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Section 1

The Foundation phase was introduced into Wales September 2010 (Welsh Government,2015), to replace the more conventional, competency-based style that was linked with Key stage 1 and the National Curriculum (Taylor et al 2016.). The Foundation phase framework was piloted in 41 settings across 22 locals authorise throughout Wales for children aged 3-5 years of age. (Waters, 2016). During the early pilot stages of the implementations of the Foundation phase there where some problems that where highlighted about the pedagogical practice for the practitioners and how practitioners felt they need more guidance, with better planning and the need to have funding for training (Siraj-Blatchford et al.2005). ‘further support was needed to develop and maintain play-based and experiential. pedagogies giving sufficient emphasis to activities that involve adult guided play and learning and interaction with appropriate challenge’ (Siraj-Blatchford et al. 2007b p.8-9). Maynard et al (2010) goes on to explain how teachers and practitioners need adequate support and time to review the changes involved when changing the underpinning pedagogies and philosophies of practice.  However, Evans, G (2013); Wales Institute of Social and Economic Research and Data (WISERD) (2014) indicate how the implication of the Foundation Phase varied with each local authority, also suggesting the success of the implementation of the Foundation Phase was different for maintained and funded non-maintained settings. This difference is discussed by the Welsh Government (2014) and Sylva et al (2004) who suggest that the teaching and learning was different with in maintained schools to funded non maintained settings, due to the children’s intellectual development, their social-emotional wellbeing as well as the qualification of the practitioner, suggesting that an adapted teacher were a more influential factor of the value of provision. Interestingly, the differences in the implication of the foundation phase between maintained and funded non maintained settings could be subject to the difference in the inspection processes of Estyn and CIW. This is evident in an Estyn report conducted in 2014, it reinforced how the inspection procedures differ when providing the Foundation Phase. This proposes how comparing the implementation of the Foundation Phase in maintained and non-maintained settings is difficult. Even though Estyn and CIW did attempt to work in a collaborate way bring the inspections closer together, was not possible due to the difference the inspection boards with their processes and legislations (Welsh Government, 2014). The Welsh Government (2014) report, an independent stocktake of the Foundation Phase in Wales, suggest how it would be more useful to use for Esty and CIW to work in partnership, so the two inspection boards can compare the whole of the Foundation Phase so that improvements can be made as well as ensuring children are receiving their entitlement to an education as set out in Article 28 of UNCRC (2019). Sylva et al (2014) goes on to suggest that inspections by Estyn should consider visiting setting more regular than the six years cycle they currently, especially for non-maintained settings who provide provisions for younger learners as it more common for non-maintained schools have a high staff turnover. However, with all this said, WISERD (2014) do go on to say how the ‘initial training modules-were generally well received’, this suggests practitioners were initially satisfied with the training provided on the new reforms of the curriculum in Wales. 
Taylor et al (2016); Wainwright et al (2016) ;Welsh Government (2015); WISERED (2014) states, the foundation phase was a new framework put in place for children in Wales aged between 3-7 years old, drawing upon early years education from New Zealand and Reggio Emilia, who advocate for a more play-based attitude to learning and teaching. The Foundation Phase was a revolutionary change to Key Stage , obtaining a clear understanding of the theories and reasoning to why there were going to be changes to early years education in wales, which was one more challenge to the implementation of the Foundation Phase (Taylor et al 2016). Taylor et al, (2016) goes on to explain how the there was going to be a colossal task when developing the understanding with practitioners of the underpinning theories in such a short time scale. Whereas Main and Pendergast (2017); McDonald (2018) explain how having a larger scale rolling out training when making significant changes to curriculum providing a positive effectiveness on leaders and leadership teams this helps ensure the implement of change is even throughout school boards. Although Taylor et al (2016); (Siraj-Blatchford et al., 2005) state how the guidance’s and training for the implementation of the Foundation Phase was mainly developed within the 44-pilot school and funded non-maintained settings, accompanied by the practitioners, this was said to be rather influential while developing the Foundation Phase. However there where sill many adaptations of the implementation of the Foundation Phase across the schools and funded non-maintained settings. Additionally, Wood (2009), suggests how there was limited research on how the teaching and learning of a more play-based pedagogy would be received. Aasen and Waters (2006) agreed by saying that at the time of the implication that by having a change in pedagogy and philosophic practitioners had no alternative but to sustain a ‘Fallback position’ in their own pedagogical practice attitude within their previous curricula. Although Fleer and Robbins (2004); Maynard et al (2010) underlines the difficulties involved when transitioning to new pedagogies, evaluating how understanding, and embracing a change in pedagogic change practitioners need the time and support especially in the case of the changed participating in the philosophies unpinning of practice.  