Utilisation of the outdoor learning environment to support emotional well-being and development in children aged 3-7 years.
Outdoor learning is an interdisciplinary field of thematic education that occurs in the natural environment (Grothérus and Fägerstam, 2018). According to Allison and Thorburn (2010), outdoor learning provides pupils with opportunities to embrace various subject domains utilising the school’s surrounding environment (Grothérus and Fägerstam, 2018). Furthermore, outdoor learning environments stimulate cognitive development in children (Wells, 2000). According to (Wells, 2000) daily access to outdoor education significantly enhances children’s cognitive abilities and capacity to focus. In addition, the natural environment and its diverse elements enrich children’s health and well-being domains (Cooper, 2015). 
Thematically, outdoor education adopts a constructivist approach to education providing students with opportunities to engage in experiential learning (Jordet, 2010). According to Adams (2006), constructivism does not solely encompass a singular theory of pedagogy. Curricular that adopt the sole use of constructivist-based learning approaches have been criticised for not considering the needs of the individual child. According to Alanazi (2016), common constructivist-based curricular are ineffective because they are centred towards the needs of all learners. Despite attracting an array of criticism, pedagogies that encompass constructivist-based learning is projected as a dynamic tool within the field of education. Furthermore, constructivism is an umbrella term utilised to describe how learners acquire knowledge from their own experiences (Kapur, 2019). It is a philosophy that provides opportunities for the learner to reflect upon experiences that enable the acquisition of knowledge (Bhattacharjee, 2015). According to Ertmer and Newby (1996), the concept of learning through experiences and subsequently reflecting upon them, is referred to as meta-learning. However, there appears to be a gap in empirical research with regards to the success of conceptions associated with meta-learning. To ascertain its position within education and the classroom environment, further research is required in this field of development.
Jean Piaget attributed to the theory of constructivism, suggesting learners internalise knowledge via processes of accommodation and assimilation to build new knowledge (Bhattacharjee, 2015). Accommodation is a process which adjusts existing schemas to include new experiences. Within the process of accommodation, learners engage in the process of reflection to understand the concepts associated with failure (Kapur, 2019). Assimilation is a positive process in which the individual incorporates newly acquired information, into existing schemas, understanding and perceptions (Block, 1982). However, assimilation may also be perceived as a negative experience due to the existing schema, distorting the perception of added information. According to  Zhiqing (2015), accommodation and assimilation are two essential process that are parallel to cognitive development. However, Piaget’s work attracted an array of criticism from fellow theorists, for producing empirical evidence based upon the observations of his own children (Beard, 1969).
Adopting a constructivist approach to learning fosters the development of critical thinking to create learners who are independent and motivated (Bhattacharjee, 2015). According to DeLay (1996), a constructivist approach to education encompasses the active engagement of learners. In addition to Piaget, Dewey perceived the learner as an active participant who acquired knowledge by engaging in learning experiences that activated a sense of interest (Williams, 2017). Dewey preferred a child-centred approach to education where the teacher is viewed as a facilitator, in oppose to an authoritarian (Bhattacharjee, 2015). However, Dewey’s theories attracted criticism from fellow theorists who questioned the process of how children acquired their subsequent skills and knowledge (Knoll, 2016). 
Maria Montessori continued to build upon the theory of constructivism, supporting the notion that children acquire knowledge by engaging in active learning (Austin et al., 2001). Replicating Dewey’s philosophies, Montessori opposed the traditional design of the classroom associated with formality and rote learning. Furthermore, she believed the curriculum should be considerate to children’s individual interests and talents to assist in addressing their physical and social needs (Williams, 2017). Montessori advocated the holistic development of the child via active learning (Cooperstein and Kocevar-Weidinger, 2003). However, many modern educational philosophers have discredited many of the approaches adopted by Montessori (Noddings, 2012). 
