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1. A critical analysis of the implementation of play-based early years curricula.

	The need for a new approach to the Welsh educational curriculum was highlighted by the ‘Successful Futures’ review (Donaldson, 2015). Evidently, the new curriculum for Wales was constructed as a direct result of embracing all the recommendations encompassed by the review, driven by the necessity of having an educational system which provides children from the age of three to sixteen, the abilities and knowledge to adjust and thrive in this dynamic and ever-changing world. Other catalysts of the reform are the welsh students’ scores in the Programme for International Student Assessment (PISA), which were lower than expected, falling in last among the home nations, and also the fact that internationally, many governments are taking action to reform and revolutionise their educational system (Macdonald, 2018b; OECD, 2017). However, as Macdonald (2018a) indicates, the Donaldson report omits to address the first three years of children’s life and the need to provide appropriate educational and developmental structure and support, thus predisposing pre-schoolers to learning. As change comes with difficulty, the implementation of the new curriculum in Wales might be a challenging task on several fronts, as it will be discussed below.
	The Foundation Phase (FP) Framework was revised by independent researchers appointed by the Welsh Government, which have taken the Foundation Phase Framework apart and have commented on its principles and implementation, making recommendations for better practice. The question arises whether the Foundation Phase was found unfit for its purpose, hence the need for a new curriculum? The Evaluation of the Foundation Phase has found that the initiation of the Framework has generally improved children’s wellbeing and their academic attainment (WISERD, 2015). A similar feedback on the pedagogy behind the Foundation Phase was given by Donaldson (2015) in his Successful Futures report, mentioning that the framework is a solid structure for a new curriculum to be build upon. Likewise, the Independent Stocktake has found an overall educational improvement since the initiation of the Foundation Phase, but with only one fifth of the settings properly implementing it (Welsh Government, 2014). 
	Next, the Evaluation team has spotted educational development potential within the Foundation Phase but also addressed inaccuracies within the framework and its implementation, generating a list of twenty nine recommendations to key authorities and individuals, as guidance for enhancing both aspects. The FP Evaluation recommends the clarification of the terms used in the framework and also suggests giving practical examples of methods of teaching and learning, thus revealing the ambiguity and lack of differentiation between certain terms within the document. Specifically, failing to properly define and differentiate between cardinal terminology in the FP and not clarifying developmentally appropriate child achievement to practitioners, has hindered the proper implementation of the framework (Waters, 2016). That is why the FP Evaluation recommends training and guidance for all parties involved in the educational process, from practitioners, to teachers, policy makers and relevant authorities, as a critical proceeding towards the improvement of the Foundation Phase educational experience (WISERD, 2015). 
	Similarly, the Independent Stocktake has come out with nine out of twenty-three recommendations focused on potentially compulsory professional development through in-depth training and additional guidance tailored to its audience (Welsh Government, 2014). Although both the Evaluation’s and the Stocktake recommendations are of value, the former implies that any changes in pedagogy through training and guidance should occur by demonstrating good practice, giving ‘specific advice’, ‘examples’ or ‘exemplar materials’, whereas the latter suggests all training should occur for a ‘good understanding’ or ‘to support understanding’ of the reasons behind their teaching and its impact on children’s learning capability and development (Waters, 2016). Rather than showing and giving good practice examples and guidance to practitioners, the Stocktake’s focus is that they first have to truly understand the complex mechanisms behind their pedagogic approach, thus taking a conscientious action to improve the areas which they deem substandard.
	The idea of professionalising the educators in order to transform a system is not new. Mourshed, Chijioke and Barber (2010) found out that shaping of the professional is one of the most important steps for transforming and enhancing educational systems, starting with raising the caliber of recruits so that teacher candidates are certified and by providing pre-service training and guidance. With regards to existing teachers and head-teachers, the process of raising the standards begins with raising the actual requirements for professional learning and  development, by providing guidance and coaching for lesson planning skills, for instance, or student assessment analysis. Similarly, UNESCO (2015), states the importance of giving teachers opportunities for professional training. The Foundation Phase action plan (Welsh Government, 2016) highlights that the development of the workforce is the answer to effective and consistent implementation of the Foundation Phase. The plan outlines a strategy for ensuring leadership improvement and quality professional learning  for educators, by reaching an understanding of why their practice must change and how to implement said change, finally reflecting upon how successful it is by considering children’s outcomes, in line with the Stocktake’s focus aforementioned.