Furthermore Siraj-Blatchford et al (2007) reports how practitioners where receiving ‘Mixed messages’ when receiving information in regard to play within the Foundation Phase, to all appearances this was a result of the Welsh Assembly Government Play Policy (2002), this caused practitioners to have, do as they choose attitude towards the approach to children’s play, as they felt ‘less attention was paid to adult pedagogy and some staff were not always gainfully and appropriately deployed’ (Siraj-Blatchford et al. 2007). Maynard et al (2009) goes on to support Siraj-Blatchford finding by the comments made by practitioners that were involved in a small-scale project in the early stages of the implementation of the Foundation Phase. WAG (2009); Welsh Government (2014) also agreed and recognised that very early on within the Foundation Phase implementation educators and practitioners recognized the lack of facilities to provide a more workable play-based experience for of learning, especially with the outdoor environment. Yet, according to Taylor et al (2015) the Welsh Government did invest £36 million in grants between 2004-2005 and 2011-2012 to help settings improve their learning environment, helping to accommodate the changes to the early year’s curriculum. 
However, Schools and funded non-maintained settings in Wales, will soon be implementing a new curriculum that will not just focus on the early years sector, the Curriculum for Wales 2022, will now encompass the same fundamental learning as well as a consistent approach across Wales as set out n legislation for all children aged 3-16 (Welsh Government, 2020). The Welsh Government introduced a Curriculum and Assessment Bill during 2020 to assist the implementation they are intending to a range of guidance for practitioners which will also include the legislation that is the unpinning of the Curriculum for wales 2022, that schools will be developing and once the Bill has gained the Royal Assent the Welsh Government will then issues, ‘support curriculum design implementation’ as a statutory guidance (Welsh Government, 2020).Wavehill (2019) agree the guidance that will be issued will benefit practitioners, evaluating that the depth of the guidance will help teachers and practitioners to comprehend how to ‘implement the curriculum in practice’. On the other hand, Wavehill (2019) do state how some practitioners felt the guidance needed much more details to help them implement the new curriculum. Also, practitioners of pilot schools and setting have raised concerns about the implementation of the Curriculum for Wales 2022, such as having sufficient resources and time but also the amount of training within the new curriculum. Children's Commissioner for Wales (no date); Wavehill (2019) also share concerns about how the guidance will support practitioners and teachers working along side children with Additional Learning Needs, it has been made apparent that practitioners feel they need significant professional learning to understand ALN provisions within the new curriculum, ‘Learning about curriculum learning and learning about additional needs.’ The Children’s Commissioner for Wales (no date) explains how educational reforms need to include both training combined even though there will be ‘financial implications when designing and developing this learning together.’
 However, Donaldson (2015) has stated in his Successful Futures, Independent Review of Curriculum and Assessment Arrangements in Wales; schools will have the power to decide the strategies they use to implementing the curriculum taking their own circumstances in account. Donaldson (2015) goes on to explain how the implementation of the Curriculum for Wales 2022 requires to be scaffolded by supporting practitioners with ‘exemplar materials and other resources’ as well as having targets for factors such as developing resources in planning of the implementation, he also goes on to suggest how the implementation may be staged over a few years and how local authorities will need to develop strategies to support school though the implementation phase of the new curriculum. He goes on to suggest Estyn will need to adapt their inspections to fit in with implementation phase. 
Welsh Government (2021) Curriculum for Wales The journey to 2022, is a guide that sets out what is expected within schools and settings as they design and implement their curriculum from 2022 and beyond. It states how schools and settings will develop an understanding of the conception of the curriculum, by engaging and developing materials and literature for the vision of a whole-school curriculum. By considering making the four purposes a school priority, ‘make connections with the implementation of wider education reform (the implementation of the Additional Learning Needs and Education Tribunal (Wales) Act 2018 and Welsh in Education) to ensure activity is mutually reinforcing ‘as well as developing an agreement of priorities and strategies to approach when developing the teaching within the school.
 Donaldson (2015) also recommends the need for professional learning and how it will be instrumental when implementing the Curriculum for Wales 2022, He suggest if the implementations are to be successful ‘well-coordinated’ and ‘sustained professional learning programs’ should be in place for all involved with in schools and settings. The Welsh Government (2021) have taken this recommendation form Donaldson by ensuring there will be continued supported in the investment of professional learning to aid the development of practitioners and teachers so they can continue to make the most of the curriculum reforms. With this said the Welsh Government (2019) have introduced, National Approach to Professional Learning, which works closely with the new Professional Standards and the Schools as Learning Organisation models to make certain all practitioners are obtaining the support to effectively carry out the new curriculum.
With all this said the implementation of both curriculums are very different with the Curriculum for Wales 2022 seemingly offering more support to practitioners and teacher more professional development and time to implement the changes of the reform. The Foundation Phase appeared to be rushed with not enough support or thought going in to the changes required for teachers and partitioners to undertake while having such a radical reform from Key Stage 1. 














