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Within this section, I will be comparing two different Early Years approaches, The Foundation Phase and The Reggio Emilia pedagogy. 
Welsh Government (2015) explains that the Foundation Phase is the statutory curriculum in Wales for all young children who are aged three to seven. This curriculum was implemented in 2010 and since then it has been supporting children’s creativity and imagination whilst constructing a learning environment that is enjoyable as well as effective, making use of the outdoor, as well as the indoor classroom. It is acknowledged that the Foundation Phase focuses on the developmental requirements of each child keeping their holistic development at the centre of the approach whilst meeting each of their diverse needs. The source goes on to explain, that the curriculum promotes authentic experiential learning activities which are provided through play and this is a crucial part of the Foundation Phase curriculum as it allows children to gain a deeper understanding of the world around them. In review of the Foundation Phase curriculum, Donaldson (2015), describes the Foundation Phase as being a great strength in Welsh Education and states that it is something that needs to be built upon within the new curriculum. 
Similarly, The Reggio Emilia approach to early years education, also focuses on young children being individuals who show curiosity in the world around them. Practitioners apply strategies such as exposing young children to a variety of learning experiences that encourage their self-expression, conversation, logical thinking and problem-solving skills. (Scholastic, 2020). Education Scotland (2020) recognises that the Northern Italian town, Reggio Emilia, has thoroughly established a global reputation for advanced rationale and excellence in its approach to early years education. Reggio Emilia educators believe that children show a limitless possibility of interacting with the world around them which allows them to appreciate their full potential. The source goes on to explain that the process in how the children’s strengths and capabilities are admired is essential to the Reggio Emilia approach. 
A lot of the pedagogy behind the Foundation Phase curriculum is influenced by the Reggio Emilia philosophy. Reggio Emilia settings signify that an overly established method of educating early years children can result in decreased outcomes of attainment in the future. The Reggio Emilia approach encourages play- based learning and emphasises the importance of the focus being on the children’s wellbeing. It supports the idea of a good balance between child-initiated and adult-led learning within the indoor and outdoor learning environments (Welsh Government, 2013).
The Foundation Phase is constructed from several essential theories relating to early years development and education through play. It embraces the approach of practitioners being facilitators to enhance children’s learning whilst acknowledging the individual needs of each child. Practitioners within the Foundation Phase must demonstrate enthusiasm to learn alongside the children whilst using suitable strategies to supervise the different learning methods (Welsh Assembly Government, 2008). There are many educational theorists whose research reinforce the pedagogical strategies within the Foundation Phase. Tovey (2013), explains that Friedrich Froebel, who was a German professor, first established early education organisations and has a great power on early education to date. He believed that children’s development is integrated through play and experiential learning. Early Education (2020), makes further comment about Froebel being the first individual to develop a hypothesis of early education accompanying a thoroughly planned curriculum based on essential learning opportunities which offer adult-led activities within which children have the freedom to play, something which is fundamental throughout the Foundation Phase. O’Donnell (2013), acknowledges that Maria Montessori also believed in experiential learning and the significance of the holistic development of the child, however, she did not applaud creative play. Within the Foundation Phase pedagogy, it is essential for children to be engaging in imaginative and expressive learning opportunities to develop their capability of communicating and articulating their creative conceptions in order to reflect on their work (Welsh Government, 2013). 
Jean Piaget’s constructivist theory has also had great influence on the Foundation Phase curriculum. DeVries (1998) explains that Piaget’s constructivist theory originated from the idea that young children are effective participants who compose knowledge from connecting with the world around them whilst making relations between their recent experiences and previous learning. However, Piaget’s constructivist theory was protracted by Vygotsky and Bruner, who highlighted that young children also assemble their learning through the communication with adults and other infants, as well as from their interplay with the natural environment (Welsh Government, 2008). Foundation Phase practitioners provide learning experiences and activities that are suitable to the children’s stage of development as well as activities that encourage children’s play and experiential learning. Throughout the Foundation Phase curriculum, educators understand the importance of play and are able to acknowledge that it is the child’s technique of understanding their environment and a time that adults should not intervene (Maynard and Chicken, 2010). 
