Part One 
In 2008, the Welsh Government, introduced a new holistic play-based learning field intended for children aged three to seven years, known as the foundation phase. The Foundation Phase is the name given to early childhood education within Wales (Macdonald 2003). The foundation phase framework pinpoints seven key areas of learning, forming part of a holistic, integrated, and cross-curricular methodology (Wainwright et al, 2016). It stresses hand on, experimental and play-based methodology towards learning within indoor and outdoor settings. Individual as well as social development, health and cultural diversity remain the centre of the curriculum (Maynard, Morgan and Waters, 2010). 
Through play, children exercise and strengthen their learning, use their imaginations, take risks, experiment, solve problems and make decisions independently. Hands-on experiences allow children to learn about themselves and the world around them. Educational settings should provide children with opportunities to both indoor and outdoor activities that are stimulating, fun and safe in order to enhance their natural curiosity. Emphasis is placed on utilising the outdoors as a resource for enhancing learning (WAG, 2008). 
In the UK, it has been argued that high-stakes testing influenced the descending pressure of an academic based curriculum and formal teaching methods in the early years. In reaction to this criticism and as a result of national and international reviews (OECD Starting Strong, 2006; Stephen, 2006; Dockett et al, 2007), the UK shifted policies to offer a more child-based approach to teaching and learning for children in the early years (Walsh et al, 2010). 
A fundamental argument for curriculum reform and the subsequent implementation of the foundation phase related to worries about formal teaching approaches in the early years and the need to establish further, developmentally suitable practices within the classroom. For instance, in the initial consultation, it was suggested that teachers were applying formal learning approaches before leaners were even ready (NAfW, 2003) resulting in some children underachieving and getting low standards (Taylor, Rhys and Waldron, n.d).
According to the Welsh Government (2012), one of the needs for reform in early years education was the continued underachievement of around 20% of primary school-aged children over several years. Evidence from early years courses in Scandinavia, New Zealand and Italy showed that the implementation of a formal curriculum and heavy formal teaching to children aged six or seven, can lead to lower standards of achievement in the long-term. 
Wincott (2006), maintains that the foundation phase stemmed from the politicising of early years education and care from Welsh MPs and the development and prominence of several child-centred advocacy groups in Wales, although, it was expert advisor on early years provision, Margaret Hanney in 2000 that helped establish the roots of the foundation phase by ensuring that the curriculum was key to nursery provision. 
According to Wood and Attfield (2005, p.5), ‘play cannot easily be defined or categorized because it is always context dependent, and the contexts are varied.’ Wood and Attfield (2005), analysed reviews of efforts made by play theorists to define ‘play’ and the various environments in which play may occur, indicating that they have ‘multiple meaning for children and adults.’ (p.2) and that transparent definitions have proved difficult. It is argued that the ambiguity when referring to play forms within the foundation phase documentation, such as ‘well planned play’, ‘and free play’ in the absence of differentiation, proves challenging for practitioners.
“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, n.d cited in Unicef, 2018). Plato encouraged the utilization of free-play, gymnastics, music and other types of leisure activities amongst young people as a way of developing skills for later life and to further aid the development of physical and mental health. Aristotle also stressed the benefits of play for the overall well-being of children, whilst the Roman educator Quintilian likewise advocated the practice of play as a primary form of learning. The benefits to children of learning through the first-hand experience of active play conducted with the support of a caring adult, were consistently articulated by the great teachers and philosophers of this era, including John Locke and Martin Luther, and this viewpoint was compounded by the later contribution of Rousseau, Froebel and Pestalozzi. These scholars also advocated the value of early childhood education by implementing this approach in schools that they had established, such as the very first ‘kindergarten’, started in Germany by Froebel in 1837. 
