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Section 1
The introduction of the Foundation Phase in 2008 saw a shift from a more formal learning approach that was carried out under the Key Stage 1 National Curriculum to a more developmental, play based and experiential learning approach to teaching and learning (Kingston and Siraj, 2017 and Taylor, Rhys and Waldron 2016). The approach highlights the significance of the children and the importance of their wellbeing, while promoting a balance between adult led and child led activities within a range of different outdoor and indoor environments (Welsh Government, 2015a).
The Foundation Phase is the current statutory curriculum for all children aged three to seven and includes seven areas of learning: Personal and Social development, Well-Being and Cultural Diversity, Language, Literacy and Communication Skills, Mathematical Development, Welsh Language Development, Knowledge and Understanding of the World, Physical Development and Creative Development. The Foundation Phase was introduced with the aim of making learning more child appropriate and led, effective and enjoyable whilst encouraging children to be imaginative and creative (Welsh Assembly Government, 2009), due to the want and need of introducing more developmentally relevant activities into classrooms and settings. Which resulted from practitioners worries and apprehensions about formal approaches within early years education, as introducing children to formal education before they are ready can result in lower standards with some underachieving (Waters, 2016 and Taylor, Rhys and Waldron, 2016). 
The Welsh Government (2015a) has proven within their evaluation of the foundation phase document that since the implementation of the Foundation Phase, practitioners believe children are gaining increasing independence and confidence, due to the increase in child-led and initiated playing and learning. This supports Piaget’s theory that children build knowledge and learn best through actively engaging with others and their social environment (Bates, 2019), which as a result, improves their personal, social and wellbeing development (Welsh Government, 2015a and Siraj, 2014). However, there are many concerns that the Foundation Phase is too wide-ranging, which may explain why some topics such as history, geography and science are being forgotten about and not taught, and why teachers are afraid to abandon pedagogies from the Key Stage 1 curriculum for fear of a drop in expectations due to the Foundation Phase (Welsh Government, 2015a). It is further stated within the evaluation of the Foundation Phase document that since the implementation of this play-based curriculum, Welsh Language Development and Mathematical Development has seen the least improvement due to it not being as embedded into the curriculum like other subjects, such as communication and wellbeing (Welsh Governme2015a).
Researchers also believe that the introduction of a play-based curriculum is affecting children’s transitions from the Foundation Phase into Year 3. Key stage two teachers reported that the Foundation Phase is impacting children negatively in the preparation for Year 3 as children are becoming too dependent on the presence of additional practitioners and the presentation of work, writing skills and concentration levels are decreasing due to the increased use of the outdoors and a play-based approach (Welsh Government, 2015a). Wales Institute of Social and Economic Research and Data (2016) held a conference with practitioners and identified there is a need for more overlap between the Foundation Phase and Key Stage 2, and while the Foundation Phase is still in place, further training regarding the Foundation Phase Profile is needed.
The intended outcome of this piece is to evaluate whether the implementation of the Foundation Phase supports and encourages outdoor play and learning. 
The initial aim of the Foundation Phase was to move from a curriculum based on formal education and assessments and place a heavy focus on experiential and active learning and play, within the use of the outdoors (Davies and Hamilton, 2018). Outdoor learning is seen as such a vital element that it is now viewed not as a bonus to the foundation phase, but inclusive of the Foundation Phase (Welsh Assembly Government, 2009).
Outdoor learning and play are so beneficial and important to the development of young children, that an indoor only based education and curriculum is not enough to meet their needs and allow them to develop (Davies and Hamilton, 2018). The outdoors enhances and benefits young children in all aspects of their growth, development, health, and wellbeing (Cooper, No Date), as this environment provides them with many of opportunities to promote their learning and cognitive development, physical and gross motor development, social skills and communication as well as their mental health and well-being (Harris, 2017 and Cooper, No Date). The use of the outdoor environment also allows children to gain a better understanding of the world around them. Being outdoors exposes children to the natural world and provides them with experiences that the indoors wouldn’t be able to offer, such as being introduced to different lifecycles, habitats, plants and animals and direct exposure to weather and seasons (Council for Learning Outside the Classroom, No Date). All of which is highlighted within the Foundation Phase outcomes, as it states children should be given the opportunity to investigate indoor and outdoor learning environments (Welsh Government, 2015b).
