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Early Years Curricula
Section 1
Wales, shaped by its distinct cultural identity and devolved governance, presents a unique educational context within the UK. Since the establishment of the Welsh Government in 1999, education in Wales has increasingly diverged from other UK nations, underpinned by a policy agenda focused on equity, inclusion, and cultural responsiveness (Egan, 2017; James & Prout, 2020). This evolution reflects Wales’s historical experiences, particularly a legacy of centralised British educational policy that often-overlooked local cultural values and linguistic diversity. In response, Welsh educational reform has sought to reclaim national identity through curricula that reflect the lived experiences, languages, and developmental needs of its learners (Andrews, 2014; Jones & Roderick, 2021). The education system in Wales is grounded in these historical contexts and strives for an educational model that promotes cultural pluralism and learner-centred practices (Knight & Crick, 2022).
The Foundation Phase (FP), introduced in 2008, marked a significant shift in early years education in Wales. Grounded in developmental and constructivist principles, the FP emphasised play-based learning, child autonomy, and experiential approaches (Siraj et al., 2011; Welsh Government, 2015). Drawing on international models such as Reggio Emilia and Te Whāriki, the FP encouraged self-directed learning within a supportive environment (Wood, 2020). It was structured around seven Areas of Learning, focusing on holistic development, where the teacher's role was primarily that of a facilitator, guiding the child's exploration and discovery. The Foundation Phase aimed not only to nurture academic skills but also to enhance emotional well-being, resilience, and social competence (Welsh Government, 2015).
While the FP was largely lauded for fostering positive developmental outcomes, such as improved engagement and emotional well-being (Taylor et al., 2015), critiques arose due to gaps in its design and implementation. The exclusion of children under the age of three contradicted emerging evidence about the importance of early childhood experiences (Macdonald, 2018; Melrose & Colligan, 2021). The lack of clear guidance for younger children’s learning limited the FP’s potential to provide a truly holistic experience.
Furthermore, while the FP improved engagement, resilience, and well-being (Taylor et al., 2015), its implementation was inconsistent. Disparities in teacher training and resource allocation led to uneven delivery, particularly in disadvantaged areas (Reay, 2017; Taylor et al., 2015). Teacher development was not prioritised uniformly, with under-resourced schools facing challenges in adequately training staff, raising concerns about equity in its impact on socio-economically disadvantaged children (Reay, 2017; Taylor et al., 2015).
Building on the FP’s foundations, the Curriculum for Wales (CFW), launched in 2022, represents a more expansive and flexible approach to education. The CFW draws on Donaldson’s Successful Futures (2015), advocating for a shift away from a prescriptive, subject-based curriculum towards one that is flexible, co-constructed, and responsive to learners’ needs. Structured around six Areas of Learning and Experience (AoLEs), the CFW focuses on four foundational purposes: to cultivate learners who are ambitious, healthy, enterprising, and ethical (Welsh Government, 2022). These purposes aim to equip learners with the skills, knowledge, and attitudes necessary to navigate an ever-changing global landscape.
Incorporating learner agency and inclusivity, the CFW centralises school autonomy and local context. Schools are encouraged to design curricula tailored to their learners' needs, aligning with subsidiarity and decentralised governance (Evans, 2023). Additionally, the CFW promotes an interdisciplinary approach, encouraging the integration of knowledge across subjects and enabling students to make connections between disciplines (Welsh Government, 2020).
Despite its ambitious vision, the CFW faces significant challenges, particularly in striking a coherent balance between the development of transferable skills and the acquisition of subject-specific knowledge. Wales’s 2022 PISA results marked its lowest-ever performance in reading, mathematics, and science, with scores declining across all three domains (Welsh Government, 2023). These declines have raised serious concerns that the curriculum’s emphasis on transferable skills such as problem-solving and collaboration may be undermining pupils’ foundational knowledge, a critique advanced by the Institute for Fiscal Studies (Sibieta, 2024). 