	Considering all the above, it is clear that the accurate implementation of the new curriculum in Wales relies on ‘vibrant, engaged educators and support staff who are committed to continuous learning’ (Welsh Government, 2017a, p. 25). AS SUCH, the Welsh Government has established the Education Workforce Council (EWC), where the education workforce was officially registered; their latest statistics are showing that the most popular form of professional learning for practitioners in 2021 was attending courses and/or trainings; the educators have disclosed that the main obstacle forestalling them accessing professional learning is lack of time due to work commitments and/or due to home, family or personal responsibilities (Education Workforce Council, 2021). Furthermore, the EWC survey found that practitioners would welcome more guidance and training in several areas such as digital learning, Welsh language, additional learning needs, leadership, mental health and wellbeing and lastly, the new curriculum. With regards to the new curriculum, 33.3% of school teachers thought that their colleagues and staff are suitably prepared to deliver the new curriculum, and around half of school leaders were positive they themselves were prepared for it. 
	Thoughtful considerations need to be given on how can existent challenges be met so that professional development is consistently and accurately delivered to educators?
There are several plans set by the Welsh Government to answer that question. Firstly, a National Approach to Professional Learning has been adopted, which comes to support educators and impart training, knowledge and collaborations between practitioners so that the new curriculum is efficiently implemented (Welsh Government, 2018). Secondly, a National Approach to Educational Research and Inquiry (NSERE) has been launched in 2021 to provide high-quality research and evidence, both national and international, for the benefit  of the Welsh education system, all the while prioritising new curriculum’s pedagogy and assessment methods, emphasising leadership and professional learning and focusing on bilingual education with emphasis on the Welsh Language (Welsh Government, 2021). Thirdly, the launch of Hwb - the National Digital Learning Platform assists teaching and learning in both English and Welsh language, with numerous digital tools and resources for for a ‘high quality blended and remote learning experiences’, thus engaging the Digital Professional Learning Journey where Hwb is at its core (Welsh Government, 2020; Welsh Government, n.d.). 
	In light of the new curriculum’s four purposes - ambitious, capable learners, enterprising, creative contributors, ethical, informed citizens and healthy, confident individuals, the areas of learning and experience are visibly interconnected (Welsh Government, 2022a). A major change within this curriculum is the presence of the Health and Well-being Area of Learning and Experience (AOLE), which focuses on the development of physical health and emotional wellbeing, social and relational links, all of which can be achieved by affording children regular outdoors experiences. This AOLE accentuates the importance of the outdoor environment. But by regularly exposing them to outdoor spaces, the children are given the chance to learn about risk and how to manage it, thus being neurologically stimulated and acquiring problem solving skills in the same time as they gain flexibility, good control of the gross motor skills, self-esteem and form new relationships, all of which amassed by the four core purposes (Hughes, 2012; Archer and Siraj, 2015). Going even further, quality outdoor experiences provide children with opportunities to learn about the Welsh culture and environment, about nature and to develop empathy towards all living things, thus becoming ethical, informed citizens. 
	However, if the outdoors is a vital resource for the implementation of the new curriculum, there are significant challenges ahead. Bilton (2020) found that many practitioners carrying out outdoor educational experiences could not express their understanding of why they used certain teaching methods, nor could they pinpoint the aims of the outdoor education, thus highlighting the need for professional development and training in the outdoor education. Not even going that far - as providing regular outdoor experiences might be difficult for some schools, a simple look into educators ambivalent perspectives on play and how if affects children’s development and learning can reveal the need for continuous training and development aimed at a deeper understanding of play. It has been shown that children reveal their true potential when they perceive the activity as play and engage in it in a playful manner, rather than considering it a task or not-play (Howard and McInnes, 2012). Notably, their development and subsequent learning is more effective when the level of adult involvement is minimal, adding in the quality of adult-child interactions and discussions (McInnes et al., 2013). In other words, educators should put aside traditional educational methods and view children’s play through their perspective, thus better understanding the process of learning through play, and subsequently better implementing the principles of the new curriculum.
	Another aspect to take into consideration, given the complex nature of the early years education and care sector, is the fundamental need to offer professional development not only to practitioners, but also to the early years leaders, through sustainable leadership and management training, which helps them fulfil their duties more adequately, to offer suitable support and guidance to their colleagues so that all the staff works collaboratively towards a commonly desired strategic direction (Ang, 2011; Fonsen and Soukainen, 2019; Welsh Government, 2020). Although this subject is too intricate to be talked about in detail here, it is proof of the multifaceted challenges ensued by the implementation of the new curriculum in Wales.






