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1. Play Based Curriculum
The Foundation Phase curriculum was first introduced in Wales in 2010 (Welsh Government, 2015). This came about from development of the National Assembly for Wales (NAfW). In 1999 Wales detached themselves from the United Kingdom’s main Government in the responsibility for education (Welsh Government, 2018). 
In 2009 Wales received disappointing results in their Programme for International Student Assessment (PISA). This is a study which looks at education systems worldwide. It measures fifteen-year-old young adults in mathematics, science and reading. It was launched by the Organisation for Economic Co-operation and Development (OECD) in 1997 (OECD, ND). These results triggered a reflection on the education system in Wales (OECD, 2017). Which then resulted in a new documented for change. 
In 2001 the NAfW produced the ‘Learning Country’ which built the initial ‘Foundations for Learning’. This document highlighted a need for improvements to the education for children in the early years. In 2003  NAfW produced a further document ‘The Learning Country, Foundation Phase Three to seven years. The content of this document consisted of the proposal of developing an early year's Foundation Phase curriculum. This was the start of the Foundation Phase curriculum.
During the time of the publication and implementation of the Foundation Phase curriculum it has been revised several times adapting from feedback from schools who had been delivering it. It was the first play-based curriculum in Wales for three- to seven-year-olds which followed a child's interest and experiences (Welsh Government, 2021a). This Foundation Phase curriculum was influenced by several other countries and their already established curriculums; these influenzas were Scandinavia, Reggio Emilia, and the New Zealand’s ‘Te Wharike’ curriculums (Maynard et al, 2013). It was made up of seven areas of learning and development. These seven areas were: Language, literacy and communication, physical, personal, social, and emotional development which included wellbeing and cultural diversity, Welsh language, Mathematics, Knowledge and understanding of the world and Expressive arts and design (Welsh Government, 2015a).
Where the Foundation Phase was delivered well; attainment levels were raised. There was also evidence in improvements in attendance and wellbeing. This improvement is thought to be, because children were able to explore and learn about their individual interests through creative and active experiences whilst scaffolding from the adult. When this happens, children are better motivated and enjoyment in learning follows (Siraj, 2014). However, this is the opposite to the theory of Freire (1968) sited Maylor (2012) he believed that practitioners are the teachers, and the children are taught/The practitioner knows everything and the learner knows nothing. He named this theory as the ‘Banking approach.’
Power (2019) reflects on Bernstein’s 1977 beliefs that child led learning is an expensive way to teach as it needs a higher ratio of child to adult and that it needs more indoor and outdoor spaces. The Foundation Phase places a high importance on outdoor learning. However, some schools had limited or no outdoor space to provide these opportunities. An outdoor active environment shows that boys learn better (Estyn, 2011 p.6). For schools not being able to access these outdoor opportunities the children lost out.
In the Welsh Government’s 2016 report it showed raised attainment levels in literacy, and numeracy. However, in settings where the Foundation Phase was not being delivered well. Children were not given the appropriate support in reading and writing. In a 2011 Estyn report they found that those settings were not given enough direct teaching or reading opportunities. They believed this was because of leaders or practitioners not understanding the principles and practice of the Foundation Phase. 
So why were practitioners not well equipped in the understanding of the delivery of the Foundation Phase to the way it was intended? In 2015 The Welsh Government wrote A final evaluating on the Foundation Phase after a three-year review (2011-2014) which was led by Professor Chris Taylor from Cardiff University. To gain the results for this report a range of quantitative and qualitative data from primary and existing administrative was used. His findings showed that initially the Foundation Phase was received well amongst early years practitioners. However, they found that implementation of the literacy and numeracy framework needed more emphasis using a variety of pedagogical approaches (Welsh Government, 2015). 
