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Section 1 
Else (2014) believes that play is about developing abilities and focusing on future goals. Irvin (2017) agrees that play is a crucial component in the development of critical abilities such as social, language, cognitive and behavioral. However, Roskos and Christie (2017, p. 4) argue that play has historically been seen as a mindless way to release stored energy when there are more important things to do. 

Additionally, Welsh Government (2022) suggests that play should be valued by everyone, both as a goal in oneself and as something you could observe intently with the specific intention of improving learning. In comparison, one of the many significant ways that young children develop important knowledge and abilities is through play (UNICEF, 2018). Similarly, regarding articles 13 and 31 of the UNCRC (no date) all children deserve to have the opportunity to voice their thoughts and feelings, play and partake in age-appropriate social activities, as well as participating in cultural events and artistic activities without interference.

As explained by Bruce (2012) in the words of Montessori, children require a structured setting in which the complex environment can be easily understood by implementing a set sequence so that the children can walk through it with the calmness that promotes concentration. Montessori did not respect play; she considered it as an offence for all children. Similarly, Lillard and Taggart (2018) believe that after closely observing children to create their educational system, Maria Montessori came to the conclusion that fantasy and pretend play did not contribute as much to a child's growth. On the other hand, Bruce (2012) explains how Froebel is determined to give children the freedom to be children. The stimulating and comforting learning environment of a Froebelian nursery includes teaching children the value of play, engaging and personalised education, the significance of everything that is natural, developing a child's creative potential, and letting them take chances. Likewise, Tovey (2013, p. 16) states through careful observation of children and consideration of play in light of current views, Froebel formed their theories on play.
Welsh Assembly Government (no date) states that play is a vital component of the curriculum and intended to be engaging and interesting. Children should have the freedom to explore their own thoughts and passions through play-based learning. It is crucial to keep in mind the various ways that children engage in learning while organising play activities. Children should be given the freedom to select and expand on an activity based on their interests and level of understanding when engaging in structured play. As a result of this, UNICEF (2018) emphasises a curriculum that works is appropriate for the ages and developmental, personal, and cultural features of the child. On the other hand, Van Oers and Duijkers (2012) express how in addition to being both practically and theoretically possible, teaching using a play-based curriculum appears to be more beneficial for achieving desired results than a completely teacher-driven method. Furthermore, while following a curriculum is crucial, how well it works has a greater impact on how much learning occurs in the classroom. (Cross and Conn-powers, 2014). 

 As stated by Reed and Canning (2010, p. 53) the Foundation Phase was founded on the idea that early childhood education should provide a strong basis for learning and accomplishment in the future by developing a curriculum that is developmentally suitable and in line with each child's unique needs and interests. In addition, Waters (2016, p. 4-5) mentions during the Foundation Phase, practitioners were expected to actively engage in the play and tasks among the children. Together with developing each child's interests, they also need to establish environments that support children's play and exploration. Considering the views of Wainwright, Goodway, Whitehead, Williams, and Kirk (2016) for the Foundation Phase, when children transition from activities directed by adults to more independently selected projects, the idea of a continuous flow of play operates effectively. However, Taylor, Rhys, and Waldron (2018, p. 301) state the requirement for direct, structured learning has not been completely eliminated by the Foundation Phase. Alternatively, it promotes a balance between ongoing, improved, and targeted provision. 

As stated by Kingston and Siraj (2017) the Foundation Phase directly supports many of its own features and incorporates a number of pedagogical and practical components that are thought to be essential to the learning of young children. The Foundation Phase highlights the value of experience and play-based learning. On the other hand, Rhys, and Waldron (2016) argue that many educational institutions that adhered to the foundation phase curriculum were found to lack the resources necessary to provide a more immersive, play-based, and practical education from early on.

Santer, Griffiths and Goodall (2007) tell us that one page of the curriculum guidelines is dedicated to "play," with a focus on structured play. While many people supported the content's emphasis on play, others expressed worry that the word structured was not defined. In contrast, the document places far less emphasis on "free" or "unplanned" play. Alternatively, the Foundation Phase framework was created to guarantee development and consistency as well as to make sure children were given the opportunity to develop in all subject areas in critical abilities like thinking, asking questions, and communicating (Lewis, 2017). Ultimately, Aasen and Waters (2006) state for the Foundation Phase to be successfully implemented, the child's perspective had to be specifically taken into account within the framework of policy and practice.  

