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Section One
The purpose of this paper is to critically analyse the implementation of the play-based Foundation Phase Curricula (2008b) with a specific focus on children’s holistic development. How the correct training and implementation of the Foundation Phase can benefit scaffolding children’s learning, as evidence suggests, practitioners cannot implement the Foundation Phase (2008b) due to the lack of experience, understanding and knowledge. The effects or benefits of grouping children by ability and the new curriculum for Wales 2022. The Foundation Phase began with implementing a pilot phase in twenty-two schools and twenty-two funded non-maintained settings between 2004 and 2005, and then integrated across all schools and funded non-maintained settings in 2008 and 2009 a much later date than planned (WG, 2013). Gaunt (2008) states that the Foundation Phase was rolled out a year later due to the education minister Jane Hutt following advice from the Foundation Phase Implementation Group to introduce the curriculum over four years and to allow schools and local authorities to get the correct ratios of 1:8 for three to five-year-olds and 1:15 for five to seven-year-olds.  WG (2015a) and Jones (2019) explains that practitioners frequently mention that the improved ratios support successful implementation for the Foundation Phase to deliver a wider-ranging pupil-centre and engaging approach. 

Welsh Assembly Government (WAG, 2008b) explains that the Foundation Phase Curriculum (2008b) is based on the need for children to develop holistically, building on their prior knowledge, skills and experiences. WG (2018b) explains that the Foundation Phase (2008b) encourages children to use their imagination, be creative, and have fun while learning through practical play opportunities relevant to their developmental stage and exploring concepts and sharing problem-solving ideas.  With the correct implementation of the Foundation Phase, practitioners could focus on children’s development holistically and deliver personalised teaching (WG, 2014a). Thomas (2018) claims that Foundation Phase practitioners should observe children to find out their interests and plan experiential learning to reflect on their interests. Thus, providing the support targeted to the individual child’s needs, across the whole curriculum in line with article twenty-nine of the UNCRC (UNICEF, 2010) as the charter states that practitioners are to develop the personality, talents and abilities of every child fully (WG, 2014a). 

Taylor, Rhys and Waldron (2016) convey that despite the Foundation Phase Curriculum (WAG, 2008b) encouraging the delivery of a developmentally appropriate education, the requirement for children to hit targeted outcomes by a certain age remains. The Foundation Phase (2008b) links with the Flying Start (2007; National Assembly for Wales, 2018) programme for families. Evidence suggests early interventions can be highly effective and creates positive outcomes in the short term for their education and health (WG, 2015a; WG, 2013; Irranca-Davies, no date; The WAG, 2004). Although the Foundation Phase Curriculum has targeted outcomes, it will take numerous years before the Foundation Phase's influence could be determined (WG, 2013). As WG (2015c) explains, the Foundation Phase Curriculum is a progressive framework that extends across four years, and although children have periods of rapid development, they also regress, resulting in uneven progress. WG (2014a) advises practitioners to deliver the numeracy, literacy and language outcomes, through independent and focussed activities to support development in learning. However, the WG (2015a, p112) questions whether the Numeracy and Literacy Framework and statutory assessments have unintendedly created too much emphasis on the areas of learning, where children are “learning to learn”, which has created a deficit in other areas in particularly personal, social and well-being development. The WG (2019b) advice practitioners to develop pre-reading and pre-writing skills through activities such as singing, patterns, drawing, painting, and chalking to help the children understand and support the development of muscle control. As Johnson (2017) explains, children need to develop their proprioceptive system first to gain a sense of their body and learn how to pay attention, sit still, and remember how to visualise letters, numbers, and shapes. 

The WG (2015a) notes that the improved ratios in the Foundation Phase supports practitioners to participate in training or to undertake their professional development as schools do not need to supply extra cover. Taylor, Rhys and Waldron (2016) summarise that the WG has spent just under seven million pounds per year for the Foundation Phase's training and support. The Education Workforce Council (EWC, 2018) is the independent regulator for the Education Workforce in Wales; the EWC purpose is to safeguard the interests of learners, parents and the public by maintaining and improving professional and educational standards. The WG (2018a) explained that the Minister for Children and Social Care, expects practitioners to continue developing their Professional Learning Passport (PLP) through accessing training and qualifications based on good standards and practices. The PLP is an online tool that meets a wide range of needs and allows practitioners to capture, actively reflect upon, share and plan their learning (Education Workforce Council, 2019; Lindon, 2012). Bown (2020) affirms that professional practitioners must participate in critical reflective practices as it is important to have the ability to undergo professional competence. Brock (2015b) states that there is a high demand for practitioners to reflect in and on their professional practices, as this will ensure practitioners fully understand the importance of how children develop and learn and provide high-quality education, care and play opportunities (WG, 2018a; Lindon, 2012). 