There is now extensive evidence of the benefits of childhood play, and a growing understanding of the various forms that play can take which have a positive effect upon childhood development. The role of physical play, for example, can involve such activities as riding a bike, skipping, jumping, etc. as well as ‘rough and tumble’ games with friends or family. Activities such as building blocks, colouring and sewing refine fine motor skills, and Pellegrini and Smith’s (1998) testimony confirm that this kind of play activity helps with hand-eye coordination and also helps to build physical strength and consistency. ‘Rough and tumble’ play, which can involve rolling around on the ground and wrestling, apparently helps with controlling childhood anger and aggression and is a form of ‘play’ that often extends into adulthood. Research has shown that it also helps with the development of social skills and emotional understanding and is associated with the forming of strong bonds between parents and children. The same research indicates that such physical play can also help children to express themselves emotionally. Tamis-LeMonda and Bornstein (1989) have shown that the speed at which a child processes information in relation to the development of their cognitive ability indicates how much symbolic play they may engage with as they grow. This viewpoint was established by Vygotsky in the early 1900’s and is largely accepted today along with the growing evidence that language and self-regulation are inter-related (Vallaton and Ayoub, 2011) and combine to create the greatest indicators of a child’s emotional health and eventual academic achievements. (Whitbread, 2011).
WAG (2008) states that in the Foundation Phase ‘there must be a balance between structured learning through child-initiated activities and those directed by practitioners’ (2008 p.6) Communication between child and adult is also an essential part of this learning, foremostly in ‘shared and sustained thinking’ (WAG, 2008, p.6).Teachers are expected to actively participate in the play of children and to provide an environment which encourages and supports their play and increases their interests. The instigation of the Foundation Phase involved a transformation in the performance and role of teachers in order to support a form of learning that was centred upon play and initiated by children themselves. Defining the nature of key terminology, such as ‘child initiated’, ‘practitioner directed’ and ‘active learning’ was notably one of the primary challenges for educators. (Maynard et al. 2013 p. vi). During the early stages of the implementation of the Foundation Phase, the Welsh Assembly Government called for and financed a study carried out by Siraj-Blatchford et al. (2005), which identified the role and contribution of teachers during this phase as an issue. The results of the study implied that ‘further support was needed to develop and maintain play-based and experiential pedagogies giving sufficient emphasis to activities that involve adult guided play and learning and interaction with appropriate challenge’ (Siraj-Blatchford et al. 2007b p.8-9). Furthermore, it was identified that likeminded play-based approaches to learning that were implemented internationally were not left to chance but are ‘channelled through complex reciprocal and responsive relationships and is situated in activities which are socially constructed and mediated’ (Wood 2004 p.20). This approach suggests that Foundation Phase educators in Wales need to introduce learning based upon an understanding of childhood development centred around established sociocultural theory, whereby their practice relates to that of one used internationally, and as such is one which is simultaneously proactive and responsive – the former in creating an actual learning environment and the latter in relation to the child’s actual learning needs.
Siraj-Blatchford et al. (2007) noted conflicting viewpoints (p.56) that were being given with regard to the role of play within the Foundation Phase ‘seemingly as a result of the Welsh Assembly Government’s Play Policy’ (ibid.). The result of this was a half-hearted approach to children’s play experience which meant that ‘less attention was paid to adult pedagogy and ... some staff were not always gainfully and appropriately deployed’ (op cit.) – a viewpoint which is echoed in the comments of teachers who participated in fairly small projects at the start of the Foundation Phase (e.g. see Maynard et al. 2009).
Since the inception of the Foundation Phase, the Welsh Government has developed several reports on evaluating the effectiveness of the foundation phase. Reports by Taylor et al. (2013; 2014, cited in Welsh Government 2015) highlighted that: schools that adopted foundation phase pedagogies, had higher levels of observed learner involvement and learner wellbeing whilst learning; Key stage 2 learners were more likely to attain level 4 or above; the foundation phase was found to be linked to better attainment for pupils entitled to free school meals, although there was no evidence to suggest that it reduced inequality in attainment; overall, the foundation phase was found to be linked improved attendance (Welsh Government, 2015). 
