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The following essay describes an observation of a learning event that took place in a bilingual primary school, in a rural area of South West Wales and has just under four hundred and fifty full time pupils, with approximately twenty per cent of these pupils receiving free school meals. For the purpose of this assignment and also for ethical reasons, the school shall not be named and neither will any of the pupils. Throughout the following essay, ethical values have been adhered to, in accordance with the British Educational Research Association (BERA) and the research activity, was at all times conducted with integrity and in a professional manner (BERA, 2018). 
There are many different theories which underpin the social, emotional, physical and cognitive development of children. The main theory in the following essay will focus on social constructivism, and will explain and evaluate its impact in the classroom and will also describe its context within the learning event chosen. The second part of the essay will be a poster, illustrating an effective learning environment and will describe the elements needed to sustain the conditions in which constructive and productive learning can take place. 
A social constructivist model of teaching and learning or Vygotskian (1978) theory, suggests that pupils work together collaboratively, with a view to engage in purposeful activities, which allow them to eventually participate, as adults in the wider society (Wells, 2002). One of the best ways to ensure that this happens within the classroom, is to encourage an open dialogic mode of learning and one that promotes collaboration and exploration through asking questions and building knowledge together. 
There is a considerable amount of literature regarding language in classrooms (Eke and Lee, 2009) and Britton (1967) argued that there was a critical relationship between language and learning, and stressed the importance of talk in the classroom. Following on from Britton’s (1967) belief and according to Vygotsky (1986), the role of the teacher in education is crucial. He believed that teachers should develop children’s abilities, by guiding them towards tasks which are just above their current capacity and with this guidance, children can solve problems independently (Vygotsky, 1986). He referred to this as the Zone of Proximal Development, or ZPD, which is, ‘the place where the child and adult meet’ (Vygotsky, 1986, cited in Doyla, 2010, p.9). He also believed that language was a powerful tool that could be used in order for children to plan solutions to unsolved problems, before executing impulsive actions, and believed, that language could ultimately control their own behaviour (Vygotsky, 1986).
The learning experience I have chosen is exploratory talk and the event observed, will be described in more detail later on in the essay.
The class in which I carried out my observation was the first class I visited and was a Year one class, with approximately twenty pupils, and the learning event I chose was a sample of exploratory talk during a phonics lesson. The children in the Year One class were asked to gather on the mat in preparation for their phonics session. I chose an event sample observation as my method of approach, and although it does have some limitations, I decided the best way was to hand write the discussions, with Smidt (2005, p. 1) suggesting that ‘observation is the best tool we have for understanding if and how children are learning’. Adding to this view is Drummond (1998), who agrees, by believing observation is a tool to help teachers plan and understand the learners’ development and also suggesting that all observations should be conscious and organised. In event sampling, Robson (2011) notes that the researcher will always have an impact, just by intervening in the children’s daily routines. For example, one aspect of this method of data collection is the fact that the adult is coming into the children’s domain and when being introduced to the children, as another teacher perhaps, this could be seen as a position of power, which could ultimately affect the way the children behave (O’Kane, 2008). Mandell (1991) advocates the adoption of a childlike role with the children, much the same as Mayall’s (2008, p. 110) belief in which the adult operates ‘physically and metaphorically on the children’s level in their social worlds’. Christensen, however, disagrees and suggests that this might be seen as patronising to the children and states that this looks like a ‘dubious attempt to be a child’ (Christensen, 2004, p. 174). In my case, I decided that the benefits outweighed the limitations and wanted to see the children in their own discussions with one another, and also the discussions with the teacher. It is necessary to use the method appropriate for the circumstance, hence the reason I chose an event sample. Agreeing with this view, is Newby (2014) who notes, that observational event sampling is the method best used ‘with groups whose ability to verbalise is limited’ (Newby, 2014, p.289). 
In consideration of my own reflections, I had not realised that so many learning opportunities could exist in such a short time. For example, before the chosen observation, I aimed to find out how the children were learning their phonemes in the phonic lesson. However, I then realised that many other opportunities arose during the session, as I will explain in more detail, later in the essay, and also, this was the reason I decided to choose dialogue during carpet time and exploring talk in school.
