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Section 1
The United Nations Convention on The Rights of the Child (UNCRC, 1989) is the most complete statement of children’s rights used throughout the world (Unicef, no date). It was ratified by the United Kingdom in 1991 (Unicef UK, no date) and Article 31 of the UNCRC states that all children have a right to relax and play and to enjoy a wide range of activities (Children in Wales, 2014). When considering play in education from an international perspective, Te Whariki in New Zealand, a play-based curriculum (Ministry of Education 2019), can be compared and contrasted to The Foundation Phase Wales whilst also approaching theoretical underpinnings, the role of play and the rationale behind both curricula.
Due to continued economic competition both in Europe and the rest of the world and  historical political struggles through  governance from Westminster before devolution and the establishment of the Welsh Assembly Government in 1999 (Power 2016), The Learning Country Paving Document 2001 heralded the way for The Foundation Phase and an overhaul of the education system in Wales. With the aim of making learning accessible to all, raising educational standards and ensuring long term economic, social and sustainable development of Wales into the future (The Learning Country, 2001).  The Welsh Assembly Government, with a vision for children’s education and lifelong learning, placed the UNCRC at the core of the development of the Foundation Phase Framework for Children’s Learning for 3-7-year olds in Wales (Welsh Assembly Government, 2008). With this as a consideration, The Foundation Phase Framework suggests that children learn through play based, holistic, experiential learning from a developmentally appropriate curriculum (Mukherji and Dryden, 2014). This is also the shared view of Vygotsky, Dewey and Bruner who suggested that children learn through experience and constructing their own view of reality. Learning as experiential and constructivist through play (Miller and Cameron, 2014). Realising that education is constantly evolving, the Welsh Government released an updated Foundation Phase Framework introducing revised areas in Language, Literacy and Communication skills along with Mathematical Development and a new Baseline Assessment tool, the Foundation Phase Profile (Welsh Government, 2015). In 2014 Professor Graham Donaldson was asked to review the curriculum and assessment arrangements in Wales and from that, Successful Futures, was developed with proposals for curriculum reform in Wales (Donaldson, 2015). Suggestions that the present curriculum is now outdated and too narrow, a new broader curriculum designed for the individual child and due to be taught up to year 7 from 2022 and thereafter, year by year, up until completion at year 11 (Wightwick, 2019), will seek to tackle the attainment gap in Wales, raise standards and provide a capable, competent global workforce for the future (WG,2020).
When considering the history of another play based curriculum, education in New Zealand or Aotearoa is one of British colonisation where the first residential schools and missions were opened in 1816 and subsequently  filled with native and Aboriginal children forcibly removed from their families in order to assimilate the indigenous Maori people with disregard for tradition and cultural (Pihama, 2019). However, since the establishment of the Treaty of Waitangi in 1840, which was to give equal economic and political rights to Maori people (Stover, 2016), both the Maori people and New Zealand Government have used the three ‘P’s as the underlying principles for living bi-culturally, these being; participation, partnership and protection (Clements, 2016). The development of Te Whariki has captured the attention and respect of the worlds early years profession (Papatheodorou and Moyles, 2012) as it honours the Treaty of Waitanga in the form of a bi-cultural early years curriculum giving new status to  Maori pedagogy through mainstream education centres and bi-cultural immersion (Farquhar, 2015), bi-cultural, meaning respect for and collaboration between Maori and British cultures. However, this remains contested due to the lack of power balance between the two (Jenkin, 2016) and diglossia (Baker, 2011) where English language has been extended to become the majority language over Maori. Additionally, considering that Te Whariki is stated as being the ‘first’ bi-cultural curriculum (Ministry of Education,1996) there is no definition of this within the document (Jenkin, 2017). However, the updated Te Whariki, online (2017), makes specific reference to bi-cultural practice, language, culture and identity reflecting on changes in theory and early learning contexts from the last 20 years (New Zealand Government, 2019), as well as the inclusion of all children, scaling down of strands in order to focus on ‘what matters’ and continuing positive links between Te Marautanga o Aotearoa and the New Zealand Curriculum. 