	
		

	
	 

	
	 















2. Child-centered methods of assessment within play-based curricula.

	In line with the United Nations Convention on the Rights of the Child, educators have legal responsibility to hear and think about the voice of each child (UNICEF, 1992). The Foundation Phase Framework highlights that children ‘acquire and develop skills at different rates and must be allowed to develop at their own unique, individual pace’, idea reiterated by the new Curriculum for Wales which states that learning happens at each child’s pace, being supported according to every need and where assessments are child-focused (Welsh government, 2015; Welsh Government, 2022a). Thomas and Lewis (2016) believe that practitioners acknowledge children’s voices, experiences and needs by observing them, thus, the evidence collected through observations on children’s interests helps educators to plan for enhancing their learning. Not only that, but as Nahmad-Williams (2012) emphasises, educators have to assume different roles, from being a partner or a character alongside children’s play, to being the mediator supporting conflict resolution by enhancing children’s negotiating skills, to being an astute observer in order to gain knowledge about the child and his interests, an assessor to explicitly link observations to areas of learning to and an evaluator of the efficiency of the practice. 
	By examining a range of international Early Childhood curriculum documents , research has shown a consensus on key aspects of children’s first years of education. All curriculums evidenced a real understanding of children’s individuality, of their uniqueness; the general stance regarding educational practice was that learning has to be approached in a holistic manner because all areas of learning and development are interconnected too; assessment is an on-going process scaffolded on previous observations and can be achieved through various methods, from documentation, to learning stories, narratives and portfolios; all documents recognised the vitality of play in children’s engagement with learning experiences (Arias de Sanchez, Doiron and Gabriel, 2012). 
	The Foundation Phase Profile in Wales states that baseline assessment is made of teachers’ observational judgements, instead of using testing (Welsh Government, 2017b). Teachers have flexibility to choose the right method of observation for the Foundation Phase Profile. As feedback, practitioners commented positively, as they considered the Profile paints a comprehensive picture of student’s capabilities and also because the assessments could be achieved through observation (Welsh Government, 2022b). Moreover, educators have identified that the Compact Profile is practical for designing and planning to reach new goals and helpful in identifying students with additional learning needs. Similarly, Thomas and Lewis (2016) state that methodical observation is at the core of the Foundation Phase curriculum, being focused on the individual child’s development and allowing future progress to happen. 
	However, the Foundation Phase Profile is criticised of being too laborious, failing to concentrate on the individual child and being ‘too much of a tick-box’ practice (Welsh Government, 2022). This is more visible when the Foundation Phase (FP) Profile is compared with the new curriculum’s progression steps for learning. For instance, whereas the language terms used in the Profile are emphasising objectivity from the assessor - ‘children are able to’, the new curriculum is addressing competencies in the first person - ‘I am beginning’, ‘I can demonstrate’, ‘I have explored’, thus making it necessary for the assessor to change perspective and view the skills acquired through children’s eyes (Welsh Government, 2015). Another example in this comparison is the recurrent use of the words ‘demonstrate’, ‘understand’ or ‘demonstrate an understanding/effect’ in the new curriculum’s progression steps, whereas the FP Profile hardly uses these terms. Yet another major change in the new curriculum’s assessments is that the progression steps are not age defined, contrary to the FP assessment which separates certain skills to age groups such as nursery, reception and so on. Interestingly enough, with the introduction of the Literacy and Numeracy Framework in 2013 and its revision made statutory in 2015, Welsh Government has reiterated that the Foundation Phase focus is to remain on a ‘stage, not age approach to learning’, thus creating even more confusion (Thomas and Lewis, 2017). More ambiguity stems from the fact that within Foundation Phase, there is a document which supports observations and assessments by clarifying developmental milestones for separate learning areas, from the age of eighteen months to the age of seven; but then it is also noted that these milestones will fluctuate as children are unique in their own capabilities and improvement (Welsh Government, 2011).  Considering all the above, it is clear that the new Curriculum for Wales focuses more on the ‘unique child’ learning, thus tailoring progression steps to meet each child’s capabilities so that the pace of the progress will not be rushed, as not all children learn the same way, in line with Bronfenbrenner’s child-centered view (Goodley and Runswick-Cole, 2010).
