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Section 1
This section will critically analyse implementing a play-based curriculum, focussing on the Foundation Phase in Wales and identify challenges that arose during its implementation. 
Ward (2020) suggests that a play-based curriculum enables a child to learn valuable skills within a structured environment where a teacher plays an important role in guiding the child’s experience. However, whilst Brown (2012) agrees that children learn valuable skills in a play-based curriculum, her definition of a play-based curriculum puts the child at the centre, not the adult, as Ward (2020) suggests. Brown (2012) describes a play-based curriculum as one where children are the focal point and are able to decide what activities they would like to engage in based on their interests at the time. Furthermore, Danniels (2018) may be able to shed some light as to why there are conflicting ideas of play-based curriculum and states that while the simple definition of play-based curriculum is for children to learn whilst playing, the exact definition causes conflict in research. Danniels (2018) proposes that the contradiction of opinions stems from studies primarily examining two different types of play. The first being free play, where the child decides the activity and the second being guided play, which involves the teacher playing a role in decision making. This explains why there are opposing views on what a play- based curriculum entails and how it should be implemented. Thomas (2018) comments on the Foundation Phase’s child-based curriculum and feels that the implementation of the Foundation Phase is flawed. She states that despite the Welsh Governments child-centred approach, there is limited guidance on children’s schemas, which are important in a child-led curriculum. The Welsh Government (2008) state that in the Foundation Phase, children should be encouraged to repeat learning experiences so they develop schemas. However, Thomas (2018) may argue with this statement as there is very little information in Foundation Phase documents and guidance that informs practitioners on the most effective methods of doing this. 
Rhys, Waldron and Taylor (2014) would be inclined to agree that there are conflicting views as to what a play-based curriculum involves and suggest that when the Foundation Phase was implemented in Wales, these differing interpretations caused problems. For example, just like Ward (2020) and Brown (2012), the practitioners in Wales had different views on play-based learning, which led to inconsistencies when implementing and delivering the Foundation Phase. The Welsh Government (2015) states that the Foundation Phase Framework is the statutory curriculum for all children in Wales aged between three and seven years old. It was designed with an emphasis on play being a key driver in children’s learning experience. The Welsh Government (2015) advocate that through play children have an opportunity to interact with their peers and learn things for themselves, while exploring their imagination. Vygotsky’s social constructivism theory as discussed by Cherry (2021) would agree with encouraging children to interact with their peers, as he believed children learn best when there is a more knowledgeable other to learn from. For example, when children are involved in an activity and one child knows more than another, they will be able to follow the ‘more knowledgeable other’ and learn from them. Taylor et al. (2015) conducted an evaluation and may argue to what extent the Welsh Government’s (2015) aim of implementing a play-based curriculum was achieved. Within the evaluation, Taylor et al. (2015) shared similar views to Rhys, Waldron and Taylor (2014) and discuss that one barrier that arose when implementing the Foundation Phase was practitioners and head teachers fears that a play-based curriculum involved children having fun all day and no structured learning taking place. There were misconceptions over the meaning of play-based curriculum, with confusions between pure play and active learning. The Welsh Government (2014) are in agreeance that there are conflicting views over how the Foundation Phase play-based curriculum should be implemented and add that these inconsistencies occurred across Wales. Furthermore, the Welsh Government (2014) elaborate that in settings where professionals did not understand how to implement a play-based curriculum, chaos unfolded in classrooms, which led to practitioners reverting back to their old teaching methods, pushing aside the aims and values that children should have experienced in the Foundation Phase. Additionally, Waters (2016) explains that when the Foundation Phase was initially implemented, it meant that practitioners had to alter the way they would usually conduct lessons to enable the transition into a play-based way of learning. Again, Waters (2016) makes note that one of the biggest struggles faced by practitioners when implementing the Foundation Phase was the lack of understanding on how to deliver play-based activities that would cover learning criteria set out by the Welsh Government. However, Wood (2013) argues that when implementing a play-based curriculum, it is not as simple as making sure all practitioners have the same definition of play, as the idea of play is individual and many different forms of play can work to deliver a play-based curriculum. Then again, the Welsh Government (2008) may argue with Wood’s (2013) views and say that play types should be defined, otherwise there will be further inconsistencies between different settings on how to deliver a play based curricular. Moreover, Maynard et al. (2014) may challenge the Welsh Government (2008) as they found in their evaluation of Foundation Phase guidance that the exact pedagogical approaches that practitioners should use were unclear and up for their own interpretation, which goes against what the Welsh Government (2008) stated about clear definitions. Additionally, Siraj (2015) explains that as a result of practitioners having mixed understandings on the reasons for implementing a play-based curriculum, many had the attitude that the Foundation Phase had too much focus on children playing, and less attention paid to education standards, which emphasised the lack of understanding as to how play could actually aid learning. Similarly, Waters (2016) reported similar findings and stated that practitioners lacked understanding of how they could deliver playful activities, but at the same time encourage the development of key literacy and numerical concepts. Moving on, Mirain (2016) mentions that when a workshop was carried out with Foundation phase practitioners, a concern of the majority of them was that the implementation of the Foundation Phase did not involve the views of parents and guardians enough, despite the fact that the majority of parents were in support of the Foundation Phase. 

