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Section 1
The implementation of play based learning in the early years curricula requires constant analysis and assessment to ensure children are developing in to competent, capable individuals (Bubikova-Moan, Hjetland and Wollscheid, 2019). Evaluative research and reports review key factors behind the curricula ensuring good practice throughout settings. This assignment includes the rationale behind the curricula, theoretical reinforcement and the role of play in the learning.
[bookmark: _Hlk36143670]The Foundation Phase is a Welsh Government flagship policy for early years education aimed at 3 to 7-year olds in Wales. This policy marked a change from formal, skill centred learning to a more “developmental, experiential, play-based approach to teaching and learning” (Crown, 2013). The Foundation Phase curriculum is an ongoing framework  to meet the developmental needs of all children, including all stages of development, the framework merges the holistic development of children and their skills from previous learning and play experiences (Crown, 2015a). The Learning Country consultation results (NAfW, 2003, cited in Taylor, Rhys and Waldron, 2016) found ten weaknesses in early years education and eight weaknesses in Key Stage 1, with continual underachievement at roughly 20% of primary children, proving a remodel of the early years was required in both in England and Wales (Taylor, Rhys and Waldron, 2016, p2-3). The main aim of the Foundation Phase was to raise standards, tackle children’s developing needs, whilst ensuring positive attitudes to learning and to become active citizens who have benefited from their time in education (NAfW, 2003. P6, cited in Taylor, Rhys and Waldron, 2016).
The rationale behind the Foundation Phase was extracted from early years education in Scandinavia, New Zealand’s Te Whāriki and Reggio Emilia in Northern Italy (Taylor, Rhys, and Waldron, 2016).  Nevertheless, it strays from these models in three core ways. 
First, it has a strong links to structured outcomes, especially literacy and numeracy compared to the international theories (Taylor, Rhys and Waldron, 2016). Siraj, the head researcher of the independent stocktake of the Foundation Phase in Wales states a rigidity between the play-based pedagogy and the present specified statutory curricula outcomes, he noticed that little had changed in literacy and numeracy  from earlier Key Stage1 outcomes. (Crown, 2014, p20). In contrast, Reggio Emilia practitioners use a “progressive philosophy with its emphasis upon individual difference, pluralistic approaches and processes” (Soler & Miller, 2003, p65). Whilst the Te Whāriki  model visualises the curriculum “as a web or woven mat rather than a set of stairs” (Soler & Miller, 2003, p63).
Second, the structure of learning is still not entirely play based as it has some adult directed learning with a focus-based approach before enhanced and continuous learning can take place (Early Years Wales, 2017).  The Foundation Phase curriculum sees play as “marginalised” (Soler & Miller, 2003, p66). However, Reggio Emilia view the child as a “powerful partner who actively co-constructs” their own learning (Soler & Miller, 2003, p66). This can include working with a more knowledgeable other, linking with the Vygotsky (1978) theory (Cherry, 2019). Te Whāriki’s curriculum framework encompasses “strands and threads” to embrace the indigenous culture, parents and early childhood practitioners to work together to support their learning (Soler & Miller, 2003, p66). However, the Montessori Curriculum, is a child-centred learning framework combining holistic learning outcomes which is bespoke to the unique child focusing on their individual needs and interests (Montessori Academy, 2019). 
Third, the role of parents should be to work together with practitioners to develop their children’s learning and first-hand experiences rather than intervening to diminish the effects of educational disadvantages in the home (Taylor, Rhys and Waldron, 2016). The Stocktake found that the Foundation Phase differed across the country and there are issues with practitioners and teachers, failing to engage and communicate with parents. They found staff lacked empathy and the inability to understand families deprivation and disadvantages (Crown, 2014, p29). Reggio Emilia parents are included in the schools decision-making and are kept abreast of their child’s progress, and rely upon information about their child’s home experiences, they frequently join their children for activities and help with their projects (LeBlanc, 2020).
The importance of play is documented throughout the world, the UNCRC article 31 states that every child has the right to play. Play is a child’s right wherever they are, home, childcare or at school (Play Wales, no date). Good play experiences will allow children to develop new lifelong skills which will be beneficial as they grow, for example self-confidence, self‑esteem, curiosity, independence, and resilience (Play Matters, 2018). Piaget (1972, cited in Else, 2014, p11) reflected play as an “essential element in the normal development of children”.