While the CFW aspires to nurture creativity and independent thinking, critics argue that it risks lacking the structure necessary to ensure depth and progression in core subjects. Furthermore, Estyn (2025) has reported emerging inconsistencies in curriculum implementation across schools, attributing these to variability in leadership, uneven teacher development, and gaps in assessment literacy. These structural challenges raise important questions about whether the CFW can deliver on its promise of equity and excellence in practice. 
Both the FP and CFW draw on developmental and constructivist theories, prioritising child agency. The FP’s emphasis on play and experiential learning aligns with Vygotsky’s socio-constructivist ideas, where learning occurs through guided interaction within social contexts (Vygotsky, 1978). Similarly, the CFW embraces these principles across all stages of education, promoting lifelong learning and encouraging learners to shape their educational journeys (Dewey, 1938; Biesta, 2010). While the FP’s child-led approach was effective in early years, applying this model across all stages has raised concerns about balancing academic content with skills development (Hattie, 2012).
Both the FP and CFW aim to address social inequalities by promoting inclusive, equitable learning. However, the FP’s impact on equity was tempered by inconsistent implementation. Disparities in teacher training, resource allocation, and regional support led to uneven delivery, especially in disadvantaged areas. Research by Reay (2017) and Taylor et al. (2015) found that while the FP had positive effects on engagement, its benefits were not equally distributed, particularly for children with Additional Learning Needs (ALN) or those from lower-income households.
In contrast, the CFW aims to address these issues through a more flexible approach, allowing schools to adapt the curriculum to local needs. However, socio-economic disparities persist, with disadvantaged schools struggling to secure the resources and support needed for effective implementation (WISERD, 2022; Estyn, 2023). The CFW’s focus on personalised learning offers opportunities for inclusivity, but inconsistent teacher training and support risk perpetuating inequalities (Welsh Government, 2023).
The FP focused on early years education (ages 3-7), offering a structured, play-based curriculum to support holistic development. Its focus on learner autonomy and emotional growth laid the foundation for a child-centred approach. However, the FP’s narrow focus on early years left a gap in the framework for later schooling, which the CFW aimed to address by extending child-centred principles across all stages (Welsh Government, 2022).
The CFW’s broad scope and interdisciplinary approach attempt to address the FP’s shortcomings. However, the expansion has introduced new challenges, particularly in maintaining curricular coherence and ensuring adequate teacher preparation. The decentralisation and flexibility of the CFW place significant responsibility on teachers to design and implement the curriculum, raising concerns about variability in quality and inequitable delivery (Evans, 2023).
Both the FP and CFW face challenges in assessment. The FP struggled with the lack of effective tools to measure social and emotional development, particularly for ALN learners, a challenge that has carried over into the CFW. While the CFW introduces flexibility in assessment practices, critics argue that there are insufficient guidelines to ensure comprehensive assessment of all aspects of child development (Bradbury, 2019; Welsh Government, 2022).
Teacher development remains a critical issue for both curricula. The FP’s uneven implementation was partly due to inadequate professional development, particularly in lower-resourced schools. Similarly, the success of the CFW depends on teachers’ ability to design and implement the curriculum effectively. Without sustained investment in teacher training, there is a risk that the CFW will not achieve its intended outcomes (Rees et al., 2019; Estyn, 2023).
The evaluation of the Foundation Phase (2011) identified multiple recommendations for improvement, which significantly informed the development of the Curriculum for Wales. While the FP’s emphasis on play-based learning and holistic development provided a strong foundation for the learner-centred and flexible approaches in the CFW, the evaluation also highlighted substantial challenges related to inconsistent teacher training, resource allocation, and assessment practices (Siraj, Kingston & Melhuish, 2011). In response, the Welsh Government committed to addressing these challenges by increasing investment in professional development and creating comprehensive support systems for educators (Welsh Government, 2015). Furthermore, the FP evaluation underscored the importance of equity, particularly regarding socio-economic disparities in education (Reay, 2017; Taylor et al., 2015). The CFW was designed to be more responsive to local contexts, aiming to reduce these disparities by allowing schools to tailor curricula to meet learners’ needs (Welsh Government, 2022).
