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Early Years Curricula
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The Foundation Phase was introduced in Wales in 2004 as a pilot stage with the intention of adopting a new approach to early year’s education, with the emphasis on how important the first few years of a child’s life are and how successful implementation of early year’s curricula can benefit their educational and social outcomes (Taylor, Joshi and Wright, 2015). Kingston and Siraj (2017) agrees with this notion stating that there is robust evidence which suggests the importance of children’s early education and these early learning experiences lay the foundations for future development. The Foundation Phase framework was implemented within all settings in 2010 by Welsh Government (2015a) and is aimed towards three to seven year olds. The framework adopts a play-based approach to teaching and learning which in turn will enable and encourage children to become autonomous thinkers with a positive attitude towards learning (Welsh Government, 2015a; Maynard and Waters, 2014).
This overhaul of the previous Key Stage 1 National Curriculum was introduced with the objective to withdraw from more formal methods of learning. These were thought to lower children’s attainment and advocate a more play-based, experiential and developmental approach to learning (Taylor, Rhys and Waldron, 2016; Waters, 2016). Similarly, these strategies of play-based learning can be evidenced from early year’s programmes in Scandinavia, New Zealand and the Reggio Emilia approach in Italy which specify that experiential, play-based approaches resulted in higher attainment than the more formal curriculum approaches, with the emphasis being solely on the child (OECD, 2015; Wainwright, 2014). Likewise, Berg (2021) highlights how this approach to learning resonates with the Montessori style of teaching, where children are placed into a prepared learning environment and allowed to make their own choices; learn and develop in their own individual way. The concept being to build their self-efficacy, independence and to construct foundations for life-long learning.
The benefit of adopting a developmental approach underpins children’s social, personal and well-being and ensures that these skills are at the forefront enabling children to develop social confidence which in turn will lead to higher achievement (Welsh Government, 2012; Siraj-Blatchford et al. 2005). Waters (2015) agrees with this notion of putting the emphasis of well-being and personal development central to the child which also underpins article 31 of the UNCRC (1989) which states every child has the right to play and participate in a variety of activities. The Welsh Governments commitment to upholding a child-centred approach is paramount to how policy is implemented and delivered, therefore ensuring that transitions are key to early year’s development and learning (OECD, 2015).
The Foundation Phase Action Plan highlights the successful implementation of the Foundation Phase in Wales raising children’s attainment with positive evidence showing pedagogical improvements within settings, it also noted higher school attendance and children’s learner well-being showing improvement (Welsh Government, 2016b). The Donaldson report ‘Successful Futures’ agrees with this highlighting that the Foundation Phase as one of the best things to come out of Wales education system, and can be seen as a strong base to which the new curriculum can build upon. However, Donaldson emphasises  there are areas that need addressing in order for effective delivery of the curriculum with regards to practitioners professional development in order to implement a successful curriculum (Donaldson, 2015). 
According to Welsh Government (2014) Independent Stocktake report the Foundation Phase has been implemented successfully and has had a positive impact on teachers and practitioners practice within settings which has led to quality improvements for children and their families. However, the report also showed that implementation was varied between maintained schools and non-funded settings, nonetheless they were moving in the right direction considering the complex process and change. With this in mind it was also suggested by the Monitoring and Evaluation of the Effective Implementation of the Foundation Phase (MEEIFP) across the pilot settings only ten percent were implemented successfully at that time (Blatchford et al. 2006) whereas currently one fifth of all settings are implementing it successfully (Welsh Government, 2014). This section will investigate what barriers there are within perceptions of play-based curricula and professional development in order to deliver successful implementation of the curriculum.
According to Maynard et al. (2010), in order for the Foundation Phase to be implemented successfully practitioners need to provide stimulating environments with the use of indoor and outdoor to experiment through a first-hand play-based approach. Waters (2016) agrees with this stating that it is the practitioner’s role to facilitate children’s learning and scaffold each child’s individual progress, the fundamental aim of the Foundation Phase. However, according to Thomas and Lewis (2016) it was questionable whether practitioners had a deep understanding of child development and in 2011, Estyn reported that local authorities, schools and settings needed to provide the necessary training in order for practitioners to work within the Foundation Phase.