The effectiveness of the use of the outdoors being implemented and used due to the Foundation Phase is difficult to evaluate as each setting implements the curriculum and the use of the outdoors differently (Mandukwini, 2016). 
Forest Schools is an approach to outdoor education that has been shaped to suit schools and meet the demand of outdoor learning (MacQuarrie, 2018 and Leather, 2016), therefore is supported by the Foundation Phase due to it promoting children being given the opportunities to undertaking learning in indoor and outdoor environments (Welsh Government, 2015b). Seeing the successful introduction of Forest Schools within Scandinavia embracing child-initiated learning and learning through play (Harris, 2017), has resulted in many settings within the UK adopting this approach, attending training sessions and developing their own Forest School areas (Welsh Assembly Government, 2009). Settings who follow the Forest School approach and adhere to a set number of sessions, have the advantage of adopting a whole-school approach and implement learning outdoors more successfully (MacQuarrie, 2018 and Forest Schools, No Date), and as a result better implement the Foundation Phase. 
A variety of factors affect the implementation of outdoor learning, including safety concerns. With the increase of health and safety measures and policies, and the stigma of outdoors being linked to risks and accidents (Health and Safety Executive, 2012) many practitioners lack the confidence to and feel wary of providing children with challenging experiences outdoors (Passy et al, 2019 and Leggett and Newman, 2017). Even when these experiences are being provided, health and safety is restricting children from fully exploring and participating in child-led learning. Access to and opportunities within this environment are also negatively impacted (Maliyok, 2015). However, allowing children to experience risks is an essential part of their play and learning. Risk taking teaches children how to deal with them and identify their own abilities and capabilities in order to prevent any accidents or harm to themselves (Maynard and waters, 2014 and Bilton, 2010). Therefore, it is important that a balance is found as putting so many restrictions and limits on children and their outdoor play obstructs their development (Burssoni et al, 2019). 
A further factor affecting the implementation of outdoor learning and the Foundation Phase is lack of practitioners’ knowledge regarding the curriculum and the benefits of outdoor learning. The Independent Stocktake states that the understanding of practitioners, and then their ability to put their skills and knowledge into action is the key to successful implementation of the Foundation Phase (Siraj, 2014). The Welsh Government (2015a) supports this statement and suggests within their Evaluating the Foundation Phase Document that practitioners should be provided with suggestions for action on how to implement the Foundation Phase, follow-up training needs to be enhanced and within Initial Teacher Education Courses, a greater focus on the Foundation Phase should be placed. Due to this lack of understanding and support, the outdoors is often not used correctly and to its advantage. Practitioners often create a separation of play and learning, leading to the belief that learning occurs indoors and play occurs outdoors (Leggett and Newman, 2017), and often using the outdoor environment as a reward of good behaviour or for the completion of work (University of Nottingham, 2017). On the other hand, the lack of practitioners’ enthusiasm regarding outdoor learning has also resulted in the lack of use and in some cases, settings with this view are unlikely to promote the outdoors as a positive experience and have used the access to the outdoors as a form of punishment (MacQaurrie, 2018). This view should be discouraged as outdoor learning is fundamental in the early years and contradicts the aims of the Foundation Phase and early childhood curriculums that promote learning and play in both environments (Leggett and Newman, 2017 and Welsh Government, 2015b).