Both the Foundation Phase (2008) and the Curriculum for Wales (2022) embody Wales’s enduring commitment to learner-centred, holistic education that foregrounds equity, inclusion, and cultural responsiveness (Welsh Government, 2015; Welsh Government, 2022). The Foundation Phase laid a crucial foundation by promoting child autonomy, well-being, and resilience through play-based and experiential learning approaches, aligned with socio-constructivist theories (Siraj, Kingston & Melhuish, 2011; Vygotsky, 1978). However, the FP’s uneven implementation, particularly regarding teacher training and resource distribution, underscores the complexities of enacting systemic educational reform, especially within socio-economically disadvantaged contexts (Reay, 2017; Taylor et al., 2015).
Building on these foundations, the Curriculum for Wales seeks to address the gaps highlighted in the FP evaluation, introducing a more flexible and interdisciplinary curriculum that prioritises learner agency and adaptability across all stages of education (Welsh Government, 2022; Donaldson, 2015). This evolution reflects a shift from traditional subject-based teaching towards a skills- and competency-focused framework designed to equip learners for the demands of the 21st century (Evans, 2023). Nonetheless, the CFW’s expansive scope introduces new challenges, such as maintaining curricular coherence, ensuring consistent teacher preparedness, and balancing the acquisition of disciplinary knowledge with transferable skills (Estyn, 2023; Hirsch, 2016).
Furthermore, persistent socio-economic disparities continue to hamper equitable access to high-quality education, threatening to perpetuate the inequalities both curricula aimed to mitigate (WISERD, 2022; Welsh Government, 2023). Without sustained investment in professional development, targeted resource allocation, and robust assessment frameworks that capture holistic learner development, the full potential of these reforms may remain unrealised (Rees et al., 2019; Bradbury, 2019). Ultimately, the success of Wales’s educational transformation depends on a systemic, equity-driven approach that supports empowered educators, fosters inclusive practices, and balances academic rigour with developmental responsiveness.
Section 2
At the heart of curriculum reform in Wales lies a fundamental transformation of assessment practices, marking a shift away from conventional, standardised, summative models toward more formative, holistic, and context-responsive approaches (Welsh Government, 2022; Estyn, 2023). These evolving paradigms emphasise learner diversity, agency, and identity, reframing assessment not merely as a tool for accountability but as a dynamic support for personalised learning trajectories and educational equity. This shift is evident in two key policy instruments: the Foundation Phase Profile (FPP), which supports assessment during the early years, and the Curriculum for Wales Progression Steps, which provide broad criteria to track learner development at key stages (Welsh Government, 2015; Welsh Government, 2022). Both frameworks are grounded in the principle of the “unique child” (Welsh Government, 2015; Welsh Government, 2022), promoting a rights-based, inclusive vision of education that recognises individual developmental pathways, cultural backgrounds, and lived experiences. This represents a departure from deficit-oriented assessments that historically regarded learner difference as a deviation to be corrected, instead positioning diversity as a valuable resource for learning and growth (Renkly & Bertolini, 2018).
International pedagogical models have significantly influenced this reform in Wales. New Zealand’s Te Whāriki and the Reggio Emilia approach from Italy have shaped Welsh reforms with their emphasis on child-led, relationally grounded assessment practices (Carr & Lee, 2019; Edwards, 2020). The use of narrative-based assessment tools like Learning Stories further reflects Wales's commitment to capturing the richness of children's lived experiences rather than reducing them to deficit-focused categories (Carr & Lee, 2019). These models have been key in shaping the play-based, observational ethos of the FPP, and the Curriculum for Wales’s reliance on formative assessment strategies that value progression, reflection, and learner voice (Welsh Government, 2020; Lopez, 2022). Together, these practices represent a visionary redefinition of assessment that centres the individuality of each child, recognising them as capable agents and co-constructors of their learning.