[bookmark: _Hlk36327865]Donaldson (2015) report never mentions the word “play” but does discuss children and young people needing to learn a range of skills ready for their future, including critical thinking and problem solving, planning and organising, creativity, innovation and personal effectiveness (Crown, 2015b, p6). The new curriculum covers a wide range of ages, three to sixteen, the word ‘play’ has been substituted with “experiential learning” which equates to educating through first-hand experience. Lahey (2014) felt that discovery and free play were paramount for children to learn how to problem solve, take control of their own lives and become competent in their own ability, so why does Donaldson (2015) fail to incorporate such an important developmental skill. Depriving children of the opportunities of free play is denying them the opportunities to learn for themselves, by doing this we are increasing the likelihood that they will suffer from anxiety or depression. Our education system of constantly being tested and evaluated “is a system that very clearly substitutes extrinsic rewards and goals for intrinsic ones” (Mission, 2017). This is where the new curriculum for Wales is different, the framework  requires schools to design their own curriculum and assessment arrangements, progression steps will provide reference points for the learner. They are not  “stand-alone tasks, activities or assessment criteria” but a continued process that broadly relates to age (Welsh Government, 2020b).
The play-based approach incorporates play with practical activities and effective learning experiences indoors and outdoors. Bennett (2006, cited in Crown, 2013, p73) notes that the main objective is for children to develop positive dispositions towards learning rather than meeting pre-determined learning objectives related to levels of knowledge and skill. The play-centred approach, pedagogy and curriculum endorsed by the Welsh Government supports the Foundation Phase to promote constructivist pedagogy but highlights sociocultural perspectives by identifying children’s personal and social development, wellbeing and cultural diversity at the centre of the outcomes (Crown, 2013). 
The child-centred approach focuses on the perception of allowing children the freedom to make their own choices and begin to use their own skills and ideas (Reference, 2020). The Foundation Phase Framework states ‘children learn through first-hand experiential activities with the serious business of “play providing the vehicle”. By playing, practising and consolidating their learning they experiment with ideas, risk taking, problem solving and make decisions for themselves and discussing with their peers (Crown, 2015a). Also, Montessori’s educational practice aids children to develop their creativity, problem solving, critical thinking, time-management skills, care of the environment and each other, helping them become a capable person (Montessori, 2020). 
Direct benefits of play for children help develop stronger cortical links in the brain, which helps support learning, creativity and physical exercise (Lester and Russell, 2010, cited in Else, 2014, p22). Neuroscience tells us that significant  development  occurs in children up to the age of seven, children need concrete learning opportunities to help them understand abstract ideas (Holmes, 2017). A blend of adult-directed and child-initiated learning is dynamic and complex but would help children with the concrete learning opportunities they need. The Hundred Review (2017) found no obvious consensus on what good practice in the early years looks like but  did prove that early childhood education is significantly different from the next stage of formal education. Children need to be taught through direct instruction, but for them to understand what they are being taught, they need to make sense of their ideas on their own. The review states that it is a “highly complex balance between teacher-directed and child-initiated learning” (Pascal, Bertram and Cole-Albäck, 2017). 
Ofsted’s description of early years teaching states “it should not be a top-down or formal way of working” it needs to include collaborations with children to planned initiate activities they are interested in (Holmes, 2017). The foundation of the Montessori classroom is mixed age group  in one class, individuals make their own choices of research and work with uninterrupted concentration (Montessori, 2020). The Montessori education system ensures each and every child is treated as an individual and is recognized to be “blessed with a unique set of skills and comprehension level” all children learn in their own space and time but continuous guidance is always available (American Montessori Consultants, 2017). 
