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 Section 1 

According to Welsh Government (WG) (2012), the Foundation Phase Profile was introduced in 2008 in line with the United Nations Convention on the Rights of the Child (UNCRC) (Unicef, 1989) to focus on children’s developmental outcomes from age three to seven. It changed the curriculum from a more competency based, formal approach to one that develops children’s individual needs through experiential learning, promoting their creativity y, problem solving and risk taking to enable consolidation of their skills, individually and in groups of various sizes (WG, 2016; WG, 2013). 

[bookmark: _Hlk67728223]However, WG (2014) reported in an Independent Stocktake of the Foundation Phase in Wales, that improvements should be made to the curriculum. It identified that where the implementation of the Foundation Phase Profile was perceived as poor, the practitioners appeared to lack clear understanding and knowledge of the theoretical underpinning of how experiential play promotes learning. As WG (2015a) states this is the basis of the Foundation Phase Profile, therefore this analysis will discuss how practitioners could affect the delivery of a play-based curriculum and compare this with countries that score highly on the PISA Scale. 

[bookmark: _Hlk67819706]Firstly, WG (2014) identified that although practitioners were familiar with the concept of the Foundation Phase it was identified that the implementation varied. This may be due to previous long-standing methods of teaching, or perceptions of age-appropriate activities, leading to a more structured approach for older age groups. WG (2014) suggested that practitioners should receive further training as it was reported that their possible lack of understanding of a play-based curriculum had led to a drop in literacy and numeracy standards. It could be considered that this drop in standards, falsely consolidated any negative perceptions of children learning through play. Therefore, if practitioners are unable to see an immediate benefit from the children’s experiential learning, then they may possibly return to their previous teaching methods too quickly. Ngan (2018) believes that this may be because they do not understand that children learn through play and are concerned that children are not developing their cognitive skills sufficiently if they are merely playing.

 Egan (2017) suggests that Welsh education is becoming concerned with accountability, and the results of assessments in numeracy and literacy. Practitioner’s may focus on data collection that can prove progression to achieve targets. Bousted (2019) believes that it is understandable that practitioners in the United Kingdom are teaching children to memorise imparted knowledge as it is their perception that a high volume of information is needed for achieving assessment targets.

[bookmark: _Hlk29412226]However, Morrison Gutman and Vorhaus (2012) believe that children with high levels of well-being achieve better academic skills. Participating in their own perception of play increases feelings of self-esteem leading to positive effects on their physical, social, and emotional health (Mathews et al. 2011; Play England, no date). Therefore, lack of play opportunities and pressure to produce results may be reasons that, children in Wales score low on the PISA tests for life satisfaction (Crew and Hughes, 2020; Adam and Barr, 2019).

According to Tovey (2017), target driven learning is not developing children’s urge to learn, and they may also feel hurried onto the next tasks without fully understanding what is being learnt. Therefore, they may not be allowed to master tasks or skills as supported by Bruner’s spiral curriculum (1960) (Johnston, 2012; Walker, 2014). The Foundation Phase Profile play-based curriculum should enable children to have time to consolidate what they have learnt. Accessing continuous provision that allows them time to practice what they have learnt. Building their knowledge with practitioner support, for example if children are learning about capacity then a water tray in the setting can allow them to experience filling containers. This could also then be enhanced to progress development by adding containers of different sizes and measurements so children can compare as supported by WG (2015a). 

[bookmark: _Hlk66042751]HM Treasury (2003) and UNCRC’s Article 3 state that practitioners should do their best for children to reach their full potential (Unicef, 1989). Therefore, they should receive training and guidance to fully understand how to structure their planning to include self-directed play (Ngan, 2018; Grindheim, 2017). As stated by UNICEF (1989) under article 31 of the UNCRC, children have the right to access experiential play so they can develop holistically, becoming competent in their development. Chatzipanteli Grammatikopoulos and Gregoriadis (2013) believe that practitioners have a responsibility to create optimal learning environments. If practitioners become partners of play it could promote children’s willingness to learn and encourage exciting involvement rather than imparting knowledge onto children. Promoting their well-being and affording them opportunities for holistic learning. Developing their metacognition allows them to become self-regulated autonomous learners for life (McInnes et al. 2013). However, as stated by Hoskins and Smedley (2018), even if practitioners understand the value of play-based learning, they may find that they are restricted with space and time to provide children with opportunities.