Section 2:

Early years is an important time within a child’s life in terms of learning and development, thus it being an important part of a practitioner’s practice (Pacey, 2018). Assessments are a way of collecting information about a child, which can be reviews to plan activities that the children can understand but will still be able to learn from them (EEC, 2014), Assessments are also in place to help practitioners determine is a child is involved, enjoying the experience as wall as their predetermined outcomes (Welsh Government, 2008). However, many practitioners find the term assessment formal and official, but observations however small is an assessment (Pacey, 2018). The Welsh Government acknowledged how there are many weaknesses within the current assessment framework and how it is not understood and embedded (Welsh Government,2013).
The Welsh Government use an Early years Development and Assessment Framework (WYDAF) also know as the Foundation Phase profile, this is in place to aid children’s development and learning while they are in the Foundation Phase (Welsh Government, 2017). The main purpose is to deliver a nationally dependable baseline assessment, the profile is designed to line up with assessments that are carried out by other health professionals, while helping early detection of developmental delays, using formative assessments and observations providing practitioners to have a holistic approach for all children (Early Years Wales, no date). the Welsh Government (2017), explain how their assessment tool of the Foundation Phase profile is used to assess children: 
         “The profile is made up of two sets of skills ladders in four Areas of Learning: Personal and Social Development, Well-being and Cultural Diversity, Language, Literacy and Communication Skills, Mathematical Development and Physical Development. The Compact Profile contains a select number of skill ladders for use at baseline and a Full Profile supporting end of phase teacher assessments. As well as supporting summative assessments at statutory. points, the profile provides a nationally consistent method for scoring the Foundation Phase outcomes and progress data.”
 This is similar to the assessments used within England, UK Government, (2021), use the Reception Baseline Assessment they describe it as a short assessment which informs practitioners about a child’s literacy, language, communication and mathematic skills at the start of their school life. However, educational setting within the Netherlands do not have a common baseline, therefore baseline assessments are provided and carried out by the setting, for the setting (Nusche et al, 2014).