Similarities can be made between the structure of Te Whariki curriculum and The New Curriculum for Wales 2022 when considering the principles, strands and goals of Te Whariki and the four purposes, areas of learning and experience, strands and elements of The New Curriculum for Wales 2022, as too, statements of ‘what matters’. Similar to Te Whariki’s five strands for learning (well-being, belonging, contribution, communication and exploration), The New Curriculum for Wales 2022 provides 6 broad areas for learning and experience (expressive arts, health and well-being, humanities, languages, literacy and communication and mathematics and numeracy) and  will be up to professionals to decide their content and methods of learning (Blaiklock, 2010). As socio- cultural curriculums, both seek to involve cultural identity, citizenship and language through bi-culturalism and for Wales bi-lingualism.
Te Whariki, drawers upon Bronfenbrenner’s ecological systems theory which demonstrates several different influences on a child, starting with the microsystem of the immediate family and extending to social and cultural external influences within the macrosystem (Miller and Hervey, 2012). Putting the child as the learner in the centre at level one, and level 2 being the immediate experiences of the child in their own home and those other settings they may attend. Although there is recognition of the two external levels, that being,  the external influences on the child such as the neighbourhood and work and the fourth, as the nation’s beliefs on the value of children’s early years education and care and the rights of the child, Te Whariki is mainly focused on the first two levels, the child and the home or setting environment (Ministry of Education, 1996).  Socio- cultural theories of Vygotsky also underpin Te Whariki suggesting that, learning is a social and cultural process and children learn from those around them, places and experiences they have (NZG, 2020).
The Foundation Phase, as a constructivist theory of learning is highly influenced by Te Wheriki, Reggio Emilia and Scandinavian ideas on education. It advocates clear focus on the holistic development of the individual child (Maynard, et al, 2013) through experiential learning and the importance of learning through play from socio-cultural experiences involving the community, beliefs and values of those around the child (Taylor, Rhys and Waldron, 2016). Socio cultural approaches to development have sought professionals in early years education to rethink aspects of learning and high light the importance of play (Waller, Whitmarsh and Clarke, 2011). However, attaining to move away from formal competency based learning (Maynard et al, 2013) Taylor, Rhys and Waldron suggest that the Foundation Phase still requires some level of achievement outcomes by the end of year 2 (2016) therefore arguing that the Foundation Phase may be able to bridge the gap between a child centred approach and a standards driven education system. 
Both Te Whariki and The Foundation Phase are play based curriculums. When considering play and the Te Whariki 1996 document, Alcock (2013) suggests play does not exist as a constant throughout, with only marginal mentions of ‘playthings’ and types of play and only one of its 22 goals under the strand, ‘exploration’, reading, “children will experience an environment where their play is valued as meaningful learning and the importance of spontaneous play is recognised”(MoE, 1996, p.84). However, Sellers (2013) argues that notions of play are woven throughout in the form of subtly buried statements such as the, ‘exploration of play’ and the mention of, ‘open ended resources that children can change or interact with’ in a non-prescriptive approach which does not define. Stovers (2016) continues by suggesting that historically, the English viewed children as the ‘original sin’ whilst for Maori communities’ children were a gift from their spirit ancestors. Children were not beaten or made to work, but were at one with the community, their spirit was not to be broken as it embodied the Mana, empowerment, of the tribe. There are culturally informed distinctions between different countries in their outlook on play both indoors and outdoors (Miller and Cameron, 2014). In Te Whariki’s strand Well-being, importance is placed on children being fit and well, this including toileting, sleeping and eating healthily. Having the right to play could be associated with a holistic view of the child being balanced, happy, healthy and enriched (Gibbons, 2015).
