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Section 1

The Foundation Phase (2015) emphasises the importance of equal opportunity and the right of all children to access a comprehensive, balanced and consistent professional, curriculum while meeting developmental needs. 
Influence of children's preschool experiences on the positive connection between care and education providers in the home and their subsequent development, as well as the appreciation of parents or caregivers as children's first teachers.
The learning area is at the heart of the founding phase of personal and social development, well-being and cultural diversity. This area of learning focuses on building relationships with peers and adults, the importance of motivation, perseverance, self-confidence and a positive tendency to learn. They all play an important role in the education and development of children (Foundation Phase, 2015).
All aspects of education for young children are interrelated, they do not share their teaching and understanding in the areas of the curriculum. Seven areas of study are complementary. During the same activity, the child can acquire skills, knowledge and understanding in more than one area of learning, for example, in the number of action-song children, language and physical skills can all develop. 
In addition, children's emotional propensity to learn will be encouraged through the enjoyment of the activity (Foundation Phase, 2015).

The Foundation Phase requires an educational approach that is suited to active learning with the numerous ways that children learn.  The Foundation phase focuses on the practitioner as a visionary learning facilitator, and is at the center of the child's learning and teaching.
It is therefore interesting to look into the role of the adult/ practitioner and how that may support the pedagogy and standards set out by the Welsh Government with the Foundation Phase Framework (2015).
The educational provision of young children should be comprehensive and the child should be at the center of planned curriculum. It helps children understand, motivate and relax the learning potential of children. The involvement of health practitioners in child education is essential, especially when interactions involve open-ended questions, collaborative and persistent thinking. The Foundation Phase (2015) advises that there needs to be a balance with constructive learning through children and practitioner-led activities.  Through a well-planned curriculum giving children the opportunity to be creatively involved in their independent learning, based on what they already have learned and what they can do, based on their own interests and that they understand. Practitioner supporting children with active learning contributes to the development of children.
The role of the adult within the learning of the child in the foundation phase in similar to the workings and findings of Lev Vygotsky (1896-1934). Vygotsky stressed that early development is driven by the child's social interactions, but as learning became internal there shifted to an individual level. Vygotsky believed that children were apprentices who learned with more experienced people and who understood their abilities and needs. These people could be in this case the practitioner, however it is important to acknowledge that in Vygotsky’s work the more knowledgeable other could be any member of family or the community the ‘sociocultural theory’. The foundation phase 2015 has similar values as Vygotsky in that the adult role within the learning development of the child is to help guide and be there to support when the child asks for help, however, the foundation phase does recognise the need for planning and some adult led activities.



The Foundation Phase (2015) emphasises that the planning created by the practitioners should be flexible to allow for the children who are earlier on in their stage of development whilst also providing the education that supports children who are further ahead in their development. It stresses the importance of the child leading their own learning with practitioners being available for support as and when required or asked for by the child. Child-led learning is used to describe educational planning where children are responsible for choosing what they learn. In some instances, it allows children to devote time to a particular area of learning and be in control of which methods and materials they chose to use in their learning. This however is not always the case as it can be difficult for practitioners or teachers to give that level of independent learning to a class full of young children, with many practitioners voicing that they have used the framework as more of a guidance (Ofsted, 2017) with some teachers stating that teaching the class as a whole was more effective way of teaching the children. The report by Ofsted also found that many practitioners and headteachers did not support the way in which the foundation phase suggests the role of the adult is most effective in allowing learning through play and being child led as they believe that areas of learning such as core skills, for example, mathematics and language needs to be taught directly not through play as the adult needs to be in a teaching role not in a supporting role. Though there are many views of how the role of the adult is used within the Foundation Phase it is interesting to see how the curriculum in other countries differ from the Foundation phase wales. 
Sweden for example have a similar approach to learning in that the education there is planned around the child and they call this Educare (SKOLFS, 2018). The practitioners in Sweden are not only there to educate the children but also to care for the children as they similarly to Wales want to provide a holistic approach. 
Kindergarten education in Sweden is planned and implemented to promote children's development, health and well-being. Practitioners are required to provide children with a good environment and balanced daily rhythm and adjust both comfort and activity according to their needs and the length of stay at the setting. Practitioners are expected to ensure it is an accessible environment for all children and encourages them to play together, explore the world around them, and support their development, learning, play and communication which again is similar to the requirements set out in the foundation phase framework.
 In Swedish preschools the environment requires all children to have different activities and for those activities to be in different situations. Practitioners suggest that through having multiple options has set rules for children to expand their play patterns and activity options. The guidelines set out in the curriculum state that it is important that everyone working in preschool, regardless of gender, contributes to providing children with extensive experience and awareness of their opportunities. The practitioners need to encourage and challenge children to develop their abilities and interests without hindrance. 
The role of the practitioner has certainly changed over the years, from a time when a teacher was expected to stand in front of a classroom of children and teach everyone in exactly the same way regardless of ability (Judith Taack Lanier, 2017) to the new curriculum in Wales where children are to lead their own learning with support and guidance from the practitioner to help develop each child’s unique ability and style of learning (Curriculum Cymreig, 2003).