The Reggio Emilia philosophy is deeply interlinked with the spirit and ideas of Loris Malaguzzi. In 1939, Malaguzzi began a teacher training course and then in 1946, he enrolled onto a psychology course which remarkably began the Reggio Emilia experience (Reggio Emilia Approach, 2019). Nursery World (2020), clarifies that his philosophy to early education began at the end of the Second World War when women were fighting for earlier education for their children, which would allow them to develop into young individuals who could think logically, in the hope of preventing fascism from reoccurring. The source explains further, that Malaguzzi assisted a group of parents in building a school that they would run as a community. After increasing pressures from parents, the parent-run centres eventually came under the city’s control. The Reggio Children organisation was constructed, and this was to support the professional development and research of these centres. Reggio Emilia now shares a chain of 78 centres which cater for early years children’s education. They are famous around the world and extensively observed as contributing commendable practice (Moss, 2016). Jerome Bruner has exalted the work of Malaguzzi who suggested that the schools showed legendary quality (Nursery World, 2020). Howard Gardner argued further that The Reggio Emilia approach is observed so much because it is a philosophy in which young children’s minds and bodies are valued with the utmost respect whilst they participate in experiences which promote fun and extensive learning opportunities (Gardner, 2001). 
Reggio Emilia settings are becoming increasingly known within early education. However, very little is acknowledged about the philosophical foundations of the approach. Dodd-Nufrio (2011) clarifies that it is the knowledge of John Dewey that is most apparent within the Reggio Emilia philosophy. Gandini (1993) adds that the philosophy is constructed upon a social constructivist framework, where both children and adults build their knowledge and understanding through communication with other people as well as the world around them. Dodd-Nufrio (2011) goes on to explain that one of the most important principles within the Reggio Emilia approach, is a strong belief in the positive representation of the child. This further argues that children have the aspiration to communicate with others and develop a relationship with their environment. The source also stated that Dewey shared the belief that children develop and change, requiring experiential learning opportunities of personal interest and engrossment. Rinaldi (2005) comments that the Reggio Emilia approach is not a model, it is a right to education, supporting John Dewey’s philosophy that all children have the potential to design their own learning. The source goes on to explain that Dewey’s perceptions are clear in the values and methods behind the Reggio Emilia philosophy. Valentine (1999) also agrees that Dewey’s teachings and his views of early education are supported through the Reggio Emilia approach, unlike other developments that can be responsible for managing early education as a readiness for later childhood. The Reggio Emilia philosophy acknowledges early education to be a specific stage of development in which children show an outstanding curiosity about the world around them.  
Welsh Government (2013) demonstrates, that in order to support the analysis of the Foundation Phase, the Reggio Emilia approach was explored and it was acknowledged that the Foundation Phase has made great progress in moving away from the more formal approach to early education, drawing on research from the Reggio Emilia philosophy that promotes a play-based approach to learning. One of the issues highlighted in the Foundation Phase plan, was that the children’s wellbeing should be at the centre of the curriculum- mirroring the pedagogy of the Reggio Emilia approach. The document explains that practitioners should encourage independence from the children which will support them in becoming lifelong learners. However, Aasen and Waters (2006) argue, that if wellbeing is to be considered at the centre of the Foundation Phase, then it is essential that the policy creators and educators, adopt a sociocultural perspective of the child as the Reggio Emilia philosophy is underpinned by socio cultural theories. Welsh Government (2013) comments further that The Reggio Emilia approach also promotes strong partnerships with parents and carers. The philosophy popularises a society of families working together to provide the best relationships and education for their children. Although the Foundation Phase does promote a strong emphasis on the importance of the relationships with parents, the Foundation Phase views the parents and cares as a method of supporting the children’s education within their home learning environment (Welsh Government, 2013).
Although the Reggio Emilia approach is observed in many countries around the world, it has also faced criticism. Soler and Miller (2003) comment that, unlike the Foundation Phase, the Reggio Emilia approach does not comply to a curriculum framework, it represents a child- led approach to learning. This results in a deficiency to the wider community. The source also goes on to acknowledge that The Reggio Emilia philosophy comes from the influence of one educationist, Malaguzzi, rather than from the work of other rationalised frameworks and national guidelines. Some people have also argued that the Reggio Emilia approach has been unsuccessful when tackling gender issues whilst others believe that the outside environment is less developed than the indoors (Nursery World, 2020). 
