Section 1
The Foundation Phase Framework was implemented as an early years, play-based curriculum in Wales, originally in 2010 and later revised in 2015.  The framework was developed in a bid to encourage a love of learning in young children through creativity and imagination, thus influencing positive future outcomes for children via the impact of an effective early years curriculum (Welsh Government, 2015). However, the implementation of the Foundation Phase Framework (2015) has been criticised due to a number of factors such as training, staffing ratios, financial implications and a lack of practitioner understanding of a play-based pedagogy as suggested by Waters (2016) and Maynard et.al. (2013). Within this section of the portfolio, a critical analysis of training will be undertaken when considering the implementation of the Foundation Phase. As OECD (2018) suggests highly qualified and trained early years practitioners are best suited to deliver a pedological approach that is linked with improved future outcomes for children the impact of training on practitioner understanding of play-based pedagogy and the role of the adult will be considered in depth. 

Taylor, Rhys and Waldron (2016) argue that the choice to use schools and non-maintained settings to pilot the implementation of the Foundation Phase did not consider the skill set and knowledge base of practitioners with regards to play-based pedagogy and underpinning theory, which resulted in a need for further training and clear guidance to be developed. Furthermore, Taylor, Rhys and Waldron (2016) suggest that this was an approach to educational policy development from the bottom upwards. Lee (2021) suggests that a bottom-up approach can lead to priorities and goals not being aligned with the desired outcome, continuing that a top-down approach is more beneficial as it allows for clear expectations and priorities to be outlined for all.  However, Siraj (2014) suggests people in leadership positions within local authorities, schools and non-maintained settings still required training to ensure individual investment into the pedagogy of the Foundation Phase and for the benefits for children, families and Wales to be fully understood where effective implementation was achieved. Sylva, et.al. (2004) agree suggesting in settings where practitioners, and in particular leaders are highly qualified, outcomes for children were most improved. In addition, Lewis (2012) suggests all stakeholders should understand the importance of play and recognise it is a critical component of the Foundation Phase pedagogy. Waldron, Rhys and Taylor (2014) agree suggesting the attitudes of practitioners in leadership positions towards the Foundation Phase had a significant effect on how implementation varied from school to school. Furthermore, Waters (2016) suggests that leadership within the sector needs to be effective and sensitive to ensure the early years workforce is developed to a high standard for new and existing practitioners with access to meaningful and purposeful training relating to pedagogy, play-based curriculum and theory. However, Siraj (2014) argues that such training was not up to a good enough standard or even accessible to all which resulted in local authorities developing individual training for practitioners and leaders. Whilst, in some cases, using this as an opportunity was positive in terms of upskilling the workforce, it led to inconsistency across local authorities in terms of approach and implementation of the Foundation Phase (Siraj, 2014). 

Treasure (no date) suggests that play is an ambiguous and broad term that researchers, educators and theorists have difficulty defining. Waters (2016) agrees suggesting that difficulties in defining play have contributed to the implementation of the Foundation Phase as a play-based curriculum being problematic. Prior to the implementation of the Foundation Phase, Wales worked within the National Curriculum that focussed on Key Stage One relating to age rather than stages of development. In addition, the National Curriculum was focussed on practitioners teaching children through formal educational means as opposed to play (Welsh Government, 2007), thus meaning the implementation of the Foundation Phase had a significantly different pedological approach in comparison to the National Curriculum (Taylor, Rhys and Waldron, 2016). Whitebread, et.al. (2012) suggests play is sometimes viewed by adults as an unimportant activity that only children engage in as it is fun, often being compared to formal school ‘work’ as the lesser in terms of importance and benefit. In contrast, Waldron, Rhys and Taylor (2014) argue that adult perception of reading and numeracy tests introduced at age seven applied pressure, therefore practitioners were fearful of moving away from formal, educational pedagogies to ensure children succeeded and performed highly in such tests. Due to such factors, when considering the implementation of the Foundation Phase as a play-based curriculum, Waters (2016) argued that practitioners required significant time and support to enable a new pedagogic approach to be fully embraced, understood and embedded. 