This can be achieved by high quality training, qualifications and on-going professional development which will result in successful implementation of the curriculum whilst also enabling practitioners to be confident in promoting the Foundation Phase within their settings (Maynard et al. 2010; Mathers, 2020).  UNESCO (2014) agrees with this stating that practitioners need to be supported and given the appropriate training in order to deliver adequate curriculum strategies designed to meet the learning needs of each individual child and this responsibility lies with government bodies.  However, according to Macdonald (2018), as provision of the Foundation Phase comes from a wide variety of different settings there is no consistency of levels of qualifications amongst practitioners, therefore this is left to local authorities and inspectorate bodies such as ESTYN (2021) and CIW (2016a) to regulate. 
Therefore, according to Stephen (2010); Wall, Litjens and Taguma (2015) the lack of understanding amongst practitioners of the pedagogical approach to deliver the implementation of the Foundation Phase effectively is having an impact on children’s developmental experience. Stoll, Harris and Handscomb (2012) agrees with this notion stating that when practitioners embark in ongoing professional learning there are positive results with how they think of the ‘how’ and ‘why’ of their own practice. This will enable them to critically reflect which will then help them to understand their own learning processes which in turn will help them understand how to implement curriculum more effectively (Farrelly, 2010). Further to this Miller, Rose and Cable (2012) suggest that continually monitoring and assessment of staff within their settings is a vital component to successful running of the setting.
Reed and Canning (2012) highlights the importance of ongoing professional development and the advantages of implementing curriculum frameworks, they also note the benefits of engaging in reflective practice while also enabling leadership skills and professionalism within the workforce. Nutbrown (2013) reiterates with this theory stating that young children benefit developmentally from highly qualified practitioners who engage in critical reflection of their own practice and are willing to participate in professional development programmes in order to articulate their pedagogy in order to implement curriculum effectively. 
However, according to Bonetti and Brown (2018) and Macdonald (2018) there is confusion as to what ‘highly qualified’ practitioner actually means. Bonetti and Brown (2018) go onto say that evidence suggests   these findings are not accessible to practitioners and policy makers. Therefore, there needs to be more focus on professional development in order for practitioners to gain the necessary information to reflect on their practices to deliver curriculum effectively.
According to Welsh Government (2014) Independent Stocktake report certain areas of training need to be undertaken with the emphasis on leadership skills, reflective practice and how children learn and develop. Greater emphasis should also be put on adults need to up skill their pedagogy by linking theory and research across all training elements. However, despite concerns about practitioner’s qualifications levels within early year’s education, according to Welsh Government (2015b) Evaluating the Foundation Phase Final Report found that case studies showed over eighty-one percent of additional practitioner’s had a NVQ Level 3 or above; although numbers were marginally lower in non-funded maintained settings for additional practitioners. 
Nutbrown, Page and Clare (2012) highlight the need for early year’s teachers to be supported by an effective team of additional practitioner’s. Practitioner’s should have a minimum of a level three qualification and be willing to develop and extend their knowledge in order to successfully implement the Foundation Phase pedagogy. Kingston and Siraj (2017) recognise the importance of quality practitioner’s professional development and their engagement within settings with regards to sustained shared thinking. Having these strategies in place can support successful implementation of the Foundation phase in Wales. Blatchford (2009) agrees with this idea stating that children’s development progresses the more practitioners engage in sustained shared thinking and can be described as a form of ‘pedagogy’ as it is something that practitioners do in order to scaffold and support children’s learning.
Similarly, Day (2015) states that there are significant improvement in children’s learning when practitioners take ownership of their own continuous professional development. This will have a positive impact not only on their own professional development but also on their teaching skills, with relation to their confidence, attitude and being motivated, which includes their disposition to work alongside their peers. Waters (2015) states that training and guidance is paramount for practitioners, policy makers and the inspectorate to ensure further development of the Foundation Phase. However, Waters also states that there needs to be changes with how practitioners deliver pedagogical practices, with regards to their understanding of ‘how’ to do this rather than ‘why’. These changes will only come about when practitioners recognise their actions have an impact on children’s learning and development. Waters and Payler (2015) echo this stating the importance of training as one of the key factors that contributes to high quality workforce within early year’s education. They go onto say that there are clear suggestions that professional development is needed internationally in order to deliver the desired results which is measured by the outcomes of children’s learning and development.