Central to these reforms is the recognition of the need to value each child’s unique developmental pace, cultural identity, and talents. This commitment is particularly strong for learners with Additional Learning Needs, framed within a rights-based approach that aligns with the United Nations Convention on the Rights of the Child (UNCRC) and the Social Model of Disability (Welsh Government, 2015; 2022; Oliver, 1996; United Nations, 1989). Conventional assessment models have been criticised for their narrow focus, which has perpetuated inequities by disadvantaging learners from culturally, linguistically diverse, and marginalised backgrounds (Parekh, 2017; Devarakonda, 2013). The incorporation of international scholarship advocating for culturally responsive and socially just assessment practices is evident in Welsh policy, reflecting an agenda that enhances learner engagement, identity affirmation, and equitable outcomes (Morton & Guerin, 2017; Ladson-Billings, 1995; Gay, 2018). Collectively, these reforms prioritise learner agency, social justice, and the recognition of diverse learner identities, contrasting with the historically dominant standardised testing regimes (Egan, 2017; Lingard & Sellar, 2013).
These developments highlight the growing awareness of the systemic marginalisation perpetuated by deficit-oriented, standardised assessment frameworks. Such models have excluded and disadvantaged learners from diverse cultural, linguistic, and socio-economic backgrounds, including those with ALN and emergent bilinguals (Devarakonda, 2013; Parekh, 2017; Morton & Guerin, 2017). Despite the progressive aspirations in policy, significant tensions remain between the goals and their practical implementation. Structural inequities endure, practitioner confidence and expertise vary, and entrenched assumptions about ability and attainment continue to impede truly inclusive, formative assessment practices (Taylor et al., 2015; Rees et al., 2019; Bradbury, 2019; Estyn, 2023).
The evolution of early years assessment in Wales reveals how the FPP and Curriculum for Wales frameworks embody the principle of the “unique child.” While these reforms represent a significant departure from traditional, standardised assessment paradigms, embracing holistic, learner-centred, and culturally responsive approaches, their translation into practice is uneven. This gap between policy ideals and implementation underscores the need for clearer conceptualisation and systemic investment. Specifically, investment must focus on comprehensive professional development, fostering cultural competence, and creating inclusive resources that reflect diverse learner identities and developmental trajectories (WISERD, 2022; Sloan et al., 2021; Hughes, Makara & Stacey, 2020). Without these supports, Wales’s assessment reforms risk reinforcing inequities instead of addressing them.
The Foundation Phase promotes the idea that each child learns and develops in their own way and at their own pace, emphasising the importance of recognising and valuing children's individual efforts, creativity, and authenticity in learning (Welsh Government, 2015). This ethos supports play-based, reflective assessment, emphasising individuality and authentic self-expression, aligned with developmental theories that highlight the socio-cultural construction of learning (Vygotsky, 1978; Wood, 2020; Whitebread et al., 2017). The Curriculum for Wales decentralises curriculum and assessment design, allowing schools to create curricula responsive to the unique needs of their learners, encapsulated by the principle that “no two schools are the same and every child has their own unique needs and aspirations” (Primary School in Wales, 2020, cited in Welsh Government, 2022). This decentralisation mirrors a global trend towards school-based curriculum autonomy, raising concerns about equity, capacity, and consistency (Priestley et al., 2021).
While both the FPP and the Curriculum for Wales uphold the principle of learner uniqueness, their approaches to assessment differ. The FPP situates assessment firmly within an observational, formative paradigm linked to play and creativity, fostering ongoing reflection on children's developmental progress (Wood, 2020; Whitebread et al., 2017). In contrast, the Curriculum for Wales encourages greater practitioner autonomy and sophistication in designing assessment strategies that align with learners’ evolving identities and aspirations, requiring robust professional judgement (Estyn, 2023; Priestley et al., 2021). However, structural and cultural barriers persist, including superficial multicultural engagement, which impedes the full integration of learners’ cultural contexts into assessment practices (Devarakonda, 2013; Morton & Guerin, 2017).