Maynard et al. (2013) discussed that the role of the practitioner when implementing the Foundation Phase was that of balance. The practitioner should deliver a curriculum in which there is a harmonious alternation between practitioner-led activities and child-led activities, as these approaches both signify different play types, thus the children will have differing experiences and benefits. Yet, Taylor et al. (2015) states in the evaluation of the Foundation Phase that many practitioners were not confident in delivering the key pedagogical aspects. Practitioners made it clear that they needed additional guidance and training on implementing and delivering a play-based curriculum. Contrastingly, Rhys, Waldron and Taylor (2014) found that practitioners reported that the training they received was useful. However, Taylor et al. (2015) also found that headteachers felt different to practitioners and believed that if the initial guidance and training was clear and without so many inconsistencies, then staff would not have felt they needed more training and would have been confident in delivering the Foundation Phase from the start. However, in the Welsh Governments (2014) independent stocktake of the Foundation Phase, it is stated that when visits were made to maintained schools and funded non-maintained settings, feedback from practitioners was generally positive and they felt they had a clear idea of how they should implement the Foundation Phase, incorporating key aims like learning through play. Rhys, Waldron and Taylor (2014) had similar findings and reported that the majority of practitioners understood the idea of the Foundation Phase being a child-led, play-based curriculum. However, Taylor, Rhys and Waldron (2016) may question the accuracy of this, as they report only 50% of teachers had completed every module of training that the Welsh Government created for the implementation of the Foundation Phase. Taylor, Rhys and Waldron (2016) state that on reflection of the implementation of the Foundation Phase, the majority of training and guidance on implementation took place in pilot schools, which could explain why in Taylor et al. (2015) 50% of pilot schools felt ready to implement the foundation phase, versus only 26% of non-pilot schools. Moreover, these fears were reflected in results when Taylor, Rhys and Waldron (2016) found that students in attendance of pilot schools were on track to achieve higher in Key Stage 2 assessments than pupils attending non-pilot schools, which highlights their viewpoint that pilot school practitioners benefitted from better training and thus were able to implement the curriculum more effectively. Donaldson (2015) also highlights the importance of training and suggests that if teachers are expected to evolve and assess different levels of learning, they require training to do so and this should be career- long to ensure their understanding of the curriculum they are teaching is solid. Furthermore, Waters (2016) reported findings of training issues and implies that when training practitioners on the implementation of the Foundation Phase, it would have been more beneficial to show them examples of how to deliver an effective play-based curriculum as opposed to just being told why they are doing it. Hopkins (2013) has a similar viewpoint to Waters (2016) and believes that in the case of implementing the Foundation Phase, a lack of training subsequently led to a lack of understanding. Hopkins (2013) suggests that a useful training method would have been for settings identified as struggling to implement the Foundation Phase, to visit and observe settings that were succeeding. This would have given struggling settings a hands-on learning experience of good practice, to help them deliver an effective curriculum that met Welsh Government aims. However, Taylor et al. (2015) notes that in Wales, even though training has been provided, there is no database in place to prove which schools and/or staff members have attended the training, so it is difficult to track who has participated in training. As well as this, Wood (2008, quoted in Anning, Cullen and Fleer, 2009) foresaw that there would be issues like this when implementing the Foundation Phase, as the idea of learning through play based and child-led activities were emerging concepts with limited research and therefore there was not enough conclusive evidence to decide the best way to deliver the Foundation Phase from the start and it would be a working progress.