As stated by Welsh Government (2015a) the Foundation Phase framework requires practitioner’s to have knowledge of pedagogical practices in order for successful implementation. It is essential that children have access to both indoor and outdoor experiential exploration, with the emphasis on the outdoors being paramount; with practitioners delivering both child and adult-led activities with the emphasis on a play-based approach (Maynard et al. 2010). However, according Estyn (2011) there is a gap in Foundation Phase training with too few training opportunities for practitioner’s to assess the impact of outdoor learning on children’s development, although it was also documented that practitioner’s had reported that training making use of the outdoors had a positive impact of children’s learning experiences.
There are misconceptions with the term play-based learning according to Else (2014) as practitioners perceptions of what ‘play’ is can differ. According to Mueller and File (2020) practitioners attitudes can contribute to the use of play to implement curriculum. This can be because they under prepared  and lack the confidence to explain the purpose of play to parents and administrators, which could be due to lack of emphasis in their own pedagogical agendas. However, Rogers (2010) states that practitioners did see play as a vehicle to children’s learning and a vital component to implement curriculum. Although Rogers goes onto say that play was used as a reward for finishing work or as an opportunity to complete administrative tasks.
According to Thomas and Lewis (2016) all practitioners need to be dedicated and supportive of outdoor play in order for a successful curriculum implementation. It was seen that practitioners were not positive about working outdoors and viewed the outside environment differently. However, according to Bilton and Waters (2016) the emphasis in Wales is that children regularly have access to the outdoors as outlined in the Foundation Phase (Welsh Government, 2015a) as a central part of implementing the curriculum. Similarly, Little, Sandseter and Wyver (2012) note, in their study on early years practitioners in Norway and Australia that there was a positive attitude to the provision of outdoor play experiences which enhanced children’s well-being and also nurturing optimal health and development.
According to the Outdoor Education Advisors Panel (2018) outdoor learning contributes to all seven well-being goals while also enabling children to experience opportunities outside the classroom and can be described as one of the most powerful styles of learning for children. This underpins the ethos of The Environment Act (2016) and the Wellbeing of Future Generations Act Wales (2015c) creating legislation in order to improve the social, environmental, economic and cultural well-being of Wales.
Further to this Bento and Dias (2016) state that when children engage in outdoor play supports their healthy development promoting physical, cognitive, social and emotional well-being, attributes necessary for children to flourish and learn. Moorhouse et al. (2019); Reed and Canning (2012) echoes this stating that when children experience outdoor child-centred environments this will give them the best learning opportunities as they are using their own natural curiosities through exploration. This can be recognised by Undiyaundeye (2014) highlighting that from children’s earliest experiences the outdoor environment plays a vital role in their development. Additionally stating that when children are given these outdoor learning experience will have a positive impact on their sense of well-being and will also have an all-inclusive impact on their development. Also, this is supportive of the Foundation Phase Outdoor Learning Handbook (Welsh Government, 2009) who state that practitioner’s need to understand the difference between letting the children play outside, or taking indoor activities and doing them outside is key to good practice. It also highlights that the outdoors is not an optional extra to the Foundation Phase but that they are inseparable. However, according to Mueller and File (2020) there is a decline in the use of outdoor play as part of the curriculum. This is because of practitioner’s attitudes and abilities in the sense of how to deliver play in order to implement the curriculum effectively. Further to this Maynard and Waters (2007) state that the outdoor environment was only used in a limited or partial way; with practitioners only going outside in ‘good’ weather, they were also seen to predominantly use the school yard with little use of natural environments.  This was highlighted in Welsh Government (2015b) Foundation Phase Final evaluation report which revealed that the outdoor learning environment was seldom used as a continuous extension of the environment.
Section 2
This section will critically evaluate from the perspective of the unique child methods of tracking, assessing and monitoring children in the early years. Jarvis, George and Holland (2013) highlight that there are four guiding principles which inform good practice within early years settings; that every child is unique; children learn to be independent through positive relationships; children have access to enabling environments; children learn in a variety of ways and stages. 
According to Early Education (2012) every child is unique with the ability to constantly learn, they can be resilient, confident, capable and self-assured. Practitioners need to recognise children’s uniqueness and that they develop and progress at different rates and see each child as an individual. Early Years Matters (2021) echo this stating that each child develops at their own individual pace and practitioners need to support them in order for them to reach their full potential.  Clark (2019) suggests the principle of the unique child is that they develop in their own distinctive way, therefore the basis for planning should be the child rather than the curriculum. This means what the child brings to their own unique learning ability rather than what they are lacking in developmentally and trying to ‘fill the gap’. It is a highly skilled practitioner who can identify that good practice begins with each individual child. Therefore, according to Pacey (no date) practitioners need to recognise that each individual child has their own unique qualities and develop at their own pace. So, all children should be treated fairly while also ensuring their individual needs and interests are catered for.
