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[bookmark: _Int_ASS2PIQy]Friedrich Froebel was an influential pioneer in children’s development during the 19th century. One of his most influential developments that is still prevalent today is the delivery of the first ever kindergarten, an institute for children’s education, which was established in 1837 in Germany. The delivery of kindergarten was a radical movement for educational philosophies of this time as Froebel emphasised the value of play, creativity and child-led learning, a contrasting approach of the formal education system that was practiced previously. Although Froebel defied traditional education practices for that century, his work has been influential and impacted many current day contemporary practices and policies that present today (Lilley, 1967). One example is the Curriculum for Wales, the Welsh Government’s most recent reform in curriculum design. The Curriculum for Wales was implemented in 2022 and provided a contrasting curriculum design to what was previously in place for Wales, the biggest change of development being the enhanced  importance of holistic development and assessing the whole-child. Some of the underpinning values of the curriculum include the introduction of the four purposes, change to Area’s of Learning and Experiences (AOLEs), cutting cross-curricular themes and notably, the power of autonomy for individual establishments (Welsh Government, 2022). Many themes from Froebel have influenced the curriculum design within the Curriculum for Wales, which will be explored during this writing. 
Friedrich Froebel
As stated, Froebel provided a revolutionary change to the understanding and practice for children's development. Froebel was the first pioneer to develop the principle of the whole-child, advocating the right of children to be supported in developing holistically. Children were perceived as active learners who learn by doing, therefore, many of Froebel’s teachings advocated for children to experiences hands-on learning experiences that encouraged exploration, experimentation and inquisitiveness. Within this, Froebel strived for education to focus on intertwined development of the child that didn’t focus on the child’s academic abilities, instead, built and education model that supported development in all areas like social, emotional and cognitive development. Thus, the idea of holistic development and the term the ‘whole child’ was presented (Tovey, 2017). Education at the time was designed to with a result at the forefront of the learning process, providing children with educational qualities needed for adult life and contribution, particularly as the cohort of children eligible to attend school were of privileged backgrounds (Silver and Tyack, 1983). Froebel took a different approach as knowledge and educational qualifications weren't the drive behind education, he instead strived for children to develop knowledge of themselves as individuals to have self-fulfillment and morals to develop and grow as humans (McNair and Powell, 2021). 
The introduction of the first kindergarten was a prevalent moment of change for Froebel’s theories. The term kindergarten translates to ‘children’s garden’ and provides a metaphor for Froebel’s understanding and beliefs for children’s development being a learning journey of growth as well as the value of nature which became another evident factor of Froebel’s teachings (Lilley, 1967). The underpinning themes of Froebel’s kindergarten provided a learning environment that was educational but equally nurturing for the child. Children were encouraged to have autonomy within the classroom, engaging in resources provided as well and utilising both indoor and outdoor environments. Froebel provided gifts for the children, which refers to learning materials Froebel designed to facilitate children’s learning. The gifts were designed of wooden tools that were implemented in stages, to facilitate children's understanding of shape, space and colors. Eventually, the gifts provided became more complex which encouraged children's mathematical thinking, engineering thinking and cognitive development (Bruce, 2012). In addition to that, Froebel proposed occupations which similarly to gifts, provided learning opportunities through open-ended activities, this was done through materials like clay and crafts. This design of education encouraged children to develop thorough understanding of processes through exploration and experimentation, as well as provide real-life hands-on experiences, again supporting the holistic development of the child (Froebel Trust, 2024). Although gifts and occupations aim were to provide open-ended learning opportunities, some have criticised the learning tools as having the opposite effect and providing prescriptive and static learning experiences that can only be engaging for a short period of time (Provenzo, 2009). 