	The new Curriculum for Wales allows practitioners to develop new methods of assessment which are in line with the curriculum’s ethos, constructed on the basis of formative assessment with supportive feedback, self- and peer assessment (Welsh Government, 2022a). Personalised assessments will remain in place for Reading and Numeracy as they support children’s progress in these areas of learning. This practice has proven beneficial while being implemented during the Foundation Phase, with some of the schools proving an effective implementation of personalised assessments, while most of  the schools had not fully included it in their practice (Welsh Government, 2022b). It appears that cultural obstacles were preventing schools to fully embrace the usage of personalised assessments, mostly due to practitioners being reluctant to let the traditional paper-based tests go. 
	One of the prominent challenges of implementing the new play-based curriculum for Wales is teaching and assessing while outdoors. As the curriculum promotes the outdoors and consequent learning which occurs in the natural environment, the practitioners will have to establish which methods of observation and assessment is appropriate for them and for the children. As such, Mereweather (2018) thinks pedagogical documentation is a valid strategy as it allows flexibility within the use of methods of observation, as she puts it - ‘documentation is never a single thing’, as it can be an assemble of written observations, children’s creations, photos and notes. This practice stems from Reggio Emilia’s approach known as mere ‘documentation’, where children are actively involved in their own learning and development and the materials gathered this way by the teachers, generate an all in all picture of the learning progress.
	Looking at New Zealand’s assessment arrangements within Te Whāriki, they are both formal, through documented observations on children’s learning linked with the strands - which are the areas of learning, but also by photographs, video or audio recordings and collecting children’s creations, and informal assessment is where the educator is directly involved in children’s daily experiences and events. The particularity of New Zealand’s curriculum assessment is that its purpose is future learning, in other words, it is an assessment for learning, instead of an assessment of learning (Anthony, McLachlan and Lim Fock Poh, 2015). The Te Whāriki Curriculum highlights that assessment narratives such as learning stories are making the flow of learning visible, affording opportunities for revisiting certain activities and generating discussions which enable self or peer assessment. In the same way, Nahmad-Williams (2012) suggests that ‘learning stories’ are a useful observation tool which give educators opportunities to reflect on previous events and analyse it more thoroughly. Furthermore, the author believes they are a good way of engaging discussions about a child’s development between practitioners and also with parents. Time must be considered when adopting learning stories as method of assessment in the new curriculum, as they can be lengthy and the possibilities for immediate interpretation and writing could be scarce within a busy educational setting.
	Smidt (2015) too reflects on how learning stories drive children towards self-assessment and engages them in reflection about their own learning experiences. On this subject, Thomas and Lewis (2016) maintain that Foundation Phase Assessment for Learning is a continuous formative process where practitioners and children alike are doing the assessments. In line with Piaget’s views on peer interactions and how they model a child’s development, the authors propose guidance and activities examples which promote self and peer assessment, thus allowing children take charge of their learning. Tierney (2013) too suggests actively involving older children in their assessment empowers and motivates them to progress. This is in line with the new curriculum’s approach towards formative, self-and peer assessment opportunities.
	Assessment in Te Whāriki puts the Maori child within the Maori culture and way of life, just like the new Curriculum for Wales is trying to incorporate the Welsh culture and language into day-to-day education (New Zealand Government, 2017). One of the four purposes of the new curriculum in Wales addresses the educational goal of forming ‘ethical and responsible citizens of Wales and the world’, emphasising bilingual effective communication, understanding history and contemporaneity, developing critical thinking skills and  knowledge of the world and of the Welsh culture, mostly condensed in the ‘humanities’ area of learning (Welsh Government, 2022a). The progression steps are clear for each description of learning. Nonetheless, assessment of children in any multicultural classroom is often shadowed by practitioner bias. More explicitly, a multicultural classroom often contains children whose first language is not English and/or Welsh; as Parekh (2017) mentions, there is research evidencing that students of different cultures or from a lower income background are perceived to be of lower intellectual capacity by the practitioners; moreover, students whose first language is not English fall short on language assessments and practitioners extend this shortcoming to other areas of learning. Alsubaie (2015) thinks that teachers can deal with the issues which arise within multicultural classrooms by learning more about the children’s cultural and familial background and their experiences, thus adapting their teaching methods to benefit all students’ learning.
	To conclude, the New Curriculum for Wales allows educators the flexibility to build and implement new strategies of assessment, constructing them on the methods already used which support learning progress, on the basis that these approaches are in line with the curriculum’s values.