The LEGO Foundation and partners have undertaken a five years research project examining the “body of literature on learning through play” and determined that “play is educational when it is joyful, meaningful, actively engaging, iterative, and socially interactive” (Zosh et al., 2017, cited in Parker & Thomson, 2019). Evidence to support learning through play’s positive impacts is strong, so why are education systems reducing the opportunities for playful learning, whilst increased emphasis is put on “didactic and structured approaches” to children’s learning ready for the next stage of achievement (Jay and Knaus, 2018, cited in Parker & Thomson, 2019). However, experts have recognised that learning through play supports the development of early literacy and numeracy skills with and combined method, whilst also promoting “children’s social, emotional, physical, and creative skills” (Marbina, Church and Tayler, 2011, cited in Parker and Thomson, 2019).
Donaldson’s review aims to “shape a successful and exciting future” (Crown, 2015b, p2). Donaldson (2015) outlines the four purposes of the new curriculum to ensure children and young people get a broad educational experience (Crown, 2015b, p4). Donaldson’s (2015) report specifies “six Areas of Learning and Experience” with literacy, numeracy and digital competence frameworks being cross curricula. Donaldson also showed shortcomings that pointed for a need to improve current provision. He said a “systemic change is needed to align the curriculum, examinations and accountability framework with the outcomes we are looking for” (Donaldson, 2015, p11). 
Aukerman and Schuldt (cited in Parekh, 2017) noted “most teachers are obligated to teach to a speciﬁc and often regimented curriculum”, with infrequent authority to move away from the rigid content of the curriculum. Parekh (2017) curriculum enquiry highlights one teacher who strived to involve his students in a “dialogic pedagogy” which remained within curricular guidelines. Dialogic pedagogy describes a “learning processes in which teacher and pupils critically interrogate the topic of study, express and listen to multiple voices and points of view and create respectful and equitable classroom relations” (Dialogic pedagogy, 2017). This creates an “holistic education that emphasizes life skills like communication, cross-cultural collaboration, and critical thinking”, possibly a new pedagogy for the 21st century (Teo, 2019). Research literature reveals “dialogic teaching is linked to improved academic outcomes” due to its interpersonal nature, children engage and wrestle with each other’s opinions whilst learning and absorbing the curriculum (Parekh, 2017). Wales’s new framework is designed to allow practitioners to develop a “more integrated approach to learning”, promote “collaboration, cross-disciplinary planning, learning and teaching”, (Welsh Government, 2020a). Hence, enabling learners to develop connections through their learning, knowledge and skills with a combination of different experiences, appearing very similar to the dialogic pedagogy for the 21st century.
Consequently, where does the theoretical underpinning of the new curriculum lead us. Firstly, to a constructivism theory of teaching and learning as Piaget (1936) and Vygotsky (1978) considered humans learn through “constructing new knowledge by piecing together their past experiences” (UK Essays, 2018). Secondly, to a social developmental theory, Vygotsky (1978) primarily explains that socialising is the learning process where individuals learn through social interaction (Sincero, 2020). By amalgamating cognitive constructivism and social developmental theory, the children can be influenced by both nature and nurture. Social constructivism highlights the learning a child can accomplish through social interaction with others, which leads back to Vygotsky (1978) and his social theories of learning (Lipoff, 2020). Teater (2015) explains social constructionism is “constructed through the use of language in interactions with others and is primarily influenced by history, society, and culture”.
Global directives concerning the quality of education such as the Sustainable Development Goals also reflects the recognition that holistic learning requires “integrative pedagogies such as project-based or inquiry-based learning” (Cheng, Lam & Chan, 2008; Zhao, 2015, cited in Parker and Thomson, 2019) is a broad idea involving the knowledge and skills for sustainable development and global citizenship (United Nations, 2016, cited in Parker and Thomson, 2019). As global standards and outcomes for learning intensify to embrace “holistic and transversal skills”, the curricula is becoming overcrowded with practitioners and teachers roles ever more challenging (Darling-Hammond, 2006, cited in Parker and Thomson, 2019). Research found that the systems need to adopt the integrated pedagogical approach to be more effective and efficient, ensuring both holistic skills and content knowledge are being developed, these system mixed approaches to teaching and learning will need to combine teacher and child-directed learning through play (Parker and Thomson, 2019).



Section 2
Early years play based curricula and assessment frameworks vary worldwide, but which way best supports the individual child. By evaluating two methods of assessment within developmental models we can see how they differentiate in the support of the developing child.