Estyn’s 2018 document reported that training in readiness for the Foundation Phase had been offered to practitioners working within the early years. This was divided into eight learning modules Which were delivered by the local authority education advisors and a Foundation Phase conference which all early year's practitioners were invited to. Support was always available from the Foundation Phase advisory team and Foundation Phase guidance materials were published. However, 27% of the surveyed schools felt that the guidance material was too lengthy. Informative booklets were also published for all setting which were reported to of arrived too late for the practitioners to educate themselves before being asked to deliver (Estyn, 2018). 
Maynard et al (2013) reported that there were no set targets or monitoring for practitioners in completing these training modules. This was detrimental to the understanding on the delivering of the curriculum as there was no urgency for practitioners to attend. With no urgency some senior leadership did not see the early years as important. With smaller child: adult ratio, schools needed to invest in more practitioners. With some of the schools who did not take on the Foundation Phase fully this was not prioritised. The Foundation Phase ethos requires more practitioners so that a child centred approach can be achieved, giving the children more attention for smaller group work. When this happens, a well-balanced practitioner led, and child-initiated learning will happen (Estyn, 2011 p.12). 2011 Practitioners who missed these training sessions missed opportunities to understand the terminology and the ethos attached to the Foundation Phase (Estyn, 2011 p.1). Understanding a play-based curriculum is vital in the delivering of it. What does this look like? What do child initiated, sustained shared thinking between child and adult, open ended questions and developing activities from children’s interest mean? Interpretations of this can be different. Consistency was missing. Pre knowledge and training is essential in the delivering of it (Maynard et al 2010).
Wales is facing curriculum changes with the imminent role out of both the Donaldson new curriculum for Wales (Welsh Government, 2015b) and the Enabling Pathways (Welsh Government, 2021b). The new curriculum for Wales is designed around Four purpose headings and six areas of learning and experiences. It is aims based rather than subject based. Both the four purposes and the six areas of learning and experiences need equal importance for the curriculum to work (Gatley, 2020). However, Gatley believes the Government guidelines which have been issued do not explain how the areas of learning and experience connect and contribute to the four purposes of learning. Without clarification of these connections' consistency will not be achieved.
 What have we learnt from the previous delivery of the Foundation Phase, so that the same mistakes are not being made again. Already the Welsh government proposed that the finalisation of the new curriculum was to be by January 2020 and that all maintained setting are to be rolling out the curriculum by 2022. Evans (2022) states that there was no implementation date to bridge the gap between finalisation and delivering of the new curriculum. Evans also reports that even the most inspirational curriculum would mean nothing if the professionals who were delivering it do not understand it, and do not know how to deliver it to the way which it was intended. He also believes that the Government need to build a consensus around the new curriculum's key principles. Working closely with professionals in deciding on these so that consistency between schools is made. He also points out that The Welsh Government has given too much autonomy to the New Curriculum. This curriculum was intended to be delivered independently by schools without dictatorship led from the Government. Evans also suggests that there is a difference between a government led and a government facilitated curriculum. Support to schools throughout is needed to ensure correct and consistency in the implementation. We now know that Knowledge and understanding by all adults involved is paramount. These adults involve professionals, community, and family members. Williams (2020) disagrees with Evans's viewpoints and states that extra money has been distributed in making sure that training courses and materials have been designed to support all leaders and practitioners who will be delivering the new curriculum. 
Williams also states the importance of the role of the Challenge advisors who are also there to support schools with the transition of the new curriculum. Connecting schools are encouraged to link together in understanding the designing of their curriculum, with consideration of the local content and enabling environment. Stakeholders' engagement is also paramount in the success of the new curriculum for Wales Williams also suggests that building up a co construction of learners, families, and community is encouraged and supported by the government in the implementation. 