Despite the negative criticism surrounding each theorist, many aspects of Piaget, Dewey and Montessori’s work have been incorporated into the Foundation Phase (Wales) teaching and learning pedagogies (Welsh Assembly Government, 2008). Furthermore, the outdoor learning environment has been adopted for utilisation as a resource to promote active, experiential learning (1Welsh Government 2015). Active learning is an essential element of the Foundation Phase curriculum allowing children to develop concepts and transferrable skills to consolidate their learning across all seven Areas of Learning. In addition, active play provides children with opportunities to develop positive attitudes (Welsh Government, 2008).
Outdoor learning environments have been identified as important resources to improve children’s health and development (Welsh Government, 2008). Subsequently, health and well-being are to be implemented as a mandatory Area of Learning within the Curriculum for Wales. To promote the development of physical and mental health, children will be provided with opportunities to engage in behavioural actions which are associated with good physical and mental health (1Welsh Government, 2021). Furthermore, children will experience increased feelings of self-worth and respect for others. According to Brook et al. (2007), self-worth encompasses contingencies associated with the development of self-regulation and increased resilience.
According to Cooper (2015), outdoor learning environments provide opportunities for children to engage in activities that improve self-regulation. Children utilise strategies associated with self-regulation to manage their behaviours, thoughts, and emotions during experiences of learning (Roberts, Tadlock and Zumbrunn, 2011). Spending time in outdoor learning environments, has been proven to reduce symptoms associated with mental fatigue and stress (Kuo, Sullivan and Taylor, 2001). Furthermore, engagement with the natural environment induces a reduced state of psychological stress, decreasing empathetic feelings associated with anger, fear, and aggression. Subsequently, children experience enhanced levels of attention and interest (Burdette & Whitaker 2005). According to Gordon, Richardson, and Shonin (2018), this concept is referred to as ‘mindfulness-enhanced nature connectedness’.
Following a plethora of research, exposure to the natural environment has been identified as a positive strategy to enhance our health and well-being. According to (Camic, Hinds and Roberts, 2019), there is increasing evidence to support its benefits including recovery from stress fatigue, increased cognitive capability and the fostering of healthy child development. However, further research is required in this field to establish what facets of well-being are impacted upon in children following exposure to the natural environment. Within psychology, nature connectedness is utilised to describe the awareness of our stature within the confinements of nature. Subsequently, individuals experience positive empathetic emotions that permit lower levels of anxiety and increased happiness (Buro et al, 2010). In addition, nature connectedness promotes pro-nature and pro-social behaviours. According to Gordon, Richardson, and Shonin (2018), mindfulness has been identified as a strategy that enhances the correlation between well-being and nature connectedness.
According to Paaver et al. (2016), mindfulness is a state of holistic awareness that encompasses attitude, attention, and intention. In contrast, Thompson (2017) considers the practice of mindfulness as something individuals just do. Drawing upon both definitions, it could be suggested that an exact definition of mindfulness remains disputed. However, engaging in the practice of mindfulness provides opportunities for individuals to focus on what is happening in the present moment (Brown, Creswell, and Ryan, 2003). According to Gordon, Richardson, and Shonin (2018), the natural environment provides opportunities for individuals to engage in mindful sensory experiences, to enhance the development of mindfulness-enhanced nature connectedness.
According to Bostic et al. (2015), schools are increasingly utilising the practice of mindfulness during the school day as a strategy to improve children’s health and well-being. Outdoor learning experiences provide opportunities for children to develop a mindfulness awareness of their surrounding environment, enabling them to experience rare moments of rest, calm, and contemplation (Mander and Williams-Brown, 2021). The Welsh Government (2008) appear to support this notion, advocating the utilisation of the outdoor learning environment to provide opportunities for children to experience quiet, reflective, moments of relaxation.
However, access to outdoor learning environments within the United Kingdom are currently not receiving the same level of priority when compared to Scandinavian countries (Mander and Williams-Brown, 2021). According to Borge, Lie and Nordhagen (2003), outdoor learning experiences have a long history in Scandinavian countries where they are perceived as an integral component of education. Furthermore, empirical evidence identified the benefits of outdoor learning experiences in relation to the holistic development of the child (Jóhannesson and Norðdahl, 2015) (Kennedy, Kemble and Smith-Bonahue, 2016). Subsequently, outdoor learning experiences are firmly embedded in Norwegian educational systems for children of all ages (Martinsen and Moser, 2010, Kaarby and Tandberg, 2017). According to Burriss and Buriss (2011), the outdoor learning environment should be an extension of the indoor classroom environment. However, Waite (2011) contests this notion suggesting that outdoor learning environments provide experiences to children which differ to the indoor classroom. 