The purpose of assessments and progress tracking is to provide a picture of the child’s progress, while identifying any areas needing further support.  Practitioners can use their findings to share with parents and other multi-agency professionals. Children’s development will be monitored and tracked in different formats, these depend on the individual setting (Kelly, 2015). 
The Foundation Phase was implemented to encourage children to be “creative and imaginative and make learning more enjoyable and more effective” (Crown, 2015a, p2). Welsh Government’s Early Years Development and Assessment Framework, the Foundation Phase Profile was designed to align with health professionals current assessments to support the early identification of viable developmental delay or additional learning needs to help advise the setting on the individual children support needs (NDNA, 2019).
The Foundation Phase Profile is a “summative assessment tool using observations and formative assessments to build up a holistic picture of children’s development and abilities in key areas” (NDNA,2019). Meanwhile, in 2015 it was a “statutory requirement to use the Compact Profile at baseline, this includes four skill ladders from each Area of Learning as a smaller assessment for use at baseline” (NDNA,2019). The Full Profile contains additional skill ladders for a more detailed skill tracking process throughout and specifically at the end of the Foundation Phase. Both assessments produce a score in the Outcomes, so children’s progress can be easily be measured (NDNA, 2019).
The role of practitioner is to organise the early years environment and ‘to listen, scaffold, guide, model, extend, to engage in children’s play and learning, to document and explore children’s theories, experiences, actions and interactions (Crown, 2015a, p46). The Foundation Phase encourages experiential learning and first experiences by building on what the children already know, through home life and settings. Experiential learning affords learners the “opportunity to  create meaning from their direct experience and hence optimise their learning outcomes” (Block et al., 2012, cited in Parker and Thomsen, 2019, p32). Experiential learning has also found to nurture social and personal skills and expand the children’s “social networks beyond friendship groups” (Block et al. 2012, cited in Parker and Thomsen, 2019, p32).
Montessori preschools, role of the teacher is similar to the practitioner in the Foundation Phase as they too provide students with learning experiences, but not necessarily in the same design as to be their own ‘inner teacher’.  Montessori never say, ‘no you’re doing it wrong’ or compare children’s progress, instead they “observe, guide, and respect each child’s own unique development journey” (Montessori Academy, 2019).
The Foundation Phase believe every child is unique and individual they believe that children develop and learn new skills at different speeds and should be able to ‘develop at their own unique, individual pace’ (Crown, 2015a, p4). Children are constantly learning new skills and should be given chances to “practise, reflect and evaluate their work” in a variety of situations indoors and outdoors. Children’s work should be “respected, valued and encouraged for its originality and honesty” (Crown, 2015a, p4). Whilst developing an integrated approach to their cultural identity which is unique to Wales through all Areas of Learning (Crown, 2015a, p7). The Foundation Stage in England concur by saying “Every child is a unique child who is constantly learning and can be resilient, capable, confident and self-assured” (Crown, 2017b, p6). One of the purposes in new curriculum for Wales agrees and states it will empower children to develop in to ambitious, confident individuals, capable learners that are ready to learn throughout their lives (Crown, 2020, p11).
The Welsh Government have no set guidelines for practitioners to follow  regarding  recording observations, but they must supply suitable evidence thorough formative assessments for the Foundation Phase Profile (Crown, 2017a, p8). Formative assessments are regular, informal assessments to record and monitor the children’s progression. Planned and unplanned observations, samples of children’s work, photographs and comments they make are combined as accurate evidence to evaluate of the child’s stage of development on the profiles skill ladders, these “outcomes can be broadly aligned with the expected ages of development” (Crown, 2017a, p12). “Observation is the best tool for understanding if and how children are learning” (Hobart and Frankel, 2004, cited in Effective Assessment, no date). 
The Foundation Phase curriculum is a “progressive framework” to meet the varied needs of all children. The curriculum needs to be appropriate for the children’s stage of learning rather than concentrating specially on their age-related outcomes. Children should be able to move on to the next stages of learning at their own pace and developmentally ready (Crown, 2015a, p3).