Previously in early childhood educational settings, children spent far too much time in formal lessons learning Maths and literacy, instead of learning through exploration and play (Brown and Platt, 2013). The Welsh Government recognised the importance of play as a means of learning social rules and developing self-esteem as well as intellectual development (Wainwright, et al, 2018). The Foundation Phase aims to put the individual child at the centre of education with the child’s well-being a significant influence on their ability to learn (Taylor et al, 2015) and the specific use of the outside as a learning environment to improve well-being (Wainwright, et al, 2016). Often constrained in adult led environments, outdoor play provides opportunities for children to develop well-being, freedom and enjoyment, whilst also encouraging positive self-image and esteem (White, 2014).
However, children’s involvement with learning through play can be influenced by differing approaches to play from teachers (Wainwright, et al.,2018) and although when in training early years students’ perception of play may be positive, they are sometimes unsure how to integrate play in children’s learning (Jung and Jin, 2014,a) and the pressure on teachers to achieve short term outcomes from national and state standards minimising elements of play in curriculum (Jung and Jin, 2014,b).
Iram Siraj (2014) found that initial implementation of the Foundation Phase play-based curriculum was successful, including the theoretical underpinnings. However, through the gradual reduction in funding and dilution of qualified knowledgeable staff, teaching has reverted to a more formalised approach, moreover, to provide results for standards and testing (WG, 2014).
The New Curriculum for Wales 2022 still holds The Foundation Phases’ commitment to play. However, it advocates a more experience-based curriculum throughout primary and secondary education (Nursery World, 2019). Additionally, for practitioners to facilitate a play-based child-initiated teacher directed curriculum, it is important for them to have a better understanding of the theory behind play (Howard, 2010) Delivering curriculum reform, is not just the curriculum which needs to be ready for implementation, but the staff, resources, teaching aids, assessors and inspectorate (Williams, 2020). The Curriculum for Wales Guidance 2020 continues to place emphasis on play in the early progression steps, by suggesting that the curriculum include learner led  extended periods of play both indoors and out (WG, 2020) and also reiterates repeatedly how play can be immersed in the new curriculum.





Section 2
Assessment in educational settings can be viewed in several ways. As a means of building on prior knowledge, to improve learning and for giving feedback. It can also be used to physically demonstrate children’s learning and develop pedagogical theories, practice and teacher enhancement (Arndt and Tesar, 2015). Vygotsky claimed that practitioners should teach for a child’s potential development as well as measuring a child’s actual development, therefore allowing for monitoring and planning for next steps (Waller, Whitmarsh and Clarke, 2011). However, although it is important to carry out observations of children, it is also important to spend time with children interacting in different contexts. Through interaction with children, practitioners can become more knowledgeable about what they are capable of and what needs planning for (Glazzard, 2014).
Burgess, Wilson and Worth (2010) found strong evidence that the abolition of school league tables in Wales in 2001 after devolution, reduced school effectiveness. Although, statutory testing for children continued and individual schools were still able to publish their own results. Donaldson (2015), stated that the Welsh Government does not provide league tables for school performance and although PISA results in 2019 show that Wales is performing better, it still trails behind the rest of the UK in reading, science and mathematics (Wightwick, 2019). 
The Foundation Phase in Wales was developed as a play-based curriculum for children age 3-7 years old to build upon experiences and knowledge in a child led holistic way (Welsh Government, 2015). As a form of assessment, the Foundation Phase Profile in Wales is designed to provide a nationally consistent baseline assessment which tallies with end of Foundation Phase Outcomes. These outcomes are used as the basis for decisions on priorities and objectives in Wales for children and young people (WG, 2015). Papatheodorou (2008, in Papatheodorou and Moyles, 2012) suggests that the wider nation is invested in the child for its future prosperity, therefore, also providing a method for governments to assess where skills require improvement for a future workforce. 
