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Part 1  
How does slow pedagogy influence children's development and learning? 
Slow pedagogy is an educational approach that values time, reflection, meaningful engagement and child-centred learning experiences rather than prioritising speed, performance and measurable outcomes (Clark, 2023).
Contemporary early childhood education is increasingly shaped by performance-driven agendas, contributing to the notion of the “hurried child” (Elkind, 1981), in which children are expected to achieve beyond their cognitive, social and emotional readiness. However, this perspective has been criticised for placing significant emphasis on individual and parental pressures, potentially overlooking the broader structural and policy-driven factors influencing early childhood experiences. Such pressures, often reinforced by societal expectations for early attainment and over-scheduled lifestyles, may conflict with developmental needs and impact holistic development (Kashyap and Sharma, 2024). Slow Knowledge and the Unhurried Child (Clark, 2023) argues that children benefit from opportunities to explore their environments at their own pace, promoting deeper learning and wellbeing. While this presents a compelling alternative, it may underplay the practical constraints faced by educators working within curriculum and assessment frameworks, such as the Curriculum for Wales, which promotes child-centred, developmentally appropriate learning but still embeds expectations around progression and assessment that may limit fully unhurried approaches (Welsh Government, 2022). Neoliberal influences on education have led to an increased emphasis on performativity, where productivity and measurable outcomes are prioritised (Ball, 2016, cited in Clark, 2023, pp. 17–19). This creates pressure for children and educators to constantly achieve more, reinforcing a culture of acceleration. Similarly, Biesta (2012, cited in Clark, 2023, pp. 17–19) critiques this “impatient” approach, arguing that meaningful learning requires time, dialogue and uncertainty. This review will explore how slow pedagogy influences children’s cognitive, social and emotional development, as well as their engagement and long-term learning outcomes.
Slow pedagogy can be understood as an approach that prioritises time, depth and meaningful engagement in children’s learning. However, rather than simply advocating a slower pace, it emphasises the quality of learning experiences and the importance of reflection and relationships (Clark, 2023). This conceptualisation can, however, be seen as idealistic, as it may not fully account for the practical constraints and time pressures faced within contemporary early years settings. This approach supports children’s cognitive development by enabling sustained thinking and problem-solving, while also fostering social and emotional development through meaningful interactions. In contrast to outcome-driven models, slow pedagogy recognises that learning is complex and cannot always be easily measured; however, the increasing emphasis on assessment within education systems means that practitioners are still required to evidence children’s progress, as reflected in the Curriculum for Wales, which promotes a progression-based approach to learning while still requiring practitioners to monitor and evidence development (Welsh Government, 2022), thereby challenging dominant performative agendas within education. This perspective can be further understood through John Dewey’s emphasis on experiential learning, where knowledge is constructed through interaction and reflection (Payne, 2008). Within this approach, the teacher adopts the role of a facilitator, enabling children to take ownership of their learning and progress at an individual pace. Central to this is the concept of “deep play”, where children engage in self-directed, intrinsically motivated activities that promote creativity, problem-solving and emotional wellbeing, thereby supporting holistic development. However, the effectiveness of such approaches may depend on the extent to which they are balanced with more structured support, particularly in relation to early academic skills.
Contemporary early years practice has been criticised for prioritising outcomes and targets over children’s natural desire to learn, resulting in experiences that are often passive and lacking in meaning (Bruce, Louisand McCall, 2015, cited in Tovey, 2017, p. 4). Such approaches contribute to the concept of the “hurried child”, where children are moved through developmental stages without sufficient time for exploration and understanding. In contrast, a Froebelian approach emphasises play, first-hand experiences and meaningful engagement, supporting children to learn actively and at their own pace (Tovey, 2017, pp. 2–3). Recent research by McNair and Papaspyropoulou (2025) further highlights the strong relationship between Froebelian principles and slow pedagogy, suggesting that rushed routines, transitions and interruptions to play may negatively impact children’s engagement and wellbeing within early years settings. Their findings emphasise the importance of allowing children time to explore, reflect and engage deeply within play-based experiences. This aligns closely with slow pedagogy, which values depth, relationships and wellbeing, ultimately promoting more holistic development and sustained engagement in learning.