[bookmark: _Int_QCKcpDVj] A prevalent factor of Froebel's teachings was the value of nature and outdoor learning and the positive impacts this has on children’s development, well-being and the whole-child. Froebel viewed nature as an educator within itself, providing rich learning experiences that could only come from nature. In his kindergarten, which already translates to children’s garden, children were encouraged to use the gifts and occupations just as much as the outdoor environment as Froebel identified similar effects that each learning opportunity provided. He observed children’s understanding of the world and its processes being thorough and well-developed as children could connect and exist with the outdoor environment. As Froebel described children as active learners and learning by doing, nature was a fundamental part of exercising his principles as he allowed and advocated for children to not only exist outside but also take responsibility for its value and care (Sakr and Kaur, 2024). The learning tools demonstrate Froebel’s ideologies about the enabling adult as he stated that adults should be facilitators to learning. The adult's role should be to observe and guide in line with the child’s desires and interests which should then support the children’s opportunities in child-led learning and exploration. Again, this moved away from traditional teaching standards and teachers for Froebel were not transmitting knowledge in an authorative role, thus kindergarten teachers had to embrace a new style of teaching that led children to learn by themselves (Tovey, 2017).
Holistic development was perceived as a fresh concept for educational expectation of the century and some educators of this time valued the pioneering work of Froebel as they saw an opportunity to move away from a static education system (Silver and Tyack, 1983). On the other hand, Froebel did propose some contrasting ideas about child development that rebelled against the traditional methods of teaching, this conflicted others as it overturned established ideologies of education and pedagogy. Parents had concerns that this modern method of teaching would not be adequate to prepare children for future professions (Shirakawa and Saracho, 2021). The criticism carried through by governments who rejected Froebel’s kindergarten concept as it did not prioritise educational outcomes, professionals were concerned that Froebel focused to much on other aspects such as social development which did not hold the same value within education (Shirakawa and Saracho, 2021). Despite the initial rejection, Froebel’s principles and teachings had great influence on many future philosophies.  John Dewey’s philosophies mirror many of Froebel’s as he was influenced by Froebel’s earlier teachings, for example, a fundamental aspect of Dewey’s teachings was the learning by doing concept as he too believed children had to experience things to learn from them. Experiential learning underpinned many of Dewey’s principles as he also introduced pragmatic learning, allowing children to explore and experiment with learning materials to observe and understand the process of which things happen (Lowery and Jenlink, 2019).
The Curriculum for Wales 
The Curriculum for Wales (CfW) was established and delivered as the statutory education system for maintained settings in Wales in 2022. This curriculum demonstrates a bold and ambitious attempt to reform education in Wales. It departs from traditional, content-heavy models and instead emphasises a holistic, learner-centered approach. The curriculum is structured around four core purposes: to develop children and young people as ambitious, capable learners; enterprising, creative contributors; ethical, informed citizens; and healthy, confident individuals. These guiding aims represent a shift from knowledge transmission toward skills, well-being, and lifelong learning, an attempt to evaluate the learning process of the whole-child and not just educational qualifications. Moreso, the curriculum introduced the new term cynefin which addresses the children’s developing sense of belonging and self-awareness. (Welsh Government, 2020). The curriculum reform replaced the existing education framework, The Foundation Phase, due to the critical review from Professor Graham Donaldson, who was asked by the Welsh Government to review the existing framework. Then, Donaldson released his recommendations for the curriculum in his review ‘Successful Futures’ which ultimately outlined the strengths and weaknesses of the framework. Donaldson’s main objectives was the framework’s inability to provide strong educational outcomes and a week assessment policy. In addition to that, he suggested that the transmission of skills should be improved therefore, to amend the previous AoLEs (Donaldson, 2015). 
One of the curriculum’s most prevalent features is its flexibility. Unlike rigid national curricula, the CfW grants schools significant autonomy to design local curricula that meet the needs of their specific learners and communities. This encourages teacher professionalism, creativity, and responsiveness as well as autonomous teaching. Stakeholders benefit from a curriculum that encourages leadership and a professional voice, and children have the opportunity to be part of an education system that is specifically designed with their personal needs and interests at the forefront. Autonomous teaching reflects the curriculum design that focuses on the four purposes, a skills model that strives for children to attain personal qualities that are transferable in all aspects of learning and development (Welsh Government, 2022). Children have greater opportunities to achieve the four purposes when their independent school framework reflects and compliments the cohort and location of the school they attend. Moreso, the six AoLEs have been designed as a similar model for transferrable skills that aren't subject to rigid educational outcomes, instead provide an overarching learning and teaching scheme that encompasses a wide variety of proficient skills (Welsh Government b, 2023).