WG (2015b) supports the development of children’s metacognition in the new curriculum as it enables children to take control of their learning. Developing planning, monitoring, and evaluation skills to become capable learners. Kangas Ojala and Venninen (2015) state that practitioners in Finland take a participatory approach to learning and, according to Butler (2016), Finnish schools score highly in the PISA scores. Opportunities are provided for children in Finnish schools to be part of informal interactive situations and practitioners guide children through activities such as breakfast, lunch or dressing for outdoors as they are considered educationally valuable opportunities (Venninen et al. 2012). This relates to the Reggio Emilia approach that believes children to be capable learners that should have reciprocal relationships with adults (Nutbrown, 2011). 

[bookmark: _Hlk67837368]Children’s learning in Finland is play based developed from Froebel (1850) and the creation of Kindergartens (Butler, 2016; Oberhuemer, Schreyer & Neuman, 2010 cited in Pölkki and Vornanen, 2016). According to Hoskins and Smedley (2018), Froebel (1850) intended for practitioners to develop their knowledge of how children learn so that they could support their development. However, WG (2014) suggests that if practitioners are uneducated on the underpinning theories of child development, then it should be considered that they may not realise that children learn from a more knowledgeable other that is also seen in Vygotsky’s (1978) theory.  As stated by Hakkarainen and Brėdikytė (2014, p32) “Play is the source of development and creates the zone of proximal development” that enables children to learn through scaffolded activities (Abtahi, Graven and Lerman, 2017).

[bookmark: _Hlk67144835]Butler (2016) suggests that Finland’s laid-back, creative approach differs from the UK’s competitive goals of meeting targets. Hoskins and Smedley (2018) state this is incongruent to Froebel’s (1850) approach of focussing on experiences and play to understand the world around them, believing that children should be liberated from learning by imparted knowledge. Kangas Ojala and Venninen (2015) believe that activities used in play such as taking turns, persisting on a task, or remembering the directions for an activity promote children’s self-regulation that is needed for learning at a later age and as stated by Butler (2016), children in Finland do not begin instruction in literacy and numeracy until they are aged seven. 

[bookmark: _Hlk67772994][bookmark: _Hlk67842280]According to Republic of Estonia Ministry of Education and Research (2019), a play-based approach is also used in Estonia until they begin school at seven years, and according to Roberts (2019), Estonia has steadily improved its ranking position on the PISA scores to become the highest in Europe since it entered 15 years ago. As there are no inspections in Estonia, this suggests that their practitioners may not feel the pressure of accountability to meet targets that they may do in Wales (Roberts, 2019).
WG (2017b) and Egan (2017) state that according to PISA scores, Wales was identified as not achieving at the high levels in science, mathematics and reading compared to the OECD average. The perception that Wales may be falling behind other countries was a drive for change. Although it should be considered that according to Wightwick (2019) even though Wales currently has the lowest score within the United Kingdom, it has been improving. However, Egan (2017) disputes the reliability of the PISA scores, as there may be situations when only children that are believed will do well are taking the tests and his means that the figures could be inaccurate. The PISA scale is not the only determining factor of Welsh school’s effectiveness and a country’s performance on the scale may not reflect an accurate result of their education system. It could be affected by other factors such as levels of children that live in poverty or a cultures attitude to learning in different subjects (Hughes, 2019; Bousted, 2019).