3. Finding pedagogic harmony in the outdoors when implementing a play-based early years curricula. 


	The implementation of the new Curriculum for Wales has already begun, with the potential to generate a positive transformation of the welsh educational system. The curriculum’s ethos paints a utopian picture of a system which is focused on generating a lifelong learning disposition for all children with the aim to prepare them for adulthood, workforce market and everything else which stems from being a grown-up. The interconnected areas of learning make for a holistic approach to development and learning. There are many factors to be considered, which will either contribute or become an obstacle to the effective implementation of the curriculum in welsh schools. 
	A play-based curriculum is focused on enabling play-based learning experiences. Froebel thought “Play is the highest expression of human development in childhood for it alone is the free expression of what is in a child’s soul” (Froebel Trust, n.d.). As a definition, play based learning is ‘child-directed exploration of phenomena through the method of play‘ (Aiono, 2015). There are different outlooks on the aim of play: Piaget considered play to be an instrument for children to become familiar with the environment, Vygotsky perceived it as an engine towards children’s development with the help of the proximal adult and Bruner noticed play was children’s creative way of exploring the environment (Brown and Patte, 2013). The recent years have revealed a shift in an early years educational approach across the globe, with many countries seeking to align their educational systems to a child-focused didactic style. From New Zealand’s Te Whāriki curriculum which nurtures and treasures children’s potenntial, to Norwegian transformation of Early Child Education and Care and improved student-teacher ratio, to Italy’s Reggio Emilia view of children as competent and unique individuals, to Finland’s successful educational system reform where children are collaborating with their teachers to set their own learning targets and now the maturing of the Curriculum for Wales, it is visible the wind of educational change blows all over the world (New Zealand Government, 2017; Nigard, 2017; Smidt, 2015; Darling-Hammond, 2010). 
	Of Scandinavian origin, outdoor provision for learning in the form of forest schools have become increasingly popular in the UK. Both the Foundation Phase Framework and the new Curriculum for Wales support the use of the outdoors on account of the many benefits for children’s holistic development. Research has proven the outdoors to be an exemplar environment for learning, as children experience the natural world with its endless supply of natural resources - or ‘loose parts’, actively learning through curiosity and investigation, feeling both calm and excited for the unknown and for the possibilities to be experienced (Hughes, 2012; Maynard, Waters and Clement, 2013; Rodger, 2016).
	But how exactly are practitioners supposed to formally teach while in the outdoors? How are they going to support learners’ progression while in nature? How might they spark children’s curiosity about a certain concept in the natural environment and not hinder children’s free play or not stopping them pursuing their own amazement and interests? And lastly, how are educators assessing children’s progress in the exciting outdoors? Related to all the questions above, a research study by Maynard, Waters and Clement (2013) reveal how it can be done. They took teachers from different schools, provided them professional training on several aspects including the benefits and obstacles of the outdoor education, basic research concepts, and pedagogical approaches such as Reggio Emilia with its child-initiated learning principles. The activities ranged from tending to vegetable gardens, to playing with nature’s resources, building and constructing or investigating concepts such as air, flight, wind or snails. The interesting thing is that this research has focused on the ‘underachieving’ children who were socially or emotionally challenged and had lower academic outcomes. The study concluded that being outdoors and thus free to initiate and control the activities they took part in, the children exhibited a different, more positive and competent behaviour than indoors. Moreover, the practitioners themselves reflected upon their different attitudes and behaviour towards these children, questioning their practice and methods of teaching. Three strategies can be deduced from this study: firstly, professional, on-going training focused on the outdoor educational provision is a must, in order to disrupt the traditional ways, secondly, considerations and in-depth analysis of other play-based curricula and the key concepts, and thirdly, reflection upon the role of the educator. It is proven that the teachers’ attitudes towards the outdoors can influence children’s experiences within and with nature; as a consequence, there is a need for further training to help practitioners ‘articulate the aims of an outdoors education’ (Bilton, 2013; McInnes et. al., 2013). Going even further, Ernst and Tornabene (2011) support professional development for outdoor quality education, adding that active action has to be taken for reducing obstacles such as exaggerated considerations for safety, reaching a real understanding of the value of free, unstructured play in nature and increasing educators’ emotional attachment towards nature or natural environment projects. Although other aspects of outdoor teaching may be of equal consideration when applying changes for the new curriculum, the aspects mentioned above may be of pressing matter.
	In conclusion, it’s a universal truth that all children learn inherently through play. And what better environment for them to play in than in nature, where all senses are stimulated and there are numerous benefits to children’s physical and emotional health and also to their academic development. So why not fully embrace the outdoors with all its potential? Why not try to find ways to access and spend more time outdoors, gain more knowledge on effective methods of teaching, let go of traditional ways and be open to innovation of pedagogical methods? It is said ‘where there’s a will, there’s a way’. Then why not will it for the outdoors to be a safe, rich environment which promotes learning? There are many lessons to be learned from the implementation of the new curriculum for Wales now and in the future, and the use of the outdoors for educational purposes promises to be extremely challenging but equally rewarding. 
	