Observations and formal assessments are used, it is suggested, to support practitioners in providing a suitable holistic curriculum (Early Years Wales, 2019).  Although in Wales the Foundation Phase emphasises the use of the outdoors as a learning environment, practitioners rarely use assessment in an outdoor context (Davies and Hamilton, 2016, p. 118). However, children tend to respond more readily to questions when in the outdoor environment, unaware that they may be being assessed (Davies and Hamilton, 2016, p 126). Luff (2012) argues that there is a contradiction between providing a holistic, play-based curriculum for the unique individual child whilst also ensuring that each child achieves prescribed outcomes set for all children. However, pressurising children to achieve goals and outcomes may be detrimental to their individual learning. They may well achieve, but will they enjoy their learning (Palmer, 2015). 
Both Estyn and the OECD previously highlighted failings in Welsh education, with weakness in leadership and teaching, yet it is the same teachers who will be provided with the autonomy to design, develop and implement the New Curriculum for Wales 2022 (Evans, 2020). In response, Davies (2020), states that the biggest single financial investment since devolution has been provided in order to develop professional learning, whilst also making available further inset days to explore the curriculum and many more new resources on Hwb for continued professional development (WG, 2020), such as a Professional Learning Journal and a cross-regional professional learning programme. The shift from a testing culture to a learning culture through the use of discussion groups, learning stories, reflective journals and self-assessment allows for a change in the power dynamic between student, peers and teacher (Tierney, 2013).
Williams (in Lewis, 2019), states that Wales is moving away from traditional, formal, narrow education which sets out subject by subject, topic by topic, hour by hour. The New Curriculum for Wales 2022 recognises that all students are individual and should be treated as such, regardless of cultural background, language, identity and ability. All children should be supported in such a way that supports their learning so that they can reach their potential (WG, 2020).  Assessment arrangements, similar, to the design and implementation of the New Curriculum for Wales 2022, are to be left to each individual school to develop, however these are not accountable to any external body. Any school targets are only to support school self-evaluation, which is still in development in the form of a National Evaluation and Improvement Resource (NEIR) (WG, 2020). Wiliam (2019) emeritus professor of educational assessment at University College London believes that Wales is trying to make curriculum more relevant and engaging to student, however, it could be at the loss of some important skills for life and employment due to the curriculum and design being too vague and broad. He recommends that resources need to compliment curriculum and their needs to be quality learning material designed in collaboration with subject experts and psychologists, ‘policy is not enough, it must be backed with resources’.
Practitioners when assessing children should celebrate what the child can do and from the child’s perspective. This can pose a dilemma when balancing teaching responsibilities in guiding a child’s learning and development with the agency and freedom of the child (Buzzelli, 2018). Calculating a single letter, number or grade from a mass of different learning experiences depersonalises learning, assessing happens in all contexts, all of the time (Richards, 2013). Te Whariki, which translates as, ‘a woven mat for all to stand on’,(Sellers, 2013), combines the use of formative assessment, from documented evidence of learning in relation to learning outcomes of Te Whariki’s strands, notably, twenty different documents of assessment including a socio-cultural and a bi-cultural assessment, as well as the more formal assessments in oral, visual and written literacy and mathematics (Education.got.nz, no date) and narrative learning stories, which children can develop and plan their own learning and challenges as they become older (Te Whariki Online, no date). Te Whariki is described as a holistic, socio-cultural curriculum where children learn through experiences and activities directly or indirectly by interacting with other children, adults, places, resources and the community around them (Sellers, 2013). Learning Stories take into consideration the fundamental expectation of Te Whariki’s four principles, which provide a guide for all areas of pedagogy and practice (Ministry of Education, 2017).
Lee (2019) suggests that Te Whariki Learning Stories are more than just a socio-cultural approach to assessment, they are a philosophy. Assessment starts from the basis that the child is capable and competent and is normally a top down formative school approach directed for Governmental means. However, the narrative of Learning Stories gives the opportunity of empowerment through the collaboration of the voice of the child, the child’s family, Kaiako and the wider community (Kamini, 2019)
Similarities exist between Te Whariki and education in Wales with the use of Individual Education Plans (IEP’s) for children with special educational needs. All members of a child’s learning are invited to be involved with their learning story, such as speech and language therapist’s, hospital professionals and early intervention teams along with the child, teachers and family (Ministry for Education, 2005). 
