1809211	Word Count: 4150	ECEY6001
Part 1 
Welsh Government (2016a) states that implementing an excessively formal curriculum for children below the age of seven can, long term, result in low attainment standards. Enforcing a curriculum in education has its advantages, which is explained by Grigg (2016). He writes that a curriculum provides schools with structure which allows for consistency in education throughout the country, duplication of what pupils learn throughout the years is avoided, it allows for simpler monitoring, assessing and comparing and standardised reporting to parents and governing bodies is achievable. Wales has been the envy of educationalists in recent years with their curriculum based on active learning and the opportunity provided to the children to engage in their own planning, which has been enthused from Scandinavian approaches to early years curricula (Grigg, 2015). 
Skolverket (2018) explicates how Sweden’s early years curriculum for their pre-school aged children is based upon the needs of their pupils combined with their prior knowledge and experiences. The curriculum aim encourages their children to enhance their experiences, their ability to learn, their ability to co-operate with other children and adults, through forms and expressions of play and movement and exploration and practical methods of working. Sweden Institute (no date) explains how preschool settings in Sweden places great emphasis on play in the development of their children, as their curriculum aims to support individuality in their interests and needs.
Jean Piaget was a cognitive constructivist, as explained by Grigg (2015), which meant that he believed that learners should build upon their own prior knowledge and explore their understandings rather than being taught at by adults. Piaget was an advocate for teachers’ role in children learning as a facilitator and although he did not intend to link his theory to the development of education, education policies and curricula have been greatly influenced by his research (Minds of Wonder, 2016).
As well as being supported by theories of constructivism seen in similar Scandinavian curricula, the Foundation Phase also focuses on the role of socio-cultural ideas in children’s learning (Taylor, et. al, 2016). Socio-constructivism theorist, Lev Vygotsky, developed the idea of a Zone of Proximal Development (ZPD), which describes the difference between what a child is able to achieve independently and that they will be able to achieve with the support of someone more able, whether that be an adult or peer (Pound, 2011). He believes that the form of information sharing through social interaction between child and more able person, also known as scaffolding, will allow for the development of knowledge for the learner. Welsh Government (2013) explains how when evaluating the models used in the Foundation Phase this theory from Vygotsky emphasised the value of shared discussion and the role of the practitioner, who is able to support, challenge and extend a child’s learning through useful interactions.
According to Welsh Government (2016a), the introduction of the Foundation Phase in Wales was seen to be a radical shift in the approach to education in the early years, distancing itself from the formal and competence-based approach that has been seen in curriculums prior. The Foundation Phase in Wales provides children with opportunities to explore and understand the world around them with experiences appropriate to their development stage in both indoor and outdoor environments (Early Years Wales, 2020). It promotes the play based-approach through the balance of child-initiated and adult-led activities, placing the child and their wellbeing at the centre (Welsh Government, 2016a).
The Foundation Phase encourages a balance of play-based and formal teaching, therefore not totally removing the mode of formal teaching. Teaching would involve access for children to continuous provision, enhanced provision and focussed provision. Focussed provision for Foundation Phase learners, whilst important, should not be used as frequently as its fellow provisions. Continuous provision entails numerous learning activities being made accessible to children continuously, whilst adults would supplement this with learning activities specifically to enhance children’s learning, this is known as enhanced provision (Taylor, et. al, 2016).
The delivery of the Foundation Phase is focused around seven Areas of Learning, these are Personal and Social Development, Well-being and Cultural Diversity, Mathematical Development, Welsh Language Development, Language, Literacy and Communication, Knowledge and Understanding of the World, Creative Development and Physical Development (NDNA, 2019). 
Wasmuth (2017) explains that there are now years of research providing evidence that children learn best through hands-on experiences and participating in meaningful interactions with other children and adults, this allows them to be active learners. Similar to the Foundation Phase Framework, the Swedish early years curriculum outlines the need to provide their young pupils with the opportunity to participate in physical activities, including those in outdoor environments, in order to develop their curiosity and understanding of the importance of being physically active and the impact that it has on their health and wellbeing (Skolverket, 2018).