Maynard, et.al. (2013) not only highlights defining play alone as a difficulty when implementing play-based curriculum, but also includes the terminology surrounding types of play within the Foundation Phase Framework (2015) such as structured play and active learning. Maynard, et al. (2013) continues that there is not only a requirement for there to be an understanding of these types of play, but practitioners also needed to strike a proportionate balance between the use of child-initiated learning and practitioner-directed learning as strategies within the curriculum. In addition, Danniels and Pyle (2018) suggest that child-initiated learning and play provide opportunities for problem solving skills to develop as well as social and emotional competencies in comparison to where a more formal, adult-directed approach is taken, thus emphasising the importance of ensuring practitioners have the knowledge and skill set to offer opportunities and environments that facilitate this play and learning. However, Maynard, et.al. (2013) argues there is no clear guidance within the Foundation Phase Framework (2015) document that determines the correct balance between child-initiated and practitioner-directed learning, leaving it open to possible misinterpretation and without the ideal balance being struck. Waldron, Rhys and Taylor (2014) agree suggesting that adult-led, focussed provision was more prevalent in many settings than child-initiated learning. Furthermore, Siraj (2014) suggests that an effective framework is clear in respects of guidelines that provide support for staff and settings to ensure a distinct pedological approach is understood and implemented. 

Welsh Government (2015) suggest that opportunities are afforded to children to be creatively involved in individual learning within a well-planned curriculum which builds upon individual interests, experiences and knowledge. Pestalozzi Society (2021) agree suggesting that Pestalozzi’s theory and approach to learning and education focussed on a child-centred approach, basing learning on children’s individual interests and needs. In addition, Waters (2016) suggests the role of the adult within the Foundation Phase centres on facilitating learning for children with the play-based curriculum being planned to meet individual needs of children along a continuum of learning.  As suggested by Gonulal and Loewen (2018), Bruner’s theory of Scaffolding (1976) provides fluid support that is acutely tuned to individuals progress to aid learning. Gonulal and Loewen (2018) continue that scaffolding takes several forms, aside from direct adult support, including adult modelling, developing metacognition and schema building, therefore pedagogical implications can arise. Waters (2016) agrees suggesting that the Foundation Phase called for adults to be active participants in children’s play and this required a change in practitioner attitudes and behaviours to ensure play was child-led and learning supported. Furthermore, Siraj (2014) argued that for such change to take place effectively, further training for practitioners at all levels was required at the time the Foundation Phase was implemented. OECD (2018) agree suggesting that interactions between staff and children are of higher quality where staff are highly trained and knowledgeable. In addition, Siraj (2014) suggests training should encompass relevant research into theory with links between theory and practice being outlined to ensure practitioners had full awareness of effective early education in addition to the role of the adult being outlined clearly and explicitly to ensure practitioners understood the new and important role of the adult within the Foundation Phase pedagogy. Callanan, et.al. (2017) agree suggesting that when individuals fully understand the role of the adult within pedagogy and the aims and objectives within curriculum planning, positive interactions and outcomes are realised for children. 

As suggested by Welsh Government (2016), practitioners should regularly observe children in order to plan engaging opportunities for learning. Early Years Matters (2022b) agree suggesting that observing children is vital to ensure adults are able to plan and cater for individual needs and interests to support learning and development appropriately. Furthermore, Welsh Government (2008) argue that purposeful observation should play a key part in day-to-day practice when working with children in order to gain an insight of personal preferences as well as current skill set and knowledge base which in turn informs effective future planning. Estyn (2011) agree suggesting activities offered must be purposeful and meaningful to enable children to gain skills and knowledge through play experiences to support learning and development. Within the Te Whariki approach, which is a play-based curriculum in New Zealand, observations form part of both informal and formal assessment. Observation is used to monitor children’s engagement with the curriculum which in turn then highlights abilities, progress and possible routes for learning which are then planned for and supported (Te Kete Ipurangi (TKI), no date). Similarly, Reggio Emilia (2015) suggest that the Reggio Emilia approach views observation as a way in which practitioners identify individual strengths and thinking whilst engaged in play to inform planning for the scaffolding of learning to take place. In addition, Reggio Emilia (2015) highlight that observations are conducted in different stages and types of children’s play. Furthermore, TKI (no date) suggest that the Te Whariki approach requires practitioners to observe children when engaged in everyday experiences and activities allowing for practitioners to be responsive to needs, directly influencing changes to the learning environment that will support children to fulfil immediate and long-term goals. However, in contrast, Waldron, Rhys and Taylor (2014) suggest that within the Foundation Phase, whilst the purpose of observation was to support, review and plan play and learning experiences, practitioners did not observe children as part of everyday practice to ascertain knowledge about individual interests and to monitor progress. Waldron, Rhys and Taylor (2014) continue that, in particular, practitioners did not observe children during play in continuous and enhanced provision, with the majority of observations being undertaken during focussed provision which is more adult-led teaching and learning. Estyn (2011) argue that, as part of the implementation of the Foundation Phase, early years practitioners had difficulty understanding and executing the ‘how’ of pedological delivery with regards to the adult role and observation. This is in contrast to the Te Whariki approach whereby an expectation is placed on early years practitioners to have a developed and thorough understanding of play to ensure observations inform intervention and scaffolding purposefully (Lewis, 2012). Maynard, et.al. (2013) and Siraj (2014) argue that without explicit guidance and training, the role of the adult within the Foundation Phase Framework (2015) was ambiguous and left open to interpretation based on practitioners current understanding of the role of the adult within a play-based pedagogy. 