How is play implemented within the settings? There has been much written about "play" that can often be mistaken for something considered to not be work. In the structured educational framework of the founding phase this is not the case. Young children learn differently and in a way unique to them, but the most effective form of learning is first-hand experience. It is important to recognize the value of play in young children's learning. This is important, as there are clear goals for learning within young children's learning, as it is easy to be misinterpreted as aimless "play". Careful planning is required by practitioners in line with guidelines set out by the foundation phase framework for the work to be effective in the initial stage. (The Foundation Phase, 2015).
The framework set out in the foundation phase by the Welsh Government suggests the curriculum should be planned and structured so that children can actively learn. Children need to have the opportunity not only to explore the learning environment and acquire new skills, but also to identify, practice and improve the skills they have already acquired. It is essential that children have plenty of opportunities to try out resources, solve problems, and choose their own lesson materials. Meaning that all practitioners should value play and be structured with a clear goal of educating their children. Children need to be configured to have the opportunity to participate in the focus, planning and creation of indoor and outdoor playgrounds, as they give them the opportunity to own their own learning (Donaldson, 2015).
Bruner became interested in the work, calling it "doing something and not an activity in its own right" (Smith, 2006). This implies that children learn through play, and that play is not an activity in itself, instead it is a tool to perceive literacy, numerology and anything in the surrounding environment. Bruner believed that children transformed reality into a form of imagination and created symbols with that method. "In essence, in pretend play, the child stimulates an action in play as if it were real, or the child tries out new combinations and consequences in a what if fashion" (Schmidt,2006).
Children taught in the foundation phase are learning through play if the practitioners are following the guidance and planning suggested in the framework. The areas of learning are set to provide the opportunity to develop the childs skills whilst simulating an area of complete play. Does this give the practitioner enough evidence to suggest the child is developing as suggested they should be in the stage category? The framework suggests it does as the practitioners are expected to revisit these development stages in a range of ways and to witness the child and asses the child in different ways.
However, there are some theorists and professionals that disagree with the play based learning theory, Bennett et al. (1997) suggests that although the content of the play learning is theoretically strong, it is debatable if it provides a comprehensible framework to guide educational practice. Their view is that goal setting and evaluation are difficult to evaluate in today's play learning environment and may not produce definite results. With Dewey (1966) arguing that it is not enough to simply introduce learning through play, it all depends entirely on how play is used within the curriculum.
In a review by the Welsh Government in 2014 they suggest that in Wales, there is no common quality structure that early childhood education and care providers can operate, whether it is based in schools or in non-maintenance facilities. Depending on the region or location, ECEC services differ in levels of support and operate under different quality frameworks. The different frameworks are shared according to education and care, but also between specific funding and local authorities. With this in mind it is possible to suggest that even with the framework in place there could be a gap in the support practitioners are recieveing in implementing the role of play within their setting in turn meaning there is a knock on effect to the level of education or learning through play opportunities available to those children.
Implementing learning through play and the success of this varies from region to region according to Welsh Government (2014) therefor for children to all receive the same level of play based learning the practitioners would need to receive equal amounts of structured support across the board. 
The Welsh Government are regularly updating and reviewing the curriculm and foundation phase in accordance with what is working and what needs to be updated, for example Professor Donaldson’s report on Successful Futures where he has looked in great detail at the foundation phase and made changes that are believed to be relevant. Also new to the curriculum is Digital Competence Framework. This is new to the curriculum and will be in place by 2022. The Digital Competence Framework (DCF) was introduced in 2016 as the first component of the new curriculum. DCF has been created to work alongside the curriculum in the foundation phase, it has been developed to support learners develop basic digital skills as they progress through education. When they use technology, children need to have confidence, creativity and critical skills. The DCF has been developed to bring together skills to help children develop rapidly into the digital world, such as how to stay safe online, save their work digitally, and balance games and screen time. This again is evidence that the curriculum keeps changing in support to the way children learn and develop. 
 