Even though the Foundation Phase and other countries use the Reggio Emilia approach as a model of good practise, the exact philosophy can never be reproduced and used instead of current curricula that is in action. Moss (2001) comments that the Reggio Emilia approach is not a ‘recipe or a method’, it is something which is established from principles that need to be experienced. The Reggio Emilia philosophy was developed after the war in a community that was desperate for change and although there is extensive global interest in the approach, it is not able to be immediately transferred to other frameworks or cultures (Nursery World, 2020). Dodd-Nufrio (2011) also comments that Reggio Emilia educators are unable to teach other countries how to adapt or carry out the approach fully as the Reggio Emilia philosophy is an experience and not something that can just be recycled effortlessly.  Gardner (1998) and Firlik (1994), also share the belief that the Reggio Emilia programme is unable to be transferred to different countries, as it needs to be reinvented in the correct context of the countries culture. 
To conclude, although there are many similarities between the Foundation Phase and the Reggio Emilia approach, the main difference is that the Foundation Phase is a play based curriculum which prepares children for the future and concentrates on the child’s abilities as there are national educational goals and outcomes that need to be achieved. The Reggio Emilia approach is a play-based pedagogy which offers a different view, as educators plan general educational aims but do not define specific goals (Soler and Miller, 2003). It is also very clear that the Reggio Emilia programme has made a great impact on early years education all over the world (Desouza, 1999). Although the approach cannot be copied into other countries, teaching professionals can learn how to develop a more proficient and skilled learning environment based on the influences of the Reggio Emilia philosophy (Dodd- Nufrio, 2011). 






Section 2
Throughout this section, I will be evaluating the current assessment techniques within two play- based curriculums, the Foundation Phase and Te Whariki.  
Professional Association for Childcare and Early Years (2017) identifies that assessment happens regularly when educating children and recording their development allows educators to share the child’s improvement with parents, and when appropriate, other professionals. In 2015, the Foundation Phase Profile was introduced to early years education settings in Wales. It is statutory that schools apply the Profile when undertaking basic standard assessments of early years children at the beginning of the Reception Year and throughout their time in Foundation Phase (Education Through Regional Working, 2020). Welsh Government (2017) clarifies that the main objective of the guidance is to supply a nationally logical baseline evaluation which regulates the final phase outcomes. The source further comments, that through the support of observations and developmental assessments, the Profile helps practitioners to determine an educational comprehensive curriculum for all early year’s children. ESTYN (2018) illustrates that early years settings are able to use their own documentation systems to collect evidence from their assessments and early years practitioners must be confident in doing so as they must show the ability to evaluate a range of evidence which advocates their judgements when assessing children’s independent performance. ESTYN also states that there is no expectation on the exact amount of assessment documentation necessary as it is for the individual educational settings to determine how much evidence they require to support the Foundation Phase Profile and the fairness of their perceptions about an individual child’s skills and development. 
Within the Te Whariki curriculum, the assessment process makes valuable learning conspicuous. Mclachlan (2018) explains that in 2016, the early childhood curriculum in New Zealand, Te Whariki, was updated and although the objectives of the curriculum remained the same, the rest of the curriculum was adjusted to meet the reviews of early years educational practice and the theories behind the research. Mclachlan explains further, that the new curriculum reduced learning outcomes and highlighted a powerful requirement for informal and formal methods of assessment to guarantee the evaluation of each child’s progress, falling in line with the Te Whariki curriculum objectives. Te Whariki Online (2020) explains that educators enforcing the Te Whariki curriculum, use assessments to discover children’s individual abilities, interests, their development progress, the next steps to their learning and it assists the professionals in identifying areas in which the children may require additional support. The practitioners then use their understanding advanced from the assessment to create teaching and learning experiences that are effective to embellish the curriculum implementation. The source goes on to explain that the assessment documentation records the progress of each individual child regarding the educational outcomes of the Te Whariki curriculum. The Te Whariki educators then use these results for their planning and to inform the children’s parents and, if necessary, external agencies of their progress- a similar process to the Foundation Phase. 
