Early Years Curricula: Module Assignment 

Section 1
This section critically analyses the implementation of play-based learning within the early-years, focusing on its benefits, barriers, challenges and opportunities to support this type of curricula effectively. 

Play-based learning is of a different nature to the conception of play (Danniels, 2018). Wonderschool (2017) defines play-based learning as a form of early years education established on child-led and open-ended play, providing children with an amount of freedom to apply their imagination (Reed and Canning, 2012) and learn as they play (Danniels, 2018). 

Early Years Wales (2020) acknowledges the Foundation Phase Framework as the national curriculum for Wales for all children aged 3 to 7 years. The Welsh Government (2018c) recognises the importance of developing a wide selection of skills that are essential for today’s society. Although dated, the Welsh Assembly Government (2008b) suggests that play is a key component within the curriculum for all Foundation Phase children and has a role in strengthening the child’s development in their language, social, emotional and creativity skills (Family Lives, no date) across the 7 areas of learning within the framework (Howard and McInnes, 2013). Furthermore, Winnicott, cited in Freud Museum London (2017) supports this, suggesting that play enables the child to attain an understanding of their own thoughts and feelings, as well as an understanding of their environment (Welsh Government, 2015b). The Welsh Assembly Government (2009) recognises that when these skills are developed to their full potential, the child is more capable of retaining the knowledge learnt.

The Government of Western Australia (no date a) agrees and suggests that a play-based environment allows the child to incorporate through their play, the skills they have learnt in the classroom. This is considered to assist in the development of skills to problem solve, persevere, compromise and co-operate with others. In addition to this, the importance of play-based learning is highlighted by the Government of Western Australia (no date b), suggesting that when children learn in this type of environment, their talking, reading, writing and thinking skills are enhanced, as these skills are practised and reinforced through their play. This is in line with the Foundation Phase Framework, where through play, the child’s well-being is promoted as they develop first-hand experiences, gaining an understanding of themselves and the world in which they live (Welsh Government, 2015b).

Within the Foundation Phase Framework 2015, it is recognised that children should acquire outdoor learning experiences, as well as the indoor (Welsh Government, 2015b). To support outdoor learning activities, UNICEF (2018) suggests that the learning area and the materials used should be considered during planning, to implement a good quality play-based environment. It is suggested that environments should consist of large spaces that enable children to move around and engage freely in the activities that interests them the most. Furthermore, Whitebread (2012), cited in Howard and McInnes (2013) acknowledges that an environment should provide learning opportunities for children, consisting of equipment and materials that stimulate them in their play. However, it is recognised that this type of environment can be challenging due to factors such as large class sizes, where space is limited for children to move freely, or the lack of training received by teachers to confidently plan and implement play-based learning within the learning environment (UNICEF, 2018). 

Danniels (2018) recognises the gap between developmental and academic perspectives of play-based learning. It is suggested that research carried out on the developmental benefits highlight the significance of free play in the presence of a non-participating adult, while research on academic benefits highlight the significance of adult-led and mutually directed play between the adult and the child. It is accentuated that this causes confusion for educators and as a result, educators experience challenges during implementing play-based learning within the classroom, as a consequence of receiving insufficient training to pursue a play-based curricula confidently and effectively (Danniels, 2018). McInnes et al. (2011) suggests that pedagogy is established by professional practitioners acquiring a comprehensible understanding of play and learning. Awareness of the connections between one another is essential for professional practitioners to implement a play-based learning and provide children with successful learning experiences (McInnes et al., 2011).

Supporting this, the evaluation research on the Foundation Phase carried out by the Welsh Government in 2015 identifies confusion pertaining to play-based learning and highlights the need for practitioners to receive adequate training to improve their professional development is the basis for successfully implementing a play-based learning environment (Welsh Government, 2015a). Within this report, training and the incorporation of the latest training materials, as well as follow-up of training, is recognised as a beneficial tool to support and ensure practitioners apply and sufficiently implement Foundation Phase pedagogies effectively within the learning environment (Welsh Government, 2015a). Estyn (2010) suggests that National Training Programmes in Wales focusses on delivering quality training to Foundation Phase practitioners, in order for effective pedagogy to be implemented within the learning environment to positively enhance the child’s learning and individual needs. Furthermore, it is acknowledged that the length of time between training sessions impacts how practitioners consolidate their learning. It is suggested that training sessions which occur over a shorter period of time have the advantage of providing practitioners with opportunities to successfully build on their previous knowledge to implement play-based learning effectively (Estyn, 2010). 