Although WG (2016) states that Graham Donaldson (2015) supports the effectiveness of the Foundation Phase, he reviewed the curriculum arrangements in Wales, and proposed changes, that will be implemented in 2022. It will maintain the principles of the Foundation Phase such as experiential learning through play at its centre, but the phases and stages of development will be redesigned to be child focussed with progression steps evaluated at ages 5, 8, 11, 14, and 16 so children can develop at their own pace within four core purposes that should guide future education in Wales (WG, 2015b).

However, OECDiLibrary.org (2020) states for the new curriculum to be effective the lack of clarity surrounding accountability and assessment measures should be considered. To avoid these undermining what the curriculum is striving for, practitioners should develop their skills and competency sufficiently to be trusted in delivering the new curriculum. WG (2020) states that learner progression steps may deter identification of practitioner accountability, therefore supporting their autonomy with self -evaluation that may enable schools improve their teaching practice. According to Roberts (2019) this is something that can be seen within European schools that score highly on Pisa scales. 

[bookmark: _Hlk66819731]Estonia and Finland are identified as countries that support practitioner autonomy. Practitioners are regarded with esteem in their communities and schools are not inspected. Practitioners are trusted to deliver the curriculum effectively. Practitioners in Finland for example are required to complete a competitively sought five-year master’s degree (Busson, 2017a; Busson, 2017b; Crouch, 2015) Therefore, they are well educated and understand the underpinning knowledge required to implement their own curriculum. It should be considered that these countries also promote practitioner training with self-reflection and life-long learning. In Finland support is regularly received for continuous improvement of practice from an outside mentor to motivate development of their skills and support them to put this into practice (Bousted, 2019; Hoinville, 2017 and Venninen et al. 2012). Rillo (2018) states in Confent Video (2018) that practitioners in Estonia have access to free training for their practitioners, and schools provide education technologists to promote the holistic use of digital media within the curriculum. This is an ongoing position as the more a person learns, the more they become digitally competent, therefore increasing what they need to learn about (Confent Video, 2018).

According to Roberts (2019) Estonia includes digital skills as part of the curriculum since 2014. This has led to on average twice as many ICT careers being pursued by students than in any other OECD country. Bousted (2019) and Busson (2017a) state that although Finland is not generally known for its education through digital media, the inclusion of technology such as coding and robotics is now also imbedded in their curriculum. To become capable citizens in a world of developing technology children need to develop their transferable digital media skills. Digital competency will be used holistically when learning as part of the new curriculum (WG, 2018; WG, 2015b). 

However, as it has been suggested that practitioners in Wales may need support to develop their understanding of play within the Foundation Phase, it may transpire that they also need support to understand how to deliver a digitally competent curriculum. Estyn (2018) state that digital leads have been appointed to support practitioners that already feel able to support children’s digital competency. However, Vidal-Hall (2020) states that there is a notable lack of effective strategies and practitioners may require training to implement this digital component of the new curriculum into a play-based pedagogy. Estyn (2018) state that they will inspect and identify schools that portray good practice, but this could suggest that it will be another part of the curriculum that practitioners may feel they have to be accountable for, leading to them meeting targets and not the children’s needs. Although it is interesting to note that according to Vidal-Hall (2020) it is the practitioners that have a good understanding of the value of play on children’s development that may find integrating digital media into their planning more difficult as it could seem incompatible to them with their belief of experiential learning. 

To conclude the analysis, the curriculum in Wales is maintaining positive aspects of the Foundation Phase Profile and is making changes that reflect practices that can be seen in curriculums from countries that score highly on the PISA scale, however, it should be considered that for it to reveal the same results, practitioners should be supported to continue building their knowledge on the benefits and implementation of a digitally integrated, play-based curriculum and be trusted to do this without the pressure of being accountable for meeting targets. 




















Section 2

[bookmark: _Hlk67515830]This critical evaluation of methods of assessment to progress and track children’s development within play-based curricula, will consider The Foundation Phase Profile that is the current framework used in Wales (WG, 2015a). The role practitioners have in delivering it to assess children’s individual development considering inclusion. It will also discuss and compare how other countries assess children’s development and relate this to the new curriculum being introduced in 2022.