Lack of budgeting and funding to schools can be viewed as another factor which affects the use of outdoor learning. Despite the increase of outdoor play and learning being promoted, outdoor learning is being used less in schools, due to budget cuts (Pearce, 2015), which is failing to meet the demands of the curriculum. Research has demonstrated that when practitioners and headteachers were questioned regarding difficulties of implementing the Foundation Phase, more than 60% of responses were regarding funding (Welsh Government, 2015a and Siraj, 2014). A lack of funding from the government is resulting in a lack of outdoor equipment and suitable outdoor spaces, as other forms of equipment such as technology and stationery are being viewed as more essential (The Guardian, 2019). The National Education Union (2019) and Pearce (2015) have proven that budget cuts lead to spending being prioritised, often firstly taking away funding for physical and outdoor education and field trips, which is affecting children’s right to explore, learn and develop in the outdoors. The staff-child ratio is also being impacted due to this, with many teaching staff being made redundant, which is affecting the quality of teaching and the subjects being taught within schools (The Guardian, 2017) and the ability for outdoor learning to take place. However, with the Foundation Phase improving the staff-child ratio, with the aim of providing each child with a more personalised learning experience, and providing funding for this change, there should be improvements to these barriers (Welsh Government, 2015a). 
Davies and Hamilton (2016) state within their research that practitioners often identify the weather, rain in particular, as one of the issues which prevents them from using the outdoor classroom. Practitioners often see bad weather and rain and from their own teacher preference decide the weather conditions are not appropriate for outdoor learning and play to be undertaken (Goodling, 2016), without taking into consideration the benefits of different weather conditions. Different weather conditions, including the cold and rain tends to boost children’s immune systems, increases moods, and provides opportunities for problem solving and cognitive thinking (Young People’s Trust for the Environment, 2020 and Hamid, 2018). However, The Foundation Phase promotes the use of the outdoors, whatever the weather, as children should be provided with chances and opportunities to explore and investigate indoor and outdoor learning environments, including natural conditions as they occur (Welsh Government, 2015b), as well as the opportunity to explore how locations change over time, such as the seasons and the weather (Welsh Government, 2015b). Through learning this actively and first-hand, it supports theorist Piaget who believes children learn best and construct knowledge from active, hands on learning and experiences of the world around them (University of Nottingham, 2017). However, although it is promoted, it is important that safety measures are put into place to protect children, and inclement weather where their protection and wellbeing can be jeopardised, are discouraged (Spinney Day Nursery, No Date).
Therefore, the introduction of the Foundation Phase hasn’t been as successful as intended, hence the introduction of the New Curriculum, which has been brought out to be introduced within settings in 2022. Donaldson (2015a) states within his Successful Futures publication learning should be defined through progression steps, with each step including a variety of achievement outcomes rather than the curriculum being divided into phases, as this is no longer viewed as appropriate. Additionally, Donaldson identified the lack of teaching in certain subjects, particularly mathematics and the welsh language and therefore introduced six areas of learning within the New Curriculum and highlighted teachers and practitioners should be responsible for literacy, numeracy, and digital competence (Donaldson, 2015a). 



Section 2 
Assessments within the Foundation Phase are deemed essential as assessments are a necessary and essential component of learning and teaching (Donaldson, 2015b), that can gather an ongoing summary about certain aspects of children’s knowledge (Meisels, 2001 Cited in Notari-Syverson and Losardo 2004). The Welsh Assembly Government (2009) state the main purpose of carrying out assessments is to allow for practitioners to identify where each child is on the educational ladder in order to identify any difficulties, needs and areas of weaknesses which need extra focus and support, creating a holistic picture of each individual (Education Scotland, 2021 and Welsh Assembly Government, 2009). Assessing, reflecting, and identifying progress of pupils should be done over time in order to gain the best understanding and to avoid making a one-off, ill-informed judgement on the overall achievement of the learner (Hwb, No Date). 
The Foundation Phase child development assessment profile was introduced with the aim of providing a baseline assessment for each individual child, by assessing each child in a six-week time frame upon entry of full-time school. Through observations of children engaging within the setting, they are assessed by using the six development areas including personal social and emotional, speaking and listening, reading and writing, sort, order and number, approach to learning, thinking and reasoning and physical (Welsh Assembly Government, 2011).  Additionally, the Foundation Phase also requires a mandatory assessment when pupils reach the end of the Foundation Phase, just before transitioning into Year 3. The Foundation Phase Framework outcomes must be used, assessing children within four areas of learning, including mathematical development, language literacy and communication skills, personal and social development and finally well-being and cultural diversity (Welsh Government, 2019, European Commission, 2019 and Simraj, 2014). 
