify and adapt to these differences in children (Robinson, 2010). Despite this, the Foundation Phase Profile states that it’s aim is to give a holistic view of the child, as it is thought to hold information on all areas of their development. The profile should be used to assist teachers and practitioners understanding of where to go next in terms of learning (Welsh Assembly Government, 2011). 
However, the evaluation of the Foundation Phase argues that although the Foundation Phase highlight the importance of developmentally appropriate practice and experiential learning throughout the implementation, the assessment tool still shows the expectations from the children year by year and age related scores are produced as a result of the national statutory assessments. This leads to added pressures on teachers and practitioners as well as children to reach a certain level by a certain time, which does not necessarily follow the principles set out in the Foundation Phase Framework (Taylor et al. 2015, Welsh Government, 2015). Consequently, many teachers and practitioners are restricted in the curriculum they deliver as they have to ensure the children are ticking all of the boxes in their stage of development (Parekh, 2017). Information from the independent stocktake supports this with the worry that teachers may revert back to old, formal ways of teaching to ensure children are ready for assessment (Welsh Government, 2014). As a result, the New Curriculum states that specific assessments should not be used at a particular age to judge a child’s progression but rather assessment should be embedded into daily practice to inform the learning processes (Welsh Government, 2020). It is also noted that in few cases, practitioners and teachers are not using the information on children’s stages of development and progression taken from the Foundation Phase Profile to inform future direction of learning as it was intended, thus having an impact on children’s progression. It is suggested children who are seen as more able are suffering the most from this (Welsh Government, 2017a, Estyn, 2020). This can also have an effect on children who are at a lower level of attainment on the outcomes of the Foundation Phase Profile, as they are not getting the support they need to progress and be assessed at the best of their ability and therefore are likely to continue to be behind throughout school (Parekh, 2017, Welsh Government 2017a).  
Te Whariki is the curriculum for early childhood education in New Zealand and is believed to be a collaborative and inclusive curriculum that aspires to support children in being competent in learning and communicating (Giardiello, Leydon and Hargreaves, 2019). Te Whariki also use learning outcomes to assess children’s learning. However, the strands of learning outcomes are much different to the Foundation Phase profile as they are categorized; Wellbeing, belonging, contribution, communication and exploration and contain very broad and relaxed descriptions of what this should look like (Ministry of Education, 2017). An example of four out of seven of the learning outcomes of the Foundation Phase Profile are; Mathematical development, Welsh language development, Language, Literacy and Communication Skills and Personal and Social Development, Well-Being and Cultural Diversity, which suggests that Te Whariki are more focused on the emotional well-being and inclusivity of the children as a whole, whereas the Foundation Phase have more of a focus on the children’s academic ability with only one of the seven outcomes focusing on aspects related to wellbeing  (Ministry of Education, 2017, Welsh Government, 2017a). Robinson (2010) discusses the fact children have too much information they are expected to learn in preparation for assessment and are not necessarily learning the skills that will benefit them throughout childhood and into adulthood. Early Childhood Education (2021) states that Te Whariki is not a curriculum that delivers subject teaching in a formal way but rather it incorporates experiences that are important and relatable wherever you are in the world, experiences that can be adapted to the individual child, their needs and their background. Te Whariki ensures these values are explicit through the guidance that is available on teaching practices and assessment (Early Childhood Education, 2021).  
The opening line on Te Whariki’s assessment guidance power point stated that teachers and practitioners should allow the uniqueness of the child to lead the direction of assessment (Ministry of Education, no date). Similarly to the aims of the Foundation Phase assessments, the Te Whariki uses assessment to gain knowledge of what children can and cannot do, of their progress in learning, where the next steps in their learning should go and to determine whether they need additional support in any of the areas. Te Whariki also use formative assessment methods whilst assessing children (Ministry of Education, no date a). Observations are a large part of assessing children’s learning in the Te Whariki approach (McLachlan, 2018). McLachlan (2018) explains that these should be carried out by knowledgeable and experienced adults and the assessment can be done through listening, watching, and interacting with one child or a group of children. Continuous observations are an essential component that support decision making on how to meet the needs of the children effectively (McLachlan, 2018). The Foundation Phase Profile also highlights the importance of using observation as a way of assessment for the same purposes in day to day practice (Welsh Government, 2017a). Stating that ensuring children are observed indoors and outdoors is also important to build a picture of the whole child and to be inclusive to those who work better in either environment (Welsh Government, 2017a). Practitioners should use observation assessment to see what a child can do independently and consistently in a variation of activities (Welsh Government, 2020). However, in an evaluation of the Foundation Phase it discusses the fact that practitioners were not often seen observing children as assessment (Waldron, Rhys and Taylor, 2014).