The next part of the essay focusses on the reasons I chose exploratory talk as my learning opportunity and will explore its advantages and limitations and also, the transcript of the learning event and its findings are explored. The concept of exploratory talk is not only valuable for the individual speaker, but it also encourages wider thinking and exploration of others’ ideas when in a group. Drawing on the influence of Vygotsky’s (1978) idea, and his belief, that although language is a valuable tool for individuals, enabling them to try out new ideas, language is also a cultural tool which allows the people within a group to share ideas, thus leading to a collective thought process. Through collaborative interaction, exploratory talk is a useful way to solve problems as it allows the individual to express his or her thoughts and to listen and to engage in productive discussions (Mercer and Dawes, 2008, p. 66). Therefore this is one of the reasons I chose an activity during group carpet time.
The principles of Reggio Emilia suggest that small groups elicit potential learning opportunities for quality interactions between the teacher and the children (Hong, Shaffer and Han, 2017). Similarly, Leggett and Ford (2013) suggest that when in small groups, children are able to voice their ideas and goals for learning, redirecting the child as an intentional learner. The advantages of this type of learning, enables teachers to listen to individual children and scaffold the learning, whilst also providing ongoing feedback (Leggett and Ford, 2013). Rankin (2004), however, opposes this idea of intentional socialisation and suggests that these moments are difficult and risky as they force children into situations that they do not always readily accept. Although Rankin (2004) recommended that the accepted ideal for greater opportunities and engagement would occur in groups of no more than five. This method of active participation promotes the rights of all children to reach their potential, through expressing their creativity and autonomy and especially recognises the rights of children with additional learning needs (Edmiaston and Fitzgerald 2000; Edwards et al. 2012; Soncini 2012). Within these social groups of learning and exploration, Soncini (2012) has put forth the assertion that the goals for typically developing children and children with additional needs, each have fundamental similarities. This is a view also shared by the Reggio Emilia community (Edmiaston and Fitzgerald 2000; Harris and Gleim 2008; Harte 2010) as they believe that all children within a social situation, develop and build their strengths, based on their abilities and comfort level within that group. 
The teacher in this particular situation, took all of the class and asked them to sit on the carpet. The teacher followed the phonics from the interactive white board and when arriving at the phoneme, ‘ch’, after displaying pictures of objects beginning with the sound ‘ch’, the following transcript indicates the discussion:
Teacher: “ch ch ch, can we all say ch?”
Children: “ch ch ch”
Teacher: “ch is for church”, does anyone go to church? Can anyone tell me if they have seen a church?”
Child A:   “I goed to church on Sunday, to messy church”.
Teacher: “You went to church on Sunday? How lovely! Did you enjoy?”
Child A:       “Yes, with my daddy”.
Teacher: “How lovely, you went with your daddy”.
Later on in the discussions, they came to another word:
Teacher: “Chum, can anyone tell me what this word means?”
Children: (Shaking heads)
Teacher: “Well, I have a chum and her name is----“
Children: (Nodding in recognition of the word and smiling happily)
Child B:  “I have a chum ----” (stating name)
Child C:  “I have a chum too! ----“(shouting name loudly)
The teacher then continued the activity by asking the children to write their chum’s name in a sentence on their own personal whiteboards. The children excitedly continued with the task. 
Bruner (1985) explains the early stages of gaining a new skill or a learning event and describes the teacher, or more able other as lending their information as a tool to the child, so they may perform the task more easily. Critically, the more able other, performs the task of scaffolding, enabling the child to internalise their existing knowledge in a form or tool of conscious control (Daniels, 1993). An example of this can be seen in the transcript, when the teacher (more able other) guides the child towards the correct use of language. For example, child A said, “I goed to church last Sunday”. The teacher immediately said after the child, “oh? You went to church last Sunday? How lovely!” The teacher did not correct the child, but instead, modelled the correct use of the verb. Again, in the next sentence, the teacher reinforced the correct use of the verb by repeating, “You went with your daddy.” Learning, in this sense, is seen by the learner as an active construction of knowledge, instead of a singular transferring of knowledge from the teacher to the child (Daniels, 1993).
Also, from this conversation in the class, the children make sense of certain words and concepts by comparing and locating them in their own worlds (Fisher, 2005), which is what the teacher was doing in this instance with the word ‘chum’. The philosopher Frege also argued that the meaning we derive from words, depends upon both the definition and the context of those words (Frege, 1950, cited in, Fisher, 2005). However, it would be difficult to understand certain words if the concepts were not expressed in the particular child’s own culture, as Vygotsky says, ‘All the higher functions originate as actual relations between human individuals’ (Vygotsky, 1978, cited in, Fisher, 2005, p. 113). Given the correct social context, the child can handle much more difficult tasks with others, than he or she can alone, and Vygotsky (1978) believed, that in this social constructive process, language plays a major role. I then reflected and wanted to examine what had previously been studied regarding dialogue in the classroom.