Firstly, according to WG (2017a) The Foundation Phase Profile was revised in 2015 to provide practitioners with a nationally consistent way of tracking children’s progress. On children’s entry into Reception class a baseline assessment is completed after a settling in period of six weeks. This is to provide practitioners with an understanding of what children are capable of by comparing them to age related developmental outcomes using the compact Foundation Phase Profile. This allows practitioners to plan for children’s progression. It is designed to assess children’s abilities with a set of skills ladders, within 7 areas of learning as they progress through the full profile until they reach the end of year two when their end of phase outcomes can be established. (WG, 2017a; WG, 2015b). 

According to Roberts-Holmes and Bradbury (2017) it could be considered that a baseline assessment may set low expectations for children’s development. If they score low in their initial assessment, then they could continue to be considered as children with low attainment targets. Therefore, practitioners may not support them to achieve more, accepting their scores as a limit to what they are capable of. Expectations may be lowered for those children, and this could possibly have a negative effect on their future outcomes as the targets planned for them may not promote their development fully. Jarvis (2017) suggests that children who are born in the summer are sometimes identified as having additional needs when it could be that they have not had as much time to develop their skills as their peers at the time of the baseline assessment.

Jarvis (2017) also believes that the baseline assessment does not consider human development and that children aged four years old may not yet have the necessary vocabulary skills that are needed to accurately convey their thoughts. Also consider as stated by Children’s Commissioner for Wales (2020) that not all children from low socioeconomic areas may have had access to flying start nursery provision, suggesting they may not have had the same opportunities to develop their skills as the children who have already attended at the time of the baseline assessment. Also, He et al. (2021) suggests that children’s disposition can mask ability. If they do not feel determination to complete the baseline assessment, it may not reflect their true abilities. Jarvis (2017) also believes that adult led activities or assessments may not interest children and therefore they may not link their understanding to concepts they have stored in their memory, this again supports McInnes et al. (2013) that children develop better when activities are child led.

Therefore, Roberts-Holmes and Bradbury (2017) believe that collecting information from young children may be a cause for concern as it could reduce children to items of evidence for the government to show that a school is improving.  As stated by Tovey (2017) this does not promote children’s independent learning and practitioners may focus on what children cannot do rather than what they can, as they may not be developmentally ready to meet the targets expected of them at the stages identified (Roberts-Holmes and Bradbury, 2017). This will be addressed in the new curriculum that states assessments will comprise of positive outcome statements such as I have, or I can (WG, 2015c). 

The adult’s role includes planning opportunities for experiential play activities that can be observed to promote children’s development within the Foundation Phase Profile outcomes (WG, 2015a; WG, 2014). Offering content from the environment promotes learning within the curriculum and if received well by the children can extend their knowledge with sustained shared thinking (Roberts-Holmes, 2012; Siraj-Blatchford et al. 2002). According to WG (2015a) this can be through teacher led activities or continuous and enhanced provision It should be considered by practitioners that providing content that interests children promotes their involvement. McInnes et al. (2013) believes that when children are deeply engaged in this self-directed play the practitioner may observe a better reflection of the children’s abilities than in an activity that they are not interested in, possibly leading children to complete the bare minimum so they can rush to another activity that they prefer.

The Foundation Phase Profile (2015) also aims for practitioners to effectively plan for the progression of children’s development, by supporting differentiation and providing information at transitions (WG, 2017a). This is supported by Bruner (1960) and his spiral curriculum that suggests practitioners build on children’s knowledge as they progress through the stages of the Foundation Phase Profile. For example, when a child begins a new class, the practitioner should build on what they have already learnt, not just teach all children from the basic entry level of outcomes for that perceived stage (Taylor, 2013; Johnston, 2012). However, Gibbs (2014) states that it should not be assumed that practitioners will offer continuity for children’s transitions as they progress through classes at their setting. WG (2015b) states that practitioners would need time and professional development to deliver effective transitions as they require discussion about each pupil’s strengths and weaknesses and not just transference of information on those who may need additional support.