In relation to the Te Whariki curriculum, Lee at al. (2013) explains that when adults tune in, observe and connect with children, assessment develops daily and it is through use of these ongoing observations, which implements the foundation of information that is required for additional detailed assessments, which are essential in the process of composing decisions about how to meet the child’s individual needs. The source adds that there is a high demand for adults to observe the differences in children’s behaviour so that they can connect them to the outcomes within the Te Whariki curriculum, during in-depth assessments. 
The central principle to the Foundation Phase pedagogy is that the practitioner facilitates the child’s learning. Careful consideration should be captured to guarantee that the learning approach chosen, is established on the individual requirements of the child in each Area of Learning (Welsh Assembly Government, 2008). The source goes on to acknowledge that continuous assessment is an essential, daily element of a practitioner’s role within the Foundation Phase, which enables them to supply effective feedback to instruct their planning for progression. 
Within in the Te Whariki curriculum the role of the adult’s approach to assessment is very similar to the Foundation Phase. Ministry of Education (2015), explains that educators are an essential part of early years education, but for them to meet the individual needs of each child, they must show good knowledge of the child’s development and be able to enforce the Te Whariki curriculum. The publication also highlights that practitioners need to show an awareness of being good role models for learning who are enthusiastic to engage in different opportunities that develop a child’s knowledge and understanding. Professional Association for Childcare and Early Years (2017), highlights that this is also essential for Foundation Phase practitioners as they must be positive role models who propose learning experiences that enhance the child’s development, supporting them in becoming independent and competent learners.
Maynard, Morgan and Waters (2010) explain that Foundation Phase educators need to ensure that assessment is carefully coordinated to children’s knowledge so that it supports their learning as well as discovering whether learning has developed. The source adds that practitioners have the role of improving learning through assessment by reflecting on their practice to implement new teaching and learning approaches in order to put into place high but attainable standards for the children in their care. Ministry of Education (1996) adds that it is the role of the Management within the Te Whariki settings to ensure that suitable training is available to facilitate the practitioners in supporting the children’s learning and development, therefore, early years settings are then skilled enough to construct their own unique arrangement for planning, assessment and interpretation. However, the source does clarify further, that during the assessment process, educators need to be able to justify their beliefs because the expectations of adults have a strong influence on young children’s lives, so when making their observations, they need to acknowledge how their assumptions and attitudes can affect the children in their care. 
(Welsh Government, 2016) states that within the new curriculum, one of the Foundation Phase pedagogical principles is that practitioners must plan age-appropriate, intriguing learning experiences which are conversant by daily observation and assessments of children’s capabilities. However, within the Foundation Phase Action Plan, assessment was an area that needed to be addressed and moving forward, the need for school settings and practitioners to take action, was highlighted to embed efficient practice within the Foundation Phase in their planning and preparation of the four purposes which are central to the new curriculum. It was also brought to attention within the action plan, that professionals need to make efficient use of information from assessments to assist with immediate recognition of children with additional learning needs so that they are able to put into progress suitable interventions with outside agencies, when required.  
Black and Wiliam (2001) explain that it is essential that practitioners within the Foundation Phase are familiar with the different types of assessment. Welsh Government (2015) explains that observations play a vital role in the daily practice of the Foundation Phase and the main aim for observing children is to conclude the best way to progress them to the next stage and to highlight any difficulties or outstanding abilities. The framework justifies that by engaging in observation, educators can collate the evidence required to monitor what skills the children have developed over a certain time. The source also points out that there is no need for specific activities to be constructed for these observations, the children must be observed through a combination of child-initiated and practitioner-led experiences. Welsh Government (2013) demonstrates the importance of observations in the Foundation Phase as it is highlighted as one of the main pedagogical aspects of the cuccirulum however, it also stated that practitioners find it difficult to observe children during child-initiated play as they are unsure of how to adapt a less formal approach. 
Welsh Government (2015) explains that formative assessment is also used in Foundation Phase, however, for it to be effective, practitioners must focus on the children’s accomplishments against the skills highlighted within the curriculum to assess how they can progress them further rather than focusing on the outcomes of the Foundation Phase. However, Welsh Government (2014) recognised that there are deficiencies within the assessment framework and within the educational improvement plan it was highlighted that there is a great requirement for practitioners to provide higher quality feedback from formative assessments which will assist in identifying if children are progressing as planned. 