The Welsh Government (2014) identified that another challenge when implementing the Foundation Phase was that some schools did not have the number of well informed and experienced staff to deliver the Foundation Phase as it was intended. Taylor, Rhys and Waldron (2016) are of similar position and state when evaluating the Foundation Phase, there was significant pressure on covering child to staff ratios. This resulted in schools employing a few NVQ Level 3 additional practitioners at less cost, opposed to employing another qualified teacher who would have a higher skillset that would benefit the children. Mirain (2016) found that practitioners also voiced concerns over the employment of less qualified staff to improve ratios, as they felt this would come at a cost of teaching quality. Taylor et al. (2015) also discusses that the Welsh Government insisted on having improved adult to child ratios when implementing the Foundation Phase, which questioned whether additional practitioners were appropriately qualified to NVQ Level 3 status. Furlong (2015) recognises that this was an issue in the Foundation Phase, and whilst Furlong (2015) acknowledges that there is currently no specific route to be a qualified early years teacher, he highlights the importance of all teachers in Wales being of qualified teaching status. Sylvia et al. (2010) may support Furlong (2015) as their research has found that when children are working alongside a qualified practitioner, they are likely to achieve higher academically. The OECD (2014) also agree with pushing for highly qualified practitioners and state for the education to improve in Wales, there needs to be a more qualified work force working with children. Despite the Welsh Government signifying the importance of improved adult to child ratios in the Foundation Phase, Taylor et al. (2015) reports that only 45% of settings were meeting the Welsh Government recommended reception class ratios. Despite this low percentage, Taylor, Waldron and Rhys (2014) state that 72% of schools did not give any reason or challenges that stopped them achieving the Foundation Phase stated ratios. UNICEF (2018) may argue that not meeting ratio recommendations is a barrier to implementing a play-based curriculum, as play activities will be limited if there is not enough staff present to supervise the children.  

Section 2
This section will explore the concept of the ‘Unique Child’ and critically evaluate methods of assessment within a play-based curriculum, focussing on assessing against milestones and observation as an assessment method.
McDowall (2019) discusses the concept of the Unique Child and suggests that the concept involves people understanding that every child is their own person who develops at their own pace. Every Child Matters (2011) has similar views and adds that in practice, understanding this and encouraging children to be aware of their identity and individuality allows them to develop confidence. McDowall (2019) proceeds to explain that in terms of education, the curriculum should look at what a child is capable of, as opposed to focussing on what they cannot do. 
Veazey (2020) examined Te Whariki, which is New Zealand’s curriculum. She reports that in Te Whariki, practitioners do no not assess children according to pre-determined milestones. The assessments in this curriculum revolve around encouraging the child to achieve the best they can. Te Whariki Online (2021) states that in the curriculum, the whole point of assessing children is to make what the children have learned visible to see. Te Whariki adopts a positive viewpoint on assessment, one that is used to celebrate what children have achieved, but also to look at areas where the child can improve. Lee and Carr (2016) describe the core assessment method in Te Whariki, which is in the form of learning stories via continuous observations by practitioners. These learning stories can be documented in various forms, like stories, pictures, the voices of children, parents and practitioners. Lee and Carr (2016) state that these learning stories are not simply completed and stored away, but they are a working progress, and thus built on as the child progresses. When reflected on at a later date, you can see how far the child has come. Additionally, learning stories are a way of enabling a child to gain self-perspective and identity and assessing a child holistically, which Every Child Matters (2011) would say fits in with the concept of the ‘Unique Child’. Pack (2016) is supportive of learning stories and says that they are an effective way of involving parents in their child’s school day, by sharing evidence of what they have achieved that day. Pack (2016) also suggests that Learning Stories benefit practitioners, as it is a way for them to document and learn the different capabilities individual children have, which supports McDowall’s (2019) views on supporting the ‘Unique Child’. Pack (2016) is also of the position that Learning Stories benefit a play- based curriculum, as Learning Stories can be used to assess children while they are playing, to inform and document how children are learning through the play-based activities. Furthermore, Peterson and Elam (2021) add that not only do Learning Stories provide a more personal way to assess a child, but also are a beneficial way of exhibiting to the child’s family how they are learning through play and how play is providing opportunities to develop children’s skills. However, Blaiklock (2010) may disagree with the effectiveness of Learning Stories in a play-based curriculum and argues that while Learning Stories are beneficial for observing the child as an individual, the lack of formal assessments may mean that children are missing out on specific subject knowledge. Then again, Alexander (2013) may argue with this viewpoint and suggest that children do not miss out because there is so much documentation, the practitioner can always review the stories, identify subject areas that the child has not covered and use this to plan future topics. Contrastingly, McLachlan (2018) would criticise Alexander’s (2013) views and argues that there is too much focus on what a child can do, but then little attention is paid to what they cannot do and how they can improve children’s abilities and widen their skillset. Furthermore, The Education Review Office (2017) hold similar views and say that by only assessing children’s capabilities, their individual needs and struggles may not be identified. Therefore, the child may be denied their right to an education as outlined by UNICEF (2019) in their UNCRC article 28. 