Observations as a way of assessing children, particularly within their natural environment is one of the most developmentally relevant assessment methods for determining and meeting a child’s unique needs (Thornton-Lang, 2012). Observations are the most natural way of assessing children as it provides you with a first-hand look at their ability, therefore providing more reliable and accurate results (Cherry, 2019 and Vinney, 2019). Observations often occur naturally without planning, without practitioners realising they are being undertaken, which benefits the children as they’re not aware they are being observed. This can then provide the practitioner with a more accurate picture of the child and their abilities (Pacey, 2106 and Turupcu, 2014). 
However, a negative aspect revolving observation within early years is the possibility of bias results. It is often that when the practitioner undertaking the observations already has a relationship with the child being observed, they may mark the child based off previous knowledge more favourably or often may be more critical (Tassoni et al, 2014). Furthermore, children often identify and suspect when they are being observed which often results in a change of behaviour which may not be a true reflection of their development and abilities, also known as the ‘Hawthorne Effect’. As a result, impacts the reliability and validity of the results (University of Oxford, 2017, Welsh Assembly Government, 2008 and First Discovers, No Date). 
When including assessments into the curriculum and undertaken them within settings, the uniqueness and individuality of each child needs to be considered (The Independent, 2019). All children deserve and have the right to be treated equally, which is supported by the United Nations Convention on the Rights of the Child (Unicef, No Date), however, considerably more so when assessing their development. To allow this process to occur practitioners need a complete and personal understanding of each child and their abilities and effective procedures need to be implemented (National Research Council, 2008). The Early Years Foundation Stage within England recognises and values each child’s differences and individuality and as a result included ‘A Unique Child’ within one of their four themes, stating every child is a unique individual who is always learning and who is capable of being resilient, optimistic, confident, and self-assured (Department for Education, 2017). 
Researchers state that summer-born children are at a disadvantage compared to their peers regarding assessments, as children born in summer months including July and August are almost a full year younger than their peers born in September, giving them a longer period to learn and develop (Closer, 2014) putting them at risk of missing the early years benchmarks and outcomes (Ward, 2017 and Independent, 2019). Similarly, premature babies are also at this educational disadvantage as their premature birth can lead to them being placed in an older school year (The Times, 2019), with researchers arguing that premature babies’ school admission date should be dependent on their due date rather than their date of birth (The Independent, 2013). One in every three premature babies has lower Key Stage 1 outcomes than those who are delivered at full term, as well as more than a third having special educational needs. These statistics and the educational disadvantage may be due to neurodevelopmental disorders that occur as a result of premature births (Baranowska-Rataj et al, 2019 and The Independent, 2013). 
An additional impact on a child’s learning and assessment outcomes can be cultural differences and English as a second language. Students entering a multicultural classroom are already at a disadvantage since they must learn how to interact with strangers, and their unfamiliar language and cultures. Which, in order for them to gain knowledge and achieve, requires specialised learning techniques and practice (Alsubaie, 2015). Siraj (2014) identifies the importance of practitioners and settings adapting to each child’s individual needs, as within society today, with children from numerous home environments and cultures, communities are becoming more culturally diverse. 
The wording of assessments can be interpreted and perceived differently by children from various cultural and linguistic backgrounds, which as a result can affect the validity of the results and is starting them off at an unfair disadvantage (Bornman et al., 2010). Educational settings need to ensure their practices are inclusive and their practitioners have a wide understanding of different cultures, and that all pupils are different (Sharma, Loreman and Folin 2011). In order to prevent these disadvantages, Bornman et al. (2010) believe that test translations should be available to these children to give them a fair chance, but the practitioner carrying out these linguistic and cultural translations must be someone who can speak the required language and represent the culture. However, this may not be something that is always available within settings.