In conclusion, as suggested by OECD (2018), for quality early years education to be realised, workforce development and training is essential. However, when considering the implementation of the Foundation Phase, Siraj (2014), Waters (2016) and Maynard et.al. (2013), highlight several opportunities for quality training were missed or not made accessible with regards to practitioners and leaders understanding of a play-based curriculum, the theory attached to it and the role of the adult within this.  As a result, the implementation of the Foundation Phase was not necessarily as effective or successful as it was first intended to be as an early years play based curriculum.

Section 2
Early Years Matters (2022a) suggests that each child is unique, continually learning, growing and developing at an individual pace. Australian Childhood Foundation (2013) agree suggesting children develop differently, possessing individual strengths and requiring varying levels of support to meet individual needs. In addition, Early Education (2012) suggests the constant process of learning children experience can enable children to be resilient, confident, capable and self-assured. Furthermore, Unicef (2019) state that within Article twenty-eight and twenty-nine of the United Nations Convention on the Rights of the Child (UNCRC), children not only have a right to a free education but that education must develop individual uniqueness with regards to talents, personalities and abilities to the fullest potential. In New Zealand, the Te Whariki approach, as suggested by Ministry of Education (2017), encourages each child to learn in a unique way at a pace that is right for the individual ensuring the best interests of the child are at the centre of the curriculum. This section of the portfolio will critically analyse assessment and tracking techniques adopted within play-based curriculum to determine whether the tools used encompass the notion of the unique child. 

Callanan, et.al. (2017) suggest a curriculum that is differentiated and tailored to individual interests and needs is beneficial to children and viewed as good practice with regards to curriculum planning. Welsh Government (2015) agree suggesting that an early years curriculum should be aligned to children’s individual stage of development, continuing that a broad and differentiated curriculum enables progress through stages of learning at a pace that is unique to the individual child. In addition, Maynard, et.al. (2013) suggests that development leads the learning path as opposed to chronological ages. However, in contrast to this, within the Foundation Phase Framework (2015), Welsh Government (2015) state, 
 the statutory education programme establishes what children should be taught and the Foundation Phase Outcomes set out the expected standards of children’s performance (Welsh Government, 2015, pp.1). 
Lisciandrello (no date) argues that standards are milestones that typically highlight outcomes to be achieved against age-related criterion therefore question if a curriculum underpinned by ‘expected standards’ truly encompasses the notion of the unique child. Professional Association for Childcare and Early Years (PACEY) (2016) agree suggesting children are unique individuals developing at differing rates therefore cannot ‘fit’ into written guidance based on age-related expectations. 

Every Child Matters (2007) suggests that due to children’s differing developmental journeys, early years practitioners should look at what a child is capable of as a starting point for learning as opposed to attempting to bridge a gap between stage and chronological age of development. Henty (2018) agrees suggesting practitioners should place more interest and emphasis on what children are doing in play in comparison to what is perceived to be what a child should be learning at a particular age. Furthermore, Neaum (2016) suggests observations are a key component in informing practitioners of children’s abilities and interests thus informing appropriate future planning of the environment, activities and support for individual children. 