A cross cutting theme of this curriculum design is enabling adults and environments. The CfW empowers adults, particularly teachers and practitioners, by promoting professional autonomy and encouraging them to act as curriculum designers rather than content deliverers. It recognises adults as co-constructors of learning, enabling them to tailor teaching to local contexts and individual learner needs. By focusing on the four purposes, the curriculum supports adults in fostering holistic development and meaningful relationships. Teachers are encouraged to be facilitators to learning, observe the leaning progress and use professional judgment to progress children’s learning further (Welsh Government a, 2023) However, this increased responsibility also demands ongoing professional learning, collaboration, and support to manage the challenges of flexibility, ensuring that adults are equipped to deliver a curriculum that is both dynamic and inclusive. Power, Newton and Taylor (2020) suggest that the curriculum reform was delivered without adequate guidance and support for stakeholders. Enabling environments require enabling adults to purposefully plan and prepare engaging learning environments that support and stimulate children’s development. Utilising outdoor learning spaces is a vital component of the CfW policies as the Welsh Government advocate the importance out outdoor learning environments to be inclusive, responsive, encouraging exploration, creativity, and curiosity. Moreso, allowing children to learn outside connects them to the environment, supports the four-purpose ethical, informed citizen as well as builds sustainable and informed individuals (Welsh Government a, 2023).
A non-negotiable factor when implementing the CfW is play-based learning. The curriculum demonstrates the value of play for children’s development and how play should be intertwined in all aspects of learning. As the curriculum is heavily based on child-led learning, holistic development and the whole child, play is an underpinning theme of all principles of the curriculum, again being a vital component of supporting the delivery of the four purposes. Play is not viewed as separate from learning but as an essential pedagogy, it also supports cross-curricular learning through exploration across the AoLEs. The CfW recognises that high-quality play experiences are key to achieving its broader aims and preparing children for lifelong learning (Welsh Government b, 2023). Play is widely recognised as a fundamental aspect of children’s development. As earlier discussed with theorists like Froebel and Dewey, play and children learning by doing has been a fundamental and exercised theme for children’s education. Play has also been recognised and established with many current day practices for children as seen within the CfW (Neaum, 2019).

Comparisons and Contrasts 
Analysing both Froebel and the CfW draws mirroring comparisons of both pedagogical principles with many aligning fundamental concepts like holistic developments, adults and environments and learning by doing. One similarity is the emphasis on the whole child. Froebel advocated for the development of children’s intellectual, physical, emotional, spiritual, and social development, recognising that learning is interconnected and deeply personal (Bruce, 2012). Similarly, the CfW is built upon four purposes that aim to nurture learners to attain personal developmental attributes to support children in all aspects all learning (Welsh Government a, 2023). Both frameworks resist narrow, content-driven education in favour of broad developmental outcomes. Despite the values of holistic development and the whole child- approach remaining prevalent over time for child development principles, this are of topic raised criticism for both Froebel and the Welsh Government. Froebel was criticised for overturning conventional methods of teaching that valued educational outcomes, instead replacing methods with principles that focused more on children as individuals and their own personal growth and development (Shirakawa and Saracho, 2021). Similarly, the CfW has been criticised as an overambitious, overarching and indirect curriculum that is inadequate for preparing children for professional capacities (Taylor and Power, 2020). A mirroring concern for Froebel’s kindergarten approach in the 19th century. 
Nature and outdoors are a prominent principle for both Froebel and the CfW. Froebel’s concept of the kindergarten as a “children’s garden” emphasised a learning ground of creative, explorative and experiential possibilities for children’s learning. Froebel advocated for children to become one with nature and learn to be with and care for natural environments. Additionally, Froebel emphasised the natural possibilities that nature provides to develop social, confident and spiritual beings (Lilley, 1967). The CfW is designed with the underpinning theme of play as it in incorporated into all AoLEs. The Welsh Government (a, 2023)  priortise play for its benefits of children’s all-round development, such as social, cognitive and physical development. In addition to that, children are encouraged to make ethical and sustainable decisions in the outdoors when they learn alongside their environment (Welsh Government a, 2023). Outdoor learning is a widely recognised approach as a successful learning tool for children’s developments; however, the delivery of this concept is being criticised as becoming a tokenistic activity that presents with no purpose or meaning to the child’s learning process (Grindheim, et al, 2021). The CfW strives for enabling adults, but Power, Newton and Taylor (2020) would argue that the curriculum is too dependent of practitioner's capacity to deliver a play-based pedagogy while attaining relevance and purpose of education and knowledgeable skills. 