Welsh Government (2017) state that in the Foundation Phase in Wales, children’s progress is monitored using the Foundation Phase Profile. The purpose of the profile is to ensure that each child is achieving targets set out by the Welsh Government. This differs to Te Whariki as Veazey (2020) explained that in Te Whariki, children are not assessed according to set milestones. RARE (2018) may agree with the Foundation Phase way of assessing and say that setting targets that a child is expected to achieve allows for a better understanding of how the child is developing and enables easy identification of areas that they are not achieving. Similarly, Dunst (2017) is also in support of developmental checklists and states that if they are used as intended, it allows for prompt identification of children who are not developing at the same rate as their peers and enables early intervention to support the child. Furthermore, TLC Foundation Station (2018) state that working against milestones is important, as it encourages the celebration of the individual child when they do achieve something, but also the early identification of what they are not achieving, which enables early intervention that can lead to better outcomes for the child if they are supported. However, Fritscher (2017) says that whilst developmental checklists do identify developmental delays, she voices concerns over developmental checklists being limited to general standards and norms. She argues with the effectiveness of set milestones and suggests that they ignore children as individuals. Milestones do not take children’s character and personality into account, which potentially leads to over-diagnosis of problems that do not actually affect the child. Therefore, milestones do not cater for the Unique Child as they do not consider the child’s individuality as suggested by Every Child Matters (2011). Additionally, Peterson and Elam (2021) may also disagree with the Foundation Phase assessing children against milestones as they imply that assessing this way only looks at standard development rates of a child and does not take external factors into account, like the child’s background and individual needs. Taylor et al. (2015) also report that practitioners working in the Foundation Phase have voiced concerns over implementing a play-based curriculum, but still being expected to ensure children reach milestones, which resulted in some practitioners stepping away from a play-based curriculum to ensure children meet targets. This contradicts the Welsh Government’s (2015) Foundation Phase curriculum which put an emphasis on play-based learning. Peterson and Elam (2021) describe the way of assessing a child against milestones as a deficit model, one that only focusses on what a child cannot do. Te Whariki Online (2017) would argue with this model as in their curriculum, celebrating achievement is a key principle. Furthermore, McDowall (2019) would also argue that assessing by milestones looks at what the child cannot do, which conflicts with the concept of the Unique Child. To cater for the Unique Child, assessments should celebrate what the child can do. Moreover, Pack (2016) is in support of Te Whariki’s Learning Stories as it celebrates the achievements of every child. However, this may not be the case in the Foundation Phase, as the Welsh Government (2017) admit themselves that although the Foundation Phase Profile was designed to identify additional learning needs. There is limited guidance on how to assess a child with additional learning needs, as even the lowest milestones have been created with developmental norms in mind. As a result, Nutbrown (No date) may argue that the Foundation Phase Profile is ignoring the concept of the Unique Child as she is an advocate of an inclusive education being the key to catering for the individual needs of every young child. In addition to this, Nijland, Van der Meer and Onderwater (2019) hold the viewpoint that every child is unique, regardless of whether they are developmentally delayed or not, but in education, a child who does have additional learning needs should be given more assistance, something that the Welsh Government (2017) does not provide guidance on when discussing assessments in the Foundation Phase. The Welsh Government (2015) recognise that each child will be a different stage in their development and that when assessing, children should only move onto the next stage when they are ready. It is also highlighted that the curriculum and assessments should link to the child’s ability and not their age. However, the Welsh Government (2017) contradict this in their Foundation Phase Profile as they state age brackets and what a child should have achieved by a certain age, which goes against the Welsh Government’s (2015) views that assessments should focus on ability, not age and also goes against McDowall’s (2019) views that supporting the Unique Child involves understanding that all children develop at their own rate. 