According to Farrelly (2010) it is vital that practitioners have the appropriate knowledge, skills and attitudes in order to understand the specific needs of each individual child to ensure they support their learning appropriately. Therefore, it is important that practitioners have the experience and knowledge as well as good observational skills to ensure children’s specific needs are being met adequately. Welsh Government (2008) in their ‘Observing Children’ document agree with this stating that practitioners will be able to identify what children’s capabilities are by continually observing them at play within their settings. This can be achieved according to the Foundation Phase Framework with practitioners providing suitable resources to suit the needs and stages of development of each individual child in order for them to progress in their own unique abilities (Welsh Government, 2015). Further to this Teacher’s TV (2015) suggests that practitioner’s stand back and allow children to find their own voice when playing within groups, which will encourage children to build their self-confidence and trust their individual capacity to take themselves forward and celebrate their own uniqueness.
According to Nutbrown (no date) it is important that practitioner’s adopt an inclusive approach within their settings ensuring that everyone ‘belongs’, this includes parents, staff and anyone who has a connection with the setting. Although, inclusion can sometimes be specifically to be aimed at children with special educational needs that are learning in mainstream settings.  However, inclusion has a much wider meaning and applies to the attitudes, practices and values which create environments which everyone feels welcome and can contribute. Further to this Pacey (no date) go on to say that practitioners must support and include every child regardless of their ethnic background, language, culture, gender, disability or socio-economic background. With this in my mind practitioners must take into account every child’s uniqueness and provide activities and resources that reflect their individuality.
According to Pacey (2017) as a professional practitioner it is a requirement of the National Minimum Standards for Regulated Childcare (Welsh Government, 2016a) to observe, assess and plan children’s development and progress. Within the Foundation Phase Profile Handbook (Welsh Government, 2017) practitioners use the Profile Handbook as a tool to support the assessment of children’s progress and development through the media of observations throughout the Foundation Phase (Welsh Government, 2015a). However, Pacey (2017) highlights the importance of children’s involvement in the process of assessment and their right to participate.  It is vital that children’s voices are heard and they are able to have a say in any decisions that may affect them. This is a child’s right as underpinned in article 12 of the United Nations Convention on the Rights of Child (1989) stating that every child has a right to express their views and have a say in anything that may affect them. 
As children need time to settle into any new environment, discreet observations should take place over the first six weeks following a child’s entry into reception year, this will form a baseline assessment. In order for practitioners to complete the baseline assessment they are required to assess each child using the Compact Profile, using the four areas of learning practitioners are able to identify any learning difficulties or delays with children’s development. These assessments are carried out through the media of observations and formative assessments (Welsh Government, 2018a).
The Foundation Phase Profile is divided in two sections, the Compact Profile offers an idea of the child’s development within the profile before or at the time of the baseline assessment. This enables practitioners to conclude a single outcome using the four areas of learning within the skills ladders as set out in the Full Profile Form.  The practitioner then highlights through observations one outcome from each ladder to suit the age and stage of development, this will then determine if there is an area the child needs extra support within the Foundation Phase areas of learning. With completion of   Full Profile children will be assessed at the end of year two (Welsh Government, 2017).
According to Early Years Wales (2020) the Early Years Development Assessment Framework (Welsh Government, 2015d) places the Foundation Phase Profile as fundamental in order to support the assessment of children’s learning throughout their time within the Foundation Phase. It will allow practitioners to gain a holistic view of children enabling them to provide an appropriate all inclusive curriculum for all children. The design of the profile will enable practitioners to correspond with other professionals, this is key to identify and support early identification of Additional Learning Needs therefore ensuring children are supported effectively within the delivery of the curriculum.
This type of formative assessment can be valuable according to Woods (2013) as it provides a central role to the planning and assessment of children’s learning and development goals in the early years. It provides key information in which practitioners can use to build an all-inclusive picture of a child’s capabilities, therefore each individual child becomes unique to practitioners in order for their individual needs and capabilities to be nurtured and catered for. Further to this Ninomiya (2016) expresses that   formative assessment is one of the most effective types of observation with it gaining international importance in practice and policy. Although, Ninomiya also highlighted that in the United Kingdom it is emerging that using formative assessment in practices sometimes leads to mechanical forms of activity, with the importance on improving performance rather than on learning. However, according to Martin (2012) this type of assessment can be time consuming for practitioners as in addition to planning it also needs to be documented, which can take them away from other duties. Another point to consider is that observations only capture what is actually being seen at the time, it does not reveal what a child may have done prior to the observation or what may occur afterwards, therefore it is important that other observation methods should be considered in order to give an holistic picture of the child being observed (Thomas and Lewis, 2016).