Historically, teachers have been characterised as modes of instruction, standing at the front of classrooms, telling children what they should know and ensuring that children remember what they have been told, by testing them to ensure that they have learnt it (Cole, 1996). Throughout the 1980s and 1990s this was still the case, as research has shown, and was still typical in most classrooms (Galton, Simon and Croll, 1980; Goodlad, 1984; Nystrand and Gamoran, 1991). However, more recent research has shown that the way children acquire knowledge, is by an active participation with the world around them, constructing meaning through exploratory transactions, and therefore progressively improving their understanding (Bransford, Brown and Cocking, 2000). This can also be seen within the new Donaldson (2015) curriculum, in which the children learn through active participation and rich tasks, related to real life situations, resulting in meaningful, effective learning and communications with the social world around them.
Throughout history, and in all societies in the world, no one would doubt the importance of being able to communicate effectively (Grigg, 2010). It is a skill needed in everyday life and it is a fundamental human right, also being recognised by The World Health Organisation, as one of the ten core life skills (Grigg, 2010). Today, and from research, we tend to believe that children’s abilities and their communication skills are affected by, and are a result of their life experiences and the education they receive (Doyla, 2010). However Vygotsky considered that rather than viewing these abilities as a genetic inheritance, instead, he believed that children acquired their abilities and skills from others around them, ‘from the social, cultural and educational context of their lives’ (Vygotsky, 1978, cited in, Doyla, 2010, p. 13). Wells and Ball (2008) suggest that when students are directly involved in the activity, then, this is the time when they are motivated and interested to engage in dialogue and the need to contribute to discussions. Vygotsky (1987) emphasised the central role of dialogue in the cultural-historical activity theory that he initiated, enabling one to actively participate in the wider society, by thinking with others and engaging autonomously, and acting on inner speech. 
Furthermore, like Vygotsky (1987), Dewey (1938) believed that children’s learning should occur from features of their experience and environment, leading to a growth in their understanding.
Guy Claxton (1990) believed that every episode of learning was also an opportunity to learn about the aspect of learning itself and that all learning takes place within a social context. Vygotsky (1978) went further, by noting that everything that exists on the psychological plane, first existed on the sociological plane, believing that all learning stemmed from the social interactions that took place in school. MacNess et al (2003, cited in, Hewett, 2008) develop this argument further, by suggesting that teachers should encourage socialisation in their classes, in order to foster intrinsic motivation and purposeful learning and that schools should prioritise socialisation. Within an environment like carpet time, or circle time, children experience a sense of belonging, participation and a democratic acceptance (Dewey, 1990; Siraj Blatchford, 2010), with Comer and Ben-Avie (2010) arguing that all interactions within groups of children in classrooms, promote learning. Indeed, Hedegaard (2004) views the development of each child synonymous with the quality of the relationship between the child and his or her peer group and furthermore, society. 
From psychological research, it has become evident that the cognitive development of a child is dependent, to a considerable degree, upon the extent of language they have encountered and the contexts in which the language has been used (Alexander, 2008). In fact, according to Halliday (1993) and his ideas about children and language, he stated, ‘they are not simply engaging in one type of learning among many; rather, they are learning the foundations of learning itself’ (Halliday, 1993, p. 5). However, the increasing body of research tells us that not all kinds of talking contributes equally to working on understanding, and a lot of what is said in school is an imitation of what other people have said, for example, in lessons about a particular topic or subject (Barnes, 2008). Barnes (2008) notes that the types of discussions that contribute most to understanding, are the ones that involve exploratory talk, which are conversations that are hesitant and ones that involve trying out ideas and thoughts with other people.
In my own reflections, I thought that the way the teacher explained the meaning of the word ‘chum’, by explaining it in a way that the children would understand in relation to their lives, was a very good example of making it meaningful and memorable to the children. Also a view taken by Wells and Arauz (2006), who believe that learning is most effective when students are actively involved in discussions about topics significant to them, therefore obtaining meaning from the subject discussed, whilst using dialogic collaboration. Barnes (2008) agrees, and notes that most of the talk teachers invite from pupils is presentational, but goes on to say that teachers should encourage more exploratory talk from pupils, and a talk that encourages children to ‘work on understanding’ (Barnes, 2008, p. 7). He continues by explaining that exploratory talk is important in learning, as it motivates and supports children to explore new ideas and possibilities and it is a form of thinking aloud, as it allows them to construct meaning from their hesitations (Barnes, 2008).