This community way of working was also reinforced in a report written by the United Nations Educational Scientific and Cultural Organisation (2015) it was noted the importance of employing motivated, professional, and well-informed staff when working with children and their families for the early years curriculum to work. In the Scandinavian countries they also place a high importance on the early year's education and the role of the children’s families. The Scandinavian countries, Finland in particular state that parental involvement plays a huge part in a child’s future academic achievements. They believe that good relationships between early year practitioners and children’s parents have an impact on their home learning as parents gain an understanding of early years education and what they can do to support this (Uusimaki et al). However, in 1977 Bernstein argued in a report written by Power (2019) that children from poorer less educated families are disadvantaged as they may not have the material resources, knowledge, language, and communication skills to provide the secondary learning experience (Power, 2019). Williams (2020) has also acknowledged this and invested more Government money into resources for disadvantages areas. This need for educational resources was highlighted by the recent pandemic where schools moved from classroom learning to home based learning. This home school learning highlighted how many children were unable to access their education online due to the lack of iPads/books/stationary. Welsh Government have invested money so that every child was able to receive their own iPad to access this way of learning. Involving the children’s family and community in their learning supports Bronfenbrenner's ecological system (Aubrey, 2019 p. 153). He believed that the environment (immediate and wider) around the child has a significant impact on a child’s development. Being around different cultures, beliefs and values broaden their knowledge to learn about the world around them and influence their views (Aubrey, 2019, p.155). 
Greater support is needed for families to gain positive relationships. This in turn provides both parties with an insight to a child’s educational life (Hakyemez-Paul, 2018). Wales have acknowledged this by encouraging schools to involve parents, carers, and stakeholders in the development of their new curriculum. The importance of everyone understanding the school's vision, values and ethos is the answer to its success. It is also essential for parents and carers to be involved so that a greater understanding of their involvement can be addressed, positive relationships can be built so that an understanding of learning support can be given to their child (Welsh Government, 2021c) Wales have also given the learner a voice in making sure they are informed of the latest changes and are given opportunities to be part of the decision and choice making. This also supports the 1992 United Nations Convention on the Rights of the Child (UNCRC, ND) Article 12 states that: ‘All children have the rights to express their views, feelings and wishes in all matters affecting them, and to have their views considered and taken seriously.’ 
We have learnt that to implement a successful curriculum strong leadership plays a vital role in making sure that clear communication is made throughout, that training is disseminated though to the workforce and attended so that a shared purpose is made; knowledge is communicated, and good practice is made visual. We need motivated, knowledgeable, well-informed, skilled practitioners who have the resources to develop activities of interest to their learners. Everyone needs to understand their roles and responsibility within the implementation; collaborative connections between schools and community networks need to be made so that areas of expertise and resources can be shared; continuous evaluation is made and adapted accordingly. Regular consultation and engagement with leadership and stakeholders need to be made to check the delivery of the curriculum (Schleicher, 2020).
2. The Unique Child
Assessing children is an essential way of finding out where the children are developmentally, physically, and cognitively. Without this vital knowledge activities and learning experiences for the right stage cannot be planned for. During these assessments, strengths and weaknesses may be found so that interventions can be made and referrals to other professionals can be addressed. These early interventions play a vital role in the child’s future learning (Donaldson, 2015). Assessment is a way of practitioners to make an informal judgement about a child’s way of learning (Stevens, cited in Moylett, 2014). However, Dubiel (2016) states that assessments are not a standalone ‘test’ activity which is complete to feed into a formula of data and statistics. This way of assessment tends to look at the negatives; what a child ‘cannot do ‘or ‘do not know’ this can have a negative impact on a child’s perception on themselves and their self-esteem (Carter and Nutbrown 2013).
From the beginning when assessment was standardised, they have always been controversial. Standardised testing was a test where children received the same questions which they then all had to answer. This was then marked by comparing the performances of each individual child before a score was given (Akers, ND). This way of testing does not consider the unique child. According to Simpson (2016) she reports that this way of testing creates unnecessary stress and negative emotions on a learner. She also claims that tests may cause other health issues including sickness, stomach-ache, headaches, depression, sleep deprivation, poor school attendance, negative behaviour, and poor mental health in children. If a child is feeling that way, then an accurate and true reflection cannot be made. She also, argues that these kinds of assessments do not consider any additional information which is needed to support the child so that a diverse and fair assessment of the child can be made. 