NFER (no date) suggest that children’s attainment at the end of the Foundation Phase is informed by the National Tests that ascertain whether children have reached an expected standard in mathematics and literacy by the end of Year two. However, with Henty (2018) and Bottrill (2018) highlighting the positive impact of play on learning, in addition to the principles within Vygotksy’s Sociocultural theory (1978), the validity and accuracy of the end of Key Stage 1 National Tests is brought into question as assessments are conducted singularly with children (National Foundation for Education Research (NFER), no date). McLeod (2020) suggests that, within Vygotsky’s Sociocultural theory of Cognitive development (1978), social interaction plays a fundamental role in children’s development and learning journey. McLeod (2020) continues that children co-construct knowledge as a result of social interactions from a more knowledgeable other. Newport (2019) agrees suggesting a more knowledgeable can be an adult, peers or older children. Furthermore, Howard and McInnes (2013) suggest, outside of the context of play, children’s abilities are unable to be accurately observed and assessed. Upstart (2022) argue that, in early years, exploration and play is at the heart of learning and development with the pushing of academic content into early years having no educational benefit in later life. In addition, Upstart (2022) suggest that pre-set, age-related standards in mathematics and literacy are not appropriate assessment tools for children aged seven and under. Furthermore, Menzi (2020) argues that summative assessments of this nature act as a tool to gauge what information children have retained about particular topics or subjects. University of Greenwich (no date) agrees suggesting summative assessments are compiled using a pre-determined set of criterion on specific subjects, therefore cannot encompass the notion of the unique child as the child is not viewed no assessed holistically. 

The Foundation Phase Profile is the formative assessment tool developed by Welsh Government aligning with the Foundation Phase Framework (2015) that travels with the child from entry through to the end of the foundation phase (Welsh Government, 2017). Welsh Government (no date) suggests that there are two Foundation Phase Profile types: the compact profile and the full profile. Each has a specific set of skills ladders that support assessment at baseline, as children enter compulsory school age on the compact profile through four areas of development, and the full profile being used to inform assessment through the Foundation Phase and at the end of Year two with a wider set of skills ladders to consider. Welsh Government (no date) continues that baseline assessments are completed through observations within continuous, enhanced and focussed provision during the first six weeks of the child’s entry to school. Croneri (2022) suggests that children need support to feel secure and safe in new environments and the process of ‘settling in’ can take longer for some children compared with others. Welsh Government (2017) acknowledges that children require time to settle and feel comfortable when transitioning into new environments therefore highlight the need for practitioners to observe children ‘from a distance’ to ensure children’s well-being and sense of security is not impeded by the potential impact of obtrusive observations. Early Years Foundation Phase (EYFS) Today (2015) agrees suggesting early years practitioners should ‘step back’ when observing children, allowing children the space and time to explore and play independently. 

As suggested by Carnegie Mellon University (2022), formative assessments are used to monitor learning and development and aim to identify areas of strength as well as areas for support and development. This can be viewed as a strength of the Foundation Phase Profile as a tracking tool, as it requires observations of children engaging with continuous, enhanced and focussed play provision that has been carefully planned for by early years practitioners (Welsh Government, no date). Bottrill (2018) suggests play is a crucial component for child development with Welsh Government (2021) highlighting that play is a valid means of development and learning for children at varying ages. Furthermore, Howard and McInnes (2013) suggest when children are immersed in authentic, self-directed play a demonstration of true capabilities can be observed. Henty (2018) agrees suggesting children learn at a far deeper level when following individual interests through play. However, as suggested by Waldron, Rhys and Taylor (2014), practitioners typically observe children during focussed tasks as opposed to during spontaneous play therefore, the authenticity of observations made during such activities is uncertain and not necessarily capturing a true reflection of children’s abilities. Henty (2018) agrees suggesting children’s play is often interrupted or led by adults in an attempt to ascertain a knowledge base to inform observations for the purpose of academic assessment. Furthermore, EYFS Today (2015) suggest that early years practitioners must be confident in children’s abilities to move development and learning on independently therefore ensuring the voice of the child is heard, listened to and acted upon in line with Article twelve of the UNCRC (Unicef, 2019). In addition, Henty (2018) argues that with high quantities of adult-led tasks being offered and observed, early years practitioners risk preparing children and planning for assessment as opposed to providing truly playful learning experiences based on individual needs. Furthermore, with an assessment tool such as the Foundation Phase Profile, practitioners often plan for learning outcomes as opposed to need and interest, due to pressures from management or governing bodies for assessment data to be collected and evaluated (Empowerment Through Education, no date). 