The Foundation Phase Profile is a comprehensive assessment tool that uses observations and formative assessments, this is to develop a holistic picture of a child’s abilities and development (Welsh Government, 2017). Child observation is a key element when finding out what a child’s needs and developmental stage (early years matter, no date). Therefore, it is the upmost importance for practitioners to observe and listen to children (Essex County Council, 2012; Flying Start, 2017). Pacey, (2016), expresses how observing children helps practitioners learn about the unique qualities of each child. Observations help with day-to-day provision and activities for children (West Sussex Government, 2021). This is similar to the Reggio Emilia approach, where teachers like to observe as well as listen to their children and plan activities that are inline with their children’s interests (Crockett, 2016). An example of this is in the moment planning, this is where a practitioner captures a child interest at a specific time, when a practitioner observes a child is interested in an object that might no be in the daily planning, interacts with the child with that object, this will build upon what the child is interested in doing (The Hub, 2019; Kelly, 2016).
 However, Thomson, (2015) explains how a practitioner’s perceptions can differ to child’s, this can be because of the practitioner’s experience, ability, and knowledge of the child. First Discoverers, (no date) agree that observation can be bias, this can be due to the perception on the child’s parents, it also suggests that the bias can come from the teachers’ assessments and the knowledge they have about child development. There are different kinds of bias practitioners can display when observing children as explained by Louis et al (2021), who tells us there are 3 main types of bias, affinity bias, confirmation bias, attribution bias. She goes on to describe each bias, affinity bias is referred to when a practitioner displays a preference for a child and their family due to certain characteristics and quality, confirmation bias, is described as when practitioners interpret the child’s actions to confirm a pre-existing belief, and finally she explains how attribution bias is an error that a practitioners can make when they are tying to find some reasoning their own motivations and behaviours.
Another way in which practitioners and teachers assess children within the Foundation Phase is formative assessments, that may consist of questions, quizzes, tasks or a formal assessment, this assessment may not always be recorded, expect for lesion planning to address the next step needed in the children’s development (NFER, no date). Welsh Government (2018), point out how formative assessment is useful when comparing the children’s achievements against the curriculum, this stops teachers and practitioners focusing on Foundation Phase outcomes. Although, Education for Equity (2019), describes how formative assessments can take some time, explain how repeatedly checking if children have learnt takes time and takes the practitioner or teacher away from teaching. They go on to also suggest how children do not respond to formative assessments well. Another barrier to formative that has been highlighted is the resistance some children may display when part of a formal assessment (Castejón et al., 2011; Julián et al., 2010; López-Pastor et al., 2011; Capllonch et al., 2009: Pérez et al., 2008: López-Pastor, 2008;).  However, with the current situation of COVID-19, practitioners are finding formative assessments are an easier way to assess children as they are learning online, (Yilmaz, 2017). Gikandi et al., (2011), show how the main advantage of formative assessments allows children to participate in tests that are not restriction on the time or place.  With that said, Yilmaz et al (2020), does explain how children who do formative assessments online as a test are only permitted to take it once and not as many times as they like, given a true reflection on the child’s learning.
Another assessment used within the foundation phase profile is Summative assessment. Summative assessment is used as way to identify what information a child has retained during the teaching unit, theses assessment is given at the end of each teaching unit (Mezni, 2020). A summative assessment is a collectively of all the child’s observations, analysis and formative assessments a practitioner or teacher have already recorded when building up a picture of a child’s progress over time within the educational setting. It can pinpoint gaps, celebrate strengths and interests, reveal a requirement for early intervention. It helps practitioners and teachers explain to parents or carers how their child is learning and progressing as well as helping practitioners and teachers put new goals in place but also consider about how they can support the child to work for those goals (Clarke, 2017). The Foundation Phase use summative assessments to access how a child has developed form their initial baseline at the start of the school year, showing how children have worked towards their foundation phase outcome, although foundation phase outcomes are not determined on one piece of work, as it does not provide all the information about the child, however, is does show qualities of specific outcomes, (Welsh Government, 2017). When summative assessing children in each area of learning practitioners will pull in a variety of evidence, this will determine the developmental level of the child using a sequence of a skill ladder, which is a consistent scoring method. Each step on the skills ladder has a complemented guidance statement, this will help practitioners to achieve their decisions as well as supporting consistency throughout the setting (Welsh Government, 2017). 
Whereas the Reggio Emilia approach to child assessment differs from the foundation phase profile, this is due to the approach being both child-centred and directed, having the philosophy that learning should make sense to children of all ages, this is said to be help learning be meaningful and effective for all (rock, 2020). The approach does not assess children by a checklist but document the experiences of the child, ensuring the same experience is not documented for a different child, for example a photograph of children participating in the same activities, practitioners won’t assume all children are having the same experience, documentation is not about analysing what the child has learning at the end of the learning process but during it (Learning and Teaching Scotland, 2006). Documentation also helps promote collaboration and communication between teachers, families and children (Fernández, 2017). Similarly, the Foundation Phase also advocates for the involvement of parents and carers within the children’s learning, the Foundation Phase Profile supports the communication with parents and carers using a wide range of information aiding them to form an opinion on their child’s development and learning (Welsh Government, 2017). 
The Reggio Emilia approach advocates for children to be involved in their own development through creative and inspiring activities, this help children learn and discover at their own pace and selecting their own resources (Kelemen, 2013). Kelemen, (2013), goes on to tell us how these approaches lead to children developing positive feeling and empathy. Berg (2020) explains how within the approach, practitioners or teachers will observe children and work within close proximity with parents to understand how the child learns, this will in turn help petitioners plan and adapt the learning method, resources and activities that are suitable and based on the child’s interests.
These approaches are evident within the foundation phase profile, such as practitioners and teachers’ discussions of an activities before during as well as after, this is said to help children reflect on their own abilities giving children throughout the foundation phase an increased ability to monitor and plan their own activities and learning (Welsh Government, 2017). Donaldson, (2015), states in his Independent Review of Curriculum and Assessment Arrangements in Wales, how children having power over their learning was not met during their time in the foundation phase, he recommends that learners need to be more involved within the planning of their learning through discussions, about where they are within their learning and how practitioners and teachers can help support them with their future aspirations. He goes on to say, children should be active participants within their learning process and understand how to learn in a way that suits them, however some children may need more support, but it is paramount that children take responsibility for their own learning. 
There are many different options on how children should be assessed with in the early years, however the main assessment is observing children while they are involved in an activity and play.