The Foundation Phase makes repeated reference to the importance of physical and adventurous play (Ouvry and Furtado, 2020). However, there is thought to be misconceptions about the role of play in education from parents and carers due to the lack of insight into the benefits that play has on a child’s education. According to Unicef (2018) many parents, when asked, thought that play was trivial and took time away from true learning opportunities. This can be overcome by practitioners effectively working in conjunction with parents and carers to use the strategies suggested from various models to provided children with quality play opportunities (Grigg, 2015).
Bilton and Walters (2017) solidify that there is great emphasis in the Foundation Phase in the use of outdoor space being used regularly as a learning environment and this is reflected by the aims of the teachers’ outdoor provision planning. However, a study conducted by Learning Through Landscapes and the Early Childhood Forum showed that many early years’ outdoor provision can vary greatly from each other, with numerous providers lacking in adequate outdoor spaces in order to enhance children’s development (Maltby, 2016). Unicef (2018) also considers the provisions that are accessible to children, but they add that large classes numbers can limit children’s experience of play. They explain that where a large number of children have access to only a small play space it can be difficult for each child to be provided with the same experience, whether that is due to the shortage of materials or the individual conversations and support from their teachers.
Following observations of early years settings Estyn (2011) noted that the learning experiences children had outdoors were heavily adult-directed, children would lose interest as the continuous outdoor provision lacked challenge, support staff held a supervisory role rather than an educative role, there were missed opportunities in certain skill areas such as literacy and numeracy and numerous activities were deemed unsuitable for the outdoors or misuse of the facilities which were available.  
Being prepared for all scenarios is vital in the encouragement of outdoor learning experiences. Early Education (no date) suggests many ways in which practitioners can ensure they can facilitate access to the outdoors which includes providing correct and accessible clothing for the weather, including wellies, raincoats, sun hats and waterproofs. It also suggests that practitioners should prioritise importance of children’s free play over the need to meet deadlines of the routine such as being ready for snack time.
Practitioners sometimes show resistance in the appropriate use of the outdoors as a learning environment and use it as a breaktime to chat with each other rather than interact and support the children which leads to the opportunity to converse and learn restricted (Bilton, 2012). Estyn (2011) reported that local authorities have expressed the value of training practitioners in outdoor learning as they have seen an improvement in children’s experiences. The majority of schools are currently making daily use of their outdoor areas and the activities are planned, evaluated and staffed just as appropriately as indoor activities and practitioners are being seen using the ideas they have learnt on the appropriate training. Welsh Government (2016a) have also written that the introduction of designated outdoor learning days in some settings, sometimes called ‘Wellie Wednesday’ or ‘Forest Friday’ have been extremely beneficial in providing a clear focus for those practitioners who are lacking in confidence in the outdoors. 
Although the Foundation Phase has been revolutionary to the way education is provided in the Early Years in Wales, it is recommended in a report of the Foundation Phase by the Welsh Government (2016a) that training must place importance on observation and assessment, how to use the outdoors effectively, correct delivery of enhanced provision and the roles in which teachers and practitioners play in children’s education. 
The Welsh Government has begun their drastic overhaul of curriculum and assessment which will affect compulsory schooling throughout Wales. An independent review conducted by Professor Graham Donaldson, named Successful Futures, outlined suggestions for the redesign of the curriculum for Foundation Phase all the way up to Key Stage 4 (Taylor, et. al, 2016).
Professor Donaldson stated that the purposes of a new curriculum in Wales should enable children and young people to develop as: 
ambitious, capable learners, ready to learn throughout their lives; enterprising, creative contributors, ready to ply a full part in life and work; ethical, informed citizens of Wales and the world; healthy, confident individuals, ready to lead fulfilling lives as valued members of society.
							(Donaldson, 2015, pp. 113)


















Part 2 
Reed and Canning (2012) consider that formative assessment in the early years is fundamental in developing a supportive and inspiring environment for children. Formative assessments are best used to effectively inform planning for children’s learning. This style of assessment is centred on observing children through child-directed play and adult-initiated activities and is seen by Hutchin (2003) to be at the core of a desirable early years curriculum.