Macdonald (no date) suggests that an understanding of the challenges, as well as the advantages of the Foundation Phase, can be gained from a clear understanding of how the curriculum should be delivered in practice. According to Macdonald (no date), Bronfenbrenner’s Ecological System Theory can be used to illustrate the challenges and the provision of the Foundation Phase in Wales. It is suggested that each level represents the structure for implementing the Foundation Phase effectively, with the Macrosystem Welsh Policy level as the critical layer, which affects the function of all other layers during implementation (APA Dictionary of Psychology, 2020). 

Similarly, research carried out by Hunter (2019) within New Zealand schools highlights the perplexity of the adult’s role in a play-based learning environment and identifies common barriers to the successful implementation. The most common barriers found were the lack of resources; funding; staffing ratios; teacher knowledge and their perception of play-based learning. Research carried out by Waters (2016) highlights the difficulties felt by practitioners to define the meaning of child-initiated and adult-led learning. However, Maynard et al, cited in Waters (2016) addresses that there is no one meaning which defines the pedagogy of the Foundation Phase.

As cited in Hunter (2019), Aiono (2017) describes the adult’s role as one that warrants adaptability and skill to confidently float between teacher-directed activities and play-based learning. Pyle and Danniels (2017), cited in Hunter (2019) recognises that training is required to facilitate these barriers and successfully implement a play-based learning. However, Hunter (2019) recognises the average support measure identified by educators in this research was to be given time for planning and to receive training from outside agencies. In addition, it is acknowledged that although training would be beneficial to professional development, this support was unavailable due to lack of funding (Hunter, 2019). 

However, as cited in Waters (2016), the Welsh Assembly Government (2008) recognises the need for an even distribution between child-centred activities and those led by an adult within the Foundation Phase Framework, describing the adult as a facilitator of learning, in a curriculum that is planned around the individual needs of the child. Bruner, cited in Aubrey and Riley (2019) identifies the Scaffolding Theory as a supporting construction involving the adult, or a more competent child, which supports the child to independently develop the skills required to accomplish new tasks or set goals. In order for scaffolding to be successful, teachers ought to be educated to identify the individual needs of the child, when the child requires support, and how the child can be stimulated in their learning. Furthermore, Hunter (2019) suggests that it is essential for educators to be capable of adapting their teaching in order to scaffold the child effectively and meet their individual learning needs. Moreover, Waters (2016) suggests that the Foundation Phase warrants practitioners who are able to implement this, in order to enforce play-based and child-initiated learning successfully.

The evaluation report by the Welsh Government (2012), Evaluating the Foundation Phase: Policy Logic Model and Programme Theory, links similarities between the Foundation Phase and other curricula across Europe. In addition, the Welsh Government’s report on the independent stocktake of the Foundation Phase in Wales, highlights that during evaluation of the pedagogy of the Foundation Phase, research provided evidence of the Foundation Phase’s close association to international approaches on early childhood education and care, such as ‘Reggio Emilia’ in Northern Italy, ‘Te Whāriki in New Zealand and early years practice in Scandinavia (Welsh Government, 2014).  

According to Macdonald (no date), the general opinion of the Foundation Phase curriculum is pleasing. However, Estyn’s Annual Report, 2010-2011 suggests that although the provision of the Foundation Phase demonstrates to be inspirational in the child’s learning, there is evidence that further actions are required to enhance the implementation of education in Wales (Estyn, 2011). 

The Donaldson report provides evidence suggesting that stakeholders acknowledge the Foundation Phase as one of the ‘best things’ (p.15) in the system of education in Wales, although the continuation of support and the need for change is evident across the curriculum (Donaldson, 2015). Despite this, the Programme for International Student Assessment (PISA) describes Wales’ education system to be the lowest ranked in the UK for the fourth time running and holds a scarcer proportion of high performing learners in science, reading and mathematics, compared to the rest of the UK (Wightwick, 2016). Donaldson (2015) implies that the low achievement of Wales in its PISA tests continues to be the inspiration for change. However, according to OECD (2022), the 2018 PISA results confirmed an increase in literacy, numeracy and science levels.