The role of the adult and their own understanding during assessments can also affect the outcomes and reliability. Assessing and observing, recording and documenting and then planning next steps and putting these into action is all the role of the adult during assessments (Welsh Assembly Government, 2011). However, the effectiveness of these assessments and the reliability of the documented results can be dependent upon whether the assessment was carried out effectively (OECD, 2008 and Nuffield Foundation, No Date) and the practitioners understanding of child development. Department for Education (2011) state it is essential that all staff who encounter and work with children have a basic understanding of child development, as understanding development is critical for determining and deciding what constitutes and maintains children’s protection, wellbeing, and education.  It is often that practitioners carry out assessments without undertaking training regarding these assessments, leaving them not feeling confident enough to do so (Millard, 2017), therefore due to this, Millard (2017) and Stiggins (1993) have argued assessments should be included within teacher training. This lack of understanding regarding assessments can affect the reliability of the results, which is unfair to the children being assessed, as unreliable and inaccurate results can lead to the incorrect amount and the quality of support and education the children receive (Hartell, Gumaelius and Svardh, 2015). Similarly, in many school settings as well as in-class support, many teaching assistants carry out and record assessments due to pressure and time constraints on teachers (Department for Education, 2019). Likewise, teaching assistants are on the front line, working very closely with the teacher during lessons where Assessment for Learning is a part of everyday teaching (Key Stage 3 National Strategy, 2005). However, Bousted (2016) argues that teaching assistants are being exploited and are put under increasing pressure when they are required to carry out responsibilities which are not within their job role. Moving teaching assistants from supporting pupils to covering teacher roles will affect many pupils’ learning and development (Bousted, 2016). Teaching assistants often lack training regarding assessments and often pick up how to carry them out from teachers or other members of staff, again, this lack of awareness can result in poor results and outcomes, which is unfair on the children, as well as the teacher’s reputation and may not be a true reflection of the school’s performance (Shavelson, et al., 2010) Furthermore, in instances where teachers and teaching assistants undertake assessments, there is a possibility of an inconsistency in results. In order to achieve consistent results, each assessor must share the same understanding of the assessment process (Further Education Support Service, 2015). 
The implementation of the foundation phase has developed a tension between a curriculum that focuses on experiential learning and a play-based pedagogy which is focussed on a developmental approach with assessments that are based on age and relevant statements (Welsh Government, 2015 and Simraj, 2014). Age norms are used to describe typical success or growth for children within a defined age category (Salkind and Rasmussen, 2007), however, Donaldson suggests that the focus on ages and stages is no longer appropriate, therefore with the implementation of the New Curriculum, recommends a move towards broader, long-term outcomes which are obtained by achieving the expected outcomes that each of the progression steps require (Titley, Davies and Atherton, 2020). These progressions steps will be introduced on a continuum and have no alignment to specific year groups and ages (Donaldson, 2015) and will be introduced at ages five, eight, eleven, fourteen and sixteen, with no reference to the Foundation Phase and Key Stages (Welsh Government, 2019 and Titley, Davies and Atherton, 2020). 
In regard to the international Pisa tests, Scandinavian countries always score best, whereas Wales has been ranked the worst in the UK for the fifth time in a row (Wightwick, 2019), and within 2016, out of 72 countries, was the lowest scoring country (Wightwick, 2016). Which is clear evidence that a change in our curriculum, assessment process and teaching is needed. Within 2018, the average PISA reading score for Wales was 483, which since 2006, has remained stable. Within science the score was 488, 17 points lower than the average in 2006. However, although still not great mathematics has seen a considerable advancement since 2012 with a score of 487 in 2018 (Welsh Government, 2018). Which shows, no improvement and even a loss means the curriculum and approach to assessments is not working effectively. In comparison with Sweden who achieved 506 points in reading, 499 points in science and 502 points within mathematics (OECD, No Date). Proving, the Scandinavian approach to education and assessing is more effective and beneficial to pupils than the approach used within Wales. 
The regularity of tests in the United Kingdom ensures that all pupils are judged by the same tests and practitioners often just teach to do the tests. However, within Finland pupils are not required to wear school uniform and they do not carry out national examinations, schools league tables or inspections (Sandow, 2020). Pupils do not have to participate in GCSEs, SATS tests or entrance exams, and will only need to sit an examination if they wish to go onto higher education (Sandow, 2020 and Hendrickson, No Date). Therefore, it is suggested that it may be beneficial to implement and focus on elements of the Scandinavian approaches to education, learning and assessment into the New Curriculum in order to see a improvement (OECD, 2019 and OECD, 2015). 