The Welsh Government (2017) express in the Foundation Phase Profile that practitioners should use formative assessment in the form of observation techniques as a tool for assessing children, with emphasis on children being observed across indoor and outdoor environments. It is also stated that methods of observation are up to the judgement of the practitioner. The idea of using observations in the Foundation Phase is similar to that of Te Whariki curriculum, in which Lee and Carr (2016) describe the use of observations as an effective method to assess a child. Brown (2020) is supportive of practitioners using observation as a tool and suggests that observing children while playing is particularly beneficial. When observing children during play, without the interference of an adult, a true reflection of the child’s abilities is seen. Also, it is an effective way of being able to identify the differences in needs between individual learners, which therefore supports Every Child Matters (2011) opinion that the Unique Child involves seeing the child as an individual. As well as supporting the Welsh Governments (2015) aims of the Foundation Phase which encourages children learning through play. Furthermore, Beyer et al. (2015) may also agree that observing through play is beneficial, as their research has found that through play, children’s ability to socialise and problem solve comes to light. They also reported that when observing children through play outdoors, there are enhanced benefits. Louis (2018) may shed light on why children seem to learn more during outdoor play and states that when children are active outdoors, they are more engaged. She also adds that learning through play promotes hands-on learning, something the Welsh Government (2015) aimed to support through the Foundation Phase. Furthermore, O’ Grady and Dusing (2015) recognise the benefits of learning through play for children, but also discuss the benefits of practitioners observing and assessing children through play. They state that by doing so, the practitioner is more likely to observe the typical behaviours of the child, which provides a good representation of the child’s skills and areas of improvement. It is also reported that observing through play not only shows the child’s current skills, but the start of learning new skills. However, The National Strategies (2011) explains that whilst practitioners assessing children through play is effective and beneficial, they must do this with a focus on The Unique Child. Practitioners should understand that every child is different, and learning at their own pace, and this is still the case in play. Children have different understandings of play with varying experiences and while observing and assessing through play, it should still be noted that children’s ideas of play vary and they are not all going to react the same to a certain play type. Additionally, Louis and Betteridge (2020) also voice concerns over using observations as an assessment tool because they are subjective. This means that the practitioner undertaking the observation can make their own judgements and potentially treat a child unfairly. For example, if s child is usually challenging and displays bad behaviour, the practitioner may have a preconceived idea of what they can and cannot do and not observe and assess them in the same way of their peers. This would go against the Welsh Government’s (2015) Foundation Phase Framework that promotes inclusion and says every child must have an equal opportunity. 










Section 3
BARRIERS THAT PREVENT CHILDREN FROM LEARNING THROUGH OUTDOOR PLAY IN A PLAY BASED CURRICULUM…
This section will look at the barriers that exist when trying to promote learning through outdoor play in a play-based curriculum and professional recommended solutions to overcome them, making references to the Foundation Phase and considering wider research.
When the Welsh Government (2015) implemented the Foundation Phase, they placed emphasis on practitioners utilising the outdoor area as an effective resource to aid children in developing. Additionally, they advocated the importance of children learning through play. Similarly, Kemple et al. (2016) expressed that they value both play and outdoor learning and that when combined, children are given the opportunity to develop holistically. However, they note that child-led outdoor play is declining. 