A summary of the curriculum and assessment arrangements in Wales carried out by the Welsh Government, states that the curriculum has regularly been amended to meet the challenges of the Curriculum for Wales (Welsh Government, 2018c). Although The Donaldson report provided positive views concerning the curriculum, it highlights teacher’s desires to gain freedom in the way they teach and what they teach their learners, as well as improving assessment programmes that would operate well in supporting children in their learning and development (Welsh Government, 2018c). Although a challenge, the new curriculum for Wales grants schools with the opportunity to design their own curriculum, which provides teachers with the power to be the driving force of their teaching methods (OECD, 2022).

Furthermore, children and young people expressed their feelings of the curriculum being dated, particularly in the area of learning focusing on technology and digital skills, where digital learning is essential in today’s society, and the want for learning to be fun and interesting, focusing on life skills that would provide them with confidence to support them through to adulthood, rather than something felt to succeed in a school assessment (Welsh Government, 2018c). Following this report, the development of the Digital Competence Framework (Welsh Government, 2018a) implied that the skills gained from the use of digital technology, contributes to areas of learning within the curriculum, for children to become confident and creative digital citizens in their ever-changing digital world (Donaldson, 2018), in line with the new curriculum for Wales in providing learning experiences that coincide with the 21st century (OECD, 2022).

The curriculum for Wales is described as a strong foundation for developing the new curriculum, which will address the challenges identified in the current curriculum and facilitate in effective teaching and learning (Donaldson, 2015). In order to implement the new curriculum effectively, it is suggested that Wales gains a vision of what a productive curriculum may look like in practice (OCED, 2022). The new curriculum for Wales has been planned for future success and focuses on moulding a holistic educational system that is guided by learner-centred objectives in accordance with its aim for all children, including those with additional learning needs, receive equal means of education to succeed within its four purposes and seven Areas of Learning and Experience (OECD, 2022). 


Section 2
This section critically evaluates methods off assessment, progress, tracking and age or stage related development modes within a play-based curricula, whilst considering the concepts of the unique child.

As suggested by Early Years Matters (2022a), every child is a unique individual who continuously learns to develop their resilience, capability and confidence from a young age (Warwick, 2019). It is suggested that children acquire these skills from experiencing positive relationships with their parent or key person (Foundation Years 2011) in a learning environment that provides stimulating experiences for the child’s learning to be developed and their extended learning to be supported effectively (Foundation Years, 2011). 

Early Education (2012) acknowledges that without consideration of the child’s race, culture, religion, language, family background, learning difficulties, disability or gender, under Article 28 of the United Nations Convention on the Rights of the Child it is acknowledged that every child is entitled to an education (Unicef, 2019) which provides opportunities to support the development of the child’s personality and talents to their greatest potential, in order to extend existing knowledge in preparation for their life ahead (Welsh Government, 2015b).

According to the Welsh Government (2017), the Foundation Phase provides children with opportunities to acquire new skills. It is acknowledged that the skills learnt are developed by allowing time for the child to learn at a rate that is unique to them and their individual needs, although their pace of learning and development will alternate form day to day. Throughout their time in the foundation Phase, children ought to be provided with the opportunity to repeat their knowledge through all Areas of Learning, as the learning outcomes should be thought of as interconnected, although the 7 Ares of Learning are separated into categorised areas (Early Years Matters, 2022b).

The New Curriculum for Wales has been designed to facilitate each setting in the development of its own curriculum, which will enable children to progress in the learning, towards accomplishing the four purposes within the curriculum (Welsh Government, 2020). The 27 statements of what matters within the Curriculum for Wales Framework are the foundation for the children’s learning and progression and promotes consistency in the way each setting designs their individual curriculum. It is suggested that a clear comprehension of each statement is essential, in order for the child to enhance their knowledge and understanding of the statements, as they move through their individual learning process. As recognised by the Welsh Government (2020), the child’s level of development should be validated through a range 
of assessment strategies that provide the child and the teacher with a clear view of the child’s progression and what steps are needed for the child to develop further in their learning. Within the New Curriculum, the Welsh Government (2020) states that additional support is provided to the child by the descriptions of learning, which are organised into five progression steps. However, similar to the outcomes within the Foundation Phase Framework (Welsh Government, 2015b), the five progression steps categorise the child’s learning and progression against the child’s age (Welsh Government, 2020). 