Learning stories are a holistic way of recording observational assessment that Te Whariki use regularly (Lee et al. 2013). They involve writing a story like narrative to the child and family, that includes a description of the learning activity, an analysis of the learning and the opportunities for future learning and planning (Lee et al. 2013). Learning stories allow for the complexities of learning and portray strengths and qualities that other forms of assessment cannot necessarily show, such as curiosity, trust, respect, reflection, confidence, independence, responsibility and a sense of belonging (Arndt and Tesar, 2015). Learning stories would seemingly be an effective way of assessment to use in the New Curriculum for Wales as they hold opportunity for conveying the holistic learning outlined in the key principles (Welsh Government, 2020). With the ratio of adult to child being the same in both New Zealand and Wales, time and ratios should not be an issue if guidance and support is thorough (Education (Early Childhood Services) Regulations 2008, Care Inspectorate, 2018). 
 In conclusion, the Foundation Phase profile is used to assess children in the Foundation Phase and includes formative and summative assessment. Formative assessment gives more of an opportunity to support the unique and individual ways in which a child learns. However, more emphasis needs to be put on formative assessment, including observations in the implementation of the New Curriculum. Summative assessment is also used to summarize the skills and learning that have been developed over time. The Foundation Phase Profile is used as an assessment tool but relies on outcomes set in year groups which can lead to teachers and practitioners feeling pressured to get children to complete the tick list and risks taking away from individual learning and development. Assessment should be used as a guide to assist planning of future practice but evidence suggests in some cases this does not happen. Te Whariki also use learning outcomes to support assessment but the outcomes are much different and support children more as individual beings rather than measuring particular tasks they can do. Te Whariki is much less formal than the Foundation Phase whilst still using assessment to influence future practice. Observation was highlighted as a key component to assessment, however practitioners implementing the Foundation Phase were rarely seen observing children as a method of assessment. Te Whariki use learning stories as they are an effective method of recording the uniqueness of the child, to record their observations and to plan for next steps in learning. These have the potential to be an impactful way of recording assessment in the New Curriculum to support the diverse aims and individual progression.














Section 3 – 
Do the principles of a play-based curriculum lessen as the children get to the end of the Foundation Phase?
The Foundation Phase is the curriculum in Wales for children of the ages 3-7, suggesting that it is developmentally appropriate for all children of these ages (Welsh Government, 2015). Through thorough research it is evident that children learn effectively through experiential activities that are first-hand, and that play is an essential part of their learning and development, as it provides continuous opportunities for progression. They should have the opportunity to practice their learning, experiment, use their imagination, partake in risk and challenge, problem solve, and improve decision making skills through play (Welsh Government, 2015). The role of the adult should be to scaffold the children’s learning through their play (Vygotsky, 1987, cited in, Nordlof, 2014, Maynard et al. 2014). The environments in which they learn should be stimulating, exciting and safe indoors and outdoors in order to give children the opportunity to develop through first hand experiences, exploring and feeding their natural curiosity. It should also support independence and build children’s understanding of how the outdoor environment can be a great resource for learning (Welsh Government, 2015). Children should be encouraged to show and value their own individual skills and originality within all areas of their work and learning. It is said to be essential that there is a balance between practitioner and child led activities (Welsh Government, 2015). This aim does not seem to be met as it is reported child-led activities were observed far less than adult-led activities (Waldron, Rhys and Taylor, 2014). Although it is clear that play is the driver of the Foundation Phase, it is questioned that the complexities behind the meaning of play may have an input to the decline in play opportunities as the children get older (Waters, 2016). 