Donaldson (2018) also cited the OECD report (2014) that found Wales had difficulty responding to all students learning needs relating to differentiation and formative assessment. WG (2015b) states that practitioners should be supported to develop their professional learning to enable them to differentiate for all children’s individual needs. Children can be grouped for differentiation by practitioners to deliver the curriculum at a faster pace. However, this could affect some children’s development. For example, realising they are in a lower ability group could negatively impact their self-esteem or children who are considered more able may not receive sufficient support to develop in areas they find more difficult (Coupland, 2019; UCL Institute of Education, 2017). It should be considered therefore, that in Estonia the highest-ranking European Country in the PISA scale, children are taught in mixed ability groups throughout school (Bousted, 2019). This could possibly promote children’s development to achieve higher outcomes as they learn from their more knowledgeable peers as supported by Vygotsky (1962) and the theory of the zone of proximal development that can support children in areas of development such as in the acquisition of language (Abtahi, Graven and Lerman, 2017; Barrouillet, 2015).

However, as stated by Bhagat, Haque, Jaalam (2018) Piaget (1976) supported the age related outcomes that is used in the Foundation Phase Profile (WG, 2015a) He believed that children assimilate what they learn in experiential play to understand and expand upon what they already know within their age-related concepts using reflective abstraction and Zelazo (2015) suggests that with practice children can develop their cognition with interventions that hope to improve their reflective ability to promote the development of children that may be finding it difficult to achieve the suggested developmental outcomes.

Donaldson (2018) states that there is a culture reported in Wales of focusing on performance measures, therefore practitioners may find that they focus on the children that could negatively affect this, therefore the children who have already reached the developmental outcome may then be neglected and not challenged to progress. In comparison other European countries do not begin formal schooling until seven years of age. Focusing instead on promoting children’s ability to learn through play and their well-being (Butler, 2016; Roberts, 2019). Morrison Gutman and Vorhaus (2012) reported that children with high levels of well-being show better progression of their academic skills.

[bookmark: _Hlk67143748]Therefore, as Waldron and Mcleskey (2010) argue, rather than schools being target driven environments, schools need re-culturing to become collaborative environments. Donaldson (2018) cites The Action Plan (2017-2021) stating that practitioners need support and high-quality professional development to enable effective reflection on their practice, to improve children’s outcomes with an inclusive approach, resulting in a high level of trust, better working relationships and enjoyment at work. Understanding how to effectively observe children’s individuality and use the evidence to identify strengths and areas that could be developed. 
[bookmark: _Hlk67747012]Donaldson (2018) identified Wales as being committed to inclusion and having a strong commitment to promoting Welsh culture. This relates to the Te Whāriki curriculum. According to Jenkin (2016) practitioners in New Zealand are required to promote the effective delivery of the national bicultural early childhood Te Whāriki curriculum. During their training, they are taught to develop their cultural understanding and to become competent at speaking both English and Maori and have a sound understanding of their customs. However, Jenkin (2016) suggests that if practitioners are not competent in their understanding of the language and customs of the children, it could be argued that they may be unable to adequately assess all the children within a bicultural curriculum. Some children for example may have difficulty understanding what is required of them during the assessments, if their background and language is not fully considered by the practitioner.
According to Duncan Eaton and Te One (2013) the Te Whariki approach involves collective thinking and discussion regarding children’s assessment in the form of narratives that can identify opportunities for learning not only at their setting but with their families and a collaboration of these narratives enable an understanding of children’s individuality and their development of learning skills can be identified.