In another report by Waldron, Rhys and Taylor (2014, cited in Welsh Government 2014), focusing on the impact of the foundation phase, they collected responses from 604 schools, 1008 parents/caregivers, 357 practitioners, thirty-seven local authorities and four non-maintained organisation interviews. Through these responses, they found that: most practitioners and key stakeholders expressed that the foundation phase was benefiting children and their learning positively, particularly in relation to wellbeing, confidence and attitudes to learning; children with additional learning needs (ALN), with English as a second language and male pupils were found to be benefiting comparatively more through the foundation phase; overall, parents expressed high satisfaction; however, many respondents felt that there was no change in children’s behaviour (Welsh Government, 2014a). 
Between 2013 and 2014, an independent stocktake was conducted by Professor Iram Siraj. The Stocktake concentrated upon the implementation of the Foundation Phase throughout Wales and within foundation phase providers, examining areas that may influence future policy. It was explored: how the foundation phase influenced children’s learning, specifically how their development could be shown and how numeracy and literacy are tailored across all areas of learning; their families and communities; areas of leadership, training, standards and qualifications (Welsh Government, 2014b)
Within the assessment of the stocktake, the situation remained suggested amongst additional recommendations, in the direction of improving  and participating  within staff preparation; that recommended educators time within non-maintained Foundation Phase educational environments  remains improved from 10%; too accomplishing  it required for the reason that trained teachers ought to conduct practice within the whole of the  Foundation Phase classes within maintained schools, as well as  nursery categories ; and a quantity of  which are associated at first hand  to the teaching of educators and practitioners in the Foundation Phase. This then considers the knowledge of increasing an additional classification based on  teaching, instead of focusing upon constructional interchanges, expand within children’s attainments exist to be expected  towards end results.
Part Two
Opportunities to fulfil personal abilities are important aspects of life for children. Understanding a child’s or adult’s ability is both the theoretical and the practical information, facts, or skill which we all acquire through experience or through learning. Our knowledge increases as we gain more experience. A talent is an ability to do something well and well-developed skill can make us experts in a particular field. Skills can also be learnt relative to this. An ability is a talent or skill in a particular area which can be improved or developed to a certain extent, even though it is natural and inbuilt. Its development is a lengthier and more complicated process, wherein we can have the knowledge of how to do something, but it does not necessarily mean that we have the ability or skill to do it. We therefore need to have an ability and knowledge to develop a skill. It is difficult to develop a skill if we do not have the ability and commitment to do so. Abilities are therefore additional skills your child should be developing which look at look at your child’s overall behaviour to gauge their progress. Devarakonda(2013)

. According to McMahon and Dyer (2018) Procedures linked through academic-related teaching, assessment, as well as planning remains designed, around role, by means of relationships near the component of the children’s ability in principle, the present method of education intends to build, evaluate, and details for pupils’ yet speeds up development and presentation of modern understanding and abilities.  The idea of capability remains frequently employed amongst teachers as well as suggests an understanding towards the educational ability and weaknesses of pupils. However, the situation remains similarly elusive, hard to characterize, as well as further divisive towards measure. Recent studies carried out based on the four articles about issues around the National Curriculum Analysis take on the task of conceptualizing, assessing, and encountering upon recognizable and oft-used idea of “ability.” Whilst the authors to McMahon and Dyer (2018) significantly pinpoint the encounters around creating a agreement across whatever capability occurs; just how we understand; as well as exactly how the situation ought to be employed, every single article concerning this matter additionally underlines the situation domineering attendance within Educational settings. Whether this remains linked towards disputes around assessment, techniques of national curriculum transfer, before chosen academic methods, the idea based on capability play a part as a substantial responsibility around influencing communications amongst teachers and pupils. Frequently generated concepts in respect to ability have remained on the heart of schooling imbalance ever since official education commenced. Previously, capability has remained the indicator based on who fitted in to public schooling and who did not, and recently the determining factor relating to who must and must not get admission to teaching curriculums, programs, or educational prospects. Fernandez,& Parekh (2017).