Ministry of Education (2017) suggest that within the Te Whariki curriculum children are viewed as competent and confident learners with a sense of belonging and security making valued contributions to society. Veazey (2020) agrees suggesting that the approach focusses on relationships to aid individual learning through four underpinning principles and five strands of development and learning. Veazey (2020) continues that, in comparison to other play-based curricula such as Foundation Phase Framework (2015), Te Whariki has no formal assessment tools set against pre-determined standards. Furthermore, Ministry of Education (2017) suggest that both informal and formal assessments are undertaken within the Te Whariki approach enabling immediate and longer-term goals to be realised for children as well as tracking progress and supporting appropriate curriculum planning. 

Veazey (2020) suggests that Margaret Carr developed the concept of learning stories to be used as an assessment and tracking tool within the Te Whariki curriculum. Lee (2019a) suggests learning stories were developed as the New Zealand government recognised old assessment tools such as running records and checklists were outdated and would not be fit for purpose in line with the ethos and approach of Te Whariki as a play-based curriculum. In addition, Lee (2019a) suggests it is important that practitioners do not view learning stories as ‘just a form’ requiring completion but a narrative capturing the story of the whole child uniquely. Veazey (2020) agrees arguing, whilst assessing children within a curriculum that is holistic is challenging, pre-set checklists of skills and developmental milestones should be avoided in order for assessment tools to be holistic in nature in line with play-based curriculum, capturing children’s individuality. This is in contrast to the Foundation Phase Profile that, as suggested by Welsh Government (2017), is formed with a number of skills ladders highlighting specific skills within developmental areas to be observed and recorded, therefore the risk of missing pertinent learning and developmental information outside of such criteria’s is present thus losing sight of the unique child. 

Lee (2019b) suggests that the completion of a learning story is a dynamic process. Ministry of Education (2017) agrees suggesting learning stories can contain narrative, photographs and video clips to ensure the whole child is captured. Lee (2019b) suggests that the key components of a learning story include narrative, analysis and opportunities or possibilities. Lee (2019b) continues that the analysis component within a learning story forms the assessment element of the narrative. Ministry of Education (2017) agrees suggesting that the analysis of the information contained within the narrative of a learning story enables practitioners to track children’s capabilities in addition to planning for support for future possibilities of learning and experience. However, Lee (2019b) highlights that amendments to learning stories were necessary as originally ‘opportunities and possibilities’ were noted as next steps, continuing that if practitioners were to be truly responsive to the unique, developing child then a list of ‘next steps’ would not suffice as it would become pre-scribed, adult-led learning activities. Veazey (2020) agrees suggesting Te Whariki places complete focus on learning through the eyes of the family and child taking into account the unique imagination and potential of each child and supporting this to flourish and thrive. 

In conclusion, as suggested by Early Years Matters (2022a) and Veazey, (2020), children develop and learn at an individual pace, each possessing abilities, personalities and possibilities that are unique, therefore assessment should be responsive to such uniqueness to be considered fit for purpose (Lee, 2019b). In addition, as suggested by Howard and McInnes (2013) and McLeod (2020), it is evident children learn and develop best through self-directed play and social experiences, however with pressures to collect and evaluate assessment data practitioners are at risk of planning to assessment as opposed to the individual child, losing the ethos that the unique child encompasses (Empowerment Through Education, no date and Henty, 2018). 


Section 3
Risk verses Reward-It’s All a Balancing Act when it comes to Outdoor Play.
Theorists such as Pestalozzi and Frobel emphasised the importance of outdoor play in the early years to enable children to focus on nature, develop independence and learn through sensory experiences (Pound, 2016). When considering the implementation of the Foundation Phase, Maynard, et.al. (2013) suggests that practitioners were resistant to use the outdoor environment in addition to lacking in the understanding of the adult role within an outdoor learning environment. With the New Curriculum for Wales due to be implemented in September 2022, this blog will explore risky, outdoor play, its place within the New Curriculum for Wales (2022) and adult attitudes towards this type of play. 