Jones (2021) acknowledges that during the child’s education, a time where development is most evident, the child is intertwined with assessments to accumulate numerical data, although the Organisation for Economic Co-operation and Development (OECD), cited in Jones (2021), implies that this does not provide substantial evidence relating to the child’s learning experiences being enhanced from this form of assessment. As it is a requirement within Wales’ education system, it is recognised that children as young as four years old are measured against the learning outcomes within the Foundation Phase Profile, to obtain a baseline assessment of the child’s development and progression within the first 6 weeks of the child’s school life, through to the end of the Foundation Phase (Welsh Government, 2018b). As acknowledged by Jones (2021), baseline scores are presented to the Local Authority and are collated nationally to track the child’s progression and forecast their outcome expectations. Furthermore, Jones (2021) argues that the numerical scores allocated to children provides little other than the pressure gained from reinforcing the dominance of the curriculum.

The Welsh Government (2017) states that the Foundation Phase Profile is an observational assessment tool that is used nationally to assess the child’s progression, aiding in early recognition of developmental delay and outlining a holistic interpretation of the child’s development and facilitates in its four Areas of Learning. According to Professional Association for Childcare and Early Years (2017), the aim of the Foundation Phase Profile is to assist practitioners across the nation to consistently observe and assess the children they work with, continuing to have a dominant role as a form of assessment within the Foundation Phase (Welsh Government, 2016).

However, the Welsh Government (2012), considers the terminology used within the Profile to be difficult to comprehend, therefore the observers conceptual understanding is not known and is a disadvantage to the assessment, as inconsistencies can be caused across the nation. Furthermore, the Welsh Government (2018b) highlights the limitations provided by the Foundation Phase Profile to fully assess children with learning difficulties, therefore does not provide the observer with valuable information concerning the child’s progress and the interventions that may be necessary to support the child’s individual needs.

As suggested by Howard and McInnes (2013), children progress in several ways and play has a role in supporting the child’s progression across the areas of learning. It is acknowledged that when children are at play, they are in a natural environment for observation to take place, portraying a true reflection of their developmental skills by performing to the best of their ability. Furthermore, Howard and McInnes (2013) highlights the importance of play as a supportive aid in observation and assessment, as children are eager to behave naturally in an environment which puts them at ease (SAGE Publications, no date). 

Professional Association for Childcare and Early Years (2020) suggests that undertaking frequent observations is the responsibility of the practitioner, as well as tracking the child’s progression (SAGE Publications, no date). Although dated, the Welsh Assembly Government (2008a) suggest that observations are an essential means to becoming acquainted with the child, as they determine the child’s interests, their learning and development, and identify any challenges in order to support their individual needs to progress in their learning, along with the unique qualities they display (Professional Association for Childcare and Early Years, 2020). Similarly, Howard and McInnes (2013), suggests that play based observations and assessments increase the observer’s knowledge of the child to gain a more informed understanding of the child’s needs and developmental progress. 

As highlighted by the Welsh Government (2017) the need for observational assessments to be carried out over a period of time is essential, as a singular observation does not provide clear evidence of the child’s progression or ability. Although aspects of a certain outcome may be evident, the observation should not be recorded against a specific skill or outcome. 

It is suggested that appropriate assessments and accreditation should be accessible to children of all abilities (Welsh Government, 2015b) and should naturally occur within the implementation of the Curriculum for Wales Framework (Welsh Government, 2021). Professional Association for Childcare and Early Years (2016) acknowledges ‘written snap shots’ to be a beneficial observational tool that builds a clear image of the child’s development overtime. This form of assessment is mostly used within a busy learning environment as it is not time consuming and does not require the completion of paperwork. This is in line with the Department for Education (2021) that states that assessments should not be lengthy or interrupt the communication with children and should not involve a significant amount of documentation.

Research carried out by Parekh (2017) highlights that although the term ‘ability’ can be a challenge to define and measure, it is a term that is acknowledged by practitioners and is commonly used within a learning environment to suggest the learning potential and limitations of the child, despite its vagueness. As cited in Parekh (2017), research carried out by Ladwig and McPherson discovers the views teachers hold on the child’s ability has an influence on moulding the way their educational methods are planned and delivered within the child’s learning environment.