In my own practice, I aim to apply an ideology of reflective teaching, similar to the action-research of Stenhouse (1975), in which he argued, that teachers should monitor, evaluate and continuously revise their practice, in order for their learners to benefit from this cyclical process. A teacher should use this process as a basis for their later action and is advised to critically analyse and evaluate evidence, in order for shared judgements to be made, and to be able to revise classroom practices and processes. Many other models of this type of classroom teaching exist (Carr and Kemmis, 1986; Elliott, 1996; MnNiff and Whitehead, 2006) and fundamentally, they each have a central theme of self-monitoring and reflection, leading to decision making to inform practice (Pollard, 2005). The concept of reflective teaching stems from the educational theorist Dewey (1933, reading 1.1), and his notion of reflective action was developed from ‘routine action’ and the flexibility involved in order to identify and develop teaching, therefore leading to reflective practice. One characteristic of reflective teaching is concerned with the aims and consequences (Pollard, 2008). Also, in my own practice, I would reflect, and listen to the children in their group discussions, and by listening to them, I would ask myself certain questions, such as: How is he or she thinking about this? What is the meaning of his or her confusion? What does he or she already understand about the situation? As a teacher begins to think and act in this manner, the teacher becomes a ‘reflective practitioner’ (Schon, 1983, p. 332) and starts to entertain ideas for further action that transcends the lesson plan. In the situation I observed, this method could be related back to the instance when the child used the wrong verb, for example; ‘goed’ instead of ‘went.’ I would have reflected and explored through further questioning to establish whether there was a pattern, or whether the other children also used the verb in this way, by questioning, and then, I would decide on further action needed in order to clarify the error with the verb. As Schon (1983) suggests, when discoveries like this are made, the teacher must use this as a ground plan to develop the children’s understanding and discover new ways of helping them learn. 
Mercer and Dawes (2008) similarly suggest that certain strategies can be useful and more effective to encourage extended responses and exploratory contributions. The main points they make are for the teacher, in certain points during the lesson, to make it clear that discussions and views are welcome (Mercer and Dawes, 2008). This is what the teacher did in the observation and again, on reflection, this is something I would do in my own practice, in order to encourage thinking aloud and metacognition. Another strategy Mercer and Dawes (2008) mention is for the teacher to allow a series of responses to be made without any immediate valuations or responses from the teacher, and another useful suggestion, during group discussion periods or lessons, would be for the group to nominate a speaker to feedback responses, rather that the teacher making the decision of who is to feedback each time (Mercer and Dawes, 2008).  
In the new curriculum in Wales (2015), Donaldson suggests that children need rich, stimulating environments in which to learn, with resources and ideas that enable them to collaborate actively and make meaning from their explorations.
There are many different methods, activities and learning strategies that can be used, in order to develop children’s varying levels of abilities in thinking, talking and communicating in this way. One of these methods is Edward de Bono’s thinking hats, which is a strategy for thinking more effectively (de Bono, 2000). There are two purposes to the six thinking hats and the first purpose is to simplify thinking, and instead of the thinker having to think of emotions, logic and information all at once, the hats allow the learners to deal with one thing at a time (de Bono, 2000). I could use this strategy in my classroom if I wanted a child with a particular type of mindset, for example, persistently negative, to switch their thinking and thought process and to put on a different hat, in order to empathise and to think in a different way. The early years of developing language have been identified through research as being the most important predictors of children’s later language skills and academic achievement (Barnett and Hustedt, 2003). This finding makes Huang (2017) focus on the quality and experiences of language as being particularly instrumental in embedding quality discussions and talk within classrooms and in my own practice, I aim to provide plenty of opportunities to develop language and exploratory talk.  
I chose exploratory talk as my learning event, as from research and also from my observation, the results have shown that there are numerous opportunities to develop a child to their full potential, by exploration, questions and prompting, through language and exploratory talk. Children have varying degrees of language and communication in their home lives, therefore in schools, language and talk should be a significant part of learning, in order to develop each child to the best of their ability.  
In my own practice, I would enlist the help of a colleague as an observer and ask the observer to take notes during group sessions, in order for me to reflect upon and later analyse the discussions that took place and to work upon improvements to further explore and expand the discussions for the next time. 