Section 2

The primary goal of the Child Development Assessment in the foundation phase is to assess the child within the first six weeks of entering the foundation phase for a baseline assessment. A description of the whole child is then assessed using the six areas of development that make up the profile. These development areas are, Personal, Social and Emotional, Speaking and Listening, Reading and Writing, Sort, Order and Number, Approach to Learning, Thinking and Reasoning and Physical. 
 There are two documents, the Child Development Assessment Profile Record Form, in which practitioners can record their observations, and the guides that define the behaviours of the child to be observed and assessed (Foundation Phase, 2015).
A child profile will be completed around the age of three at the time many children enter into the foundation phase. Some children cannot enter the early stage and therefore are not assessed until they reach the age of compulsory schooling, after the age of five. 
The behavioural details that make up each developmental area, which consists of seven stages, cover the age equivalents of development from 18 to 84 months. This limit exceeds the age limit of 36 to 60 months of children (Foundation phase, 2015). It is necessary to expand at an early stage of development as well as for more capable children. In creating a range much larger in capability the framework has acknowledged that although children will at times reach milestones within their own range of stage, they also acknowledge that some children could be more advanced in their learning whilst others have not yet reached the stage in which is their age group. This allows for all capabilitites. 
Once the practitioners have made the initial assessment on a childs entry into a setting, which can take some time as they will observe the child a number of times to ensure they are able to do that particular task and also they will discuss with other members of staff on their observations, they are then able to work out where they are in terms of development and create a plan for their further learning developmet based on their findings on the initial assessment (Welsh Assembly Government, 2011). 

Practitioners working with children need to understand their developmental and the childs’ needs holistically. By closely observing children's progress, engagement, and happiness, and focusing on achieving predetermined results, practitioners will be able to devise an appropriate curriculum that will support the childs development according to individual needs (Foundation phase, 2015).
The foundation phase recognises the importance of the child as an individual or the ‘unique child’ however, is it practical to expect the practitioner to be able to plan for each child individually and then to assess each of those children. In a report by the Department of Education 2010 it found that some practitioners found that assessment through observations were daunting and took up much of their time. If the observations alone are found to take up much time then one would think that planning individual play based activities would also be time consuming and difficult to do. It has been suggested by practitioners (Department of Education, 2010) that the assessment process is a burden and the number of factors that need to be evaluated in in accordance with the Foundation Phase is too large for practitioners to handle. Suggestions raised the question of whether the evaluation process was "highly subjective", as they are carried out by different practitioners, meaning there could be a variation in the assessment outcomes.

Through observing children during activities, practitioners have the opportunity to learn how children's skills develop and what they can do. Practitioners should during this time gather information about what the children know and understand and what their personal preferences are in regarding to areas of learning. Not all observations have a predetermined purpose or reasoning, many of them are the result of observations.
Observations can take place continuously whilst the children are going about their day and can take place whilst the children are inside and outside. It is not necessary to write down everything that is observed, however relevant information should be kept to determine the childs’ development and achievements. Information collected by the practitioners from children's observation is an important tool in creating a complete picture of the child (Welsh Government, 2014).
It is also expected that the settings will track the progress of children in terms of development. Each of the seven areas of learning identified by the foundation phase and Early Years Outcomes Framework and requires practitioners to explain and demonstrate progress.