Sellgren (2017) reports the common link between schools grouping and teaching children by their ability. As cited in this report, Blake supports this, suggesting that grouping children by their ability is an appropriate tool for teachers to easily plan activities (Bradbury and Roberts-Holmes, 2017b) around the child’s individual needs, providing the child with additional support, which will ensure the learning outcomes within the curriculum are learnt to the best of the child’s learning ability (Sellgren, 2017).

Research carried out by Bradbury and Roberts-Holmes (2017a) examines the degree to which ability groups were used in early years establishments. The research provides evidence that children were grouped in many ways, including intervention sessions where children were taken out of their class for a short duration. Although research provides an indication that a mixed ability approach to teaching and learning contributes to the child’s overall accomplishment, when questioned, teachers revealed that they continue to group their pupils by their ability in phonics, literacy and mathematics. Teachers continued to acknowledge that many children are aware of which group they are in, supporting their teacher opinion and concern that grouping can have a negative impact on the child’s confidence, self-esteem and ambitions. It is reported that these concerns are echoed in practice, as teachers continue to label children as ‘higher’ or ‘lower’ achievers.

Previous research also carried out by Bradbury and Roberts-Holmes (2017b) describes the information collated from observations and assessment to be the required sources for grouping children by ability. However, it was identified that not all teachers agreed with grouping by ability and the preference for grouping by the child’s age was emphasised by 71% of teachers who took part in this research.  

However, according to Vaezey (2020), the Te Whāriki education curriculum does not share the same opinion. Although there are similarities described between the Te Whāriki education curriculum and the Early Years Foundation Phase, such as the aim in developing healthy, competent and confident learners who contribute to their society, the Te Whāriki differs in its assessment method (Ministry of Education, 2017). The framework identifies learning stories to be a form of assessment (Ministry of Education, 2017) that allows the observer to assess the child’s progress, which avoids assessing the child against certain skills or a specified list (Vaezey, 2020).

The curriculum provides children with a play-based learning experience (Ministry of Education, 2017) and is shaped around the four main principles which support the child to develop in the five strands of child development goals within the curriculum (Vaezey, 2020). As suggested by the Ministry of Education (2017), the child is not assessed against a set of developmental milestones and is solely assessed for practitioners to learn about the child’s likes, knowledge and progression, and to identify additional learning opportunities which will support and inspire the child to reach their full potential (Vaezey, 2020) through well planned play-based experiences, that are stimulating and enjoyable for the child (Ministry of Education, 2017). 

According to the Ministry of Education (2017) each child comes into this world with monumental potential to become capable and gifted learners, who have a unique learning path that they will carry with them throughout their lives. The Te Whāriki curriculum provides the child with an inclusive learning experience, where children are not grouped, but learn with and alongside others in a play-based environment, regardless of their age or ability, supporting their social and cultural development (Educa, 2021).

Ministry of Education (2017) suggests that the Te Whāriki curriculum promotes sociocultural theories. As cited in Aubrey and Riley (2019) Vygotsky believed that the child’s development was a result of learning from a more knowledgeable other, through socially interacting and forming relationships with places and things, as well as with people (Ministry of Education, 2017). Vygotsky considered that with this in place, the child would reach their developmental maturity earlier that expected. Similarly, Brunner, cited in Aubrey and Riley (2019) believed that the child’s learning and development was promoted by interaction with others.

The Ministry of Education (2017) highlights that a play-based education has an important place within the framework and allows children to experience new opportunities for learning as they engage with other children, as well as their teacher.


Section 3
Blog: The importance of risky play and outdoor learning on the child’s development?