Although the WG (2014a) state that tailoring children’s learning to their development allows holistic learning in the Foundation Phase, practitioners may interpret the implementation of The Foundation Phase (2008b) differently and unknowingly create a barrier and stop an inclusive environment for children with Special Educational Needs and Disabilities (SEND) in mainstream education (Schuelka, 2018; Efthymious, Kington and Lee, 2017; Mantey, 2014). Consequently, resulting in those with SEND unable to reap the full benefits of education (Mantey, 2014) and unable to engage in experiential learning as they are not being taught holistically (Kolb, 2015, cited in Herring and Swabey, 2017). Estyn (2016-2017) point out that practitioners in the most effective schools identify children with additional learning needs early and put in place intervention programmes to monitor their progress and support their development. 

Burton (2018) and Sellgren (2017) affirm that many teachers believe that when practitioners group children by ability and give them a label, it limits children’s achievements and learning, impacting their self-confidence and behaviour. Brock (2015a) believes that children’s social, emotional and personal needs are forgotten when practitioners focus on their educational achievements, harming their holistic learning and development. Thomas (2018) and Bown (2013) emphasises that Vygotsky (1978) theory is dependent on the belief that children’s learning occurs during interactions with more knowledgeable others in the social environment. The Zone of Proximal Development (Vygotsky, 1978) allows children to expand their knowledge through physical interactions and collaborations with more knowledgeable others such as peers, teachers and family, which allows deeper understanding and knowledge passed on to new generations, include social and cultural behaviours (Neff, no date; First Discovers, 2020; Ashworth, 2018). The WG (2013) state that Vygotsky’s (1978) concept of the Zone of Proximal Development is important in delivering the Foundation Phase Curriculum (2008), as teachers can scaffold children’s learning as and when children demonstrate that they can complete tasks/activities independently. 

It can be argued that grouping children by ability can be beneficial to them, as Piaget (1977) believed that children learnt more by working with peers of the same ability or alone (Thomas, 2018). John Blake in Sellgren (2017) believes that grouping children by ability should not be seen as a bad experience for the children, but as an appropriate tool to ensure the curriculum is delivered appropriately with the correct support levels for each ability. Sellgren (2017) also reports that a headteacher believes children should be grouped by ability as the More Able and Talented (MAT) children are less likely to be left behind or become bored and frustrated. Conversely, the WG (2018c) advises practitioners to use a blended approach to learning with a consistent mix of small groups, paired and independent work to support MAT children to develop fully rounded. 

Piaget (1957) believed that children should have opportunities to act upon their environment to build concepts (Ojose, 2008). Thomas and Harding (2010) believe that the outdoor environment accommodates all play types and allows first-hand experiences. Smidt (2010) states that Piaget (1957) had a positive approach to the outdoor learning environment, as it provides natural resources for children to experiment with and create schematics and learn from the experiences. Muddy Puddle Club (2019) suggests that schematics are beneficial for forest schools as it allows the activities to be child-led play and exploration. Whitebread (2012) and Knight (2013) point out that Scandinavian Forest schools that are based on Frobel’s (1826) Philosophy of Creativity, well-being and free play are different to those within the United Kingdom due to cultural differences and developing their own identity (Constable, 2017). However, the WG (2015a) points out that there should be greater use of various learning environments to benefit children’s education. As the WG (2018b) states, play is one of the main ways children learn, and they believe that play is essential for children’s emotional, social, physical, and cognitive development. King and Howard (2010) points out that the importance of play for children’s socialisation skills has been acknowledged for many years. The WG (2014b) places a great value on the importance of play in children’s lives and believe it is children’s fundamental right to be able to play, which concurs with UNICEF (2010) as they recognise that in Article 31 of the UNCRC Charter, that children have the right to engage in age-appropriate play activities. The WAG (2004) also recognises the importance of play as it is a part of the seven main aims of children’s rights in Wales. The Foundation Phase Curriculum (WAG, 2008b) acknowledges the importance of a play-based experiential approach to learning, emphasising indoor and outdoor learning environments that allow children to be the centre of their learning (WAG, 2010; WG, 2019). 