According to McClain and Vandermaas-Peeler (2015), outdoor learning experiences benefit children in a myriad of ways. According to Kaplan and Kaplan (1995), the natural environment provides opportunities for individuals to heal and relax in accordance with Attention Restoration Theory (ART). Furthermore, exposure to ART via the natural environment improves individuals’ ability to concentrate and focus. Subsequently, attention capacity decreases as there are less demands on the individual’s cognitive resources. However, ART has attracted negative criticism for not substantiating its theory with empirical evidence (Bethel et al., 2016). In contradiction of this notion, a research study by Groenewegen et al. (2010), identified a positive correlation between spending time in green spaces and improved mental health in individuals. 
Supporting the work of Groenewegen et al. (2010), Rugel (2015) produced empirical evidence to highlight how exposure to green spaces has potential beneficial effects for the general population in relation to mood and stress. However, Rugel (2015) also noted that empirical evidence across many research studies remains weak for individuals suffering with pre-existing medical conditions and those from lower socio-economic backgrounds. In addition, there appears to be insubstantial evidence regarding its impact on children (Bruehlman-Senecal et al., 2009). Subsequently, further research in this area of interest is required to identify the long-term benefits to mental health for identified groups of sub-populations. However, the 1Welsh Government (2015) appear to support the notion that outdoor learning environments provide opportunities for children to engage in activities which promote quiet learning. Furthermore, adopting this approach also appears to support the development of mindfulness-enhanced nature connectedness in individuals (Gordon, Richardson, and Shonin, 2018). According to Jordet (2010), outdoor learning experiences embrace the principles of socio-cultural theories, promoting social participation and interaction to enhance the development of children’s linguistic capabilities. Empirical evidence by the American Institutes for Research (2005), showed higher levels of attainment amongst students who had utilised outdoor classroom environments to access experiential nature-based education. 


Providing opportunities for children aged 3-7 years to engage in the practice of mindfulness.
According to Burke (2009), mindfulness is a form of awareness that originates from paying attention to the present moment, in a non-judgemental manner. Mindfulness interventions are increasingly being utilised to promote psychological health and well-being. Engaging in mindfulness activities allows individuals to respond to emerging situations in a reflective manner, in oppose to reactive (Baer, 2003). This shift in paradigm, permits the individual to experience sensations, thoughts, and emotions as a transient phenomenon (Astin et al., 2006). During the last three decades, there have been several adult interventions which have incorporated the principles of mindfulness (Burke, 2009). More recently, the practice of mindfulness across all age groups in society, has seen an emergence in popularity due to empirical research results highlighting its benefits (Feldman et al., 2007). However, there appears to be a lack of evidence to support its efficacy with younger children in society (Burke, 2009). 
Mindfulness is utilised by individuals to pay attentive detail to present moments and experiences. According to Forthun et al. (2013), there are three key principles to the practice of mindful awareness: purpose, presence, and acceptance. Firstly, the purpose of mindfulness is to draw attention to detail and avoid letting the mind wander. Secondly, it involves active engagement with the present moment, recognising that past thoughts occurred in the past. Thirdly, mindfulness encompasses a non-judgemental approach to whatever arises in the present moment of interaction. However, mindfulness incorporates the utilisation of various processes, practices, and characteristics. Subsequently, it is problematic to define and is often referred to as an umbrella term, encompassing a plethora of meanings (Brefczynski-Lewis, 2017). 