	





















Reference list.

Aiono, S. (2015) ‘Hitting the ground running: Meeting the national standards at age of 5’, New Zealand Education Review, 6(3), pp. 12-13. Available at: https://issuu.com/apnedmedia/docs/postgrad_education_2015 (Accessed: 28 October 2022).

Alsubaie, M. A. (2015) ‘Examples of Current Issues in the Multicultural Classroom’, Journal of Education and Practice, 6(10), pp. 86-89. Available at: https://files.eric.ed.gov/fulltext/EJ1081654.pdf (Accessed: 27 October 2022).

Ang, L. (2011) ‘Leading and Managing in the Early Years: A Study of the Impact of a NCSL Programme on Children’s Centre Leaders’ Perceptions of Leadership and Practice’, Educational Management Administration and Leadership, 40(3), pp. 289 - 304. DOI: 10.1177/1741143212436960. Available at: https://journals.sagepub.com/doi/10.1177/1741143212436960 (Accessed: 22 October 2022).

Anthony, G., McLachlan, C. and Lim Fock Poh, R. (2015) ‘Narrative assessment: making mathematics learning visible in early childhood settings’, Mathematics Education Research Journal, 27(3), pp. 385–400. Available at: https:// https://www.proquest.com/docview/1702240944/fulltextPDF/5A87AA1D77FD4015PQ/1?accountid=130472 (Accessed: 23 October 2022).

Archer, C. and Siraj, I. (2015) Encouraging physical development through movement-play. London: SAGE Publications Ltd.

Arias de Sanchez, G., Doiron, R. and Gabriel, M. (2012) ‘An Examination of International Early Childhood Curriculum Documents’, Canadian Children, 37(2), pp. 231 - 244. 
Available at: https://content.ebscohost.com/ContentServer.asp?T=P&P=AN&K=85124389&S=R&D=eue&EbscoContent=dGJyMNXb4kSeqLQ4zdnyOLCmsEqeqLBSsay4TLSWxWXS&ContentCustomer=dGJyMPGqtVGxp7FRuePfgeyx44Dt6fIA (Accessed: 25 October 2022).

Bilton, H. (2020) ‘Values stop play? Teachers’ attitudes to the early years outdoor environment’, Early Child Development and Care, 190(1), pp. 12-20. Available at: http:/centaur.reading.ac.uk/86411/ (Accessed: 17 October 2022).

Brown, F. and Patte, M. (2013) Rethinking children’s play. London: Bloomsbury Academic.
Darling-Hammond, L. (2010) What We Can Learn from Finland’s Successful School Reform.  Available at: https://edpolicy.stanford.edu/library/publications/543 (Accessed: 29 October 2022).

Donaldson, G. (2015) ‘Successful Futures: Independent Review of Curriculum and Assessment Arrangements in Wales’. Available at: https://gov.wales/sites/default/files/publications/2018-03/successful-futures.pdf (Accessed: 14 October 2022).

Education Workforce Council (2021) 2021 National Education Workforce Survey Report. Available at: https://www.ewc.wales/site/index.php/en/documents/research-and-statistics/education-workforce-survey-2021/3058-national-education-workforce-survey-report-2021/file.html#page8 (Accessed: 21 October 2022).

Ernst, J. and Tornabene, L. (2012) ‘Preservice early childhood educators’ perceptions of outdoor settings as learning environments’, Environmental Education Research, pp.1-22. Available at: http://dx.doi.org/10.1080/13504622.2011.640749 (Accessed: 29 October 2022). 

Fonsen, E. and Soukainen, U. (2019) ‘Sustainable Pedagogical Leadership in Finnish Early Childhood Education (ECE): An Evaluation by ECE Professionals’, Early Childhood Education Journal, 48, pp. 213-222. Available at: 
https://doi.org/10.1007/s10643-019-00984-y (Accessed: 22 October 2022).  