The WAG (2008b) states that the Foundation Phase (2008b) helps children become self-reliant, persevere and enjoy challenges. However, Estyn (2016-2017, p.16) states that three-quarters of headteachers do not deliver the foundation phase through active and experiential learning due to them not understanding the pedagogy and principles of good Foundation Phase practices. Therefore children “do not develop good independent working skills” as they rely on practitioners to scaffold their work heavily and cannot continue to write at the same level independently (Estyn, 2016-2017, p16).  The WG (2014a) point out that it has been reported that children have begun formal learning in attempts of practitioners trying to raise standards. Taylor, Rhys and Waldron (2016) states that it can be counter-productive by over-emphasising the need to make children do formal reading and writing tasks before they are ready. Johnson (2017) explains that when children’s neurological pathways for spelling, reading and writing have fully formed, then they can be taught how to spell, read and write. Estyn (2016-2017) state that children only begin benefiting from formal teaching between the ages of six and seven; however, the Foundation Phase Framework provides provision for an experiential and active approach to learning with the children at the centre of all the learning. (Gwegogledd Cymru, 2018) Providing challenges and tasks in the enhanced provision, which is set at the same level of the skill taught during adult-directed activities, allows consolidation of concepts. However, differentiated tasks must also be made available to link to the Foundation Phase's Numeracy and Literacy Frameworks (WG, 2015a) and provide open-ended problem-solving tasks (Gwegogledd Cymru, 2018).   
Donaldson (2015), in the Brighter Futures review of the Foundation Phase, believes that the existing Foundation Phase Curriculum has many strengths. However, there is a need to create a new curriculum to address the key issues and challenges such as assessment, pedagogy, structure, aims, and purposes. Macdonald (2018) highlights that the WG has accepted sixty-eight recommendations from the Successful Futures Report (Donaldson, 2015), creating a fundamental change for children aged three to sixteens education in Wales. Taylor, Rhys and Waldron (2016) states that Donaldson (2015) viewed the Foundation Phase (2008b) as atomistic and overcrowded which prevented learning opportunities in real life situations and failed to address the boundaries of cross subject learning. O’Prey, et al. (2019) clarify that the Curriculum for Wales 2022 (WG, 2020a) was designed in response to the Successful Futures report's recommendations (Donaldson, 2015).
Veazey (2018) explains that New Zealand based pedagogy and curriculum has become increasingly popular. The Ministry of Education (2017) explain that the Te Whariki Curriculum is unique in its bicultural framing, with a vision to encourage children to be confident, competent learners with a strong identity, culture and language, with practitioners that support children’s preferred methods of learning. The core aims from both the Te Whariki Curriculum (Minister of Education, 2017) and the Curriculum for Wales 2022 (WG, 2020d) have similar core aims where they both want to create competent, confident learners that become fully formed citizens. Steiner-Kamsi (2013) explains that cross-national policy borrowing has substantially grown and there are at least four different generations of policy borrowing/lending of the best practices. This suggests that the Curriculum for Wales 2022 has incorporated elements of the international curriculum and the Foundation Phase (2015 revised) to create a more rounded experience for children. 






Section Two
Macdonald (2018) suggests that the educational drive to change curriculum reform across international countries is due to the Programme for International Student Assessment (PISA) scoring system testing children’s proficiency in subjects (OECD, 2019). OECD (2012) findings bring comfort to policymakers, educators, and parents. PISA’s evidence suggests that the country’s educational system depends more on how they invest in educational resources rather than the investment volume as it shows that countries such as New Zealand that spend lower than the average amount is a top performer in the PISA scores (OECD, 2012). Lewis (2019) reports that Wales has improved in the international tests for science, maths and reading. However, they remain lower than other countries across the United Kingdom; furthermore, due to the coronavirus pandemic, Wightwick (2020) states that the PISA tests will be postponed until 2022 and the results published in 2023. 