Section 3
Forest School: UK vs Scandinavia  
“Earth and sky, woods and fields, lakes and rivers, the mountain and the sea, are excellent schoolmasters, and teach of us more than we can ever learn from books.” 
John Lubbock (Meaning in, 2020).

As an early year’s practitioner, I have always been fascinated with how the UKs Forest schools compare to the forest school within the Scandinavia. In Wales we have a framework for children’s learning called the foundation phase and its emphasis on the use of the outdoor environment as a resource for learning (Foundation Phase, 2009). This is also evident within Denmark as they have several forest and nature kindergartens also known as børnehaver, this is where children will spend a lot of time outside regardless of the time of year (OECD, no date).
Forests schools are based on a rich history of outdoor learning going back to the 19th century.  Philosophers, naturalists and educators in Europe and the UK such as Wordsworth, Ruskin, Baden Powell, Leslie Paul Kurt Hahn, Susan Isaacs, and the Macmillan sisters all paved the way for what is known as Forest School today (Cree,2012)


A brief History of forest schools.
Sweden.
Outdoor learning has been a large part of schooling in Sweden for over 100 years although outdoor learning or “free air life” was first addressed in Swedish curriculum in 1928, forest schools in Sweden are often held in meadows, where children will be taught to canoe, ski, and sled. They also do not provide toilets when in forest school, so children are taught to dispose of waste several buses away from their base (forest school foundation, 2020).