The role of the adult is also congruent: both models view educators not as transmitters of knowledge but as guides and facilitators, attuned to the individual child’s needs and development. Both principles strive for practitioners to adapt an autonomous style of teaching that is flexible and fluid to the child’s learning. Froebel was the first theorist to challenge the role of the practitioner as his teachings and kindergarten philosophies overturned traditional ideas of the teacher educating in an authorative role. The role then was to transfer knowledge and prepare children for professional roles, Froebel advocated for adults to be co-learners to children (McNair and Powell, 2021). Likewise, the CfW principle of enabling adults to share the same values as practitioners should be part of the learning journey rather than above it. Teachers within Wales are responsible for facilitating children’s learning with planned purposeful pedagogy and enabling environments, but children should be encouraged to take authority over their own learning (Welsh Government a, 2023). Again, this is a criticism of the curriculum design that is fundamental to professional capacity of a successful delivery of policy (Newton and Taylor, 2020). Similarly, Froebel was criticied as a practitioner with his inability to provide high educational outcomes (Shirakawa and Saracho, 2021).
The use of Froebel’s gifts and occupations demonstrate his principle of learning by doing and children experiences of experimentation. Although these tools remained open-ended, they were designed to support children’s cognitive, mathematical and creative development (Froebel Trust, 2024). A difference between Froebel and the CfW is the use of learning tools as Froebel provided specific tools, these tools have been criticised and being prescriptive and not engaging materials. This was a vital aspect of Froebel’s kindergarten pedagogy, whereas the CfW isn’t dependent on specific learning tools, rather strives for adults to use their autonomous approach to chose learning materials that best suit the need of the children (Welsh Government a, 2023). There is a further criticism that learning materials should not be designed or associated with a learning outcome in mind as this eliminates the child’s voice and power in learning (Provenzo, 2009). Practitioners face a complex role in delivering pedagogy that reflects the autonomy of both them and the child, ensuring children are leading their own learning as well as reaching developmental outcomes (Bamber, 2020). This is particularly prevalent for a curriculum like the CfW that equally values academic attainment and holistic development, a critique that pressures the curriculums over ambitiousness and contrasting principles (Titley, Davies and Atherton, 2020).
To conclude, there are many transferable and evident aspects of Froebel’s earlier teachings within the Welsh CfW, such as the whole-child approach, learning by doing, real-life authentic learning, value and nature and enabling adults. Both principles demonstrate a reform in educational thinking that challenged conventional ideologies of pedagogy for its time. Froebel was the first pioneer to strive for children’s existence and contributions to nature and highlighted the benefit of outdoor learning, a quality that has influenced the four-purpose ethical, informed citizens and the Welsh Governments aim to build sustainable learners. Likewise, Froebel challenged the traditional role of the practitioner as an authorative role and stived for co-learning relationships between child and teacher, again another quality that the CfW has embodied with the enabling adult's principle and autonomous teaching. There are some differences between the two frameworks, one being the dependency of specific learning tools and prescriptive teaching. Moreso, both principles have been subject to criticism for their inability to provide high-quality education with too much focus on social and personal influences. Ultimately, Froebel has contributed towards modern day contemporary practice within the CfW, most notably with the continuing concept of holistic development, whole child approach and utilising nature.
Contemporary Practice
Froebel has had influence on contemporary practice in Wales outside of the CfW such as the sustainability discourse. Froebel placed nature at the heart of early childhood education. He believed that children learn best through active engagement with the natural world and portrayed this through the kindergarten (Lilley, 1967). Within the CfW, the curriculum outlines its aim for ethical informed citizens who are aware and considerate of making sustained decisions for the environments (Welsh Government a, 2023). Early connection to the outdoor environments encourages children to develop an ethic of care towards the environment. An early eemotionalbond prepares a basis for lifelong ethical and sustained living. Sustainability cannot be taught as an abstract issue as it will become a disassociated matter for the child, instead it should be incorporated into areas of pedagogy with the same principles of children learning by doing. Practicing activities like harvesting encourage the child’s learning contribution and builds their awareness on sustainable thinking (Holst, 2023). Acknowledging children as active participants along side nature will develop the child’s ethical development, whereas traditional teaching methods place children as separate beings to the non-human world (Laine, 2016). 