Research states that “the guidance for the Literacy and Numeracy Framework also explicitly refers to teaching children by stage not age of development” (Crown, 2015c, p111). However, national statutory assessments are produced every year to generate age-related scores for each child. This, in turn creates a “philosophical and practical tension for many practitioners” (Crown, 2015c, p111). The literacy and numeracy framework was rolled out to schools in September 2013, it began by establishing “annual national assessments” in literacy and numeracy for all children from five to fourteen years of age, including years one and two which are still part of the Foundation Phase (Taylor, Rhys and Waldron, 2016, p306). Each pupil has an age-adjusted score to compare against other children of the same age, this reinforces the idea that children as young as five, are expected to achieve certain levels based on their “age rather than their stage of development” (Taylor, Rhys and Waldron, 2016, p306). The Children’s Commissioner for Wales (2020) discusses the need for children to feel happy and mentally well, but has been concerned about their mental health when she hears that “some primary school as well as secondary school age children have talked about feeling stressed about tests and exams” (Children’s Commissioner for Wales, 2020) 
Weale (2017) states “primary school children sitting national tests are showing increased signs of stress and anxiety around exam time”, appearing as “sleeplessness and panic attacks”.  A national school support service established that “stress, anxiety and panic attacks had increased in more than three-quarters (78%) of primary schools over the past two years” (Weale, 2017). 
Adverse Childhood Experiences (ACEs) can stretch from childhood to adulthood, upsetting emotional, social, cognitive and behavioural development (Public Health Wales NHS Trust, 2018, p7)  Research carried out in the USA has shown a connection with the number of “ACEs experienced and the academic performance of children, with many children who have experienced ACEs failing standardised tests and displaying poorer engagement and behaviour in school” (Public Health Wales NHS Trust, 2018, p9). 
Young children are challenging individuals to assess due to their inconsistent attention and activity levels. Statutory tests overlook crucial factors such as, cultural and language differences, lack of parental knowledge, social interaction or support. Consequently, assessments require an understanding of the children's background (McCauley, 2004).
Early years settings are informal and relaxed helping the child feel at ease to help the assessment process. When assessing young children, the practitioner needs to be understanding of the child's developmental level. The Foundation Phase Profile’s skill ladders support assessment of skills in all stages of development and provide identification of any likely “developmental delay, special educational needs (SEN), or additional learning needs (ALN)” to certify that support is provided to children who need it (Crown, 2015a, p3). Throughout the observational assessment process, “children should be consulted, by appropriate means, to allow them autonomy over the direction of their learning and choices in how they are supported in developing their personal interests” (Nursery World, 2006).   
[bookmark: _Hlk36915655]The Foundation Phase is similar to the New Zealand pedagogy Te Whāriki. From birth to school age, New Zealand highlight the “critical role of social and cultural learning”, and the “relationships for young children” (Veazey, 2018). “Relationships” not only focus on relationships with people, but also an equal focus on “relationships” with places and objects too (Veazey, 2018). The values of the Te Whāriki curriculum, is comparable to most early years pedagogy. The New Zealand Ministry of Education testify that children should be: 
Competent and confident learners and communicators, healthy in mind, body and spirit, secure in their sense of belonging and in the knowledge that they make a valued contribution to society (Veazey, 2018).
The term ‘Te Whāriki’ originates from the Maori language and means ‘woven mat’ (Veazey, 2018). Their curriculum is assembled round four main principles,  empowerment, holistic development, relationships and family and community, these are then interwoven with five strands of child development to form “developmental, cultural, and learning goals” (Veazey, 2018). Te Whāriki have no set guidelines for the content or methods of learning and development but they ensure the curriculum is age appropriate for the three different age groups, infants, toddlers and young children up to school age (Veazey, 2018). The Te Whāriki curriculum has no assessment guidelines or pre-set milestones it focuses on the child and their family.
Te Whāriki curriculum is general in nature, the guidelines for planning allows flexibility but may result in children having an “inadequate range of learning experiences” (Blaiklock, 2010). Concerns have been raised regarding the “value of Learning Stories” as they are a “novel form of assessment that was designed to align with the approach of Te Whāriki” (Blaiklock 2010). It can be hard to assess a child’s development with more holistic curricula, so the outcomes have been “reviewed and condensed” to focus on “what matters when designing local curriculum” (McLachlan, 2018).  