Slow pedagogy has a significant influence on children’s emotional wellbeing, which is closely linked to their capacity to learn effectively. In contemporary education, increasing emphasis on speed, performance and measurable outcomes has led to concerns about the impact on children’s wellbeing and learning (Love, 2018). In response, slow pedagogy promotes a more holistic approach that values time, reflection and meaningful engagement (Clark, 2023). Research suggests that when children are allowed to learn at a slower pace, they experience reduced stress levels, which can enhance both wellbeing and academic engagement (Love, 2018). This is particularly significant in the context of rising mental health concerns among young people. Furthermore, approaches such as Philosophy for Children (P4C) support dialogue, reflection and deeper thinking, aligning closely with slow pedagogical principles. This emphasis on emotional security and meaningful interaction also reflects Bowlby’s (1969) attachment theory, highlighting the importance of supportive relationships in promoting confidence, resilience and effective learning. 
However, the relationship between slow pedagogy and school readiness remains contested within early childhood education, highlighting important limitations of this approach. While play is widely recognised as supporting social, emotional and cognitive development, as promoted by the National Association for the Education of Young Children (2017), increasing policy pressure following A Nation at Risk and No Child Left Behind has shifted focus towards measurable academic outcomes. This creates a tension with slow pedagogy, which prioritises depth, reflection and developmental pacing over immediate attainment. Fyffe et al. (2024) found that children who experienced play-based early education demonstrated strong social communication, curiosity and problem-solving skills, suggesting that slower, child-led approaches can support holistic development. However, the study is based on a very small sample, limiting the extent to which these findings can be generalised. Furthermore, while such approaches may enhance long-term learning dispositions, a lack of structured teaching may disadvantage some children, particularly in relation to early literacy and numeracy development. This suggests that slow pedagogy, while beneficial for wellbeing and engagement, may not fully meet the demands of outcome-driven education systems without careful balance.
In conclusion, slow pedagogy offers a valuable alternative to performance-driven models of early childhood education by prioritising time, relationships and meaningful engagement. This approach supports children’s cognitive, social and emotional development, fostering deeper learning, wellbeing and sustained engagement. However, its implementation is not without challenges, particularly within outcome-driven systems such as the Curriculum for Wales, where expectations around progression and assessment may limit fully unhurried approaches. Therefore, while slow pedagogy has clear benefits for holistic development, its effectiveness depends on achieving a balance between child-centred learning and the practical demands of contemporary educational frameworks.









Part 2
Methodological Considerations
This research aims to explore how slow pedagogy influences children’s development and learning within early childhood education. Slow pedagogy refers to an approach that prioritises time, meaningful engagement, reflection and child-centred learning experiences (Clark, 2023). This methodology section will outline the chosen sample, research methods and data collection approach used within the proposed study. It will also critically evaluate the strengths and limitations of the selected methods, discuss the use of qualitative research and consider the role of triangulation in improving the validity and depth of the findings.
Purposive sampling would be used within this study to select participants with relevant experience and knowledge of early years education and child-centred learning approaches. The sample would consist of approximately 5–8 early years practitioners working within nursery or Foundation Phase settings in Wales. Participants may include teachers, teaching assistants and nursery practitioners working with children aged between three and seven years old. This sample was selected because practitioners working closely with young children are able to provide valuable insight into how slow pedagogical approaches may influence children’s cognitive, social and emotional development within early years settings.
Research design should reflect both the research questions and the context in which the data will be collected (Nolan, Macfarlane and Cartmel, 2013). Researchers must therefore carefully consider which methodology and methods are most appropriate for answering the research aims. Qualitative research is concerned with understanding individuals’ perceptions, experiences and interpretations of the world (Nolan, Macfarlane and Cartmel, 2013). As this study aims to explore how slow pedagogy influences children’s development and learning within early years education, a qualitative approach was considered the most suitable. Clark (2023) emphasises the importance of relationships, reflection and meaningful engagement within slow pedagogy. As these experiences are subjective and socially constructed, they require in-depth exploration rather than measurable numerical data. Therefore, qualitative research was considered the most appropriate approach for exploring practitioners’ perspectives and experiences of child-centred and unhurried learning approaches.
In contrast, quantitative research focuses on collecting numerical data that can be statistically analysed. Quantitative methodologies are associated with precision, control and the testing of theories or hypotheses through statistical analysis (Nolan, Macfarlane and Cartmel, 2013). Quantitative approaches are commonly linked with structured methods such as surveys, questionnaires and tests and are often used to identifypatterns and produce generalisable findings (Cohen, Manion and Morrison, 2018). Although questionnaires may allow researchers to gather data from a larger sample, they may not provide the depth needed to explore the complex and subjective nature of slow pedagogy. Cohen, Manion and Morrison (2018) explain that qualitative research focuses on understanding experiences and interpretations through “words rather than numbers.” Due to the exploratory nature of this study, qualitative methods were considered more appropriate for gaining insight into practitioners’ experiences, beliefs and perspectives regarding child-centred and unhurried learning approaches.