Embracing the art of mindfulness is suggested to foster positive feelings of emotional regulation. Originally based on Buddhist concepts, it has since been identified as an inherent aspect of consciousness which can be scientifically and empirically measured (Kohls, Sauer and Walach, 2009). In accordance with the American Psychological Association, empirical evidence highlighted psychological, spiritual, and physiological benefits to the practice of mindfulness (Davis and Hayes, 2011). However, a delineation in effective research has prompted a plethora of poor methodology and misinformation surrounding the practice of mindfulness. Subsequently, consumers are at risk of being misled regarding the effectiveness of engaging in mindfulness meditation. For clarification, further research in this field is required to establish its prospects (Brefczynski-Lewis, 2017).
Engaging in mindfulness practices can aid the development of spiritual traits, including transcendence over automatic behaviours. Furthermore, it increases feelings of morality, self-acceptance, and self-discipline (Falb and Pargament, 2012). According to Kingsbury (2009), it also promotes increased feelings of empathy and compassion, encompassing non-reaction and non-judgement - two key components of mindfulness. However, there appears to be limiting evidence to substantiate this claim, with Davis and Hayes (2009) suggesting a need for more research in this area, to identify how practicing mindfulness affects these constructs.
According to Black (2010), engaging in mindfulness practices promotes a psychological change in the body, that permits an increase in awareness of empathetic feelings, thoughts, and sensations, at that present time. Additionally, it increases mental focus, flexibility, and control of ruminative thinking, providing increased capacity for responsive behaviours. Subsequently, engaging in mindfulness practices significantly reduces anxiety, stress, emotional reactivity, and negative thoughts (Forthun et al., 2013). Mindfulness-based stress reduction programmes are being utilised as strategies to reduce the impact of prolonged periods of stress (Hardy, 2015). Reducing levels of stress can lead to improvements in positive emotions and self-regulation (Forthun, 2013).
Self-regulation has implications for the trajectories of health and well-being across an individual’s life span (Forrest et al., 2017). According to Matric (2018), self-regulation is a necessary life skill which is utilised to set goals in accordance with an individual’s personal interests or societal demands. Additionally, an individual would encompass self-regulation as a skill to avoid engaging in unacceptable behaviour. Within the confines of education, the ability to self-regulate is considered an essential process which enables the independent learner to complete tasks with efficiency (Zimmerman, 2001). Furthermore, engaging in the practice of self-regulation, is suggested to improve learners’ motivation and attainment levels (Schunk and Zimmerman, 1998). According to (Perlman and Viglas, 2017), to support the development of children’s self-regulation, learners should have access to engage with all the elements of their school environment using mindfulness-based programmes. 
According to Nind and Weare (2011), the school environment is an appropriate location to implement mindfulness-based programmes, amongst children. Childhood is a crucial period for embracing mindfulness approaches due to children’s vulnerability to life events (Sacks et al., 2014). Furthermore, Shapiro et al. (1998), considers mindfulness in schools to be an essential practice that enhances 21st century education goals.
In addition to fostering academic development, schools are also responsible for nurturing children’s well-being (Maynard et al., (2015). However, recent NHS statistics unveiled a rise in the number of children suffering with mental health issues, with 1 in 8 children between the ages of 5 and 19, diagnosed with a specified mental health disorder (Mental Health Foundation, 2018). In a recent study carried out by YouGov (2013), many children reported difficulties with patterns of sleep following outbreaks of stress stemming from issues related to friendship groups. To support children’s well-being and development, mindfulness was identified as a coping strategy that could adopted for use within the school environment (Mander Williams-Brown, 2021).
According to Zenner et al., (2014), adopting the use of mindfulness pedagogies amongst school aged children can help to alleviate daily stresses. Research studies on the effects of mindful practices in children are not as extensive when compared to mindfulness practices in adults (Sheinman et al., 2018). However, recent studies carried out within the United Kingdom have produced promising short-term results, highlighting the tangible benefits that could lead to improvements with children’s well-being (But 2020), 1MiSP, 2020). A limiting factor to identifying consistent benefits of mindfulness practices in children, has been its method of delivery and variation in content (Mander and Williams-Brown, 2021). 
Mindfulness in education can encompass various components and styles which are adopted for use in classroom environments and have become increasingly popular for children aged 6 to 18 (Sheinman et al., 2018). Although seen as integral to children’s educational lives, mindfulness-based initiatives have the potential to inadvertently impact upon already stretched school budgets. However, practices that incorporate the basic components of mindfulness are not difficult to implement into the school environment (Mander and Williams-Brown, 2021). 