The discourse surrounding ‘ability’ complicates assessment further. Dweck’s (1991) work on fixed ability highlights how such conceptions undermine learner motivation, especially when embedded in rigid assessment systems. Parekh (2017) critiques the construct of ‘ability’ as socially situated, suggesting it perpetuates educational inequalities by privileging dominant cultural norms. While the FPP's broad developmental descriptors facilitate national coherence, they risk homogenising diversity and limiting the scope of inclusive practices (Taylor et al., 2015; Rees et al., 2019; Bradbury, 2019). The Curriculum for Wales offers greater flexibility, but its success depends on practitioners' cultural responsiveness and equity-focused professional practices, which vary significantly (Estyn, 2023).
The FPP’s broad descriptors and developmental tools, although fostering national coherence, sometimes obscure individual diversity through over-standardisation (Clark, 2018; Horgan & Sutherland, 2020). Moreover, research points to inconsistent application of formative assessment due to systemic constraints, such as limited practitioner capacity and workload pressures, which undermine the ‘unique child’ principle (Estyn, 2018; Wainwright et al., 2019; Reay, 2017). The Curriculum for Wales aims to replace summative tests with flexible, school-designed progression pathways that foreground learner identities and aspirations, promoting continuous formative assessment (Welsh Government, 2022b; Crick, Thomas & Beauchamp, 2023). However, decentralisation risks introducing new inequities, especially in under-resourced settings where professional capacity is limited (WISERD, 2022; Sloan et al., 2021). Furthermore, teachers report challenges in assessing non-cognitive domains such as creativity and wellbeing, with high-stakes accountability pressures potentially pushing schools back towards summative assessments, undermining the formative intentions of the reform (Estyn, 2023; Bradbury, 2019; Parekh, 2017).
Cultural responsiveness remains unevenly embedded in Welsh assessment practices, particularly in bilingual contexts, where translation issues and cultural misalignment risk disadvantaging emergent bilinguals (Newton, 2020; Hughes, Makara & Stacey, 2020). Despite efforts to implement inclusive practices, the assessment of learners with ALN, particularly from multilingual or neurodiverse backgrounds, remains a significant challenge, with misclassification or under-identification possible when assessment tools fail to accommodate atypical patterns of literacy, communication, or cultural expression (Jenkin, 2016; Gately, 2020). Over-reliance on standard developmental frameworks can stigmatise difference and reinforce deficit-based narratives, phenomena increasingly critiqued in recent literature (Slee, 2019; Frontiers in Education, 2021;)
Wales’s evolving assessment landscape reflects a bold commitment to centring learners’ identities, cultures, and holistic development. Both the FPP’s and the Curriculum for Wales embody this transformative vision, yet neither fully realises the promise of inclusive, responsive assessment. While the FPP’s holistic ideals lauded play-based and developmental assessment, practitioners have reported concerns over its “tick-box” nature and inconsistency across settings (Welsh Government, 2022). Meanwhile, the Curriculum for Wales introduces greater flexibility, but implementation challenges, including variability in professional learning and fragmentation of practice, risk undermining equitable delivery (Welsh Government, 2025). Realising the ‘unique child’ principle demands dismantling systemic barriers such as entrenched monocultural norms, limited practitioner capacity, and insufficient support for bilingual and marginalised learners (Estyn, 2023). Crucially, a paradigm shift is needed, one grounded in cultural humility, equity, and professional trust, supported by a well-resourced national framework that enables local innovation and ensures responsive, context-aware assessment.