Welsh Government (2015) further explains that Foundation Phase outcomes have been advanced for the summative assessment of education at the beginning and end of the Foundation Phase and this highlights the children’s progress over that time, which provides a comprehensive examination of the children’s skills. The document clarifies that educators can then provide an outcome total for each Area of Learning by assessing each skill which also allows the practitioner to use the data collated to provide information about the child’s future learning. With the Literacy and Numeracy National Assessments in place, practitioners view this as a pressure and a potential contradiction of the Foundation Phase curriculum. The Foundation Phase focuses on the encouragement of active learning and developmentally suitable practice to meet all individual needs of children, however, practitioners are still expected to push children to achieve the expectation statements and the involvement of the standardised assessments generate an age-related average for each individual child (Welsh Government, 2013). 
The Te Whariki curriculum has a unique form of assessment which is known as Learning Stories. This approach has been matured in New Zealand in an effort to provide a method of assessing children which aligns with the curriculum (Carr, 1998). Learning Stories require the educator to observe and listen to the child as they explore different learning opportunities through play. The practitioner could take photos, write notes and then build these elements into a story about what the child has been doing. This story is then shared with the children and their families (Pack, 2016). Blaiklock (2010) further explains that Learning Stories play a significant part on the method of education rather than on intelligence and skilled evaluations. The source further explains that this form of assessment is to highlight children’s dispositions for knowledge rather than concentrating on what children are unable to achieve. In 2007, statistics showed that 94 per cent of educational settings in New Zealand were using Learning Stories as their main assessment process and the increase in this was connected to the generous amount of government funding for professional development contracts that promotes this method of assessment (Mitchell, 2008).  
Bayes (2006) acknowledges that The Learning Stories approach to assessment has been broadly admired and Drummond (2003) agrees that Learning Stories are a useful tool for interpreting elements of children’s learning in certain situations, however the source also states that there is very little practical evidence to demonstrate the effectiveness of this method to enhance a child’s learning. Carr (1998) voices the concern that Learning Stories do not demonstrate enough of the changes that happen in a child’s individual learning journey over time. Blaiklock (2008) also has concerns about Learning Stories and demonstrates the apprehension that the circumstantial provision could potentially limit the practitioners’ value for planning to enhance the children’s knowledge in various situations. 
The Foundation Phase and Te Whariki are very similar in their approach to educating children. They both believe in a less formal approach to early years education and this is achieved through an experiential, play-based approach to learning. However, their methods of assessment and progress tracking are very different (Welsh Government, 2013). The Education Hub (2019) comments that less standardised methods of assessment are generally the most suitable for assessing intricate learning, and qualitative methods, which focus on the learner’s achievements, are more beneficial when capturing numerous and less intended outcomes. Te Whariki demonstrates this using Learning Stories and the Foundation Phase carries out formative assessments, nonetheless, their summative assessments are more formal. However, the source does state, that with regards to Learning stories, other assessment methods may also be required in addition to this approach (The Education Hub, 2019). Ministry of Education (2004) states that assessments must provide the appropriate measurement tools which can identify a child’s specific difficulties which indicate the requirement for early intervention. However, there is lack of evidence to demonstrate that Learning Stories can support this (Carr, 1998). 























Section 3
Take the classroom outside! Overcoming barriers to make efficient use of the great outdoors
 Foundation Phase leads the UK in its progress of developing the outdoor environment ensuring that they are leaders of experiential learning, of which outdoor education is an essential ingredient (Department for Children, Education, Lifelong Learning and Skills, 2009). 