During the late 1960s Bruner and previously Bernstein claimed that assessment criteria did not cater for children who did not stereotypically fall into the main social group (Aubrey, 2019). This way of assessment opened many discussions on fairness. From the late 1960s to the 1970s a new theory of learning was being questioned; This was a Performance based/authentic assessment was seen to be a more beneficial form to assess individual learning. This was seen to be a fairer, personal, and more of a diverse system (Tieney, 2013). Hutchins (1996:7) cited Dubiel (2016) defines the process that assessment should not be seen as a negative thing by practitioners but as a celebration of achievements which will help the children move forward to the next goal’. 
 Following a child centred approach, (Stevens, cited in Moylett, 2014) Which was first defined by Jean Jaques Rousseau in 1762 (Koops, 2012). It allows the practitioner to observe a child’s In-depth interest, they may support and scaffold the child by providing the resources for future learning. When observing the child as ‘unique’ the practitioner can plan for and make observations on a deeper level. Stevens, 2012, as cited in Moylett ,2014 acknowledges this and claims before assessing; any additional learning needs, learning styles, achievements to date, language barriers, cultures, disabilities should be considered. Support and resources can be accessible to make it an equal learning opportunity. 
Assessing the child as ‘unique’ instead of looking at assessing all children with the same tool has benefits for children who may have English as a second language. Individual observations is a fairer system. When ‘testing’ was a way of assessing the children these children may of displayed low in the scoring level not because they could not do something which was being asked of them but because they did not understand what was being asked of them. In their first language and being around that language they may of achieved it. Observing, recording, placing the necessary support and planning next steps is a more relaxed and less stressful time for the children (Welsh Government, 2015c).
When planning and assessing, the importance to view each child as unique is essential. Children grow and learn at their own pace so observing, assessing, and finding out their interest at each stage is important for learning to happen and for challenges to be made (Birth to five matters, 2021). Both Piaget and Vygotsky believed in this way of planning and assessing. They believed that each child is unique and that they all have their own character, interests, and individual learning styles and this should be reflected in their learning (Martin, 2021). It is not, what we as practitioners think the children should be by using mindless developmental tick sheets but where the child is, what they already know and what they understand. The practitioner's role is to gather this information and with their professional expertise and knowledge support and plan for the individual child's next steps (Drummonds 1993 cited in Dubiel 2016). 
To be able to provide these opportunities for learning when a child joins a setting for the first time, it is essential to work with their family. Finding out likes and dislikes, what they are learning at present, how they communicate, interests, how they play and explore and any other relevant information which would be beneficial in their learning (Stevens, cited in Moylett, 2014). Both the Scandinavian, and the New Zealand Te Whariki education systems place an importance of working with the families and involving them in their child’s learning journey (Taguma et al 2013). Once the initial information has been gathered from the child’s families, reflections need to be made and the question asked, ‘What do I now know about this child?’ Once this question has been answered, only then can the practitioner plan what is meaningful to the child using what interests them, their learning preferences and most importantly making sure that they feel safe and secure in their unfamiliar environment (Whalley, 2021). However, at this stage practitioners are reliant on the honesty and accuracy from the parents. If the information which is gather about the child is not, then it will not be beneficial. Dubiel reports that It would have a negative impact on a child’s learning if it were not. By recording inaccurate information for example that a child was lower than their level of development, future planned activities may miss the child being challenged appropriately.
Within the Foundation Phase several assessments are used. The first one is a skills ladder this is reviewed using a ‘Formative’ assessment. It is to find out about the individual child so that the practitioner knows how best they can support and develop them. They can gage an accurate and authentic opinion of the child’s knowledge and understanding and where they are at present so that future planning on their development can be made. Alongside the ‘formative’ Practitioners use ‘summative’ assessment; these are timely records of any specific achievements which the child has made, these will feed into the ‘formative’ assessment. Practitioner may also record and document evidence from their findings to support the assessments. One of the ways of recording the evidence is to use ‘Learning Stories.’ 