Denmark.
Outdoor learning was developed in Denmark in the 1950s and they are not actually called forest schools, they are called which translate as ‘kindergarten’ (Gardiner, 2015). One reason for this is because Denmark was struggling to fine indoor space for their younger children in educational centres (forest school foundation, 2020). Denmark’s, skogsbornehaven are similia to Sweden ‘the children set their own agenda, cook on open fires, listen to storytelling, sing songs and explore at their own level. They are able to climb very high into the trees on rope, ladders and swings, and sit and whittle sticks with knives, alone’ (Trout, 2004; Gardiner, 2015).
UK
Unlike Norway and Sweden forest schools are a new movement, it came to the UK after a group of nursery nurses from Bridgewater College, visited Denmark to see how their early years education differed from ours. The ‘open air culture’ was seen widely throughout Scandinavia’s early years. This trip inspired the Nursery nurses who ones back in the UK adopted the outdoor, child centred, play based pedagogy, thus Forest schools in the UK where born (Cree, 2012).


UK vs Scandinavia 
Forest schools in Scandinavia is child-led as well as repeated experiences to gain knowledge and skills needed when in the outdoor environment (Harris, 2018). Where as Leather, (2016) expresses how he feels how Victorian values of authority and power still excites in UK school, for example forest schools’ leaders, are there to set out activities that are outcome based, Maynard et al (2013) believe this is due to practitioners finding it difficult to ‘let-go’ and let children take more control. Forest School is designed to be a spontaneous child-initiated play (Eastwood et al, 2003; Massey, 2002) as well as being as close to the Danish model as possible, however, the UK appears to be heading towards a more adult focused approach (Davis et al ,2005). Additionally, Maynard, (2007), Davis ,et al (2005) found that practitioners in the UK, have tight boundaries and where to directive and protective due to the curriculum and having to meet targets. 

Another difference I found while researching for this blog is how UK Forest school have set out 6 key principles that are in place, these principles are:
1- forest school is a long-term progress with regular sessions in the natural environment, with planning, observations, and reviews (again not child centred.)
2- Forest school takes place in a woodland to support the children’s development.
3- to promote a holistic approach to all involved.
4- opportunities to take risk.
5- be ran by a qualified forest school practitioner.
6- use a range of learner-centred processes. 

Whereas 
Scandinavia only have 3 principles.
1-	Experience
2-	Enjoy
3-	Understand.
(Keech,2015).
As you can see the UK are heading in the right direction, but it appears they still need to focus more on forest school becoming more child led. 
This seems to be due to the difference in educational systems between the two countries, Scandinavia being a more ‘whole child development’ approach, where as the UK is still curriculum (Waite et al. 2016). However, child-led pedagogical approach is similar in some senses as both Scandinavia and the UK both have play as their main mode of learning (Waite et al, 2018). 
As well as this there are other differences within both countries’ curriculum, children in the UK start statutory education between the ages of 3 and 5, whereas in Scandinavia children do not start school until the age of 6, however provisions before school are treasured. Denmark also has a fluid curriculum that supports the idea of free-play as well as child-led learning with no formal assessment’s pedagogue, whereas the UK has a more formal curriculum that concentrates on children’s academic skills, due to this practitioner in the UK have limited independence and flexibility, there for children are limited to the experiences of outdoor learning (Mackinder,2020)
Where both countries have some kind of forest schools there are some differences within their frameworks and curricular. It is evident that forest schools have adapted, evolved and perhaps mis-interpreted outside of the initial idea based off the practice within Denmark and then recreated by Bridgewater Collage (Mitchell,2003; Massey.2002; Mackinder,2020).

For further information about Forest school within both countries here are some useful web pages and articles: -
https://forestschoolassociation.org/
https://www.forestschools.com/
https://www.teachearlyyears.com/enabling-environments/view/danish-forest-schools
https://www.waterproofworld.co.uk/forestschools.htm
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