(Pring & Walford, 1997) states Appearing In several instances within educational settings, capability is barley characterized, insightful of leading philosophy, and carefully attached towards fair system of measurement. “In fact, this belief system is built into most schools through the existence of a largely unchallenged pedagogical system of grading and testing that by its very design guarantees failure for some children. “However (Andrade & Morrell, 2008, p. 2).   Argues this is Due to a frequently communal, however imperfect, idea of capability, schoolchildren who knowledge racialization, pupils existing in poverty, and pupils whose relatives consume non obligated the chance towards admission post-secondary schooling remain additionally expected to be optional aimed at settlements within  special education programmes or lower academic tracks However, Learning remains frequently permitted towards use of medicalized methods of capability, caught up in discriminatory as well as classist descriptions and assign educational chances appropriately. Given That competence performs a very important position concerning pupils results as well as carefully attached during structures of race, category and additional socio-demographic classifications, the situation remains serious that the control secured towards the concept of capability remain inspected as well as confronted.  Andrade & Morrell, (2008)
(Gould, 1996) states The four articles concerning this topic of National Curriculum Investigation call keen on matters accurately of how capability remains created and assessed, such as well as how educators test or subsidise to the imitation of biases within the classroom finished valuation as well as educational performs. Gould’s studies explore the difficulties, conflations and inconsistencies linked to the confining phantom capability creates throughout the pedagogical selection’s teachers get as well as the techniques throughout which teachers decide towards assessing pupils studying. The creators of these four articles adopt procedures that consequence around the impairment of schoolchildren’ educational achievement and impede potential education in supplement, novelists present understanding obsessed by methods teachers be able to implement towards confront such methods of unfairness. 
 Mitchell (2010) states this holds the concept of capability as well as its hegemonic usage within departments and educational settings. They examine how the model of capability is crucial to talent-cantered methods, frequently widely recognized and reviewed, however unknown around the subject of classification Within the review of constructing capability. However, Smith (2010) argues that capability remains additionally often recognized in the same way as the issue attaches towards intellectual capacity, recognizing a re-development of a natural and genetic foundation to academic communication. Moreover, the conflation of capability along with additional community or financial indicators, such as race and hardship, provides to additional stratify schoolchildren’s gain access to accurate core curriculum and prospects, and provides to duplication of potential difficulties. To better steer traditionally methods, Mitchell (2010) indicates that we believe capability the same as holding its personal functional arrangement. Furthermore the significance of identifying study of ability the way it is employed within educational settings remains in capability to endure contained by a wider environmentalism of education intended towards limited knowledge and legitimate the situation resulting communal rejections on slightest. however the scheme remains intended towards encouraging knowledge and public attachment.
[bookmark: _Hlk67164259]Ladwig(2010) cross-examined 236 primary and secondary school educators from New South Wales, Australia, requesting them towards replicate upon their skilled training, goals, objectives, and education. Though spontaneous to openly talk about competence, Ladwig removed teachers’ knowledge of the idea as of their responses. Even though they remained non requested towards accomplish as a result, approximately some of the educators interrogated debated the role schoolchildren’s skill performed in influencing their educational methods and approaches around the educational settings Findings revealed teachers regularly communicated comparable beliefs regarding the structure of capability and the issue of practical usage within educational settings.
 Ball (2013) Argues that capability remained applied on the way to sort out as well as position schoolchildren in educational settings and that assessments of capability remained adopted by the pupils. However, the static disposition of capability seemed to differ throughout school children. For example, capability happened to be frequently considered in the same way as a corrected state once recognized to schoolchildren in conjunction with apparent pupils as decrease capability. In contrast, for school children considered towards having greater capability, teachers remained additionally expected to talk about their possible or pliable understanding. No Matter What or whether pupils functioned properly or not, schoolteachers believed deeply that capability remained delivered mostly the same because of pupils’ fundamental abilities and attempts. 