This is something that is supported in the new curriculum that suggests that digital media can allow for more frequent reports and better engagement with families, and this supports the idea of a more collaborative school environment, that involves the children’s family life into their learning. Children can develop their self-evaluation and digital competency skills by being encouraged to keep a record of their notable achievements and progression towards the four purposes (WG, 2018; WG, 2015b). 

[bookmark: _Hlk67250923]However, Blaiklock (2013) states that although Te Whariki is considered a model of good practice, their holistic approach is broad and there is a possibility that this limits the use of learning outcomes to identify what children are learning. The lack of guidance given to settings could lead to a false understanding that a setting is doing well when it could be neglecting some areas of learning as it is directed in recognising children’s dispositions to learn rather than their skills and knowledge acquisition.

Carrington et al (2015) suggests that China is another curriculum that promotes inclusion and is a country that scores highly on the Pisa scale. Carrington et al (2015) states that every student’s independent differences are valued, and practitioners in China are required to understand multiple approaches to assessment and promote strategies that support evaluation of children’ individual development. However, He et al. (2021) and Muñoz-Chereau, (2019) argue that China could be described as lacking in inclusion and that some children are limited in their early education development by rural locations, disabilities, or their ethnicity. 

According to He et al. (2021) children from rural areas in China usually have poorer cognition skills leading to them not achieving their developmental outcomes, but as He et al. (2021) also suggests that many rural children do not attend school then this may be why China leads the Pisa scale scores as they are mainly attended by higher achieving students from cities that have had more education. He et al (2021) believes that China’s growing economy may face future trouble if children are not supported to raise their outcomes and inclusion in an early years’ environment should be considered to raise all children’s chance of achieving. WG (2015b) supports inclusion raises outcomes in assessments. Therefore, the new curriculum in Wales should aim to prepare children to be successful for the future in our changing world. However, RSA Animate (2010) states that Robinson (2010) suggests that we should educate children to learn well for their future as we do not know what our future economic environment may be.

The Achievement Outcomes and Progression Steps within the new curriculum aims to report children’s progress for each area of learning and experience and what their next step will be to develop their skills further. This can be done holistically and not just in focussed classroom activities and enables children to develop at their own pace, providing individual children with the support they need to progress rather than aiming for all children to achieve an age-related outcome (WG, 2020; WG, 2015c) This should therefore support learner progression that does not identify accountability but can support self-evaluation to enable schools to improve on their teaching practice and relieve pressures possibly felt by some practitioners to achieve children’s outcomes and focus on children’s developmental needs OECDiLibrary (2021).

























Section 3.

Promoting divergent thinking with loose parts when implementing a modern play-based curriculum.

The new curriculum being implemented in Wales in 2022 aims to promote children’s development within four core purposes enabling them to become capable, confident, informed, and creative contributors to society. WG (2016) states that it will maintain the current Foundation Phase principles of a play-based pedagogy. Children will learn through self-directed play that enables experiential learning and they will be encouraged to evaluate their own development in a positive way. This is regarded as a beneficial way for children to learn as it promotes creativity and their ability to envisage alternative outcomes (WG, 2015a; WG, 2015b).

[bookmark: _Hlk67600703]Spencer et al. (2019) believes that loose parts are a beneficial resource that can develop children’s divergent thinking as part of a play-based curriculum. According to Robinson (2012) cited in RSA Animate (2010) children need to develop their divergent thinking skills to improve creativity. He believes that children are told how to accomplish things but are not encouraged to learn for themselves. They need to be encouraged to develop their divergent thinking skills rather than the current education methods that discourage collaboration. 

A play based experiential approach is implemented in Scandinavian countries that are born from Froebelian principles (Williams-Siegfredsen, 2012). Froebel (1850) believed that children needed experiential learning and time to develop their independent thinking skills. He promoted open ended materials and devised resources for learning such as coloured balls of wool that can be used in multiple ways by children such as throwing, rolling, or hiding (Louis and Powell, 2020; Smith-Gilman, 2018). 