Observation is a widely used qualitative research method within social science research and enables researchers to explore behaviours, interactions and experiences within natural environments. Ciesielska, Boström and Öhlander (2018) explain that observation may be either participant or non-participant and can provide detailed insight into everyday social interactions and practices. For this study, non-participant observation would be used to explore how slow pedagogy is implemented within early years settings. This approach would allow the researcher to observe children’s engagement, interactions and learning experiences within a familiar environment without directly participating in activities. Observation was considered an appropriate method because slow pedagogy emphasises meaningful engagement, reflection and child-centred experiences, which may be more effectively understood through observing practice rather than relying solely on practitioners’ verbal accounts.
A key strength of observation is that it enables researchers to gather rich and detailed data within real-life contexts. Observing children and practitioners within familiar educational environments may provide valuable insight into how slow pedagogical approaches influence children’s behaviour, interactions and engagement. Baker (2006) explains that observation is a complex research method requiring researchers to spend significant time within natural settings in order to understand participants’ experiences from their own perspectives. Observation may therefore support a deeper understanding of how slow pedagogy operates within everyday early years practice.
However, observational research may also present limitations relating to validity, reliability and researcher bias. The presence of the researcher may influence participants’ behaviour, potentially affecting the authenticity of the data collected. This may be explained through the Hawthorne effect, where individuals alter their behaviour due to awareness of being observed. Within early years settings, practitioners or children may behave differently during observations, which could reduce the reliability of naturally occurring data. Furthermore, the Halo effect may influence researcher interpretation, where positive or negative impressions of participants affect the way behaviours and interactions are perceived and recorded. As observation relies heavily on researcher interpretation, findings may therefore be subjective and influenced by personal assumptions or expectations.
Observation may also raise ethical considerations regarding privacy, consent and participant wellbeing, particularly within early childhood education where young children are considered a vulnerable group. In addition, observational research can be time-consuming to conduct and analyse due to the detailed nature of recording and interpreting behaviours and interactions. Despite these limitations, non-participant observation was considered a valuable method for gaining a deeper understanding of slow pedagogy in practice and exploring how child-centred and unhurried approaches may influence children’s development and learning within early years education.
Focus groups are a qualitative research method used to gain in-depth understanding of participants’ experiences, perceptions and attitudes through moderated group discussion. Rather than producing statistically representative data, focus groups aim to gather detailed insight from purposively selected participants with relevant knowledge and experience (Mukherjee et al., 2018). Within focus groups, the researcher adopts the role of a facilitator, encouraging discussion between participants rather than directing one-to-one questioning (Mukherjee et al., 2018).
For this study, focus groups with early years practitioners would provide valuable insight into perceptions and experiences of slow pedagogy within practice. This method was considered appropriate because early years education often involves collaborative working and reflective discussion between practitioners. Focus groups may therefore encourage participants to build upon one another’s experiences and perspectives, generating richer and more detailed data regarding child-centred and unhurried approaches to learning. A strength of focus groups is that they allow researchers to explore shared experiences and differing viewpoints within a supportive discussion environment and may encourage practitioners to reflect more deeply on practice through interaction with others.
However, focus groups may also present limitations. Some participants may dominate discussions, while others may feel reluctant to express differing opinions within a group setting. Group interaction may influence participants’ responses, potentially leading individuals to conform to dominant views rather than express their own perspectives. In addition, findings from focus groups are not intended to be statistically representative of wider populations and may therefore reflect only the experiences and beliefs of the selected participants. The role of the moderator is also important, as an inexperienced facilitator may unintentionally influence the direction of discussion and participants’ responses (Dawson et al., 1993; Gibbs, 1997). Furthermore, maintaining confidentiality within focus group discussions may be more challenging than within individual interviews. Despite these limitations, focus groups were considered valuable for exploring practitioners’ collective experiences and understandings of slow pedagogy within early years education.
Triangulation involves the use of multiple research methods to improve the credibility, reliability and validity of research findings. Walker and Solvason (2014, pp. 85–87) explain that using more than one method allows researchers to corroborate evidence and develop a more holistic understanding of the research topic. Denscombe (2010) also argues that research methods should be selected according to whether they are suitable, feasible and ethical for answering the research question. The use of triangulation may therefore strengthen the rigour and trustworthiness of qualitative research.