According to Welsh Government (2019, p.6) The new Curriculum for Wales 2022 will reflect the qualities which the Foundation Phase offered for education in Wales. The Foundation Phase's ethos, principles, and methods will continue to be essential to the delivery of childhood education in Wales. However, with the introduction of the new curriculum for Wales, educators in Wales have moved from an environment of relative strength—which was based on years of experience teaching in a specific manner in accordance with a specific curricular framework to one of relative weakness (Evans, 2023). In addition to this, Welsh Government (no date, p.8) tell us that opportunities will be given to children, families, and members of the community to take part in designing the curriculum for the school. When people work together, children will receive the greatest education possible and be better prepared for the future. 

Estyn (2019) believed when the Foundation Phase curriculum was used, the result in schools was a suitable balance between child-initiated self-directed learning in the indoor and outdoor learning environments and adult-directed education of essential abilities.  This guarantees that every learner develops a passion of learning while practicing and solidifying their skills through play. In contrast, Wainwright, Goodway, Whitehead, Williams, and Kirk (2019) mention since the Foundation Phase is a play-based curriculum, the definition of play is somewhat ambiguous, nevertheless it is certainly most beneficial in that particular context.  

According to Arseven (2014) children can express themselves through a variety of symbolic materials using the Reggio Emilia approach, including painting, sculpting, and staged play. Busra Kaynak-Ekici, Merve Imir and Fulya Temel (2020) mention that in order to generate learning invites for children, teachers using the Reggio Emilia approach employ a number of tactics, including altering the physical environment, offering engaging resources, encouraging collaborative and critical thinking, addressing concerns, and providing comments. In the same way, all children can gain knowledge and abilities throughout the foundation phase when it is planned and carried out by qualified professionals, and they can still enjoy unlimited opportunities of imaginative and energetic play (Roberts-Alatti, 2012). 

Lee, Carr, Soutar, and Mitchel (2013, p. 3) describe how Te Whāriki promotes equality and respects the rights and obligations of children. Although Te Whāriki 2017 presented a platform for a wide range of diversity to thrive alongside one another, Chan (2019, p. 258) believes its goals must be implemented by educators in a purposeful and culturally appropriate way. Moreover, Sellers (2013, p. 39) explains the concepts and strands are woven together to reflect the desires and hopes for young children, as well as opportunities for cross-cultural cooperation and the weaving of individuals and cultural standards, values, and interests together. In spite of this, the lack of clear purposes, objectives, and instructional content has also been mentioned as a reason why it could be challenging to understand as a practice guide (Hamilton and Vermeren, 2016). 

Section 2  
According to Department for education (2023, p. 7) each child will be a unique individual who is always learning and capable of being resilient, competent, confident in themselves, and fearless. As mentioned by Hwb (2017, p. 13) children learn such abilities at varying rates, so it is important to support them in growing at their own, distinct rate. They grow in self-awareness and acquire greater language and investigative skills. Nonetheless, Welsh Government (2022, p. 6-7) states that it is critical to recognise that learning may not be straightforward and that children typically grow in many different ways. Practitioners need to be aware of this and understand that a child's learning journey will involve a range of delays, pauses, and peaks. 

McMahon and dyer (2019, p. 30) state to ensure that every child in the care they receive has a stimulating and pleasurable experience in every aspect of development and learning, practitioners must take into account the unique needs, interests, and developmental stage of every child in their care. Similarly, Whitters (2020, p. 57) emphasises in the early years, every child interprets and responds to challenges uniquely. Providing chances for child-led play makes it simple to follow curriculum guidelines. Regardless, there may be an imbalance in how well a child's environment supports their access to information, comprehension, and development of higher order thinking skills. 

As explained by Hwb (2020) it is critical that there should be considered a common understanding of the foundations of curriculum development as well as learner development, including expectations regarding what progression might involve and the rate at which learners may advance, in order to guarantee equity for students both locally and throughout Wales. In a similar manner, Donaldson (2016) states as the emphasis on assessment's role in learning progression increases, it will provide significant obstacles to development. In addition to developing new methods and strategies pertinent to each of the four curriculum goals, the nature and function of assessment is examined. Furthermore, Hwb (no date, p. 6) emphasises that age is not always a factor in learning. Not everyone will experience it in the same manner or at the same time.

As maintained by Welsh Government (2019, p. 12) in order to facilitate communication and discussion about assessment practices and understanding, moderators from various schools and locations collaborate with one another. Between practitioners, moderation provides opportunities for professional conversation to ensure that advancements are understood and that appropriate techniques are selected from a range of strategies for analysing what is intended to be presented. Alternatively, to facilitate the development and sustenance of a common understanding of progression among practitioners, managers in funded non-maintained nursery settings have to establish provisions for learning and teaching practitioners to engage in professional dialogue both within their own setting and with professionals within other types of settings. This will allow them to exchange ideas and best practices that promote the development of children at their setting (Hwb, 2023). 