Is the way in which assessment in the Foundation Phase working? Is the way children are assessed similar to other countries curriculum? 
The national framework in New Zealand known as Te Whāriki is similar in many ways to the foundation phase, however, has high emphasis on the child holistically and also spiritually. “Children develop working theories through observing, listening, doing, participating, discussing, and representing within the topics and activities provided in the programme. As children gain greater experience, knowledge, and skills, the theories they develop become more widely applicable and have more connecting links between them. Working theories become increasingly useful for making sense of the world, for giving the child control over what happens, for problem solving, and for further learning. Many of these theories retain a magical and creative quality, and for many communities, theories about the world are infused with a spiritual dimension”. (New Zealand Ministry of Education, 1996).
Developed within the framework are four empowerment principles, Holistic development, Family and community, and also relationships. There are five strands that emerge from these principles, these are wellness, relationship, contribution, communication, and research, and each line has its own associated goals. When presenting outcomes, it acknowledges the space of external knowledge, skills, and behaviours that contribute to the child's "work theory" and enables the development of a learning nature.
New Zealand Ministry of Education 1996 state ‘In early childhood, children are developing more elaborate and useful working theories about themselves and about the people, places and things in their lives. These working theories contain a combination of knowledge about the world, skills and strategies, attitudes, and expectations. Children develop working theories through observing, listening, doing, participating, and representing within the topics and activities provided in the programme’. 
The way in which the children uncer the Te Whariki are observed in similar to the way the children in the foundation phase are observed. They use a documented assessment through observations and they create assessment about children's development within curriculum. They at times take photos, record audio or video or collect examples of the work the children's have done. Through looking into the observations they have collected the practitioners can detect changes in children's abilities, consider possible learning pathways, and plan to support them. Identifying learning and their progress so far, and the possible next steps, and whether additional support is needed are key elements of the constructive assessment process. It provides a good foundation for constructive assessment, planning and evaluation of the childs goals and learning outcomes. 
 However, there are some differences within the ways of the foundation phase and the Te Whariki for example at the heart of the Te Whariki is the emphasis on nurturing and protecting the maori culture and language whilst also valuing “the relationship between the indigenous people of New Zealand, the Maori, and those who came to share their country.” (Ritchie and Buzzelli, 2012).
The Te Whariki uses the Māori policy assessment approach which situates the child's ways of knowing and being Māori and is driven in a way that recognizes and supports the educational aspirations that their heritage holds for them. Assessing the Maori policy requires the practitioner to recognize tradition and bring out the themes of childhood, including their inherent powers and traditions,history, family and ansestors. Māori policy reports that the assessment does not see the child in isolation, but recognizes that child originates from rich traditions and is loudly related to family and community. The policy rating is about improving the child's mind and links to tradition. This means that the child's Māori construction and their community are at the center of the framework, ensuring that the assessment captures the strength, ability, and skills of the child. (New Zeland Ministry of Education, 1996).

Te Whariki suggests that Children are more capable of assessing their progress, dictating their learning stories, and setting their own goals (for example, learning to climb something, writing names, pursuing interests and projects). As they learn to evaluate their achievemen they are then asked to plan for their next stage of development.
The core of the assessment is that the child in the key in assessing for himself once the child is able to and that assement before that is done by practitioners, however is based more around the childs relationship with himself  and the community and the world around him and then followed by academic development (Ministry of Education, 2017). 


However, the assessment approach has also been criticized, particularly the lack of a requirement to assess development in certain areas such as language (Blaicklock, 2010), which raises questions about the effectiveness of Te Whāriki as a curriculum for younger children. Hedges (2011) suggested a reason for this is the level of understanding from the practitioners. That whilst some practitioners have a good knowledge of working theories and stages, some hadn’t had the support or training to understand the outcomes and what was expected of the practitioners and the children.
The lack of support to practitioners in both The Foundation Phase and Te Whariki was a similar evaluation with the greatest emphasis being that not all practitioners are fully qualified and suggestions that practitioners need to be fully qualifief (department of education, 2010).
Practitioners are feeling under strain with the need for continuos observations and assessments, in particular when it comes to planning for each child as an individual, with many stating that it isn’t possible to plan for 30 individual children and instead children are in groups of similar capablilities and planning and provisions made for those groups (department of education, 2010).
The planning for the unique child is at the core of the Foundation Phase, however, for practitioners it would seem that this is difficult and perhaps some changes could be made or looked at in order to support and assist the practitioners in being able to follow the framework and encompass the unique child in a way that is practical.

























Blog – The importance of understanding and using the outdoor for children.