Te Whariki’s approach of learning stories for assessing children within the early years is viewed as a beneficial strategy (Nyland and Alfayez, 2012 and Wong and Radue, No Date). Learning stories are a narrative, story-based approach to capturing children’s learning styles and desires in the classroom (Blaiklock, 2013 and Wong and Radue, No Date) and includes a record of what a child has been viewed doing by practitioners and parents and rather than what the child cannot do, has a great focus on what the child can do and is doing (Alexander, No Date). This approach provides practitioners with the opportunity to view children’s learning and development through different viewpoints that they may have not viewed and identified before when using traditional assessments (Brodie, 2014 and Wong and Radue, No Date), and has been praised for its accessibility and usefulness for parents and carers due to the collection of evidence being portrayed into a story with photographs (Alexander, No Date). Consequently, due to these benefits it is suggested that other countries implement this approach to assessments within their settings (Brode, 2014, Nyland and Alfayez, 2012 and Wong and Raude, No Date). Similarly, although not regarding assessments, the New Curriculum is set out with an aim to encourage and strengthen parent and settings relationships and engagement (Welsh Government, 2020).   



















Section 3 
Do practitioners really understand the benefits of play and use it to its advantage?
Early childhood development and education are considered incomplete without play. Play is fundamental to the early years and is thought to be important for how young children learn (McInnes et al, 2011). Play underpins curriculum guidance throughout the United Kingdom and is emphasised and encouraged through curriculums such as the Foundation Phase (Welsh Government, 2015b and McInnes et al, 2011). The Foundation Phase emphasises a practical, experiential, and play-based approach to learning in stimulating indoor and outdoor environments (Wainwright et al., 2016 and Welsh Government 2015b). However, is this fully understood and carried out by practitioners?

Benefits of Play 
Play, all the different play types and the environment in which they take place have many of benefits for children. Allowing children and providing them with the opportunities to participate in play is essential, as play is an important part of learning and getting children ready for challenges they will encounter later in life, both in childhood and in adulthood (Zosh et al., 2017). Additionally, opportunities to play and explore in childhood can help children’s life chances and growth, as well as lay the groundwork for improved health and a longer life expectancy than inactive children (Gleave and Cole-Hamiliton, 2012). 
A child’s core development is central to play (MacBlain, 2014), as play allows and promotes children’s physical development, social and emotional development, and the development of their language. It is evident that, children are at a serious disadvantage in their development if their play is restricted (Whitebread et al., 2012). 
Although there are many benefits in each developmental area, focussing on physical development, it has been proven that when children participate in physical play and activities from a young age, it aids in the development of strong bones, muscle strength and their lung ability (Gleave and Cole-Hamilton, 2012), all of which are vital elements of development in order to grow into healthy individuals. Promoting active play within settings is important as physical activity assists in helping to prevent obesity. With the rates of child obesity on the rise, shifting from 17.5% in 2006/7 to 21% in 2021 (UK Parliament, 2021), this encouragement is needed now more than ever. Moreover, expanding on the development of strong bones and muscle strength, similarly, play is one of the best opportunities for children to improve their fine and gross motor skills. With the acquisition and development of these skills, a child will have a greater chance of completing essential tasks and reaching milestones, such as the ability to feed and dress themselves and participate in day-to-day age related activities and produce and develop their handwriting as they grow up (Penfield Children’s Center, No Date). These skills are essential for everyday life as they grow older and can result in and affect independence.
Play has two important contributing factors to children’s developing abilities: language development and developing abilities to manage their own cognitive and emotional process or self-regulation (Whitebread et al, 2012). Play encourages children to put their newly learned language skills to use while also continually expanding their vocabulary. It is critical to make certain that each child has access to play opportunities, as well as opportunities to socialise with others, as through listening to and communicating with their peers and adults during play, it allows and helps children to improve their speech sounds and acquire and encourage language development (Oddo and Castleberry, 2018 and Kimberly, 2016).