Research has shown us that play is described as a child-led activity (Play England, 2020) that is established from the child’s interests and the experiences they have obtained during their lives (Early Years Matters, 2020). Although dated, research carried out by Ginsburg (2007) suggests that play is crucial in the child’s development, as it contributes to their cognitive, physical, social, and emotional well-being. 
It is highlighted by research from the Evaluation of the Foundation Phase by the Welsh Government (2015a) that the outdoor environment is barely used as a continuation of the classroom. Data from the evaluation shows that 75% of practitioners reported to use the outdoors as a learning tool at least twice a week, with 35% using the outdoors every day. When questioned, practitioners reported that the weather had an impact on the opportunities that were provided for learning to take place in the outdoors, hence the low percentage of partakers. Regardless of this, children were noticed to be immersed in more energetic and child-led activities when they were observed in the outdoors by the researchers (Welsh Government, 2015a).
Within my role as a Foundation Phase practitioner, the enjoyment and fulfilment that children encounter from playing in the outdoors is witnessed. However, the outdoors is often disregard to a certain degree by fellow co-workers and a decline in its use as a learning environment is evident. It is possible that this could be linked with the perceptions held of the outdoors, where like or dislike is perceived from personal experiences. Solly (no date) states that as professional practitioners, we must be prepared to access the outdoors whatever the weather, with the correct clothing and a positive mental attitude to deliver outdoor learning experiences professionally. Furthermore, Ouvry and Furtado (2019) suggest that the outdoors isn’t used to its full potential, as practitioners do not have a clear perception of what free play looks like in the outdoors. 
Free play is when the child is in control of their own learning and knows how to best achieve what they want (Aubrey and Riley, 2019) from the activity they have independently chosen, without direction from an adult (Nidirect, no date). It is safe to say that self-directed play enables the child to independently initiate their own learning outcomes by challenging themselves to learn new things (The Montessori School, 2020). Although the adult takes a step back during self-directed play, observations continue to take place (Nature Play, 2012). The presence of the adult provides the child with a sense of security and support, if necessary, whilst the child is still experiencing the freedom to independently enhance their learning and development (Nature Play, 2012).

According to Sandseter, Kleppe and Sando (2021) studies carried out over the past few decades indicate a decrease in the provision of free play experiences for children. Kemple et al. (2016), cited in Sandseter, Kleppe and Sando (2021) explains that this could be linked to the change in childhood, where play is viewed as unenergetic indoor activities, as opposed to the outdoors, which requires more intense physical movement. 

To support outdoor learning within the Foundation Phase Framework, the Welsh Government (2015b) states that children’s play should take place in an outdoor environment, as well as the indoors and be safely prepared by the adult for play to occur (Nature Play, 2012). Learning environments should provide the child with enjoyable, exciting and stimulating learning activities that encourage their natural curiosity to investigate the world in which they live and learn through first-hand experiences (Welsh Government, 2015b). This supports the Four Purposes of the new curriculum for Wales (Welsh Government, 2015c), where the aim is to create learners who are confident, independent, capable, creative thinkers throughout their lives.

Similarly, the Welsh Assembly Government (2009) suggests that children gain many benefits when the outdoors is used as a learning resource, as stimuli such as weather, sounds, smell and textures is plentiful, increasing the child’s development as they witness first-hand how the weather and living things change seasonally. It is suggested that the outdoors enables children to play using materials which would not be used indoors, supporting the development of problem-solving and risk-taking skills, in a safe environment (Health and Safety Executive, 2012). The Welsh Government (2009) suggests that this has a positive impact on the child’s health and fitness, as outdoor play naturally inspires the child to be physically active, as their movements are unrestricted in the large space the outdoors provides, facilitating in the child’s health, well-being and obesity in adulthood (Nidirect (no date).

Early Education (2019) recognises that through play children become experts at investigating and recognising the limits of their bodies (Play Wales, 2022a). This skill holds an undeniable amount of risk taking, which is critical for children to develop in their confidence and competence and is essential in their personal development in determining their boundaries (Play Wales, 2022b).

The Health and Safety Executive (2012) recognises that due to a miscomprehension of Health and Safety laws and regulations, children are often discouraged from taking part in certain activities, preventing them from experiencing risk and challenging experiences within a safe and managed environment. Similarly, Rodgers (2018) acknowledges that although children should be prevented from harm, with support from the adult, they must also be encouraged to assess and experience risks in order to extend their learning and development. It is important to remember that risk should be balanced by the enjoyment and benefits the child gains from exhilarating play experiences (Sando, Kleppe and Sandseter, 2021). Sadly, physical-activity and risky play is becoming difficult for children to experience in our risk negative society (Early Education, no date). Research carried out by Sando, Kleppe and Sandseter (2021), suggests that well-being and physical activity has a positive connection to risky play. Findings show evidence that providing children with opportunities to experience risky play supports their development and their learning outcomes. 

It is essential that practitioners recognise that the play and challenge opportunities that an outdoor environment provides for the child cannot be replicated indoors (Bento and Dias, 2017). It is believed that learning in the outdoors offers opportunities and activities that extend further than the traditional classroom has to offer (Welsh Council Outdoor Learning, 2018).