Taylor, Joshi and Wright (2014) explain that early years’ education has received significant attention in recent years due to making educational hours accessible from three years of age (Welsh Government, 2018) (WG). The WG (2018) highlights that early years’ education can help overcome the consequences of being disadvantaged and give children the opportunities at a younger age to achieve through the scheme for children and families to access ten hours of education and twenty hours of childcare a week for free in Wales (WG, 2020d). The Centre for Excellence and Outcomes in Children and Young People’s Services (C4EO, 2010) states that poverty affects 2.9 million children throughout the United Kingdom, leading to poor academic progress and poor health. Thus, it suggests that funding is beneficial to the children’s outcomes. The WG (2015d) explain that those entitled to free school meals can be up to a year behind in literacy compared to children from wealthier backgrounds and have poorer outcomes for social, emotional and personal development, mathematical development and language and literacy development (C4EO, 2010). 

The Professional Association for Childcare and Early Years’ (PACEY, 2017) defines assessments as a process where practitioners observe and record children’s progress that they share with their parents and, when necessary, with other professionals with permission from their parents. The Welsh Assembly Government (WAG) (2010b) states that the Foundation Phase Curriculum (2008) develops children’s thinking by involving them in decision-making about their learning and their assessments of their learning; this is through the processes of reflecting, developing and planning (WG, 2015a). The WAG (2010b; 2010a) state that it is important to give effective feedback and allow children to be active in their self-assessment and learning, as research indicates that children’s well-being, self-esteem, self-confidence, and progress are positively influenced when they receive high-quality feedback. 

The Ministry of Education (2017) states that the Te Whariki Early Childhood Curriculum outcomes are based on broad statements that consist of predispositions such as attitudes, knowledge, skills that children will develop over time and will inform curriculum planning, evaluation and assessments for children. In New Zealand, practitioners use both models of assessments- assessment for learning and assessment of learning (Schuelka et al., 2019). Assessment of learning is used at the end of the teaching and learning process to see what the children can do and rank students result against the standards (Siedlecki, 2012; Heick, 2021). Blandford and Knowles (2012) explain that assessment for learning promotes a personalised approach to teaching and learning. In comparison, the assessment for learning is embedded in the assessment methods during the teaching and learning process, where practitioners improve and adjust the details in the guidance to create better outcomes and therefore an assessment for learning in action to see what the practitioners can do in response to the assessment and what steps need to be taken next to continue the learning going forward (Siedlecki, 2012; Heick, 2021; WAG, 2010c). 

However, the WG (2013) explain that the original Foundation Phase Child Development Assessment Profile (CDAP) (WAG, 2011) baseline to measure children’s development was withdrawn during 2011 and 2012 due to the concerns that it was not fit for purpose, and the assessments took too long to complete. However, the withdrawal of the CDAP has created practitioners to doubt the WG’s confidence in the Foundation Phase Curriculum (2008b; WG, 2015b). The WG (2015b) also states that many headteachers were frustrated by the delay in producing the current CDAP as the inconsistency in how schools were assessing children could be more damaging than if they continued to use the first baseline. (WG, no date) The current Foundation Phase Profile was made statutory from September 2015 to establish where on the baseline of the Compact Profile children are within the first six weeks of beginning Reception Year. The WG (2018b) states that the baseline’s primary purpose is to provide a nationally consistent assessment that matches the end-of-phase outcomes. The Full Profile is used to assist assessments throughout the Foundation Phase Curriculum (2008) in greater detail and provides a fuller picture of the children’s development (WG, no date). 

Swansea Council (2019) convey that there is evidence that a sound early years’ education and care provides positive and beneficial outcomes for the children and their families. (Taylor, Rhys and Waldron, 2016; Taylor, Joshi and Wright, 2014) Wales discontinued using the Key Stage One National Curriculum (1988) due to the formal competency-based and assessment-driven approach to teaching. The current curriculum- The Foundation Phase Curriculum (WAG, 2008b), is a play-based, experiential and developmental approach to learning and teaching that encourages continuous, enhanced and focussed provision under seven learning areas with outcomes for children aged three to seven in Wales (Taylor, Rhys and Waldron, 2016; Taylor, Joshi and Wright, 2014).