There are many more benefits of play regarding children’s learning and development, for more information concerning this, a good, in-depth document to look at is:  http://www.playengland.net/wp-content/uploads/2015/09/a-world-without-play-literature-review-2012.pdf 

Practitioners’ views and understanding of play
Although learning through play is emphasised within the Foundation Phase, many practitioners lack understanding of the benefits of play and how to implement it into the curriculum due to the lack of training and support regarding the Foundation Phase (Welsh Government, 2015a). Practitioner’s lack of understanding of the benefits of play on children’s learning and development often results in play being used as a reward rather than being implemented into day-to-day learning (Leggett and Newman, 2017), which is not meeting the requirements of the foundation phase. Whitebread et al. (2012) shows that numerous practitioners view play as often being romanticised, due to children being able to learn and develop skills in many of different ways not just through play, such as through reinforcement, imitation and observation and trial and error. Many practitioners are wary of play, child-led activities and encouraging children to be make their own decisions, therefore an overreliance on adult-led activities within settings stems from this lack of understanding, a distrust of child-led activities and a reluctance to give children power and choice (McInnes et al., 2011). However, this may be viewed as unfair on the children as every child has the right to participate in child-led play and is going against article 31 of the UNCRC (Children and Young People’s Commissioner Scotland, No Date). 
In relation to play, there is a discrepancy between early childhood practitioners’ theory and practice. This along with these feelings of worry, lack of trust and understanding of providing a play-based curriculum and allowing children the independence to learn and explore may be due to the overemphasis on achieving goals and passing tests (Santer, Griffiths and Goodall, 2007) and the increased pressure of carrying out testing and assessments in order to achieve a good school status, which often takes up too much time to implement any play into day to day learning and education (Sherrington, 2018).
Practitioners are also under increasing pressure of when to allow child-led play and when to intervene and carry out adult initiated play, as early interference in children’s play will take away their ability and opportunities to learn from their mistakes and solve problems and social conflict (Santer, Griffiths and Goodall, 2007). Therefore, in order to prevent this from occurring, practitioners need a good understanding of the importance of child-led play and when is best to intervene and become a participant in the activity. When doing so, it must be done with caution so that the adult is not interfering with, frustrating, or ending the child’s play, but rather encouraging and expanding it (Maynard and Waters, 2014 and Santer, Griffiths and Goodall, 2007).  Aras (2015) argues that the involvement of educators and their role during play is thought to be the key factor in the connection between play and positive developmental outcomes. Play, according to theorist Lev Vygotsky, is an incentive for socially assisted learning, a central role in abstract thinking and a medium for fostering and promoting growth and learning (Bates, 2019 and Aras, 2015). Therefore, in order for play to be beneficial and allow children to learn from it, adult involvement needs to be balanced.
Despite research showing that risky play and allowing children to experience risks is extremely beneficial on their development (Maynard and Waters, 2014 and Bilton, 2010), many practitioners feel reluctant and weary of providing them with these opportunities under their care and supervision due to the growing concern that certain developmentally beneficial behaviours and activities are now viewed as risky and should be avoided (Little, Sandseter and Wyver, 2012), and the increased pressure of health and safety and parental concerns (Sevher-Kalburan and Irvendi, 2016). This adult caution and fear reduce children’s opportunities to set themselves challenges, take risks and explore and develop (Santer, Griffiths and Goodall, 2007). However, The Department for Education (2014) state children’s opportunities of experiencing a broad scope of activities and risks that are a part of normal life and beneficial to their development, should not be affected due to health and safety measures. Furthermore, theorist Susan Isaacs contributed to the examination of child-centred practice and play and states that during play children can convey their worries and alleviate nervous feelings, and that trial and error, taking risks and chances, first-hand experience and problem solving are the best ways for children to learn (Mickelburgh, 2018 and Isaacs, 1937).
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