I have worked within the education sector for many years now, mostly within the Foundation Phase, and although I can vouch for the encouragement of using the outdoors regardless of the weather, I can honestly say that in my experience it isn’t always used in its full capacity. Some teachers love the use of the outdoors and have requested wetsuits from parents so that the children can be out regardless of weather and enjoy the elements. And some teachers see a short shower of rain and decide that an indoor activity is better suited that day rather than see the children possibly get wet. I am unsure as to why the range in teaching in the outdoors varies such a great deal, however, I am inclined to think that it is down to personal preference of that particular teacher or practitioner and if they know the full benefit of learning in the outdoors holistically for the children.
The foundation Phase (2015) have specific guidelines on how practitioners are able to implement outdoor learning. And also have a outdoor learning handbook (2009) aimed at all educators and education institutions which discusses in depth planning for outdoors, risk management, forest schools, using resources and provisions and so on. It is literally the perfect handbook to support every aspect of learning outdoors and the benfits. I am certain many practitioners are concerned with the risk that learning in the outdoors brings which is completely understandable when they are in charge of the care of other peoples children it is a big responsibility to have. With that in mind the foundation phase handbook (2009) does encourage a degree of risk. If children are not allowed to take risks as children how will they learn to take risk as they grow? Obviously it isn’t telling practitioners to allow children to take tools into a forest and build tree houses but what it is saying is that a degree of risk taking is essential part of growing and learning. 
The importance of learning in the outdoors has been noted through history, for example Froebel (1837) recognised the importance of children being able to work in the outside and through this created his ‘kindergarden’ and use of natural materials inside such as wooden blocks. Froebels theory has since continued through with other theorists such as maria Montessori. The belief is that children learn best from interacting with the world around them and in this digital era I think that children having more experience in the outdoors is certainly a good thing.
The Foundation Phase states that the outdoor environment should be a extention of the inside learning environment not only used on specific days, however, the foundation phase evaluation (2015) found that 75% of practitioners only use the outdoors two or three times a week. Which begs the question why are practitioners not making better use of the outdoor as a learning environment. Some older schools that I have worked in have said that they have had limited availablitily to the outside areas, however, the newer built schools I have worked in have been purposely build that each classroom has an area directly outside the classroom for learning. In my experience these have been the teachers that have utilised the outdoor space.
Children are spending less and less time playing outside because of a number of factors such as the access to digital media and computer games as well as the increase in readily available high sugar and high calorie foods. The UK Government Office for Science’s Foresight created a report with the findings that two-thirds of children in the UK will be overweight or obsess by 2050. With Public Health Wales (2019) stating that 12% of 4-5 year olds in Wales are already overweight. Child Poverty Wales suggesting that healthy foods being expensive for low income parents mean that they have to turn to more processed cheaper to purchase foods which certainly add to the issue of childhood obesity.
If add the lack of readily available and affordable nutrician and the rise in lack of physical activity due to the rise in digital device usage it is clear to see where the problem arrises. According to Ofcom (2015) 53% of 3 to 4 year olds have their own tablet.
Parents are working later and longer hours which is why it is important that schools and practitioners understand how we can become involved in providing the children with the outdoor activities and learning that they do need. And with the range of support available such as :
https://raisingchildren.net.au/toddlers/play-learning/outdoor-play/outdoor-play
https://www.health.harvard.edu/blog/6-reasons-children-need-to-play-outside-2018052213880 
https://www.ltl.org.uk/free-resources/

Articles 28 and 24 of the UNCRC state that children have a right to be healthy and a right to an education. Practitioners and schools I believe have a duty of care to ensure that these things are available to children and with the Foundation Phase (2015) stating the outdoors is as important as the indoors and should not be separate, it seems clear that health, curriculum and learning can all intertwine together. We are in a great position to provide the children with the greatest of learning environments whilst also helping to keep them healthy.
In 1993 the UK adopted the Scandinavian Forest school, which is an approach of developing and learning new skills entirely in the outdoors, no rooms whatsoever, where it is child led and the children have freedom to learn and develop the skills that they choose whilst also connecting to the world around them with less limitations (forestschoolassociation.org).
Whilst I am not suggesting that practitioners should or are able to compete with a forest school I do believe there is certainly room for improvement through support and understanding of the importance both physically and mentally on the benefit of outdoor learning for children.
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