When considering the role of the adult in early childhood education and assessment Te Whariki’s practitioners, or Kaiako, are the key resource for the children. Their main responsibility being to facilitate learning and development through thoughtful and intentional pedagogy (Ministry of Education, 2017, p. 59). Assessment practice for Kaiako require them to evidence a holistic view of the whole child with regard to the four principles of Te Wkariki (Te Whariki Online, no date); empowerment, holistic development, family and community and relationships (Ministry of Education, 2017, p.10). In order for Kaiako to embrace learning stories as a form of assessment they need to be curious and open minded about how children learn and think and believe that children’s’ ideas are worthwhile and interesting whilst also being willing to self-reflect and use learning stories to enhance further understanding, growth and action (Pack, 2016). Kaiako and other practitioners need to promote, and support sustained shared thinking using open ended questioning to expand children’s thinking (Kingston and Siraj, no date).
Practitioners working in the Foundation Phase should plan an appropriate curriculum for those who are more able and for those at an early developmental stage. Children should be cared for and encouraged in their learning with sensitivity whilst also challenging (WG, 2015).
When assessing children, the distinction between equity and equality is important. If all children are treated the same, then those from affluent, socio economic backgrounds who attend higher funded schooling with no developmental delay or special educational needs and those who speak the majority language fluently are more likely to succeed. Those children who have Adverse Childhood Experiences (ACE’s), do not speak the majority language of the class, come from a low socio-economic background or are disadvantaged in some other way will not be as successful. However, these are not necessarily the problem. It is the lack of equitable opportunities that children are afforded (Cultural Organising.org, 2016). Einstein (1879-1955) stated, ‘everybody is a genius, but if you ask a fish to climb a tree, he will spend his whole life believing he is stupid’ (Branson, 2017). All children should have access to high quality resources in order to reach their potential. Those resources could be classed as practitioners, learning support assistance, good funding quality equipment (Mann, 2014). If assessment in education considers and caters for the individual child, then social justice for all children has been achieved.
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Having recently attended a workshop on schemata by Dr Stella Louis, it occurred to me, within my experience working as a play specialist support worker,  how little myself, other colleagues and professionals’ value the importance of schemata in children’s learning, play and also curricular. 
Appreciating that children learn at different rates and have different interests, this statement by Louis (2020) resonated, ‘Play coordinates Learning’. In order to enable children to access their schemata, they need to be understood and recognised through observation, planning and training. It is therefore concerning that this important element does not feature within curricular guidance such as Te Whariki (New Zealand Government, 2020), The Foundation Phase (Welsh Government, 2015) and The New Curriculum for Wales 2022 (Welsh Government, 2020). There is, however, one mention in the, Foundation Stage Development Matters non statutory guidance for the delivery of the Early Years Foundation Stage Curriculum, in the moving and handling section of physical development (2012) where children are encouraged to develop patterns of movement sometimes referred to as schema.
Schemata are repeated patterns of behaviour which allow a child to explore and develop their ideas and thoughts through play (Flying Start, 2014). A young child may repeat an action over and over, again and again, for example, throwing a toy from a high chair, spinning a spoon or themselves round and around, sliding down a slope or jumping from a low wall (Louis, et al, 2013).  Piaget defined this as the building blocks of intelligence (McLeod, 2018). Although, adults too, will be involved with schematic play at some point. The first time a flat pack or a child’s new toy needs assembling, is the most difficult, but after the first, the second, the third, it becomes easier to complete and then the next project can become more difficult and complex (Ralphs, 2019). Piaget called this assimilation, using previous information stored in the brain from experience to perform a new task (Moyles, 2011). When adults recognise a child’s preferred schema, they can offer similar types of experience so that a child’s knowledge and interest can be further developed (Nutbrown, 2015). Therefore, providing accommodation, which Piaget described as an opportunity for growth and change adjusting an existing schema to the environment (Smith, 2010).