In 2015, the Ministry of Education instructed an update of the curricula to “strengthen curriculum implementation and early learning continuity” (McLachlan, 2018, p45). “Te Kete Ipurangi” is the revised curriculum that “includes a stronger focus on bicultural practice, the importance of language, culture, and identity, and the inclusion of all children” (McLachlan, 2018, p45). Difficulties have arisen from only using learning stories as the primary tool for assessment, where observations and programme improvement are used (McLachlan, 2018, p47). 
New assessment practices within the curricula reflect the principles of Te Whāriki, in view of the whole child and the curriculum (TKI, no date). Perkins (2013, cited in McLachlan, 2018, p47) has evaluated Kei Tua o te Pae are bestowing “inadequate guidance on how teachers should observe children, understand the difference between formative and summative assessment, and write an effective learning story”.
Carr’s ‘learning stories’ are believed to assess children’s progress, by placing the learner at the centre (Veazey, 2018). Learning stories are a narrative form of assessment allowing a formative sequence of “noticing, recognising, responding, recording, and revisiting valued learning” to support the child to reach their full potential (TKI, no date). The children’s learning experiences are photographed and documented as a story, drawing a  picture of the child’s development with information on relationships and activities they enjoy. These stories are shared with the children and families (Veazey, 2018). Their assessment for learning is a process of gathering evidence to prove “what children know, can do and understand”, as part of an “on-going cycle, which includes planning, documenting and evaluating children’s learning” (Department of Education, Employment and Workplace Relations, 2010, cited in McLachlan, 2018, p49).
The Curriculum for Wales (2020) took guidance from international evidence to create progress in learning. The new curriculum for Wales framework puts the “emphasis on the learners’ progression” (Crown, 2020, p8). The new assessment is an “intrinsic to curriculum design” with an  “overarching purpose is to support every learner to make progress” (Crown, 2020, p8). This assessment will require relationships between learners and practitioners, with practitioners recognising their “individual learning needs and backgrounds” to ensure a “holistic view of each learner’s development”, alongside, an understanding of how “the learner learns and their attitude and approach to learning”, so they can support them to “progress and to foster commitment to their learning”. (Crown, 2020, p8).






















Self-Regulation: Does the Outdoors Help.
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What is self-regulation?
Self-regulation is an individual’s ability to adjust and manage their behaviours and reactions to feelings, emotions and attention, also to deal with experiences happening around them.
Self-regulation can include being able to regulate their reactions to emotions, for example, frustration or excitement, or to be able to calm down after dealing with an upsetting or exciting experience. It can also include difficulty focusing on tasks at hand, controlling impulses and learning behaviours to help in social situations. 
Shanker (2018, cited in Conkbayir, 2018) clarifies self-regulation:
“When an individual’s stress levels are too high, various brain/body regulatory systems that support thinking, emotion regulation, social engagement and even metabolic recovery are compromised. The signs of dysregulation can show up in the behaviour, mood, attention and physical well-being of a child”.
He states that the brain is a ‘social organ, growing and refining itself through social interactions and meaningful relationships’ (Conkbayir, 2018). Through relationships with others they can develop the ability to control themselves, by self-regulating their emotions and behaviour.
Why is self-regulation important?
As stated by the Age of Montessori (2019), self-regulation is “a vital competency that is at the core of all success in learning and life’. 
Self-regulation is a crucial piece of emotional intelligence. Self-regulation skills will help children manage certain tasks within different aspects of their early childhood, these skills will encourage and help manage difficult and stressful events in their lives, hopefully decreasing any current impact of stress that could cause any mental health difficulties in the future. 
Psychologist, Mischel (1972, cited in Ramirez, no date) conducted the ‘marshmallow test’. He concluded that “pre-schoolers tended to wait longer when they were given effective strategies.” Further studies displayed that children who were taught how to self-regulate achieved higher academic success, improved physical health and the lesser probability to suffer addictions later in life (Age of Montessori, 2019).
Development of self-regulation.