[bookmark: _Hlk36833435]Why and how children should learn in the outdoor environment has been a burning question over some time now. Welsh Council for Outdoor Learning (2019) states that to expand on the positive influence that outdoor learning has upon young children, they must have frequent access of on-going, dynamic outdoor experiences. Waite (2011) argues that the outdoor learning environment is so beneficial to a child’s education that an indoor established education alone, is not enough to completely educate children. Waters (2013) agrees that the benefits to outdoor learning are significant. The source explains that there is great potential for children’s cognitive development, social and emotional improvement and communication skills to progress through experiencing different learning opportunities in the outdoor environment. However, Davis and Hamilton (2018) explain that early years practitioners are still finding it difficult to make efficient use of the outdoor environment especially when it comes to assessing children’s learning outside. In 2011, ESTYN recognised how practitioners in Wales were making improved use of the outdoor learning environment, however, it was acknowledged that practitioners were not using it sufficiently to develop children’s reading, writing, welsh language, creativity or communication technology skills. Practitioners are often finding barriers that limit the use of efficient outdoor learning; however, it is crucial that they can identify ways in which they can overcome them (Early Education, 2020).


What are the barriers?
In recent years, Foundation Phase practitioners have faced a growing pressure to formally teach children in order for them to increase their attainment levels. The introduction to standardised testing has implanted an expanding responsibility on early years practitioners to formally assess children, and as a result of this, adult-directed teaching within the indoor classroom is preferred. (OECD, 2014). Department for Education and Skills (2015) also expressed the concern that some assessment arrangements contradict the philosophy of the Foundation Phase and as a result of this, there is a decreased implementation of the outdoor learning environment which needs to change within the new curriculum so that education settings are able to utilise the outdoor learning environment revealing its full potential. However, practitioners also need to be more aware of the fact that the outdoor learning environment has equal value to the indoor learning environment (The Early Years Foundation Stage, 2007). Nursery World (2020) explains that in an outdoor environment that it is well planned, young children are able to access the key areas of the curriculum and explore the natural world around them whilst developing their confidence, resilience and investigative skills.  
[bookmark: _Hlk36833500]Some early years practitioners have concerns about the lack of space their environment has to offer as some outdoor learning areas are very limited and do not have many resources for the children to experiment with. Futurelab (2008) explains that for an outdoor environment to be successful the size of the area is not a great priority it is about how the area is utilised. The source goes on to explain that areas that make use of the natural features, provide a wide range of learning experiences through play whilst constructing opportunities of risk and challenge and are continuously maintained are the most powerful learning areas. 
Another subject which is highly debated is the use of the outdoor environment during poor weather. The Foundation Phase evaluation highlighted that practitioners regularly noted how the use of the outdoor learning environment is usually determined by the weather (Welsh Government, 2015). However, this should not be the case as it is important for children to have access to the outdoor learning area regularly, regardless of the weather. Early Years Careers (2020) explains that there are many benefits of using the outdoor learning environment during all weathers as it provides so many new learning experiences for young children which enhances their holistic development. 
Early years practitioners are also concerned about the element of risk that comes with outdoor learning. Institute for Outdoor Learning (2020) explains that the outdoor environment frequently takes an accumulative approach to risk which progressively increases children’s exposure as it boosts their confidence and helps them to achieve new goals. The source also states that it is important that practitioners adopt an intelligent and balanced approach to outdoor safety as the ability to control risks should not be an obstacle to organising learning experiences. 
New Curriculum 
Outdoor learning supports children in meeting many skills which are highlighted in the New Curriculum. The outdoor learning environment encourages creativity, critical thinking, problem solving and personal effectiveness. Children develop these skills by building their flexibility to construct strategies which helps them to control their wellbeing by working effectively with other children, showing an appreciation for their contributions within a given space to share their imaginative ideas (Donaldson, 2015) 
Welsh Government (2015) states that indoor and outdoor learning environments need to be fun, engaging, inspiring and effective to advance children’s development by allowing them to demonstrate a natural curiosity of the world around them. The source explains further that both learning areas should encourage experiential learning and freedom with a larger emphasis promoting the outdoor environment as a resource to enhance children’s education. 
Welsh Assembly Government (2009) also explains that for children to learn in an effective outdoor environment, it does not mean just putting indoor activities outside or letting the children go out for play time. Practitioners need to understand the difference, and this is vital when demonstrating good practice within the outdoor environment. The outdoor learning environment is not an accessory to the Foundation Phase- the Foundation Phase and outdoor learning is integral.  
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