Learning stories derived originally from New Zealand as a key evaluation tool to monitor a child’s individual development. They are formulated by the practitioner using photographs, children's quotes, and comments and are a way of analysing the children's strengths, skills, language, personality, likes and dislikes. The practitioner describes what was observed by using strands of the Foundation phase. This also explains what the children have learnt by taking part in their chosen activity (Alexander, 2022). These stories may be a paragraph long or longer. There are no age restrictions to these stories. The benefits to this are that they can be used from a baby room in a day care setting right through to a school setting. Alexander also  says that Practitioners can return to these stories to review the child’s progress and to plan next steps. Learning stories are an easier and child friendly way of recording a child’s progress. Families get an insight to the pedagogies of what children learn through play (Knauf, 2019). They also give a sense of belonging and identity, children can see what they have been doing and what they have been learning. This raises their confidence and self-esteem (Nixon, 2017). However, Alexander (2022) also reports that they are time consuming, and practitioners need to collect detailed notes and photographs so that they can remember what they have heard and seen. This note taking is vital as the practitioner may not get time to put together the story until their next non-contact time. There is also a cost implication too; If a practitioner has been assigned to a child’s particular focus activity, then cover is needed by another practitioner. This can be an expensive form of assessment if every child requires a story every term. These learning stories are also dependent on the practitioner’s views and values when writing it. Incorrect interpretations of a situation can be detrimental to a child's next steps. They are also reliant on the use of digital cameras and computers in the creation of them, some settings may not have the luxury of purchasing these items (Alexander, 2022). Learning stories are an asset to recording the children developmentally, however they cannot be used in isolation. They are a good starting point but other forms of assessment are required to unpick the child further. If from a learning story you observe a child with an issue with communication, then another form of communication assessment is needed for example a WELLCOMM assessment. WELLCOMM is a speech and language screening tool for the early years, which helps to identify speech and language delays and difficulties. Importantly it is not a ‘test’ but a none invasive observation led assessment which highlights the level a child’s speech and language is currently. It works on a traffic light system which helps the Practitioner understand where the child is and what the next steps maybe (Thornton and Brunton, 2014). 
The way we assess early years has been inspired by the Scandinavian way of assessment in particular Reggio Emilia. The concept in Reggio Emilia is the importance of making the child’s learning visible. To do this the children’s learning is recorded using photographs, videos conversations. It is a more holistic approach. Instead of displaying the child’s finished product it’s about celebrating the process rather than the outcome (Aubrey, 2019).
With the impending new Curriculum for non-maintained and maintained settings the use of assessment it crucial in the success of it. In both Curriculums they highlight the need of observing, supporting, and planning next seps with the unique child in mind. Progression is one of the focal points by offering the children experiences which are meaningful to them in a holistic and individual interest to them.
3. The importance of provocations within an early year's curriculum.
When we talk about provocations within the early years what does this mean or look like? Provocations are a Reggio Emilia inspired way of teaching (Moss, 2016). They are open ended activities which have no planned outcomes. These may be one object or a group of objects depending on the child/children's interest; the adult may have seen these interests through an earlier observation. These provocations originally come from the child. It may have been brought in by the child from home, a holiday, trip, a celebration, something which interested them on their way to the setting, something found in nature (seasonal), environmental for example light and shadows, a new creative medium or a new experience which they have recently been exposed too (Durand, 2016). Regardless of the provocation whichever one is used to interest the child they are designed to stimulate and provoke further questioning, ideas, imagination, and interests further. Children will take the provocation in different areas depending on their skills, stages, and interest. Because of this, children are engaged to a prominent level. Only when this happens learning will begin (Smith, 2021).
What is the adult's role?