Smidt (2015) states that some of the outcome’s children have to reach are too vague and have become a tick box exercise, leaving teachers to do multiple individual assessments each term. O’Prey et al. (2019) points out that the Curriculum for Wales 2022 (WG, 2020c) consists of ‘I can’ statements within the expressive arts progression steps, which also becomes a tick box exercise, which is also unmanageable for practitioners and it does not follow the formative assessment and holistic learning approach that is meant to be implemented through the new curriculum for Wales. The WG (2020c; 2019a) states that the purpose of assessments in the Curriculum for Wales 2022 plays an important role to ensure individual learners are challenged and supported accordingly. Taylor (2017) states that Vygotsky’s (1978) zone of proximal development theory is linked to differentiating children’s education as it focuses on children’s individual learning and support rather than the curriculum. However, children’s education is no longer being scaffolded to children’s individual abilities and needs; instead, it is targeted at the grades and children are grouped based on ability (Taylor, 2017; Early Years’ Matters, 2021). 

Barley (2021) recognises the tension that practitioners have between the need of delivering lessons according to the unique child and the academic demand of obtaining results that do not inevitably identify children’s capabilities. Despite children learning at their own pace and in their individual ways, Sellgren (2017) reports that assessments pressures teachers in the early years and key stage one to group children by ability. Nevertheless, Busby (2019) recommends that practitioners consider children’s maturity when grouping children. Early Years’ Matters (2021, p1) states that “Every child is a unique child, who is constantly learning and can be resilient, capable, confident and self-assured”. The WAG (2009) believe children must be encouraged to develop at their own unique and individual pace. 

Busby (2019) reports that schools should alter tests to be in line with children’s age instead of carrying out particular tests at a specific time to benefit the children who are born in the summer. The alteration in assessments is that summer babies are more likely to have low self-esteem, have special educational needs, and nearly two-fifths of children born in the summer fails to reach the government benchmark at the end of the reception class (Ward, 2017; Busby, 2019). The WG (no date) state that assessments should take place through focused, enhanced and continuous provision activities with methods of observation and formative assessments across the areas of learning in the Foundation Phase (WAG, 2008b) to create a holistic view (Taylor, Rhys and Waldron, 2016; Taylor, Joshi and Wright, 2014). The WAG (2008c) states that observations are used to note children’s enjoyment, involvement and progress, and the attainment of predetermined outcomes. This suggests that going forward; assessments need to be tailored to the children’s age, ability and interests to get the best holistic view of their development.

Boyd (2018) explains that Montessori (1909) teachings deliver differentiated methods to the national early childhood education curriculum and care standards. The Montessori approach and the Early Years’ Foundation Phase have similar attitude to the unique child, as they both have an emphasis on active learning and learning through experiences (Gueterbock, no date). Isaacs (2012) and Feez (2010) states that Montessori placed children at the centre of their learning and observed them closely to take all aspects into account. Feez (2010) states that when observational points are extended, children’s outcomes are improved, and the children’s ideas can be used to enhance the activities. Isaacs (2012) maintains that Montessori took into account children’s interests and focussed the curriculum around their ideas. Montessori’s strategies are based on the idea that when children are in an appropriate learning environment, they can teach themselves through investigating activities of their interest (Issacs, 2012), as Montessori teachers emphasise interactions with objects of interests and children’s true natures are revealed during purposefully free chosen activities generated by interest (Feez, 2010). Smidt (2015) explains that children are more willing and want to find out the answers to questions that are of interest to them, and their learning arises from following their interests with the support of practitioners recognising their interests and scaffolding their learning. Additionally, the Montessori approach facilitated children to make choices to prepare to become independent learners (Learning Theories, 2020). This suggests that practitioners can gather a true insight into children’s abilities and the areas where they may need additional support when presented with many possible interests and opportunities to learn through play. 

Taylor, Rhys and Waldron (2016) states that Donaldson (2015) recommended for the redesign and reorganisation of the Welsh assessments and curriculum beginning in the Foundation Phase (2008b) to key stage 4 (2008a) as they do not meet the needs of young people and children in Wales any longer, and the assessments are seen as confusing, complex and influenced by the demands of accountability. Donaldson (2015) conveys that assessments require clarity in understanding what must be learnt and the efficient and effectiveness of gathering evidence to promote learning consolidation and progress. 