UNESCO Education for Sustainable Development (ESD) promotes values, behaviours, and lifestyles that respect ecological integrity. Child-nature engagement is one pathway to encourage life-long sustainability. Additionally, the Welsh Government implemented the Well-being of Future Generations Act (2015) which outlines the countries aims to provide a sustainable environment for future generations as well as provide the same quality of life that current generations have. As part of this, the policy outlines its seven well-being goals that aim for resilience, responsibility, prosperity, equity, health, vibrancy and high-quality education in Wales. The act makes specific reference to the sustainability discourse in Wales and its aim to ensure that future generations in Wales are equipped with the knowledge to make ethical an sustainable development (Future Generations Commissioner for Wales, no date). 
The acknowledgments of the importance of outdoor learning and connecting with the non-human world are contributing to the evolving framework of posthumanism which critiques the outdated societal views of human's place within nature, anthropocentrism. Posthumanism instead challenges this and identifies that humans are interconnected beings with nature another living forms, challenging dominant narratives of human value (Murris, 2016). Posthumanism isn’t directly referenced within the CfW but there are many initiatives within the framework that demonstrate the same values as discussed with ethical, informed citizens which directly links children’s developments to sustainable thinking (Welsh Government a, 2023). Further, the CfW is grounded in reform and experiential learning, challenging hierarchical, content-heavy curricula and its flexible design allows practitioners to tailor learning to local contexts, promoting a cynefin-based approach and supporting the posthumanism initiative by becoming interconnected with the world (Welsh Government, 2024). Outdoor learning, cross-curricular experiences, and place-based pedagogy reflect Froebel’s influence and support posthumanism aims of rethinking human-nature relationships (Welsh Government a, 2023).
Conclusion
Friedrich Froebel’s educational philosophy, rooted in the principles of holistic development, play, nature, and child agency, continues to hold significant relevance in contemporary early childhood education, particularly within the CfW. Although separated by time and context, Froebel’s vision of education as a process that nurtures the whole child in connection with the world around them resonates powerfully with the CfW four purposes, which aim to develop learners who are not only academically capable, but also ethically aware, ambitious learners, and socially responsible. Both Froebel and the Curriculum for Wales challenge narrow, outcome-driven models of education. Froebel saw the child as an active, creative being, whose development is best supported through free play, hands-on learning, and a strong connection to nature. Similarly, the CfW advocates for child-centered, experiential, and integrated learning that values the learner’s voice, choice, and context. The shift in the CfW from prescriptive content towards curriculum autonomy mirrors Froebel’s belief in the role of educators as enabling observers and facilitators, not merely deliverers of knowledge. Both perspectives view play not as a break from learning but as the essence of learning itself, enabling children to make meaning, build relationships, and develop essential life skills. Moreover, Froebel’s desire for nature and the environment connects well with Wales’s national focus on sustainability and well-being. The Well-being of Future Generations Act (2015) and the CfW’s inclusion of environmental responsibility reflect Froebelian ideals of living in harmony with the natural world and fostering a sense of ethical responsibility beyond the self. Likewise, both principles coexist with the UNESCO Education for Sustainable Development which prioritises teaching sustainability through education. Furthermore, the principles of Froebel and CfW are contributing to the sustainability and posthumanism discourse which is overturning human-centered views about ethical decisions and humans place within the environment. As children are being encouraged to connect with the non-human world early on in life, future generations are moving towards the posthumanism movement and becoming an interconnected being with nature. There are some differences between Froebel and the CfW such as the incorporation of specific learning tools with Froebel’s gifts and occupations, these aren’t evident within the CfW, however the basis of the tools hold the same value of providing child-centered learning and experiential learning. Additionally, both Froebel and the CfW face criticisms with critiques against its abilities in providing both Froebel and the CfW face criticisms with critiques against its abilities in providing high-quality educational outcomes.  
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