 Ladwig (2010) presume that the “anatomy of ability” remains, around reality, institutionally implanted, as well as reified across praxis. Consequently, in demand for this “anatomy” to be performed within schools, in attendance should remain a particular decided upon characteristic that possesses the ability towards quantifiably measured (e.g. intelligence) and deemed to be comparatively permanent in the interior of pupils. Though, this “structure” should additionally echo along with the objectives of the organization and give out a useful position. Appearing In the issue regarding learning, capability holds a standardizing purpose, recommending explanation for the unbalanced delivery of associated supplies and post-school prospects. The concept of capability remains additionally key towards the construction and legislation of a shortfall system. Within educational settings, a shortfall lens reduces the view of pupils’ capability, frequently getting decisions established on incorrect or unrelated pupil physical characteristics. In supplement toward pursuing shortfalls or alterations in pupils’ capability, the view of a shortfall in one recognized region consequences provoking an oversimplification concerning additional regions of schoolchildren’s abilities. Such As demonstrated in the evidence of Zandra de Araujo’s citied in Lager’s (2006) states that the competences of pupils who remain English Language Learners (ELL) remained frequently asserted concluded a shortfall lens. Their lack of ability towards participating in the field of the English linguistic remained blended with their ability towards performing effectively in the field of additional academic regions (e.g. mathematics). The study narrative agrees that studying maths involves events and to do exercises that require a high-level level of mental commitment. Available supplement, studying maths within an emptiness, removed since appropriate and social values, can be a impediment towards greater knowledge Smith (2009). Study likewise endorses the suggestion that awaiting school children to develop additional adept in English prior to transferring development and appropriate maths difficulties remains hopeless and can end result in bad results used for maths attainment.
Sigley & Wilkinson, (2015).The Same As de Araujo supports, citing Lager’s (2006) effort, on the way to strengthen schoolchildren’s education, ELL pupils must participate around challenging behaviors around language and maths at the same time. Constant along with the opinions set by Ladwig, de Araujo mentions that educators’ attitudes over schoolchildren’s capabilities frequently define the kinds of curricular actions performed withing the setting. 
According to Means & Knapp, (1991) Research demonstrates just how pupils from poorer socioeconomic environments remain frequently offered less challenging curriculum Not individual accomplished several teachers appear to blend commercial difficulty along with smaller capability, however, there remain occurrences when social experience seems to influence educators’ views of pupils capability.
 ( Chval & Pinnow, 2010)As well as De Araujo’s studies and consultations along with three schoolteachers demonstrated they conducted a positive and enduring point of view that pupils who were ELL remained likewise not capable towards participating  along with maths events. Participating In situations, the practitioner in question results show educators identified ELL school children in the same way as experiencing a shortage in the field of linguistic, teachers assumed permeated throughout their previous roles. 
[bookmark: _Hlk67306697]Parekh (2014) states In supplement, schoolteachers described studying used for basic maths information meant for their ELL pupils. Chosen hobbies frequently resulted up being tiresome, low in both perspective and mental difficulty, forcing little literature, deal with or arrangement along with linguistic. THE OPPRESSION OF “CAPABILITY” De Araujo disagrees that the brand of being of a language student remained somewhat to responsibility for educators’ shortfall views of ELL pupils’ overall capability. Steady with results linked to the overview of minimal capability, de Araujo ends that “schoolteachers appeared to relate ELLs’ restricted competently in English along with restricted geometric skills (p. 382).