Within this study, triangulation would be achieved using both non-participant observation and focus groups. Observation would provide insight into how slow pedagogy is implemented in practice within early years settings, while focus groups would allow practitioners to discuss and reflect upon their experiences and perspectives regarding child-centred and unhurried learning approaches. Using these methods together may enable findings from one method to support and complement data gathered from another, contributing to a more comprehensive understanding of slow pedagogy within early childhood education.
In conclusion, the use of qualitative research methods within this study was considered most appropriate for exploring how slow pedagogy influences children’s development and learning within early years education. The combination of non-participant observation and focus groups would enable the researcher to gain detailed insight into both practice and practitioner perspectives, while triangulation would strengthen the credibility and depth of the findings. Although limitations relating to researcher bias, reliability and participant influence may arise, careful planning and ethical consideration would support the collection of meaningful and trustworthy data. Overall, the chosen methodology aligns with the child-centred and reflective principles underpinning slow pedagogy and provides an appropriate framework for exploring this area of research.













Part 3
Ethical Considerations in Early Childhood Research
Ethical considerations are fundamental within educational research and should underpin the entire research process rather than being viewed as a simple procedural requirement. Walker and Solvason (2014) argue that ethical research is “far more than simply a matter of gaining consent”, instead requiring ongoing sensitivity, reflection and responsibility throughout the inquiry process. This is especially important within early childhood education, where researchers must carefully consider relationships, power dynamics and the potential impact of the study on participants and educational settings. Denzin (1989) further suggests that a researcher’s primary obligation should remain with the participants involved in the study, highlighting the importance of protecting and respecting those who contribute to the research. Within early years research, ethical responsibilities extend beyond procedural requirements and must remain central throughout the inquiry. The UWTSD Research Ethics and Integrity Code of Practice (UWTSD, 2022) further states that careful ethical consideration should be given to all research involving human participants, particularly vulnerable groups such as children and young people. Therefore, this section will critically examine issues of informed consent, confidentiality, anonymity, risk reduction and data protection in relation to this study exploring how slow pedagogy influences children’s development and learning within early years education.
Informed consent is a fundamental principle within ethical research and refers to participants voluntarily agreeing to take part in a study with a full understanding of the research purpose, procedures, risks and benefits. According to the British Educational Research Association (BERA, 2024), participants should be provided with clear and accessible information to make an informed decision regarding participation. Within early childhood research, ethical considerations are particularly significant due to the power imbalance that exists between adults and children. Article 12 of the United Nations Convention on the Rights of the Child (UNCRC) emphasises that children have the right to express their views and have these views heard and respected in matters affecting them (United Nations, 1989). This highlights the importance of creating a research environment in which individuals feel able to communicate discomfort, withdraw participation or decline involvement without fear of judgement or pressure. Within this study, participants will be provided with a participant information sheet outlining the aims of the research, the interview process, confidentiality procedures and their right to withdraw at any stage without consequence. Written consent will be obtained prior to participation to ensure that involvement is voluntary and fully informed. Participants will also be reminded that they may decline to answer questions or withdraw from the interview if they appear uncomfortable or no longer wish to participate. Clark (2005) argues through the Mosaic Approach that young children should be viewed as active participants in research rather than passive subjects, emphasising the importance of listening to children’s perspectives through child-centred and participatory methods. This further highlights the ethical responsibility of researchers to create environments in which children feel respected, listened to and able to communicate their views freely.
Confidentiality and anonymity are essential ethical considerations within educational research, particularly within early childhood settings where participants may be identifiable due to the small and closely connected nature of educational environments. Confidentiality refers to ensuring that information shared by participants remains private and is not disclosed to others, whilst anonymity involves protecting participants’ identities through the removal of identifiable information (BERA, 2024). Kang and Hwang (2023) argue that confidentiality and anonymity help to establish trust and rapport between researchers and participants, enabling individuals to engage more openly and honestly within the research process. This is particularly important within educational research where participants may feel concerned about professional judgement or workplace repercussions.
Within this study, pseudonyms will be used to protect the identities of participants and educational settings. Any identifying details will be removed from interview transcripts and research findings to reduce the risk of recognition. Data will be securely stored on password-protected devices and will only be accessible to the researcher. However, complete anonymity may be difficult to guarantee within small early years settings where practitioners may recognise experiences or professional contexts. Therefore, careful consideration will be given to the level of detail included within the research findings to minimise potential identification and protect participant wellbeing.