The WG (2015a) found that twenty per cent of headteachers believe the Foundation Phase implementation has worsened numeracy and literacy levels across Wales. However, Taylor, Rhys and Waldron (2016) argued that some children attain lower standards and underachieve due to being introduced to formal teaching too soon. Therefore, before they are ready, it can be counter-productive, and children can develop a lack of confidence and not desire to learn (Taylor, Rhys and Waldron, 2016). Ashworth (2018) points out that practitioners must be aware of children’s individuals’ readiness for learning. The Public Policy Institute for Wales (2016) explains that there is a link between children’s education and pedagogy, as in the evaluation of the Foundation Phase Final Report (WG, 2015b), it is noted that pupil’s well-being is greater when they experience first-hand exploration, active learning and when their choices are taken into account. Thomas (2018) emphasises the importance of supportive practitioners allowing children to make their own choices and carry out child-initiated activities. The WAG (2010a) states that over-frequent monitoring and formal recording of assessments may create learners to have a negative view on learning, which concurs with Sjoberg (2018), as his evidence shows that countries with the highest PISA scores also develop the highest negative attitude to the subjects. 

However, O’Prey et al. (2019) states that in the Curriculum for Wales 2022 Feedback Analysis, there is insufficient guidance for schools to implement the curriculum for all learners, including those with Additional Learning Needs (ALN), and it fails to be inclusive of all learners; nonetheless it does provide a wide range of learning experience for children and young people. WAG (2010a) state that assessments should be based on a range of appropriate evidence. WAG (2010b) recommends that practitioners adjust their practices in light of their assessments to improve children’s learning. O’Prey et al. (2019) explains that the respondents that took part in the evaluation of the Curriculum for Wales 2022 (WG, 2020b), reported that they believe that the main focus of the new curriculum is about formative assessments, and that Wales should take a stand-alone stance from the rest of the United Kingdom and focus on the development of a Scandinavian approach and do not return to a “target-driven system”, (O’Prey et al., 2019, p.60) as they do not work. Rodger (2016) clarifies that Formative assessments are continuous assessments that are a central part of the development and learning process and where practitioners play with and observe children to understand children’s interests and learning styles.

Evidence suggests that going forward; the WG need to take into account practitioners views of assessments and continue with the implementation of the Curriculum for Wales 2022 with the drive for formative assessments the same as Scandinavian countries for practitioners to gain a holistic view of children’s development and to allow Wales to achieve in the PISA scores the same as New Zealand. Evidence also suggests that alterations to assessments in the Curriculum for Wales 2022 will benefit children with additional learning needs, summer babies and remove the possibility of tick box exercise assessments to lessen practitioners' workload. 
Section Three
Does teaching come with an expiration date for practitioners? 
A blog by Linda Michelle Owen. 

The first aspect to note is that teaching is an ‘extremely rewarding career’ where no two days are the same, and practitioners have the opportunity to be a positive influence and inspire children to have a passion for learning (The Education Network, 2019, p1). Solvason (2021) describe early years teachers as having multiple skills and multi-talents, where they can facilitate the numerous needs of children and their families. However, children mimic the actions and behaviours witnessed in the classroom and develop similar attitudes towards learning (Lane, 2019). White and Gardner (2012, p.10) believe that people are hard-wired to use nonverbal communications and intonation. Even though nonverbal communication can have beneficial effects and enhance children’s engagement in learning (Haneef et al., 2014), it can also have detrimental effects causing fear and lack of confidence (Goddard, 2018). 