The amended Curriculum for Wales was generally well-received by practitioners, while a few worries were expressed about the assessments. The Progression Steps' extent, the requirement for further assessment guidance materials and a unified framework, as well as the possibility of obstacles towards inter-school interaction and collaboration were among these (Welsh Government, 2022, p. 6-7). Furthermore, Parsons, Kovshoff, Karakosta and Ivil (2021) state the knowledge of children with special educational needs and disabilities, and their families, is essential for informing educational transition planning and decision-making. However, often their views are marginalised through formalised processes and assessments which underestimate children’s capabilities and prioritise professional knowledge.

As indicated by Bonetti and Brown (2018, p. 26) positive child-to-staff ratios are critical to high-quality care, according to strong evidence on the subject. Fewer children for staff mean better results for children since they can get more individualised attention, which improves conduct from both teachers and children. In comparison, Welsh Government (2015) believes that added practitioners were frequently viewed as an essential tool for the Foundation Phase's successful execution, particularly when a combination of ongoing, improved, and targeted activities had been put in action. According to a study, parents were not frequently involved in the formulation or implementation of the Foundation Phase, despite significant backing for the programmes as well as solid approval for many of its essential components and tenets. However, as stated by NSPCC (2023) ratios between management and staffing can be challenging to determine at times. Ensure you have plenty of adults on hand to handle a variety of activities as needed, and that they are qualified to ensure the safety of the children.

Palaiologou (2012, p. 7) mentions how the actions of children must be observed, recorded, analysed, and documented by professionals within the early childhood sector. They should also be aware of the environment in which the children are growing, attentive to their needs, and proactively responding to any sudden changes in behavioural patterns of the children. In addition to being an incredibly fascinating, engrossing, and enlightening experience, observation is an important part of child assessments. The purpose of observations is to provide readers with a better knowledge of both themselves as adults who interact with children and children in general (Fawcett and Watson, 2016, p. 12). However, Bradbury (2014) argues that every evaluation of children between the ages of three and seven must consider striking an appropriate equilibrium between the long process of observational assessment and the value of the data generated.

As mentioned by Hwb (2023) each learner will acquire skills and knowledge at a different rate, and this rate will vary throughout the course of a learner's advancement. Practitioners should design educational opportunities that encourage and push every learner to progress towards fulfilling the four aims of the curriculum by using observation and their understanding of child development. Moreover, Welsh Government (2015, p. 8) says that through informal assessments and observations, the Foundation Phase profile holistically evaluates children's skills to generate results that are conveyed within the four Areas of Learning. On the other hand, it is not always easy to conduct observations. Papatheodorou, Luff, and Gill (2013, p. 89-90) believe it is impossible for there to be agreement on what might have been seen and noted, even in organised observations. Whether or not you think your observational data is significant, you should stop the observation if the child shows any signs of distress.

According to Welsh Government (2008, p. 22) various types of prepared observations can be made for specific goals, including mapping the child's choice of activities, or assessing the use of an organised play activity, in alongside regular observations of educational activities during which important information will be documented. Nevertheless, Barber and Paul-Smith (2010, p. 4) believe observation is key during free-flow play. Seeing how young children use their surroundings and participate in free-flow play represents one of the fundamentals of observation. A child engaged in free flow play is one in which they are able to freely transition between activities within the setting.

Reese, Gunn, Bateman, and Carr (2019) mention that in early childhood education in New Zealand, "learning stories" are written by instructors and include photographs which are the main form of assessment. These stories are subsequently organised into a portfolio book. One of the objectives was to assess the interactions in terms of aiding in the language development of the children by closely examining the volume and grade of both the children and educators' language. Similarly, Sands and McChesney (2022) agree that the ways that learning stories affect children' perceptions of themselves as students, how families see the education of their children, and how education and instruction cultures develop as an outcome of teachers' carefully crafted storytelling portrayals of children' learning experiences. 

During the assessments of learning stories in New Zealand, Ministry of Education (2017, p. 44) children are becoming more capable of evaluating their own development, presenting their own learning stories, and setting their own objectives. Moreover, Juan (2020) believes that learning stories support children's learning and curricular development as a component of the curriculum by using dynamic and formative assessment techniques and materials. 