To formatively assess for planning in early years provision practitioners would firstly need to observe children whilst interacting in play, planned activities and what parents observe from the child in the home, this will then inform practitioners of where the child is in their development. Following this, practitioners will then be required to consider they ways in which they can enable the pupil to strengthen their current knowledge and skills by providing opportunities and supportive environments. Finally, when appropriate practitioners can then begin to challenge and extend the child’s learning (Early Education, 2012).
Though observation methods are popular in the assessment of children’s development the outcomes of such may be affected by observer bias. This term explains the process in which individuals sort what they witness from their own bias, assumptions and preconceptions. It can include noting only what is hoped to be seen and not what is actually seen and portraying behaviours which influences or encourages a certain result or outcome (Farnam Street, 2021).
Comparing data from observations on children should be encouraged as it ensures validity and avoids observer bias. Having another member of staff to observe the child will allow for confirmation of the particular skill being observed, as well as offering another perspective on what has been witnessed. This can also be extremely supportive for members of staff who are working on training and their own further development (First Discoverers, 2020a).
The Foundation Phase Profile is an observational assessment which permits teachers to assess children in Foundation Phase through a range of tasks and activities against four Areas of Learning: Personal and Social Development, Mathematical Development, Physical Development and Language, Literacy and Communication (Evans, 2015). Practitioners use the Compact Profile to complete a Baseline assessment during a child’s first six weeks of entering Reception. The assessment consists of observations of the children in order to compare their skills against skill ladders selected from the four Areas of Learning. The skill ladders which are selected are done so as they are unintrusive to the children as they are settling into their first class and are able to be observed in the first half term (Welsh Government, 2015b).
If a child has a Baseline assessment completed at the beginning of their schooling in Reception then the Foundation Phase Profile can continue to be useful for the recording the pupils’ progress and planning their provision for another year or possibly even longer (WAG, 2011).
Assessments which are undertaken at the end of Foundation Phase and Key Stages 2 and 3 are reported to the Welsh Government, which is then published locally and nationally (OECD, 2014). These results allow the Welsh Government to inform and improve policy regarding education and to monitor the provision of education. 
Differences between varying cultures and they ways in which they communicate, such as proficiency in the core language, can have a negative influence on the students’ achievement. Alsubaie (2015) claims that the inability these students have to express themselves with fellow peers and teachers and understand the curriculum can result in low academic achievement.
The backgrounds in which children come from can be extremely diverse, not only across different countries but also from within the same school community. According to Grigg (2016) being able to get acquainted with children as the unique individuals that they are is vital in supporting their education and a positive childhood experience. Equal treatment can be seen as highly valued by many; however, Tierney (2013) explains that equality in terms of appropriateness of assessment can compromise the results for some students. To give the same assessment to every single child is undeniably convenient and is extremely reliable, allowing the comparisons between children to be noted simply; however, this would not reveal the true level of understanding, progress and potential of each pupil (First Discoverers, 2020b).
It is not uncommon, according to Olszewski-Kubilius and Clarenbach (2012), that teachers presume that children whos’ first language in not English or those that come from low-income households are not prepared for a curriculum that challenges high-level thinking, however they have followed this by ensuring that providing these pupils with an enriched curriculum with the ideal scaffolding environment learners of all abilities and backgrounds are able to achieve academically.
Olszewski-Kubilius and Clarenbach (2012) would recommend that varied assessment methods should be able to gather a holistic assessment of pupils and take into consideration their cultural and language background.
[bookmark: _Hlk68702109][bookmark: _Hlk68620312][bookmark: _Hlk68702153]Te Whāriki is the early years curriculum in New Zealand that appreciates the diversity in its community by placing the learner at the centre of the assessment process. Their framework aspires for children “to grow up as competent and confident learners and communicators; healthy in mind, body and spirit; secure in their sense of belonging; and in the knowledge that they make a valid contribution to society” (Pound, 2014, p. 92). The curriculum consists of four key principles; Empowerment, Holistic Development, Family and Community and Relationships, and also five strands in which to focus upon; Well-being, Belonging, Contribution, Communication and Exploration (Te Whāriki Online, no date). These strands and principles are woven together to create a holistic and child-centred curriculum (Ministry of Education, 2016). 