Parekh (2014 decisions repeat the vulnerability in observing pupils’ disagreements as liabilities. Moreover, de Araujo’s work demonstrates by what means pupils remain additional underprivileged as educators believe ELL such as a shortfall situation, one that not only particularly effects pupils’ capability towards participates with linguistic events, although difficult mental events overall. While they remain disallowed prospects towards strengthen their knowledge around equally maths and language simultaneous ELL pupils go on the probability of staying incompetent towards encountering curricular prospects, additional reifying educators’ pessimistic views. Notwithstanding its uncertainty, determining capability remains approved coaching within education. Lofgren and Lofgren examine just how sixth grade pupils residing in Sweden faced the procedure of undertaking state analysis in science. While they considered, experiments in the field of science and maths are studied by several towards be amongst the additional aim types of evaluation (Smith, 2014). However, their analysis demonstrated several questions in the original area of pupils’ experience in a specific topic region. Regardless Of the indirect independence related with maths and science, Lofgren and Lofgren outline numerous illustrations of in what way shared and individual experiences by way of healthy as background locations container influence schoolchildren’s engagement through and sympathetic of formal and identical valuation queries. To improve realization of this, Lofgren and Lofgren assessed learners’ individuality performances via interviews. Meetings occurred performed around groups, varying from 2 to 5 school children, used for an overall of 64 school child applicants from seven separate educational settings. Vicente (2016)
 Extracting from Mishler’s (1999) work, Lofgren and Lofgren embraced a model of character performing interpersonal, contextually, and generally situated, and receptive towards inconsistency dependent upon the tales pupils chose to communicate. Reading through pupils’ recorded reactions towards the examination debate, in attendance appeared to practically remain a indication of betrayal. Schoolchildren expressed several fears they got about the assessment procedure. They considered the barriers they faced, such as not getting an adequate amount of periods to perform properly, remaining important to contextualize the queries upon the exam concerning relation to anything they got exposed in class, striving along with the substance, and discovering the “support packs” doubtful. They likewise debated their nervousness about the importance of the assessment consequences such as additional highlighted with the alterations towards the teaching space environment and equipment and exactly how educators’ personal performance loosened on or after one of thoughtful to investigation and doubt. Individual consequences remained additionally explained around conditions of just how the exam findings would influence pupils’ finishing results. Pupils expressed the stress they experienced towards performing correctly upon the exams and, in spite of the absence of obvious connection among nationwide assessment results and pupils’ finishing results, the awareness pupils maintained remained that the effects remained large. Several pupils expressed sense unwellness throughout the exam and deemed doubted by their schoolteachers. They frequently voiced their disappointment and suggested toward problems along with the exam substance.
To conclude, the provision of education can be significantly affected through just how children’s progress is assessed and measured. It is essential to find out how children’s assessments and ability is measured in education. Assessment is an essential element within educational settings and will remain fundamentally connected to the national curriculum. Wherever assessment drives the curriculum, the outcomes used for children’s education can be harmful. Within the new curriculum successful futures that is being rolled out throughout wales the need for the curriculum proposals for education change is required to support the curriculum, regarding ability ,exams and accountability in order to achieve a successful implementation and positive outcomes for children. The current national curriculum and assessment arrangements no longer meet the needs of children and young people of wales. 

Blog
The Value of outdoor play 
The concept that the environment and playing outdoors has a substantial influence upon a child’s wellbeing and health (Gleave, 2009; O’Brien & Murray, 2006) has been explored by theorists such as Edward O Wilson (1984), who identified the inherent need for humans to be close to nature, and the resultant positive effect of this upon their health and wellbeing. Furthermore, his biophilia theory suggests that being disconnected from the natural world has a profoundly negative effect upon the human condition (Kellert, 2005; Kellert & Wilson, 1993; Plotkin, 2008). According to White (2004), the benefits of being immersed in the natural environment can be determined in many ways, and results indicate that regular periods of time spent outdoors can improve a child’s responses, imagination, cognitive skills, and mental health (White, 2004a and 2004b). Furthermore, improvements in the physical health of children who play outdoors have also been proven, including better coordination (Fjortoft, 2001) and faster healing processes (White, 2004b). Louv (2005), however states that children are becoming increasingly distanced from nature, a viewpoint echoed by Evans (2000), who suggests that “children are less involved in outdoor play today because their traditional playgrounds – the backyards, streets and vacant spaces – are now less accessible” (p. 35). This leads us to question why playing outdoors has become increasingly less popular and the influence that such a change has had upon the wellbeing of young people. 