Do teachers and practitioners understand the importance of providing children with these opportunities or is years 1 and 2 becoming too formal?
Through the key findings in the evaluation of the Foundation Phase pedagogy and understanding, it is evident that the older the year groups get the less opportunities they get to practice the main principles of the curriculum (Waldron, Rhys and Taylor, 2014).  It is reported that first-hand experiences and Foundation Phase pedagogies such as, physical activity, continuous provision, child choice and outdoor learning to name a few, were observed less and less as the year groups increased (Taylor et al. 2015). Consequently the use of whole class, desk-based teaching led by the teacher or practitioner was dramatically higher the older the year groups were (Walrdon, Rhys and Taylor, 2014). Ali et al. (2018) explains that this desk-based approach will not often allow the children to learn at their best. Further discussing that during this age group, children’s cognitive skills are developing rapidly and a play-based curriculum is the best way to ensure all children’s individual ways of learning can be incorporated and supported. In this case it is important to allow opportunities to learn in a variation of ways. Thomas and Harding (2011) encourage the use of play in the outdoor environment to give further opportunities for first-hand experiences. However, years 1 and 2 were reported to have used the outdoors far less than younger year groups (Waldron, Rhys and Taylor, 2014). Even though the outdoor environment encourages all of the aims and principles of the Foundation Phase explained previously, that the older children seem to be limited too, still only 75% of practitioners report using the outdoor learning environment two or three times a week with only 34% reporting to use it every day (Taylor et al. 2015). 
So, why might this be?
Outdoor environments often lack in resources that can provide children with holistic learning opportunities, therefore some teachers and practitioners cannot see the evidence of the values of learning outdoors resulting in less effort being put in to outdoor practices (Muela et al. 2019). Dijk-Wesselius et al. (2020) agree, stating that some teachers fail to see the relevance outdoor learning has to their educational practices and state that weather conditions are also seen as a barrier. However, weather should not be an issue if practitioners ensure the children have appropriate clothing (Martinko, 2019). 
Another potential influence towards the lack of outdoor learning and child-led play based activities as children progress in year groups, is the fact teachers and practitioners feel pressured to ensure children are ready for formal tests that are introduced in year 2 as well as their transition into key stage 2 (Taylor et al. 2015). As practitioners admit to being worried of moving away from previous formal pedagogies and as a result, older year groups have been reported to have changed the least during the implementation of the Foundation Phase curriculum (Walrdon, Rhys and Taylor, 2014). With the plans of the New Curriculum for Wales to be from the ages 3-16, there is much more room for flexibility when it comes to assessment as each school with be able to design this within reason, to best suit their practice. Therefore, developmentally appropriate practice will be more of an ongoing factor with less pressures on practitioners and teachers to prepare for tests and transitioning. Assessment can be more focused on improving individuals’ progression and learning (Welsh Government, 2019a). 
Recommendations from the evaluation of the Foundation Phase report suggests more focus through professional learning should be emphasised on how to implement the Foundation Phase effectively in years 1 and 2. The lack of professional learning was reported with the result being, 47% of nursery and reception class practitioners participating in on-going or further training and only 13% of year 1 and 2 class practitioners participating in this type of professional learning, which has a detrimental effect on the understanding of developmentally appropriate practice (Taylor et al. 2015). This highlights the shift in priorities as the children get older. In order for the New Curriculum to work a major change to the participation of professional learning needs to happen. Professional learning has already been rolled out across schools to support the implementation of the New Curriculum and many promises have been made to continuously support teachers and practitioners on their understanding and how to deliver the best practices (Welsh Government, no date). 
In conclusion, it is evident that the aims and principles of the Foundation Phase do decrease in practice as the children reach the last two years of the curriculum. There are less opportunities for play and first-hand experiences with many practitioners not understanding the full benefits of the outdoor environment. Formal testing plays a large part in the decrease of play-based learning in the older year groups, which will have the opportunity to change with the implementation of the New Curriculum for Wales. And lastly, professional learning is an important aspect of developing teacher and practitioners’ understanding of the importance of developmentally appropriate practices and is essential within the reform of the curriculum for Wales. 
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