[bookmark: _Hlk68693902][bookmark: _Hlk68694696]Learning stories are an approach developed by the Te Whāriki early years curriculum to record children’s educational development in the format of a narrative assessment. This form of narrative assessment requires the observation of a child’s learning and is usually a way to celebrate a child’s achievement whilst providing the evidence of the child’s development against the five stands valued in Te Whāriki (Papatheodorou, et. al., 2013).
Learning stories are seen to be popular with Te Whāriki parents and practitioners as they are easily accessible to both and appropriately reflect a child’s interest. They are additionally ideal as they are inclusive of children’s interactions with others and are not exclusively focused on set skills or the demands of others, they are collected through natural circumstances and give attention to the people involved and the context and finally, they allow practitioners to work on children’s strengths which also helps to consider their difficulties (Pound, 2014). 
Every individual child is unique. They will each develop in their own way and at their own pace, reaching milestones at different stages and, depending on their personality, they will react differently to the world around them (Welsh Government, no date). 
A child’s mindset can have a considerable impact on their motivation to learn, their ability to self-regulate, their achievements and their social and personal development. A child who processes a fixed mindset sees their ability to succeed as stagnant and use set goals to assess their achievement. To have a growth mindset would suggest that a child can envision their ability being something in which they can develop over time and with practice and celebrate and appreciate the learning goals that they are able to reach (Boylan, et. al., 2018).
To encourage a growth mindset in children in home and education environments, parents and practitioners should praise children on their efforts and achievement no matter how significant. This allows children to feel that they are in control of their own success and nurtures their motivation and willingness to learn (Olszewski-Kubilius and Clarenbach, 2012). Similarly, the ways in which Coates (2013) suggests that we can nurture a growth mindset in early years settings would include providing learners with the appropriate feedback and encouragement when observing them in a learning environment, such as when they encounter a problem or a challenge, encouraging their independence, curiosity and questioning and engaging in constructivist ideology.
An Independent Stocktake completed on the Foundation Phase recommended that as a short-term priority Foundation Phase provisions should continue the development and implementation of an assessment profile which encompasses the skills of practitioners. This assessment profile must be able to continue throughout the years of the Foundation Phase and the youngest of our children must exclusively be assessed through observations. Standardised assessments are suitable to be carried out at Reception age and Year 2, upon entering and leaving Foundation Phase (Welsh Government, 2014). 
Similar to the recommendations from the Independent Stocktake, the Successful Futures document from Donaldson (2015) recommends that, in terms of assessment, the new Curriculum for Wales should approach assessment innovatively though the use of interactive approaches due to the great potential provided by digital technology, reporting to parents and carers must include their child’s contribution in order to communicate the individuals’ aspiration and achievement drawing from holistic assessment outside of formal teaching and e-portfolios are a possible approach for children and young people to be able to record their own achievements. It is clear that these recommendations show some connection to the learning stories approach from the Te Whāriki curriculum of New Zealand, reiterating how important it is for curriculums to support children’s overall development through learning and assessment (Veazey, 2018). 





















Part 3 
Why inclusion is important in the development of a new curriculum. 
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(Windermere, 2016)


The term inclusion means that we, as a society, recognise the value of individuals’ attributes and unique qualities (Rogers and Wilmot, 2011). It applies to a much broader range than exclusively those with additional learning needs, it affects the practices, attitudes and values which allow individuals to be able to belong to their community (Nutbrown, 2021).  
As a team of early years practitioners, we must actively remove barriers to inclusion, including stereotyping, negativity and bias, in order to ensure the development of positive attitudes and collaborative approaches. Entrust (2020) suggest that we can do this by developing the ethos and policies of our settings to meet the needs of our children.
Teachers and early years staff have had to contend with an increasingly diverse classroom. Statistics from Grigg (2015) describe how:
· 1 in 4 primary school pupils are of an ethnic minority, 1 in 6 of which do not have English as a first language.
· Over 1 million children in UK schools between ages 5 and 18 collectively speak more than 360 languages.
· In England and Wales there are a total of 1.9 million children (1 in 5) who have special educational needs.