The adult's role within these provocations is an important one. They are there to firstly see what the interests from the child/children are and then to supply the resources to stimulate and challenge them further. The adults are there to support this resource depending on the child/children's interest (McGillivray, 2013). For example: A child may have returned to the setting bringing with them a balloon in the shape of a bride. During a chatterbox session the child may want to tell the other children about the balloon, where it came from? What it is? This may provoke several questions and interests. Some children may be interested in pulling the balloon down and watching it pop straight up; Why does this happen? They may be interested in the wedding itself; what is a wedding? where did it came from? Why was it in the wedding? they may be able to relate it back to a similar experience where they attended a wedding themselves. This may trigger a role play activity. They may be intrigued in the way the balloon floats and bobs high in the air, why does it do that? These interests support that all children are unique, this way of learning celebrates this by giving the child a voice, listening to this voice, and acting on it. This also gives the child a sense of belonging. The adult is not there to give the answers to the child/children but there to support the questions and then supply further resources where the children have opportunities to find the answers themselves or to place them on the right track into finding the answers. The importance of the adult is to work in partnership with the child/children. Children learn a deeper understanding when they research, work out and sometimes fail in finding out the answers to their questions (Smith, 2021).
It is the job of the adult to see and record these interests and questions. Recording what the children know already and what exactly interests them the most. Never assume what the interest may be. Further observations need to be made to unpick what they are questioning. However, this is a good starting point. It is a non-invasive way to assess where the children are with their knowledge and understanding. 
What is the difference between provocations and invitations to play?
According to Smith (2021) she explains that play invitations is something which is planned from the adult to provoke interest and questioning. It may be an area or activity of learning which has been set up to see how they approach it. Judd (2017) also believes this and believes that provocations come from the child from an object or experience which they have taken an interest from. 
Does the Foundation Phase and new Welsh curriculum support these provocations?
Yes, it does. Providing children with provocations, allows a child to cover all four purposes of learning. Both the Foundation Phase and the New Welsh curriculum place an importance on following a child's own interest, leaning for themselves and in partnership to find the answers to what intrigues them (Welsh Government, 2021b). This way of learning supports the children to become:
 Ambitious, capable learners
The children can look for and enjoy their set challenges. When the interest has come from the child, they feel motivated and confident to take control of their own learning. They are gaining knowledge and can then apply this knowledge to a different context. When following their own interests this allows them to gain more knowledge which triggers questions and opportunities to problem solve. This also gives them opportunities to explain their ideas and any concepts which may be attached to them to their peers or adults surrounding them. Depending on their research methods in finding answers this may give them opportunities to use digital equipment. This research can then lead to the children critically evaluating their findings. These are all essential life skills (Donaldson, 2015) (Donaldson, 2015).
Enterprising, creative contributors 
Provocations can supply opportunities for the children to create ideas and thoughts for themselves. Creating these ideas can supply opportunities for risks to be taken. If the provocation has provoked several children in an analogous way, then opportunities for the children to work in a team could arise. This then supplies opportunities to take turns, listen to other people's ideas and opinions, and gain confidence to try these ideas and face challenges if they arise. Working in a team also allows children to play a variety of roles for example becoming a leader, using specialised skills, or learning a role which they have never experienced before (Donaldson, 2015). 
Ethical, informed citizens 
Using Provocations allows the children to evaluate and form views. Because they have been learning and finding out more about their own interest, they are more inclined to stick with and challenge themselves further as they learn more about their topic. This in turn will teach them of the impact of their actions when making choices. This impact and choice making will then educate the children in learning about the culture and community which surrounds them and respecting the rights of themselves and others as a member of a diverse society (Donaldson, 2015).
Healthy, confident individuals
Developing confident, resilient, and empathetic individuals is the goal. Provocations allows children to develop in this way due to the interest coming from themselves. If the provocation takes on a team interest, then the children gain knowledge in forming positive relationships based on trust and mutual respect. These learning experiences also allow children to gain transferable skills and knowledge in everyday life. (Donaldson, 2015).
Next time you receive a box. Just remember, to you it may be just a box but to someone else it could be a car, rocket, cot, castle, or dolls house......The list is endless! And that is why provocations are a wonderful asset to learning.
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