The growth of built-up urban areas has meant that children have less opportunity to play outside amongst nature, and this decline in space combines with rising levels of fear and anxiety for children’s welfare amongst parents, particularly with regard to the risks of ‘stranger danger’ and traffic (Charles, Louv, Bodner & Guns, 2008; Gill, 2007; Kellert, 2005; Malone & Tranter, 2003a; White, 2004a). The frequent need for both parents to be working also leads to children being restricted to play indoors at home, where they are safe, as opposed to being outside (White, 2004a) and the reduction of  outdoor play space whilst at home also has a negative impact upon them (Elliot, 2008). Furthermore, children are now encouraged to attend so many extra-curricular activities by their parents, and meet the demands of school homework deadlines, which also limits the free time that they have to play outside (White, 2004a).
Many children choose to spend time playing on laptops or tablets, rather than actively playing outside (Charles et al., 2008) and even when they do actually get the chance to do so, access to open space has often been restricted for safety reasons (Staempfli, 2009). There are a multitude of reasons which have led to the outdoors being a restricted area in which children can play - Louv refers to this as the de-naturing of childhood and nature-deficit disorder and suggests that a childhood lived without contact with nature may cause attention problems, cognitive issues and a feeling of being disassociated from nature itself (Louv, 2005). “As one scientist puts it, we can now assume that just as children need good nutrition and adequate sleep, they may very well need contact with nature” (Louv, 2005, p. 3. 
There are therefore a lot of misconceptions about the value of play, which is often viewed by parents as a waste of time which detracts from a child’s actual learning. In this way “play is being displaced by a single-minded focus on teaching academic skills through direct instruction” (Nicolopoulou, 2010, p. 1). This is an attitude which sadly begins in pre-school settings and filters through into primary schools, influenced by research which highlights “the extent to which the preschool years are critical in laying the foundations for later learning and development” (p. 1). Conversely, article 31 of the Convention on the Rights of a Child (UNICEF,1990) suggests that authorities need to recognise the right of each child to be able to rest and play, and to therefore participate in recreational activities suitable for their age.  The benefits of outdoor play are also set out by Elliot and Emmett (1997), who suggest that the complexity, plasticity and manipulability of the materials in nature cater for diverse play behaviour.
[bookmark: _Hlk66962676]The ability to play freely outside and exposure to dangerous situations is an essential part of childhood development (Greenfield (2004), who further suggests that making playgrounds into completely safe areas often leads to children taking risks of their own accord whilst they try to make their play more exciting. Additionally, there are disadvantages to being restricted from risk-taking behaviours, and Little and Wyver (2008) cite a lack of physical exercise (and greater risk of obesity), slower development and a reduction in opportunities to play amongst these. 
“Schoolyard greening” is a term which describes the changes to school environments to help restore their natural habitats (Broda, 2007; Grant & Littlejohn 2001) at a time when children’s access to nature has been decreased both at home and in the community. Schools and time spent in childcare can be seen to be ‘the last opportunity’ to reconnect children with nature (Malone & Tranter, 2003b; White, 2004b; Wilson, 1997), and the greening of school environments is increasing worldwide, occurring in the USA, the UK, Scandinavia, Australia, New Zealand, Canada and South Africa. Dyment & Bell (2008, p. 16). note that “school ground greening is a growing international movement that focuses primarily on the design, use and culture of school grounds, with a view to improving the quality of children’s play and learning experiences”. As well as improving imaginative and active play, green areas at school also encourage better behaviour and enhance the link between learning and play. In addition to this, they provide an opportunity for actually learning about nature and the environment and our place within it (Phenice & Griffore, 2003). The three aspects of learning about nature within school grounds are highlighted by Davis (2010) as follows: Education in the environment – to provide children with the chance to engage with nature and develop a love of it; education about the environment, which leads to learning the science behind natural processes; and education for the environment, which involves learning to care for it. Wilson (2008) states that in order to learn to love the world around them, children need the company of an adult who shares their interest in nature and can provide them with many positive experiences within it.
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