Section 3
Breaking Barriers: Empowering Neurodiverse Learners through Inclusive, Multisensory Play in Early Education
A Call for True Inclusivity in Early Years Practice
Inclusive education in the early years is not just an ideal, it’s a necessity. Every child, regardless of ability or need, deserves the chance to flourish, thrive, and succeed alongside their peers (Welsh Government, 2021; Kirk & Gibb, 2020). Wales’ recent legislative reforms highlight the urgency of early intervention and personalised support, particularly for children with Additional Learning Needs (Welsh Government, 2018; 2021). This article explores how embedding inclusive, multisensory play in mainstream settings empowers neurodiverse learners by creating environments that celebrate and respond to each child’s unique identity and learning style (O’Toole et al., 2021; Hughes et al., 2020).
The Additional Learning Needs and Education Tribunal (ALNET) Act 2018, implemented in 2021, firmly positions early intervention and tailored support as essential for enabling children with ALN to thrive, often within inclusive, mainstream settings (Welsh Government, 2021). This statutory framework, reinforced by the Additional Learning Needs Code for Wales (2021), guides practitioners in removing barriers, ensuring equitable access, and empowering all learners to reach their full potential.
Inclusive early years settings that prioritise play-based approaches designed to engage every child actively, foster meaningful social interaction, and support diverse learning styles. When inclusivity is central, children with ALN receive the same rich opportunities to grow and learn as their peers (O’Toole et al., 2021).
But are we truly transcending traditional pedagogies to create environments where all children feel valued, supported, and empowered? Are our settings spaces where self-expression, peer collaboration, and holistic learning flourish? Critical reflection on these questions is vital if we are to meet the real needs of every learner (Moss, 2018; Nutbrown, 2018; Wood, 2019).
At the heart of this transformation is the educator, no longer a passive transmitter of knowledge but an intentional designer of inclusive learning experiences that dismantle systemic barriers and cultivate active participation. Crucially, effective educators move beyond mere accommodation to actively empower neurodiverse learners, recognising and responding to their unique ways of engaging, processing, and succeeding within the learning environment (Kearney & Kane, 2021; Pillay & Watkins, 2016).
True inclusion extends beyond physical accessibility; it demands an intentional, reflective approach to how children engage with their environments (Browder et al., 2018). When strategies such as multisensory learning, messy play, and Attention Autism are universally embedded, all children, can flourish, thrive, and succeed alongside their peers. These approaches offer personalised, strategic support that benefits every learner, enhancing engagement, communication, and holistic development (Kirk & Gibb, 2020).
Research confirms that multisensory environments, combining auditory, tactile, visual, and kinaesthetic inputs, are especially effective for children with ALN and neurodiversity. Such approaches offer multiple pathways to engagement, ensuring no child is left behind (Goodall et al., 2019; Schlebusch et al., 2018). For children with autism, ADHD, or sensory processing challenges, multisensory strategies provide critical tools for academic and social success (Miller et al., 2020).
Messy play stands out as a particularly powerful vehicle for multisensory learning. It invites children to explore through touch, sound, sight, and smell, encouraging creativity, self-regulation, and fine motor skills (Waller & Duffy, 2020). For children with sensory integration challenges, messy play offers a safe, structured way to engage with their senses and develop emotional and social skills (Auerbach & Anselmo, 2019; Waller & Duffy, 2020).
Take the simple act of running hands through dried cereal: the tactile sensation, the “snap, crackle, pop” sounds, and even taste combine to create rich learning moments that foster joint attention, social interaction, and language development (Goodall et al., 2019; Schlebusch et al., 2018). For neurodiverse children, such sensory experiences can be grounding, helping regulate emotions and build communication skills (Macintyre, 2019; Waller & Duffy, 2020).
Messy play also cultivates vital social skills like turn-taking and collaboration through accessible, non-verbal communication, making it an inclusive platform for all children (Frost et al., 2019). Its adaptable nature allows educators to scaffold activities from simple exploration to complex social engagement, supporting each child’s developmental journey (Browder et al., 2018; Schlebusch et al., 2018).
Embracing mess requires an open mind and a commitment to creating enabling environments where children feel safe to explore, take risks, and flourish. Here, the role of the enabling adult is indispensable, guiding, adapting, and nurturing experiences that empower every child to thrive alongside their peers (Department for Education, 2020; Macintyre, 2019).