Children develop self-regulation through caring, warm, receptive relationships, but also through careful observation of situations and imitations of adult behaviour (Raising Children Network, 2020).  
Self-regulation begins when children are babies. During the first two years of life children become aware of the social challenges and behaviours that are expected of them. This is the first step in self-control, having an adult nearby to help encourage good behaviours.
Toddlers now begin to show improvement in their development of self-control by waiting for short periods for food or toys, but tantrums will still happen when they struggle to regulate their strong emotions
Preschool children are now beginning to use self-regulation strategies they have learnt from previous experiences. For example, playing with children in ways that are expected of them. 
School-age children express more control of their wants and needs, as they can understand other people’s perspectives. 
Self-regulation processes can be separated in to three areas of sensory, emotional, and cognitive regulation (Kid Sense, 2020). 
How can we help children learn self-regulation?
Children can benefit from support to understand the best ways to self-regulate. Talking about their emotions can help children cope when they get frustrated, being patient and understanding when they get overwhelmed with strong feelings will help too. 
Some children struggle to self-regulate and need support with suitable behavioural strategies. Practitioners and parents can help by modelling good behaviour in stressful situations and praising children for trying their best with a tricky task. 
Occasionally, children struggle to self-regulate their reactions and behaviours for numerous reasons, for instance, tiredness, illness or even a change of routine. A small minority of children struggle to self-regulate in certain circumstances, such as busy and noisy environments, school or at home. 
It is important to remember each child is unique and their emotional immaturity will develop at their own pace, but sometimes this can be a sign of an underlying concern. Common conditions include ADHD, autism and anxiety, which demonstrates difficulties to focus and complete tasks without tantrums or aggressive behaviour that can be driven by frustration (Young, 2020).
How can we help and support children to self-regulate?
It is important to help children regulate their social-emotional processes. Practitioners have the opportunity to support children by reading and discussing books that relate to feelings. Additionally, sensory books can stimulate their senses and hold their attention for longer periods of time (Wells, 2017).    
Rest and nutrition is another chance to help and support the child, a lack of sleep, dehydration, or a hungry can have negative impacts on behaviour (Wells, 2017). Providing suitable rest and nutrition allows children to concentrate on playing rather than their rumbling stomachs. 
Fresh air provides experiences for free and outdoor play. It allows children to release energy, increase their heart rate allowing more blood to flow to the brain (Wells, 2017). 
[bookmark: _GoBack]Research has shown that outdoor play, particularly in natural environments, has sizeable benefits for children's physical, cognitive, emotional, and social development, in addition to their health and overall well-being, self-regulation skills, and attention (Kemple et al., 2016).
Another study provided evidence that children's active play at breaktime, increased their level of self-regulation, which then, led to better concentration in maths and reading, suggesting links to active play, self-regulation, and achievements (Becker, McClelland, Loprinzi, & Trost, 2014, cited in Kemple, 2016).
This research provides practitioners with principles and knowledge of how good quality outdoor play can benefit the children, especially outdoor play in natural environments. Implementing this type of activity in a play-based curriculum will give children a wealth of knowledge and experience. According to Burridge, nature makes an ideal classroom for children’s experiential learning: “nature allows participants the spirit of self-reliance, of risk and adventure, the freedom to make mistakes, the sense of exhilaration when achievement overcomes fears, the excitement of learning about oneself and the overwhelming feeling of space and harmony” (Kippure Estate, 2020).
The space and harmony of the outdoor play environment can teach children new skills for life, including ‘empathy, cooperation, problem solving and leadership skills through investigative play and exploration with others’ (Alves, 2016). Outdoor learning gives children the space to be free and creative, whilst, developing intellectual skills, for example cognitive flexibility, working memory and self-regulation. ‘Wales leads the UK in its development of learning outdoors and the Foundation Phase will further ensure that we are in the vanguard of experiential learning, of which outdoor learning is such a vital element’ (Crown, 2009, p2)
To conclude, outdoor experiential learning and play enables cognitive and emotional skills to develop, which can support the children in the educational environment to support and achieve academic success. In the bigger picture of life, it can support children to be confident, resilient, respectful members of society.
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