Although this study presents minimal risk, participants may experience discomfort when discussing professional experiences or reflecting on educational practice. Within early childhood research, ethical responsibility requires researchers to consider the potential emotional, professional and psychological impact that participation may have on individuals. The British Educational Research Association (BERA, 2024) states that researchers have a duty of care to recognise potential harms and minimise any distress or discomfort that may arise during the research process. Similarly, the UWTSD Research Ethics and Integrity Code of Practice (UWTSD, 2022) highlights that researchers hold a responsibility to minimise psychological distress, discomfort and potential harm throughout the inquiry process. Powell (2011) further argues that ethical responsibilities within early childhood practice extend beyond procedural requirements and involve wider duties of care and safeguarding responsibilities towards children and vulnerable individuals. This is particularly important when working within educational settings where participants may feel concerned about professional judgement or workplace repercussions.
To reduce these risks, participation within this study will remain entirely voluntary and participants will retain the right to withdraw at any stage without consequence. Interview questions will remain respectful and non-intrusive, and participants will not be required to answer questions they feel uncomfortable discussing. Pseudonyms will also be used to protect participant identities and reduce the risk of professional identification. In accordance with BERA (2024), any unforeseen ethical concerns or participant distress arising during the research process would require the researcher to reconsider procedures and respond appropriately to protect participant wellbeing.
Researchers may also experience emotional or professional challenges during the research process, particularly when discussing sensitive professional experiences or navigating power relationships within educational settings. Cooke, Press and Wong (2020) suggest that early year's educators may experience professional risk when engaging in ethical decision making, advocacy and reflective educational practice. This highlights the emotional and professional pressures that may arise when discussing professional experiences within research contexts. BERA (2024) highlights the importance of maintaining professional conduct and ensuring researcher wellbeing throughout research activities. Within early years settings, researchers may encounter ethical dilemmas, safeguarding concerns or discomfort when observing practice and interactions involving young children. Powell (2011) argues that ethical responsibilities within early childhood education involve wider duties of care and safeguarding, which may also place emotional responsibility on the researcher. To reduce these risks, the researcher would maintain professional boundaries, follow institutional ethical guidance and seek support from supervisors where necessary. Conducting interviews and observations within professional educational environments and during appropriate working hours would further support researcher safety and wellbeing.
Ethical responsibility also extends to protecting the integrity and reputation of the University. Failure to follow ethical procedures, confidentiality agreements or data protection legislation could place participants, researchers and the institution at risk. The UWTSD Research Ethics and Integrity Code of Practice (UWTSD, 2022) emphasises the importance of conducting research in accordance with ethical, legal and professional frameworks to ensure responsible research practice. Similarly, BERA (2024) highlights that researchers hold responsibility for maintaining public trust and integrity throughout the research process. To minimise institutional risk, ethical approval would be sought prior to data collection and the study would be conducted in line with GDPR, the Data Protection Act (2018), BERA guidance and UWTSD ethical procedures.
Data protection is an important ethical consideration within educational research, particularly when collecting and storing personal information from participants. The General Data Protection Regulation (GDPR) recognises that children require additional protection in relation to the processing of personal data, as they may be less aware of potential risks and consequences associated with information sharing (Steeves and Mačėnaitė, 2019). This is particularly significant within early childhood research, where researchers hold a responsibility to protect participant privacy, confidentiality and wellbeing throughout the research process. The British Educational Research Association (BERA, 2024) states that researchers must ensure that data is collected, stored and processed securely and lawfully. Similarly, the UWTSD Research Ethics and Integrity Code of Practice (UWTSD, 2022) highlights the importance of confidentiality, responsible data management and protecting participants throughout the research process. Within this study, interview recordings and transcripts would be stored on password-protected devices and only accessed by the researcher. Any identifying information would be removed from transcripts and pseudonyms would be used to protect participant confidentiality and anonymity. Participants would also be informed of how their data will be collected, stored and disposed of following completion of the research project. In accordance with ethical guidance, data would only be retained for the minimum period necessary and securely destroyed once the research has been completed.
In conclusion, ethical considerations are essential throughout the research process and are particularly significant within early childhood education due to the vulnerability of participants and the importance of safeguarding wellbeing. This study has considered key ethical principles including informed consent, confidentiality, anonymity, risk reduction and data protection in order to ensure that the research is conducted responsibly and respectfully. Guidance from BERA (2024) and the UWTSD Research Ethics and Integrity Code of Practice (UWTSD, 2022) has informed the ethical framework of the study, emphasising the importance of participant protection, responsible data management and minimising potential harm. By maintaining ongoing ethical awareness and reflection throughout the research process, the study aims to promote trustworthy, respectful and ethically informed research practice within early years education.
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