Froebel Trust (no date) The Power of Play. Available at: https://www.froebel.org.uk/about-us/the-power-of-play (Accessed: 8 January 2021).

Goodley, D. and Runswick-Cole, K. (2010) ‘Emancipated play: dis/abled children, development and deconstruction’, Disability and Society, 25(4), pp. 499-512. Available at: https://www-tandfonline-com.ezproxy.uwtsd.ac.uk/doi/full/10.1080/09687591003755914 (Accessed: 28 October 2022).

Howard, J. and McInnes, K. (2012) ‘The impact of children’s perception of an activity as play rather than not play on emotional well-being’, Child: care, health and development, 39(5), pp. 737-742. Available at: https://onlinelibrary.wiley.com/doi/epdf/10.1111/j.1365-2214.2012.01405.x (Accessed: 20 October 2022).

Hughes, B. (2012) Evolutionary Playwork. 2nd Ed. Oxon: Routledge.

Macdonald, N. (2018a) ‘The Great Divide’, Centre for Education Education for Wales [blog]. 14 February. Available at: https://athrofa.cymru/2018/02/14/the-great-divide/ (Accessed: 14 October 2022).

Macdonald, N. (2018b) ‘The Great Divide: separation of care and education in Wales an examination of policy, reform, and research evidence’. Available at: https://repository.uwtsd.ac.uk/id/eprint/985/1/Macdonald%2C%20N.%20%282018%29The%20Great%20Divide.pdf (Accessed: 14 October 2022).

Maynard, T, Waters, J. and Clement, J. (2013) ‘Child-initiated learning, the outdoor environment and the ‘underachieving’ child’, Early Years, 33(3), pp. 212-225. Available at: https://www-tandfonline-com.ezproxy.uwtsd.ac.uk/doi/full/10.1080/09575146.2013.771152 (Accessed: 8 February 2021).

McInnes, K. et al. (2013) ‘The nature of adult-child interaction in the early years classroom: Implications for children’s perceptions of play and subsequent learning behaviour’, European Early Childhood Education Research Journal, 21(2), pp. 268- 282. Available at: https://dx.doi.org/10.1080/1350293X.2013.789194 (Accessed: 17 October 2022).

Mereweather, J. (2018) ‘Listening to young children outdoors with pedagogical documentation’, International Journal of Early Years Education, 26(3), pp. 259-277. Available at: https://doi.org/10.1080/09669760.2017.1421525 (Accessed: 26 October 2022).

Mourshed, M., Chijioke, C. and Barber, M. (2010) How the world’s most improved school systems keep getting better. McKinsey and Company. Available at: https://en.unesco.org/icted/sites/default/files/2019-04/how-the-worlds-most-improved-school-systems-keep-getting-better_download-version_final.pdf (Accessed: 20 October 2022).

Nahmad-Williams, L. (2012) ‘Approaches to Play’, in Beckley, P. (Ed.) Learning in Early Childhood: A Whole Child Approach From Birth to 8. Los Angeles: Sage Publications Ltd.

New Zealand Government (2017) Te Whāriki: Early Childhood Curriculum. Available at: https://www.education.govt.nz/assets/Documents/Early-Childhood/ELS-Te-Whariki-Early-Childhood-Curriculum-ENG-Web.pdf (Accessed: 24 October 2022).

Nygard, M. (2017) ‘The Norwegian Early Childhood Education and Care institution as a learning arena: autonomy and positioning of the pedagogic recontextualising field with the increase in state control of ECEC content’, Nordic Journal of Studies in Educational Policies, 3(3), pp. 230-240. Available at: https://www.tandfonline.com/doi/full/10.1080/20020317.2017.1297017 (Accessed: 29 October 2022).

OECD (2017) The Welsh Education Reform Journey: A Rapid Policy Assessment. Available at: https://www.oecd.org/education/The-Welsh-Education-Reform-Journey-FINAL.pdf (Accessed: 16 October 2022).

Parekh, G. (2017) ‘The tyranny of “ability”’, Curriculum Inquiry, 47(4), pp. 337-343. Available at: https://doi.org/10.1080/03626784.2017.1383755 (Accessed: 27 October 2022).

Rodger, R. (2016) Planning an Appropriate Curriculum in the Early Years: A Guide for Early Years Practitioners and Leaders, Students and Parents. 4th Ed. London: Routledge.