Educators therefore, need to construct meaningful active learning opportunities for children to experiment with investigative dialogue and these need to be discussions in which all participants can contribute to, and have numerous opportunities to share experiences and examples. In the words of Wells and Ball (2008) and in order to adopt a dialogic stance, it is important to ‘foster in each student the lifelong dispositions to be agentive in learning and to collaborate with others’ (Wells and Ball, 2008, p. 183) enabling effective understanding. Welsh Government also take this stance and in the Donaldson (2015) report and continuing development of the new curriculum in Wales, developing oracy ‘is of central importance to both thinking and learning’ (Donaldson, 2015, p. 48). Fisher (2005) explains that teachers and adults within the child’s social context, play an important role in the child’s thinking and their mediation impacts on each child’s social world. In my own practice, I intend to provide inclusive opportunities, enable open discussions, and facilitate the learning opportunities through reflection and ongoing awareness and development, in order for the children in my care, to achieve their full potential.





The following poster is a demonstration of my ideal learning environment, and is based on my observations from the school, and is also based on research and pedagogical theories and applications. The classroom adapted for Foundation Phase.














	
      All open plan   Corridor                                                    






                                                                                       


                                                          [image: ]

                                                 [image: ]                [image: ][image: ]
[image: ]

· Books
· Quiet reading corner 


[image: ]Open Plan              Cymraeg


                                Business Area


THE 
100 SQUARE
Expressive Arts [image: ][image: ]
Windows open fully to Outside Area/Across the length of wall
[image: ]







The Foundation Phase Framework (2015) notes that children should be given opportunities to develop their skills in talking, reading and writing, through language rich experiences and activities. Pivotal to the new curriculum (2015) is the statutory teaching of literacy, numeracy and digital competency across all areas of learning and development. Donaldson’s Successful Futures (2015) gathered evidence from Wales and found that the Foundation Phase (2015) was one of the ‘best things’ (Donaldson, 2015, p. 15) about education in Wales and the new curriculum (2015) is extremely supportive of its continued creative pedagogy.
The foundations of this ideal classroom would be built on the premise of a positive ethos and welcoming and inviting learning environment, and the children’s perspective would be fundamental to its arrangement and climate. The teacher and the children would collaborate regarding the physical layout of the classroom and their views, together with the whole school rules would be discussed and agreed upon. This arrangement would be amiable in fostering independence and to instil creative characteristics in each child, as according to the United Nations Convention on the Rights of the Child (UNCRC, 2015) and the countries that belong within this agreement, all children have the right to a free education and to be a part of the decisions regarding it. In order to acknowledge these rights and central to the convention is the reality that education should be easily accessible and must promote equality and diversity regardless of race or socio-economic status (UNCRC, 2015).
John Holt (1983) once said that learning was as natural as breathing and that the teacher’s concerns should be to encourage and nurture these natural abilities in children, from an early age. In this ideal classroom, the aim would be to stimulate these innate capacities in children, in order to cultivate their natural curiosity and development, similar to the educationalist Montessori (1972) and her beliefs. An essential element of a Montessori belief is a respect for the child, allowing them to make their own choices, thus instilling in them, an intrinsic motivation to learn (Huxel, 2013). 
In this environment and based on a socio-cultural approach (Vygotsky, 1978, 1986; Wells and Claxton, 2002; Wenger, 1998) learning is a social phenomenon and cannot be isolated from the context and the culture in which it takes place. This places the focus on the social surroundings, in which other children share experiences of their environment through their communication with others (Wells and Claxton, 2002; Wenger, 1998). Hence, as Claxton (2002) notes, that schools are under increasing pressure to focus on establishing and maintaining learning environments that foster students’ potential as future citizens. The ideal learning environment should foster a ‘community of enquiry’ (Fisher, 2005, p. 128) where children can easily engage in dialogue, therefore the area should be open plan. The corridor outside should lead into the next classroom and then the next, promoting more social interaction between ages, enabling children to engage the help of a child from a different year group. When the children are researching and taking part in their rich tasks, guided by the teacher, this method would encourage dialogue and answers from more able others. As Vygotsky (1987) has shown, children are able to function at a higher cognitive level, when in collaborative and cooperative situations. Therefore, this ideal environment would encourage this social-constructivist style learning. 
Schools not only have to deliver academic knowledge and skills, but they also have to consider the emotional and cognitive development of the child (Kangas, 2010). In my ideal classroom, there would be a peaceful area, closed off from the rest of the class, but easily accessible, containing comfortable furniture, for instances when a child needed peace, calm, or even a child needing quiet time from a sensory overload. This area is particularly agreeable to some children with additional learning needs as Soncini (2012) also argues, and in the ideal classroom, these factors would be taken into consideration.