Attention Autism represents a dynamic, evidence-based intervention specifically designed to captivate and sustain the attention of neurodiverse learners through visually rich, highly structured activities (Davies, 2014). This approach leverages excitement and anticipation as key mechanisms to foster sustained engagement, social interaction, and communication development, particularly benefiting children with autism spectrum conditions and attention difficulties (Leong et al., 2018; Giles & Allen, 2019). This intervention provides an irresistible invitation to learn, appealing to all children and creating natural opportunities for increased engagement and inclusion for all. The method’s carefully sequenced stages are underpinned by rigorous research demonstrating its efficacy in promoting peer interaction and enhancing language skills within inclusive learning environments. Beyond simply capturing attention, Attention Autism cultivates an accessible and stimulating atmosphere where neurodiverse children are empowered to participate actively, thereby supporting their broader developmental and educational outcomes alongside their peers (Giles & Allen, 2019).
Educators play a critical role as facilitators and designers of inclusive learning spaces. Through personalised support, task modification, and visual aids, they break down barriers to participation, fostering environments where all children can succeed (Pillay & Watkins, 2016; Browder et al., 2018). Visual supports like core boards and structured routines can help all children, including those with autism maintain focus, reduce anxiety, and navigate their day confidently (Hughes et al., 2020; Macintyre, 2019).
Wales’ ALNET Act stands as a bold legislative commitment, championing early, personalised support for children with Additional Learning Needs (ALN) (Welsh Government, 2021). By embedding multisensory, play-based strategies within early education frameworks, we have the opportunity to cultivate truly inclusive environments, spaces where every child is empowered to thrive, learn, and succeed on their own terms (O’Toole et al., 2021; Hughes et al., 2020; Rouse et al., 2016).
Inclusive early years education must be dynamic, equitable, and richly multisensory. It constructs learning landscapes where neurodiverse children, and indeed all children, are valued, recognised, and supported to reach their fullest potential (Nind & Hewett, 2010; Florian & Black-Hawkins, 2011). Through deliberate curriculum design, ongoing reflective practice, and the unwavering commitment of educators, we can dismantle systemic barriers and build a future in which every child is seen, heard, and truly valued (Ainscow, 2020; Norwich, 2014).
This endeavour transcends educational equity, it is a transformative mission to change lives. As educators, we hold the profound responsibility and power to create nurturing spaces where every learner flourishes according to their unique strengths and needs (Booth & Ainscow, 2016). The urgency to act is clear (Slee, 2011).
By integrating research-backed approaches such as messy play, Attention Autism, and other multisensory learning practices into the curriculum, we can guarantee meaningful engagement for all children, regardless of their individual requirements (Davies, 2014; Flewitt et al., 2014). Educators are central to this process, fostering environments rich in opportunity, growth, and potential (McNally & Slutsky, 2018).
The future of early years education must be unapologetically inclusive, boldly innovative, and intentionally multisensory, centred on the rights, voices, and diverse potential of every child, neurodiverse or not (Kangas et al., 2023; Norwich & Eaton, 2015). This vision extends beyond policy compliance; it calls for a radical reimagining of early childhood settings as vibrant ecosystems of possibility, where every child is not only welcomed but genuinely celebrated (Booth, 2011).
Educators wield transformative power to challenge and dismantle entrenched systemic barriers. By embracing an inclusive curriculum and by committing to our roles as reflective, enabling adults, we create environments in which every child can flourish, thrive, and succeed alongside their peers (Care Learning, no date; Kearney & Kane, 2021).
Now is the time to lead with courage, compassion, and conviction, to reconceptualise difference as strength and shift from mere accommodation toward genuine empowerment. As early years professionals, we are shaping more than classrooms; we are shaping futures. Let us ensure those futures are inclusive, equitable, and rich with opportunity for all (Booth & Ainscow, 2016; Florian & Spratt, 2013).
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