There are many different types of schemata. Schemata which involve movements up and down, side to side may be laying the foundations for later drawing and writing skills (Education Scotland, no date), The most recognised schemas are: Trajectory, which involves both horizontal and vertical repeated patterns of behaviour, this could be in movement stepping either up or down, pushing, pulling, throwing but mainly in a straight-line format.  Rotational involves a child spinning, rolling objects or themselves, on a bike around in circles or running. The Enclosure schema involves children building structures to put things in or around themselves or their toys, building fences or walls outside to show their interest in organising and ordering (pacey, 2020).  Wrapping themselves up in sheets or layers is the Enveloping schema, dressing up in many layers, building dens from blankets and sheets, collecting lots of items in a bag. The child who develops the Transporting schema enjoys filling objects, containers or vehicles with items and moving them from one place to another. The Connecting schema involves a child tying resources together or hanging objects or materials from a tree or constructing things which can be easily dismantled. The Positioning schema children line things up, put things in order by size, shape or colour, beside a person, behind another object like a bike. Finally, the Orientation involves children enjoying looking at things from another perspective, they may hang upside down, climbing up high, building structures to climb up (Flying Start, 2013) Children may experience one, two or many schemata in their development. The connection and coordination of schemata leads to higher concepts of development (Nutbrown, cited in Scottish Government, 2020).
Paying attention to what matters to children through meticulous observations of children’s patterns, gives a practitioner insight as to what is required for the individual child’s’ unique schematic pedagogy with quality provision of resources in their environment (Atherton and Nutbrown, 2016). When practitioners are good observers of children, and can recognise different schemas in the individual child, they can support that child to extend and deepen their learning (Bruce, Louis and Bloch,2019).
However, beneficial as it is for practitioners to recognise playful schemas, there are also possibilities for children with Adverse Childhood Experiences (ACE’s) to develop early maladaptive schemas (EMS). These can become unhealthy or harmful patterns of behaviour such as those seen in children with eating disorders, or self-harming. Maladaptive schemas can occur if a young child’s emotional needs are not met such as the need for spontaneous play or self-worth, identity and safe, age appropriate boundaries (Raypole, 2019). Additionally, for children with a diagnosis of Autism Spectrum Condition (ASC) the inability to process or delayed processing of information from those around them, makes it less likely for healthy schemas to be developed and more likely for EMS to develop due to inflexible cognition (Oshima, et al, 2015).
If professionals genuinely want to provide significant pedagogical experiences for children, they need to understand children’s individual unique schemata, learning dispositions and behaviours. They provide public insight into the otherwise obscured thought processes of children through representations, language and actions (Atherton and Nutbrown, 2013). 
Why is it? if schemata have been researched as being so important to children’s learning by experts in the field such as Bruce, Louis, and Nutbrown that there is little evidence or recognition in global curricular?
There may be a glimmer of hope on the horizon. Education Scotland have released a document called, Realising the Ambition: Being Me (2020). It aims to provide best practice support for all qualified practitioners working with babies, young children and those in primary years in education. Schemata are incorporated routinely throughout the whole document as a developmental aspect of learning for babies and young children which should be recognised by the skilled practitioner and accommodated for.  Additionally, when discussing what good quality practice should look like, the document states that good quality practitioners notice and understand developmental process’s such as schemata and provide the right kind of experiences to develop this learning. 
With statements in the National Practice Guidance for The Early Years in Scotland such as, ‘In all experiences notice and encourage my schematic play-through the process of my repeated actions I am learning about my world and how things work’,(2020)  Could this be the start of a global recognition of the value of schemata in Curricular, let’s hope so.
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