As loose parts are open ended and allow children to express their creativity in self-directed play they should be promoted by adults within the play-based curriculum. Play Wales (2021) states that Nicholson (1971) believed loose parts in everyday surroundings may be the most important as they allow children to repeat actions to figure out how things work which is promoted within the new curriculum (WG, 2015b). Children can use loose parts to practice and consolidate what they have learnt through continuous provision without worrying about wrong outcomes (WG, 2015a; Juster, 2015).

Neill (2013) cited in Spencer et al. (2019) found that children may prefer loose parts to structured toys, possibly because they can use loose parts in any way that they choose enabling them to learn holistically. Using loose parts to promote children’s learning is supported by Froebel (1850) who believed that children use symbols to express themselves, for example a stick can become a sword, a wand or a walking stick and they can be used to develop any area of the curriculum (Play Wales, 2021). They can use these loose parts to promote their literacy with discussion and collaboration within role play, or counting or sorting materials within numeracy, or for creating art to name a few (Louis and Powell, 2020; Bruce, 2012).

Loose parts also encourage children to explore the outdoor environment without adult intervention and this can promote risk taking such as balancing on logs (Spencer et al. 2019; Smith Gilman, 2018; White, 2013; Williams Siegfredsen 2012). Williams-Siegfredsen (2012) state that taking risks are important for children as it promotes resilience and teaches them to evaluate their own capabilities within their experiential learning. Playing with loose parts in an outdoor environment is also inclusive as it also accommodates for children’s choice, as they have space to choose to run around noisily, or they can find a quiet spot to investigate their loose parts (White, 2013) 

McInnes et al. (2013) states that children perceive child led activities as play allowing them to become fully engaged. Therefore, adults can use these opportunities to observe the children playing with loose parts to gain a more accurate understanding of their development than those witnessed that are led by an adult. Adults should only become involved if invited as otherwise it may no longer be perceived as play by the children, and they may lose interest in the activity (McInnes et al. 2013). It is also important to remember that children play with a resource until it is no longer interesting to them, therefore they should have a continuous supply of loose parts such as conkers, acorns, or pebbles, that they can choose how long they choose to play with them (Kilvington and Wood, 2010).

[bookmark: _Hlk64734093]Adults can use these natural materials to promote the development of children’s skills with sustained shared thinking (Roberts-Holmes, 2012; Siraj-Blatchford et al. 2002). They can model the use of loose parts to demonstrate a skill to children that they may like to observe, perhaps sorting their loose parts or designing a symmetrical pattern for example. They should also be aware that they should portray feelings of enjoyment while modelling the loose parts. This can promote an affinity with the outdoors that will engage children to care about the environment for the future (Spencer et al. 2019; Clarke, 2013). WG (2008) states that schools should promote this enjoyment of outdoor learning and will be assessed by Estyn on its whole school delivery of Education for Sustainable Development and Global Citizenship. Enabling Welsh schools to promote children’s awareness of a more sustainable future. This is important to consider as children are believed to be spending more time than ever indoors on digital media games (Wakefield, 2015; Open Access Government, 2019 and Chassiakos et al. 2016). Beery and Jorgensen (2016) suggest that this can lead to children not accessing outdoor sensory experiences and the opportunity to play with natural open ended loose parts. Digital media games are often not open ended and this can lead to children becoming consumers rather than creators that the use of loose parts can afford them (Rijnbout, Graaf, and Schouten, 2015)

However, according to WG (2018) the new curriculum has introduced the digital competency framework. It aims to promote children’s development using digital media. It states that it can encourage collaboration to develop children’s communication, decision-making and thinking skills. Therefore, it should be considered that it is beneficial for adults to provide children with digital media while using loose parts to create opportunities for children to be able to use it in a creative way rather than just be a consumer of digital media games as stated within the new curriculum, further promoting children’s divergent thinking in a way that develops them within a modern era (WG, 2015b). 
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