Schools also have to consider the rapid development of information and communication technology and their effects on daily life. In other words, schools must be aware of the many different ways young people can acquire knowledge from multiple learning contexts and ones which are recognised as important (Anderson et al, 2003; Ash and Wells 2006; Bekerman et al, 2006; Hull and Greeno 2006). As a consequence of this, schools have lost their monopoly on education and young people have far greater access to information from other sources, through technological advances in particular, and governments have realised this (Aittola, 2000). Schools must respond to these 21st Century challenges and adapt the traditional methods to correspond with societal development (Claxton, 2002). Welsh Government and the Donaldson Report (2015) have reflected these rapid technological advances and the new Digital Competency Framework (2018) must encapsulate the skills needed to thrive in an increasing technological society. In the ideal classroom, learners would be taught how to use Information and Communication Technology (ICT) cross curricular and not only how to use it, but how to programme and problem solve, in order to become digitally literate. The new curriculum (2015, p. 8) states that children need to develop the knowledge and skills creatively, ‘as learners and future members of a technologically competent workforce.’
In the ideal classroom, the outdoor area would be an extension of the indoor learning environment and the doors would open out completely across the area on one classroom wall as research indicates the importance of outdoor play for children’s cognitive, physical and social and emotional development (Burriss and Foulks-Boyd, 2005).
In the Foundation Phase (2015), children learn through play and first hand experiential activities. Children play individually or in groups, experimenting and sharing ideas and the Foundation Phase (2015) encompasses the holistic development of children, continuously building on their previous knowledge. From this play, cognitive development occurs, not only during highly structured activities in the outdoors, but also during break time, and this is particularly true for younger children, who are not yet able to perform complex tasks effectively (Burriss and Burriss, 2011). Studies have indicated that children need recovery time from routines (Pellegrini and Bohn, 2005) and play provides the children with this required recovery time. Distributing children’s play between structured and unstructured tasks, also proves highly advantageous and effective for renewed attention and concentration (Pellegrini and Bohn, 2005). This asset is explained by understanding Piaget’s (1983) theory of the developmental stage and his concept of distributed effort (Pellegrini and Bjorkland, 1996). Piaget’s (1983) theory suggests young children are unable to perform high level cognitive tasks with the same proficiency as older children, regardless of aids such as additional time or additional information or even repeatedly attempting the higher order tasks. His theory suggests that the child will only be able to complete the task, during unstructured play as this helps to decrease learning interference (Piaget, 1983). However, it is not simply enough to allow children to move from one task to another (Katz and McClellan, 1997; Pellegrini and Bohn, 2005), but instead, in unstructured play, children engage in real life situations, through gaining access to equipment, negotiating, communicating and play also provides them with a renewed engagement for learning. In the ideal learning environment, children can test concepts for themselves and experiment, with Stone (2005, p. 42) stating that, ‘In mud play, the children develop concepts of mass, volume, and the nature of change’. As Donaldson (2015, p. 39) states, that the day to day learning ‘should not be seen as watertight compartments but rather a means of organising the intentions for each child and young person’s learning’. In the ideal learning environment, if one child discovered something they were completely engaged in, such as playing in the sand pit, then it would be beneficial for them to continue. A range of meaningful materials and objects would be available for the children, such as real money and small businesses and the room would have an area dedicated to the Welsh language only, as studies have shown that language acquisition is far easier for young children, than learning a new language (Rossell and Baker, 1996).
Csikszentmihalyi (1975) talks about a person being in a state of flow and that when a person is immersed in a task that they are enjoying and engrossed in, then they do not need any extrinsic motivation or type of reward to complete the task. In the ideal environment, the aim is for the teacher to foster an intrinsic motivation within each child to want to play in the sand pit, the mud pit or climb on the frame, enabling free choice and creativity. The ideal area would have different materials and textures, such as sand, mud and water, in order to make the area a holistic experience. Some psychologists, such as Rogers (1961, cited in, Csikszentmihaly, 1975) and Maslow (1962, 1965, cited in, Csikszentmihaly,1975 ) focus on enjoyable experiences and the external forces that cause some people to enjoy certain tasks, however, flow is an inner energy that can only be achieved when a person is in a complete state of engagement (Csikszentmihaly, 1975). The ultimate challenge is to provide each child with an experiential learning journey, underpinned by the common areas of experience and by removing ‘core and foundation subjects’ (Donaldson, 2015, p. 39) this should also cultivate a holistic and meaningful education.
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