With the New Curriculum for Wales (2022) requiring all practitioners to plan for opportunities to ensure progression for children in a cross-curricular approach, as suggested by Welsh Government (2022a), outdoor play and learning has a pivotal role to play within the implementation of curriculum. Duncan (2013) suggests that nature affords opportunities and experiences to children through all senses that benefit development holistically. Early Years Resources (2016) agree suggesting the developmental benefits, both physical and mental, when playing outdoors in early years should not be underestimated and outdoor play should be accessible to all children. Furthermore, Rodgers (2018) argues children have the right to access outdoor play environments that stimulate, encourage independence, and provide opportunities for risk taking. 

Tremblay, et.al. (2015) suggest participation in outdoor, risky play has an abundance of benefits and is essential to healthy child development, therefore opportunities for risky play should be increased within schools and early years settings. Durant (2018) agrees suggesting all early years provisions should ensure children are offered outdoor play and learning opportunities on a daily basis. Within the four purposes of the New Curriculum for Wales (2022), Welsh Government (2022b) outline the need for the curriculum to be locally designed in such a way that children are able to become healthy and confident individuals through taking part in physical activity and making measured decisions regarding lifestyle choices and managing risks. As suggested by Orestes (2015) children’s participation in outdoor risky play has direct links with physical benefits including healthy body weight and increased confidence to participate and engage in an active lifestyle into adulthood. In addition, Be You (2019) suggest that risky play allows children to test limits, challenge themselves and face fears. Be You (2019) continue suggesting positive mental health requires resilience as a protective factor and that the nature of risky play enables children’s resilience to develop whilst problem solving when play does not go according to plan. Bazley (2018) agrees suggesting skills developed such as adaptability and flexibility when engaging in risky play enable children to become more resilient, as unpredictable change and challenge can be viewed and managed in a more positive manner. Overcoming challenge and building good emotional and mental well-being through resilience and confidence feature within the four purposes of the new curriculum as suggested by Welsh Government (2022b) therefore it is evident that outdoor, risky play opportunities would support children’s learning and development in line with the New Curriculum for Wales (2022). 

Wisbey (2018) suggests that daily opportunities for outdoor play in natural environments empowers children to develop a sense of curiosity and a love for nature. St Peter’s Preparatory School (2017) agree suggesting the freedom to explore in a natural space with no constraints affords children the opportunity to follow the path of curiosity wherever it may lead. In addition, Santa Cruz (2022) suggests that curiosity leads to creativity and innovative learning for children continuing that key components of learning and discovery are questioning, problem solving and critical thinking. Furthermore, Wisbey (2018) suggests that questioning is the foundation for creative mathematical and scientific development with natural outdoor environments offering a raft of play affordance to support and develop such skills. As suggested by Welsh Government (2022b) within the four purposes of the New Curriculum for Wales (2022), children will become ambitious and capable learners by questioning, problem solving, effectively using number in different contexts and by building knowledge and skills to apply such knowledge in a range of contexts. 

With the benefits of risky play being clearly aligned with the four purposes of the New Curriculum for Wales (2022), it is evident that outdoor play could be key component in supporting the implementation and delivery of the New Curriculum for Wales (2022) successfully. However, with Ihmeideh and Al-Qaryouti (2016) suggesting adults take on a supervisory role, as opposed to a play partner role during outdoor play in an attempt to manage and guide play to a position deemed ‘safe’ by the adult, the role and attitude of the adult in outdoor play should be addressed. Storli, Beate and Sandseter (2017) suggest adults recognise the benefits of risky play, however Murray and Williams (2019) argue that risk aversion is likely to take place in children reducing participation in risky play, when adults view outdoor play as high risk.  Orestes (2015) agrees suggesting opportunities for risky, free play are often restricted by adults due to concerns regarding safety and risk of injury. With such perceptions and restrictions in place, it is likely children will not access outdoor play as often as would be beneficial however, Health and Safety Executive (HSE) (2012) argue that, whilst finding a balance between protecting children from harm and having access to the benefits of risky play is not a simple task, practitioners should make and apply informed judgements to ensure children are able to access risky play as safely as is practicable. Jelleyman et.al. (2019) suggests supporting practitioners to develop confidence in understanding and facilitating risky play is a key factor in addressing barriers associated with adult attitudes and risky play. Siraj (2014) agrees adding training for practitioners should include relevant theory and benefits to ensure practitioners have confidence to translate theory into practice for children therefore, the role of appropriately training the early years workforce should be a priority to ensure the right balance between risk and reward is struck when considering outdoor, risky play and the New Curriculum for Wales (2022). 