Negative nonverbal communication can be unknowingly transmitted due to the high levels of stress, contributing to poor educational outcomes for children and teachers' high turnover (Greenberg, Brown and Abenavoli, 2016). Barley (2021) voices that early years’ practitioners can often feel isolated due to the different policies and framework they have to follow compared to the national curriculum. Department for Education (2018; 2019) maintains that practitioners leave the profession due to the workload as sixty-seven per cent of teachers are stressed at work and a further seventy-two per cent report that their workload is unmanageable, leaving thirty-three per cent of practitioners leaving within the first five years (Promethean, 2018). In approaching this issue, one might believe that stress is the bodies way of dealing with pressure and threats; however, it can control people’s lives, causing poor performance, lack of engagement, teacher burnout, job dissatisfaction and be crippling for their health and well-being (Amponsah, 2017; The Pennsylvania State University, 2017).
The National Association of Schoolmasters Union of Women Teachers (NASUWT, 2019) claims an urban myth stating that those who work up to their national pension age or beyond are more likely to die earlier than those who retire before. The National Education Union (2019) argues that school staff that work with young children or with additional learning needs must have the physical and mental ability to comply with the demands of the job and that their retirement age must be set at sixty-five. Benne and Woolcock (2019) state that more experienced staff are being replaced by newly qualified teachers, with one in three primary school teachers being thirty years old or younger. Notably, teachers are now ten years younger when starting teaching compared to 2013 (Adam, 2013). It is documented that sixty per cent of the United Kingdom’s teachers were forty years old or younger, and in contrast, eighty-five per cent of teachers in Italy were forty years old or older in 2013 (Adam, 2013).

The Secret Teacher (2018) fears that teaching quality will continuously decline over the future generations creating a knowledge gap, as newly qualified teachers (NQT) will not be able to benefit from the advice and experience that older colleagues have gained through their practice (The Secret Teacher, 2018). Lynch (2020) stresses that it is common practice for new teachers to look for guidance to assist with assessments, planning and classroom management. Through collaboration, practitioners can create a network to grow and learn together through multiple expertise levels (Lynch, 2020). Solvason (2021) relates the process of sharing knowledge and reflecting with colleagues as sharing a bag of sweets, as sharing research and knowledge is a process of questioning practices, asking others for their perspectives, and trying things out to evaluate if practices have improved. The Secret Teacher (2018, p1) claims that they still look for advice from senior staff, and in the coming years, they will be viewed as a senior staff that are expected to have expertise but feel "hopelessly unprepared to become the new old guard".

It cannot be denied that older, more knowledgeable practitioners are irreplaceable (The Secret Teacher, 2018); however, Busby (2019b) points out that NQT’s have a more energetic, vibrant way of teaching and bring new ideas, creativity, and inspiration to the children's learning environment. Busby (2019b) state that NQT benefits the school environment as they are freshly educated and understand the latest technology. While it may be true that experienced practitioners might have an advantage due to their knowledge of teaching, none the less, NQT often have a better understanding of up-to-date research, and both levels of expertise can contribute together to benefit the development of children’s learning (Johnson, 2018). Solvason (2021) highlights the importance of being open-minded and for practitioners to be prepared to take on new knowledge, as today’s knowledge may change tomorrow and become mistaken (McNiff, 2010, p106). 

Busby (2019b) maintains that the nation is losing far too many experienced teachers due to the decline in the value of teachers pay since 2011.  Staufenberg (2018) states that teachers’ salaries dropped by ten per cent between 2005 and 2017 and earn less money than average compared to other countries that are a part of the Organisation for Economic Co-operation and Development (OECD). The OECD is an international organisation that works to improve people’s lives through building better policies to foster well-being, opportunities, equality and prosperity for all (OECD, 2021).  Savage (2019) maintained that attracting and retaining new staff will create a crisis due to the fall in teachers’ pay. According to Herd (2020), the Welsh Government have not reached the targets for recruiting trainee teachers for the fifth consecutive year. However, going forward, the low statistics for the recruitment of trainee teachers may be lower due to the Coronavirus pandemic (Herd, 2020). BBC (2019) argues that Wales is losing out on Welsh-speaking trainee teachers' prospect due to England’s lower entry qualification requirement and offering increased bursaries and extra pay, which entices them over the border. 

The information presented suggests that schools and policyholders must agree to facilitate the need to increase salaries for both trainee teachers and qualified teachers, which will benefit the fluctuation of trainee teachers in Wales and give experienced teachers an incentive to stay in teaching to pass on their knowledge to the younger generation. Furthermore, additional support must be offered to teachers by the OECD to help with their workload to reduce stress levels which will have a beneficial effect on children’s outcomes.
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