Gender
Children’s attitudes towards gender are taught to them by parents, carers, teachers and other family members during their early years, from how certain genders should behave to what their role is in society. Research from Plan International (no date) indicates that across many communities boys are prepared to be the household provider and girls are to be mothers and carers. This type of prophecy of behaviour can be extremely restricting to all children. 
With teams of all-female staff in many early years education settings, it can be almost impossible to exhibit cooperative working between men and women and where teams of male and female mixed staff do occur, it is vital that they demonstrate behaviour which is non-stereotypical and assess the types of messages that they are portraying (Nutbrown, no date).
It is progressively more common in the Swedish curriculum of the promotion of a gender-aware education, which ensures that, regardless of gender, all children are provided with equal opportunities in education (Sweden Institute, no date).
Gender Action (2019) provides us with some ideas for how we can promote gender inclusion in early years:
•	Whole school approach – we must be on board with the promotion of inclusion at all levels, from governors, headteachers, mangers and support staff.
•	Gender-neutral contexts to be used whenever it is possible.
•	The advertising of staff.
•	Engage with children and other adults in broader conversations. 
•	Collaboration.
Additional Learning Needs
Schools must offer children the opportunity to achieve their full potential by reducing the barriers of inclusion, such as environmental and social, which may require the need to work with and alongside specialist services. To make education inclusive to those children with disabilities it is suggested by Welsh Government (2015a) that schools should enhance the access to the Foundation Phase curriculum, implement physical changes to encourage participation and allow information to be accessed in formats appropriate to the needs of the learner.
Following observations Blackburn (2016) noted that mainstream settings concentrated on delivering a language-rich environment for their children which encompassed all aspects of a child’s development, however specialist settings focused on specific aspects of speech and language which were intently linked to the children’s individual plans. 
An inclusive education for a child with additional learning needs would ideally allow them to attend their local school and be a member of an age-appropriate class, with the correct and individualised support provided. This could include physical access such as ramps and would require a curriculum which is child-centred with representations from the whole of society. Small classes will encourage collaboration and discourage competition against others. Children with additional needs would also not be segregated in the school environment, including the classroom, lunchtimes and the playground (Inclusion International, 2021).
Villegas (2017) provides examples of how exclusion, segregation, integration and inclusion are seen in early years and education settings.
Exclusion – when children are prevented from accessing education of any kind, whether intended directly or indirectly.
Segregation – where education is provided in a split environment in isolation of other students without additional needs, often used in response to different impairments or particular needs.
Integration – placing a child with additional needs in a mainstream setting, providing they are able to access the curriculum.
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Description automatically generated]Inclusion – reforming education approaches, such as teaching methods and structure, in order to overcome barriers preventing children from accessing their appropriate leaning environment and experiences relevant to their needs.





(Villegas, 2017)


In September 2021, the Welsh Government will be implementing new guidelines concerning learners with additional learning needs (ALN). These new guidelines are being introduced to improve how learners with ALN will be supported in Wales. Children with ALN are those who have greater obstacle to learning than most other children or possess a disability that prevents or obstructs them accessing general education facilities currently provided (National Deaf Children’s Society Cymru, no date). 
According to Welsh Government (2020) the ALN Reform will transform the current system by; ensuring learners across Wales are correctly supported in achieving their full potential, improving planning and delivery of education for all young people aged 0 to 25 putting their views, needs and feelings at the core of the process and finally to focus on early and effective interventions and support which will be observed to ensure the anticipated outcomes are developed.

Donaldson (2015) stated in his curriculum review that following the implementation of a new curriculum individual school shall make the decision, based on their own circumstances, on the correct implementation strategy for them. There will be essential roles in learning programme development for parents, carers and children. 
Inclusion and Support guidance by the Welsh Government (2016b) recommended that in order to promote inclusion in a balanced and effective curriculum schools must: 
•	Effectively communicate using suitable language and texts, using alternative systems, signs, communication aids or translations
•	Use multi-sensory approaches to learning, taken into consideration learning styles and emotional needs.
•	Try to differentiate through groupings, materials and support.
•	Educate all children about diversity and issues of equal opportunities.
•	Actively involve pupils in their learning and assessment
•	Provide appropriate support to pupils and sufficient adjustments for national tests and assessments in order for them to shoe what they are capable of.
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