According to Kabat-Zinn (1996), being attentive to the present moment without judgement is a strategy that can be incorporated with ease into the school environment, to deal with the increasing challenges children face every day. According to Mander and Williams-Brown (2021), the concepts of mindfulness should be gradually built upon, to ensure there is effective use within the curriculum. Mindfulness to sounds, breathing and walking are three components that can be activated by the child to achieve beneficial results (Cook and Renshaw, 2017).
Opportunities to engage children with mindfulness in schools are plentiful, as children average between 5 and 7 hours a day in school (Sheinman et al., 2018). In addition, the outdoor environment can be utilised to support the development of mindful practices in children (Mander and Williams-Brown, 2021), as mindfulness is not restricted to a function or object (Bateman, 2012). Recognising the role of health and well-being in children’s development, the Welsh Government have adopted the use of mindfulness as a cross-curricular strategy to support the implementation of the Curriculum for Wales (2MiSP, 2021).
Mindfulness Based Stress Reduction (MBSR) programmes introduce age-appropriate concepts to support the practice of mindfulness in school-aged children. Furthermore, mindfulness programmes actively underpin the development of all four purposes of the Curriculum for Wales and can be embedded within the ethos of the school (2MiSP, 2021). In addition, adopting the utilisation of the Mindfulness Toolkit, explicitly and implicitly addresses all six Areas of Learning (1MiSP, 2021). According to Estyn (2019), mindfulness programmes have been identified as an area of good practice to support the delivery of the four purposes and six Areas of Learning. However, there appears to be a lack of evidential research to support the impact of mindfulness programmes in children. In contrast, early indications utilising anecdotal evidence have identified the utilisation of mindfulness programmes as having a positive impact upon children (2MiSP, 2020).
A further limiting consideration regarding the implementation and success of mindfulness- based programmes within the school environment, could be cost. According to Lewis (2019), school funding has been subjected to austerity cuts following substantial reductions in Wales’ financial budget from Westminster. Between 2010 economists estimated a 9% reduction in spending per pupil in Wales. To ensure mindfulness-based programmes are introduced in a cost-effective manner, 2MiSP (2020) advocate the implementation of whole-school training. Adopting this approach ensures all staff are trained utilising a course which spans over an eight-week period. Alternatively, schools could opt to train a few leading expert teachers to deliver subsequent training sessions to other members of staff. The latter approach appears to be the most cost-effective route to implementing mindfulness with the school environment. According to Burnett et al. (2013), a whole school approach to mindfulness is necessary to successfully embed its principles and ensure its long-term sustainability.
According to 2MiSP (2020), outdoor learning environments can be utilised in addition to classroom settings to practice the application of mindfulness. Furthermore, the outdoor learning environment provides cost effective opportunities to engage with nature, enabling children to experience empathetic feelings associated with rest, calm, and contemplation. An appreciation of the natural environment fosters the practice of mindful awareness and provides opportunities for children to engage their senses and emotions via mindful musing (Richardson, Shonin, and Van Gordon, 2018). Engaging with the natural environment encompasses feelings of wonder and joy provoking inner peace and calm to positively improve children’s well-being (Adams and Beauchamp, 2019).



Promoting emotional well-being in children aged 3-7 years.
According to Mayall and Morrow (2009), well-being is a term used by educationalists and politicians to discuss children’s welfare. However, well-being is a difficult term to define given its inherent complex nature (Knight et al., 2013), as there are numerous domains that inter-relate (Mayr and Ulich, 1999). Research work carried out by Fauth and Thompson (2009), identified four domains of health, encompassing: cognitive, physical, mental, and social well-being. However, the World Health Organization (2021) defines health within its Constitution as a state of three domains which encompasses social, physical, and mental well-being, not solely in the absence of infirmity or disease. Therefore, it could be perceived as a bipartite relationship in which well-being is a determinant of health and a relation to health (Burcea et al., 2014).