Beckley (2012) agrees with this and suggests that evidence of learning is not always only evident in planned observations but also in incidental observations that occur continually throughout the daily routine within settings. These can be evidenced with the use of post it notes and placed in children’s folders or on relevant notice boards.  Beckley goes on to say that the New Zealand Early Childhood Curriculum, Te Whariki, use of ‘Learning Stories’ can also be a good way of recording observations, especially for the less experienced practitioner. These can be carried out over longer periods of time and added to as and when appropriate.
The Welsh Government (2008) highlight the importance of observations and how they should form an essential part of the practitioner’s daily routine. This will enable practitioners to assess children’s development in order to give further support if needed. Observation based assessments can be a valuable tool in order to plan for children’s progression and evaluate for next stage progression steps (Thomas and Lewis, 2016).  Brodie (no date) suggests that the information practitioners gather from observations are fundamental in order to inform their future planning. Sometimes practitioners can plan the next steps with nebulous links to the observations carried out with vague links correlating to the observation. Therefore, it is vital that such links are made in order to support children’s development effectively and appreciate the unique reasons for observations, assessment and planning.
It has been suggested by Palaiologuo (2019) within the curriculum, assessments for children are central. This gives practitioners an insight to observe children at play therefore giving a true reflection of children and their capabilities. It can also give practitioners an understanding of what children’s interests and strengths are therefore will be valuable to inform planning. A point is to remember according to Wragg (2012) is the need for practitioners not to concentrate too much on the exact structure of the observation at hand but to also take note of other skills a child may do in the process of the observation.
However, although it is important that observations are key to monitor children’s development and progress, practitioner’s presence can sometimes halt children’s natural play. According to King and Howard (2010); McInnes et al. (2013) it was found that an adult’s presence and interference with their play had a negative effect as children did not have control over their own play with this resulting in a lower achievement with a lack of motivation and engagement when an adult was present. As detailed in the Foundation Phase children develop at different stages and this may not correlate to their actual age, so it is fundamental that children are allowed to progress at their own individual and unique pace. Practitioners should also ensure children are given the resources and opportunities to enhance their skills and progression. Wherever children are at developmentally wise, children work should be valued, respected and encouraged. This will   build their self-efficacy and give them a sense of well-being (Welsh Government, 2015a). Further to this Reed and Canning (2012) highlight the need for practitioners to adopt a positive disposition towards children in relation to child-led play as this is essential to support an effective curriculum. They go to say that implementing a ‘can do’ disposition will give children the confidence to approach new challenges, however adults should always follow the child’s lead; it should be the child leading the exploration and not vice versa. Dweck (1991) can resonate with this stating that children’s perception of their own abilities can affect the way they approach tasks and having the confidence in their capabilities plays a crucial role in their incentive to succeed. The aim of the Four Purposes of the Curriculum in Wales is to ensure that all children become ambitious, capable learners and become ethical citizens ready to lead fulfilling lives (Welsh Government, 2018b).

Section 3
Outdoor play: A risky play experience
It has become apparent in recent years the importance of the outdoor environment to support children’s self-exploration in order to support children’s all-inclusive development (Knight, 2011).This can support children’s learning when they engage with enabling environments which allow the potential for free chosen child-initiated play (Maynard and Waters, 2014).  However, there has  been a decline across the United Kingdom and worldwide; this is a topic that is at the forefront of many educational debates, with research articles noting how vital it is for children to be active and how this enhances their cognitive development, health and well-being (Ouvry and Furtado, 2019; Larson, Green and Cordell, 2011).