Smidt, S. (2015) Observing Young Children: The role of observation and assessment in early childhood settings. Oxon: Routledge.

Thomas, A. and Lewis, A. (2016) An Introduction to the Foundation Phase: Early Years Curriculum in Wales. London: Bloomsbury Academic. 

Tierney, R. D. (2013) ‘Fairness in classroom assessment’, in J. H. McMillan (Ed.) SAGE Handbook of Research on Classroom Assessment.Thousand Oaks: Sage Publications.

UNESCO (2015) EDUCATION FOR ALL 2000–2015: achievements and challenges. 
Paris: UNESCO. Available at: http://unesdoc.unesco.org/
images/0023/002322/232205e.pdf (Accessed: 20 October 2022).

UNICEF (1992) The United nations Convention on the Rights of the Child. Available at: https://www.unicef.org.uk/wp-content/uploads/2010/05/UNCRC_united_nations_convention_on_the_rights_of_the_child.pdf (Accessed: 23 October 2022).

Waters, J. (2016) ‘The Foundation Phase in Wales - time to grow up?’, Wales Journal of Education, 18(1), pp. 179-198. Available at: https://repository.uwtsd.ac.uk/id/eprint/715/1/Waters%2C%20J.%282016%29%20The%20foundation%20phase%20in%20Wales%20-%20time%20to%20grow.pdf (Accessed: 15 October 2022).

WISERD (2015) Evaluating the Foundation Phase. Final Report. Cardiff: Welsh Government. Available at: https://gov.wales/sites/default/files/statistics-and-research/2019-07/150514-foundation-phase-final-en_0.pdf (Accessed: 15 October 2022).

Welsh Government (n.d) Hwb Professional development. Available at: https://hwb.gov.wales/professional-development (Accessed: 22 October 2022).

Welsh Government (2011) Foundation Phase child development assessment profile. Available at: https://dera.ioe.ac.uk/3642/1/110517foundassessmenten.pdf (Accessed: 27 October 2022).

Welsh Government (2014) Independent stocktake of the foundation phase in Wales: Final Report. Cardiff: Welsh Government. Available at: https://gov.wales/sites/default/files/publications/2018-03/an-independent-stocktake-of-the-foundation-phase-in-wales-final-report.pdf (Accessed: 15 October 2022).

Welsh Government (2015) Foundation Phase Framework. Available at: https://hwb.gov.wales/storage/d5d8e39c-b534-40cb-a3f5-7e2e126d8077/foundation-phase-framework.pdf (Accessed: 22 October 2022).

Welsh Government (2016) Foundation Phase Action Plan. Available at: https://gov.wales/sites/default/files/publications/2018-03/foundation-phase-action-plan.pdf (Accessed: 20 October 2022).

Welsh Government (2017a) Education in Wales: Our national Mission. Available at: https://gov.wales/sites/default/files/publications/2018-03/education-in-wales-our-national-mission.pdf (Accessed: 20 October 2022).

Welsh Government (2017b) Foundation Phase Profile Handbook. Available at: https://hwb.gov.wales/storage/f9d85dba-85a4-4e87-bb58-a24730ad7e57/foundation-phase-profile-handbook-revised-september-2017.pdf (Accessed: 26 October 2022).

Welsh Government (2018) National approach to professional learning. Available at: https://hwb.gov.wales/professional-development/national-approach-to-professional-learning/ (Accessed: 20 October 2022).

Welsh Government (2020) Education in Wales: Our National Mission. Available at: https://gov.wales/sites/default/files/publications/2020-10/education-in-Wales-our-national-mission-update-october-2020.pdf#page8 (Accessed: 20 October 2022).

Welsh Government (2021) The National Strategy for Educational Research and Enquiry (NSERE): vision document. Available at: https://gov.wales/national-strategy-educational-research-and-enquiry-nsere-vision-document-html#section-74256 (Accessed: 22 October 2022).

Welsh Government (2022a) Curriculum for Wales. Available at: https://hwb.gov.wales/curriculum-for-wales/designing-your-curriculum/developing-a-vision-for-curriculum-design/#curriculum-design-and-the-four-purposes (Accessed: 22 October 2022).

Welsh Government (2022b) Research into assessment practices in the Foundation Phase (summary). Available at: https://gov.wales/sites/default/files/pdf-versions/2022/7/2/1657609272/research-assessment-practices-foundation-phase-summary.pdf (Accessed: 20 October 2022).



1

image1.png




image2.png