More recently, interest in children’s well-being and education has amassed in popularity (Bailey, 2009), with the focus primarily on physical, emotional, and mental health and well-being (Mander and Williams-Brown, 2021). In 2008, Wales encompassed well-being into its early years' curriculum (Lewis, 2019). More recently in Wales, the Social Services and Well-being (Wales) Act 2014 and the Well-being of Future Generations (Wales) Act 2015, were introduced to focus on the long-term well-being needs of all its citizens.
Following a review of curriculum and assessment procedures in Welsh schools, Professor Graham Donaldson identified children’s mental well-being as a continuing theme of interest in his Successful Futures report. Subsequently, Donaldson recommended children acquire skills associated with good health and well-being, in accordance with the four purposes of the Curriculum for Wales (2Welsh Government, 2015). Furthermore, the Curriculum for Wales will contribute to the nation’s goals as declared in the Well-being of Wales Future Generations (Wales) Act 2015 (2Welsh Government, 2021). 
Recognising the connection between good health and successful learning, the Welsh Government have embedded health and well-being into its new curriculum. In accordance with the four purposes of the Curriculum for Wales, children will be supported throughout their education as they strive to become healthy, confident individuals. Identified as one of six Areas of Learning, children will adopt a whole-school approach to physical health and mental well-being (2Welsh Government, 2021). However, there are concerns as to what extent the four purposes can be incorporated into the six Areas of Learning, to produce a coherent single curriculum (Gatley, 2020). 
The Curriculum for Wales has been designed to adopt an integrated approach to teaching and learning. Central to the curriculum are its four purposes which underpin the development of integral skills via a wide range of teaching and learning, in conjunction with the six Areas of Learning (Welsh Government, 2020). However, the current curriculum guidance does not appear to provide a sufficient explanation as to how the six Areas of Learning contribute to the four purposes. Subsequently, Gateley (2020) questions the relationship between both strands which bear equal weighting to the curriculum (Welsh Government, 2020). To avoid placing unnecessary burdens on schools, clarity is required in this area to determine the creation of a common framework to avoid children encountering variations in curricula across Welsh schools (Gateley, 2020). 
However, in accordance with the four purposes of the curriculum and the six Areas of Learning, schools will be perceived as settings that promote physical and mental well-being. Children’s physical and emotional needs will be prioritised across all areas of teaching and learning, to promote the development of self-reliance, independence, and respect for others (2Welsh Government, 2015). Using self-regulation, children will be encouraged to take responsibility their health and well-being, as they strive to become healthy, confident individuals who lead fulfilling lives as members of the community (Welsh Government, 2020). Furthermore, children will establish spiritual and ethical beliefs to further build upon their empathetic skills and develop increased confidence and resilience (2Welsh Government, 2015).
According to Elbers and McCraty (2020), modern day anxiety and stress is caused by a failure to self-regulate. Self-regulation is perceived as an essential component of physical and mental well-being and is essential to managing feelings and emotions (Busch, Hofer and Kärtner, 2011). Furthermore, it is a process which encompasses the mobilisation of emotions, behaviour, motivation, and cognition to achieve goals through the process of self-regulated learning (Pintrich and Degroot, 1990). The ability to self-regulate is considered key to academic achievement (Zimmerman, 1990). Research results regarding this field of interest suggest that children with low self-regulation skills, make less academic progress when compared to others (McClelland et al., 2007). 
According to Bandura’s Cognitive Social Theory (1986), self-regulation encompasses the processes of self-observation, self-reflection, and self-evaluation to control emotional reactions (Poorshafeic et al., 2012). Following procedural success, individuals emanate joyous, empathetic emotions utilising the processes of self-regulation. In contrast, negative emotions are experienced by individuals who lack self-regulation skills, following failure (Franken, 1994). According to Nabavi (2012), incorporating the use of self-regulated behavioural strategies, will permit the individual to experience appropriate emotive responses, regardless of the performance environment. Key to improving self-regulation is the acquirement of self-control and resilience (Artuch-Garde et a, 2017).