According to Woods (2013) the outdoors offers children of all ages a stimulating and exciting experience which are rich in sensory gifts which can encourage them to engage and experience challenge with everyday opportunities allowing them to build resilience and enhancing emotional well-being. This is echoed by Bento and Dias (2017) stating that when children are given opportunities to experience exciting, natural resources in outdoor environments it will promote their cognitive, physical, social and emotional well-being. According to Frost et al. (2017); Conkbayir and Pascal (2014) the importance of outdoor environments go back to early innovators such as Froebel who emphasised the role of children’s engagement with outdoor play and nature playing a vital factor in children’s development. Tovey (no date) also highlights this aspect of children’s engagement with natural outdoor play, as Froebel believed that children learned from direct, hands on and open-ended experiences enabling them to thrive and grow. Halpenny and Petterson (2014) also note Piaget’s theory that children’s hands on experiences significantly enhanced their cognitive development.
Play Wales (2015) suggests that when practitioners ensure children have access to rich play environments this will enable children to make their own choices with the ability to re-invent and extend their own play. This is recognised by Little, Sandseter and Wyver (2012) stating that outdoor experiential play encourages children to be themselves and embrace the rich opportunities the outdoor environment has to offer in a less restricted way. When children have the space and freedom to use their whole body movement Horn (2021) expresses that their gross motor skills are being developed, enhancing their spatial awareness skills as they can learn to jump and navigate their way around objects or other individuals. Learning through Landscapes (2021) echo this stating that when children are given these outdoor opportunities they have the freedom essential to able to move on a larger scale enabling them to be active, messy, and noisy therefore using all of their senses, be themselves and make sense of the world.
Jarvis, George and Holland (2013) highlight that children play and express themselves differently in the outdoors. Lund (2018) agrees with this concept stating that the outdoor environment enables children to explore independently, have more space to move and be themselves in a limitless environment. This is something Durant (2021) can resonate with stating that outdoor play is fundamental to empower children to become autonomous learners.
The Foundation Phase Outdoor Learning Handbook (Welsh Government, 2009) highlights that outdoor play environments provide the ideal opportunities to support experiential learning, necessary attributes to enhance all aspects of children’s development goals such as physical, creative, social, cultural and personal. Further to this, these situations would also support the ethos of the Four Purposes of the Curriculum for Wales (Welsh Government, 2018b) to enable children to become healthy, confident individuals promoting their positive mental attitude and emotional well-being by increasing their self-confidence, resilience and empathy.
Another positive aspect to outdoor play environments is the opportunity for children to engage with risky play. Toole (no date) believes that risky play situations enables children to experiment and push themselves to figure out where the play will take them. When children experience risky play in early childhood it can help develop self-efficacy, build resilience while also developing how to manage their own risk.  In an article carried out by Sando, Kleppe and Sandseter (2021) it was discovered that risky play, an important voluntary type of play correlated with children’s well-being, participation and physical activity. Therefore, practitioners need to provide opportunities for risky play in order to support children’s everyday experiences and enable them to gain positive outcomes. Early Years Resources (2018) agrees with this concept stating that children need these risky play experiences in order to enhance their problem solving skills and experiment taking risks and have the opportunity to challenge themselves mentally and physically. However, according to Ernst (2017) parents perceptions of the safety of the outdoors can influence children’s attitudes. It is important that parents exhibit positive approach to spending time outdoors. Further to this Pilcher (no date) highlights that risk taking is a fundamental part of a child’s development and that children will learn from their mistakes which will enable them to understand there are consequences to risk taking therefore learning what their capabilities are. When children are given opportunities to play outdoors this will give them the ability to assess their own risk and enable them to avoid accidents (Musgrave, 2017).
The Foundation Phase Outdoor Learning Handbook (Welsh Government, 2009) states that practitioners need to provide environments that enable children to take appropriate risks. However this does not mean that these environments should be risk free, although they should be considered and evaluated. This means that children need a certain amount of exposure to risk as this is fundamental feature of outdoor learning. With this in mind it is vital that practitioners realise the importance of the outdoor environment as key to children’s development and should not be treated as an optional extra (Frost and Sutterby, 2017). Bilton (2018) highlights how practitioner’s own negative experiences with the outdoors had transferred their feelings into their own practice limiting the use of outdoor play. On the other hand it was seen that practitioners who had a positive attitude towards outdoor play were enthusiastic with positive outcomes for children. Additionally, in an article carried out by Norodahl and Johannesson (2016) it was documented that practitioners who were passionate about the outdoors and valued its potential believed that the role of the outdoor environment enhanced all aspects of children’s learning and development. To conclude, Waite (2017) suggests that practitioners who have a deep understanding of child development and who are knowledgeable of the ways in which children learn more effectively will have the distinctive potential to see what outdoor environments have to offer children.
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