RSPB Cymru (No Date) found that outdoor learning and play has been proven to benefit children in terms of education, physical and emotional health, as well as assisting them in being responsible citizens. Despite this, children are exposed to the outdoors less than ever before. In Wales, 78% of people interviewed believed that schools are responsible for making sure children have outdoor learning experiences. Estyn (2011) reported that in Wales, schools and settings should be encouraging children to spend more time outdoors in line with the Welsh Governments (2015) aims of the implementation of the Foundation Phase. However, Taylor et al. (2015) found in their evaluation of the Foundation Phase that a barrier to implementing outdoor learning was practitioner knowledge, they found that practitioners were not sure on how to implement a play-based curriculum. McClintic and Petty (2015) may be in agreeance of these views, as their research found that whilst practitioners acknowledged that outdoor play is an important element in child development, they found practitioners had limited knowledge on how to implement outdoor play and showed little enthusiasm to promote it. Furthermore, Bilton (2019) made a similar discovery and suggests that practitioner attitudes could give insight as to why outdoor play is declining, when play-based curriculums promote it. Bilton (2019) puts forward that if a practitioner had a positive personal experience of the outdoors, they are more likely to see it as important to provide children with outdoor learning experiences. Contrastingly, if a practitioner did not have much experience of the outdoors, they are less likely to see it as important for children’s development as they lack knowledge on how beneficial it can be. Davies and Hamilton (2016) would advise that to effectively implement outdoor learning in a play-based curriculum, practitioners should receive valuable training so they have the competence to implement learning through play. 

Marchant et al. (2019) identified that another barrier to implementing outdoor learning in a play-based curriculum was practitioners fear around not meeting targets. They conducted interviews in three primary schools in South Wales. Their results concluded that whilst practitioners and headteachers recognised the benefits of utilising the outdoor space for learning through play, they voiced barriers to implementing a play-based curriculum outdoors. One of these barriers included fears that delivering a play-based curriculum involving the outdoors would pay less attention to achieving milestones. Dijk-Wesselius et al. (2020) reported similar findings and also added that practitioners felt that although school curriculums express the importance of outdoor learning, there are too many targets that children are expected to meet. Therefore, practitioners continue to teach inside the classroom to make sure all content is covered. Davies and Hamilton (2016) may be inclined to disagree with these attitudes as they believe that when implementing, if outdoor play and learning is planned for, there should be no reason that children could not experience all areas of learning outdoors as they would indoors and complete summative assessments. 

Elliot (2015) put forward another barrier to implementing outdoor play in a play-based curriculum and discusses that teachers have a responsibility to provide children with opportunities to learn outdoors. However, practitioners providing outdoor learning relies on the compliance of parents because of the possibility of harm coming to the child. Yilmaz (2016) adds that parents are sometimes responsible for limiting outdoor learning opportunities because they express concerns over their child getting into an accident or because they do not want their child outside in bad weather. Mart (2021) would be inclined to believe parental views on play is a barrier to implementation, as when conducting interviews with parents, he found that even though parents seemed supportive of the benefits of learning through outdoor play, when it came to saying what learning they would like their own child to participate in, the majority would rather their child learn through indoor activities. Sandseter et al. (2019) may disagree that risk of injury is a leading factor as their findings reported that only 9.4% of parents in a study were concerned about injury. However, their study did find that the worry of their child encountering a stranger and being taken was a prominent concern and they felt safer knowing their child was indoors. Coulson (2018) explains that in todays society, keeping children away from outdoor play, including risky outdoor play is actually doing more harm than good. He highlights that keeping children indoors is stopping them from exploring the world around them. This not only goes against the Welsh Governments (2015) implementation of the Foundation Phase Framework, which states that the curriculum should allow children to participate in play within outdoor learning environments, but also goes against their aim of children being encouraged to communicate their views on the world around them. Coulson (2018) says parental fears are holding children back from exploring the world through learning outdoors. Mountain (2018) may offer a solution for how to mitigate this barrier when implementing learning through outdoor play in a play-based and suggests that if parents are reluctant to let children engage in outdoor play, the setting should reassure parents that their child’s safety is the top priority and that there are procedures and risk assessments in place to keep their child safe. Parents could also be invited to observe outdoor play to put their mind at ease, which will allow smoother implementation of curriculum.
Sandseter et al. (2019) reports that another barrier to providing outdoor play opportunities in a play-based curriculum is the lack of outdoor play spaces in schools. Kelly (2016) also picked up on these concerns and expressed that in a survey of childcare settings, it was identified that practitioners find it a challenge to facilitate opportunities for children to learn through outdoor play because of the lack of outside space the setting has. However, Learning Through Landscapes (No Date) may argue with limited outdoor space being a reason to deny children the opportunity to learn via outdoor play. They suggest that no matter how small the outdoor space, the practitioner can overcome this by adding to it to make it a valuable learning experience and implement learning through playing outdoors. For example, if an outdoor space lacks greenery and space, even providing the children with some plant pots and seeds will allow them to engage in rich outdoor learning opportunities. 
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