According to Ungar (2004), a resilient person utilises adversity to navigate through challenging experiences. Furthermore, it is perceived as a process which individuals use to adapt, manage, and negotiate through periods of stress (Windle, 2011). However, there is much debate regarding the role of nature/nurture in childhood resilience (Mander and Williams-Brown, 2021). According to Rutter (1987), children are born with resilient traits that are utilised during the period of life to recover from periods of adversity, utilising processes of self-regulation in conjunction with the ‘grit theory’.
In accordance with the grit theory, individuals continuously work towards challenges despite experiencing failures. Adversity, motivation, perseverance, and passion are key to the notion of ‘grit’ (Ris, 2015). During the trajectory of life, children will inevitably experience difficulties and challenges that can be overcome utilising perseverance and stamina, in accordance with the ‘grit’ theory. However, the outdoor learning environment encompasses various challenges which could be utilised to empower children out of their normal comfort zone. Utilising the experiences of play, children engage in activities to develop problem solving skills. Furthermore, outdoor experiences provide opportunities for children to partake in ‘risk taking’ activities, to further develop their resilience in accordance with the theory of ‘grit’ (Mander and Williams-Brown, 2021). 
Providing children with opportunities to develop resilience, is key to tackling the ever-increasing mental health challenges facing our current society. Recognising the importance of well-being, the Welsh Government (2010) provided key information to schools on how to support emotional health and well-being in children. Within the document, strategies to promote the development of resilience were identified for utilisation. According to the Welsh Government (2010), resilient children are equipped with a plethora of approaches which enable them to cope with adverse circumstance and events. However, a resilient child will not necessarily be free from adversity and challenges. During challenging periods, resilient children will however have coping mechanisms which provide them with options to call upon the support of others, to help resolve their difficulties. 
Following the introduction of ‘Thinking positively’ (Welsh Government, 2010), children’s mental health problems have however continued to escalate, which questions either the role of resilience or what other factors are contributing to the parallel rise. According to The Children’s Society (2021), 1 in 6 children aged 5-16 are likely to have a mental health condition. Furthermore, 50% of mental health problems in children occur before the age of 14. This number is projected to increase in subsequent years, following on from the effects of the Covid-19 pandemic (Children’s Commissioner, 2021). 
A limiting factor to the successful development of resilience in school-aged children, could be access to opportunities that support its implementation within Welsh schools. Furthermore, during the last ten years school budgets have been under increasing pressure with pupil spending down an average of £500. Subsequently, schools have endured cutbacks which have potentially affected the delivery of learning experiences (Lewis, 2019). Additional consideration should also be given to the child’s socio-economic background, to pursue any further limiting well-being factors which could be originating from within the home environment. Finally, further research is required regarding the utilisation of strategies in accordance with the ‘grit theory,’ as there appears to be contradictory empirical evidence regarding its success (Bailey, et al. 2018).
According to Bailey et al. (2018), passion and perseverance are two central components that are utilised within the definition of grit. Upon analysis of current available research, grit appears to have been solely measured utilising perseverance. With the measurement of passion omitted, the validity of available research could be questioned. According to Duckworth et al. (2007), passion must be incorporated into the measurement of grit to be able to measure its true power of success.
However, resilience has been implemented as a mandatory whole school approach to well-being within the Curriculum for Wales (3Welsh Government, 2021). To support its implementation, schools could take advantage of opportunities to develop resilience within the outdoor environment. According to Mander and Williams-Brown (2021), engaging in ‘risk taking’ activities within the outdoor environment promotes the development of resilience and risk competence. The ability to recognise risks and their associated consequences, embraces the processes of resilience. Furthermore, children acquire a sense of determination as they regulate their thoughts and actions in accordance with self-regulation (White, 2020).
Additionally, mindfulness can be adopted for utilisation in schools as strategy to develop resilience in children. Evidenced in the research work of Hanna and Pidgeon (2018), mindfulness-based interventions were identified as an effective strategy to cultivating resilience and increased confidence (Hanna and Pidgeon, 2018). Furthermore, it promoted the development of self-regulation in children (Zelazo and Lyons 2012). 
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