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Early Years Curricula
Section 1
[bookmark: _Hlk116584641]According to Daly-Smith et al. (2020), multi-stakeholder involvement is required to develop approaches that recognise schools as complex adaptive sub-systems. Furthermore, a framework that recognises every aspect of learning is required in order to guarantee that systems adapt and evolve. The Welsh Government (2018) states that the school systems in Wales have been following the statutory curriculum for all children ages three to seven, known as the Foundation Phase Framework. This statutory curriculum was put in place by the Welsh Government in September 2010, with the aim to make learning more enjoyable and more effective. Upon further research, according to Siraj (2014), The independent Stocktake was commissioned by the Welsh Government and put under review by Huw Lewis (Minister of educator and skills) in 2013 to make a review of how well the Foundation Phase has been implemented. The stocktakes final report shows that although the implementation of the Foundation Phase varies between funded non-maintained settings and maintained schools, there appears to be a general trend in the right direction with this extremely complicated change and process. Ten percent of the pilot Foundation Phase settings, according to the Monitoring and Evaluation of the Effective Implementation of the Foundation Phase (MEEIFP) Project Across Wales, were successfully implementing the Foundation Phase at the time (Siraj-Blatchford et al. 2007) Even though it is not directly comparable, it is highlighted that the Foundation Phase Stocktake Task and Finish Group stakeholders roughly  estimated that approximately one fifth of all maintained schools and funded non-maintained settings were implementing the Foundation Phase in a successful manner. This indicates that the Foundation Phase framework did not work as not every school was able to implement it successfully. The Foundation Phase Framework is used as a tool by practitioners to ensure progress and development in children at a rate of which is thought to be correct. As stated by Early Years Wales (2020), through participation in practical activities that are appropriate for their developmental stage, children are provided with opportunities to investigate the world that revolves around them and comprehend how things function. Through practical activities and open-ended questions, they are challenged and develop their thinking. Children are encouraged to investigate concepts and discuss potential solutions to issues. This is delivered through seven areas of learning which includes both indoor and outdoor learning. In the review of Maynard et al. (2013) the following are the main goals of the Foundation Phase, as outlined in the model: to raise children's achievement standards; to increase their enthusiasm for learning through having positive attitudes; to meet their developmental requirements; so that they can take advantage of educational opportunities in the future; and to assist them in becoming active members of their communities. These goals fall in line with the United Nations Convention on the Rights of the Child, UNICEF (1991) Article 24 and 28, as combined they include ensuring that children have an enthusiastic attitude to learning in education which can be obtained if the well-being of a child is positive. According to the United Nations Convention on the Rights of the Child, UNICEF (2022), children's well-being is viewed as important not only in itself, but also in terms of how it affects different aspects of their development, for example, their physical health. Howard and McInnes (2013) support this statement by suggesting that children's emotional well-being improves when they see an activity as play rather than as work. The findings are in line with the idea of play to be understood not only as an observable behaviour but also as a state of the mind. The New Curriculum Wales implemented by the Welsh Government (2022), acknowledges that for better comprehension of health and well-being, the Health and Well-being Area of Learning and Experience provides a comprehensive framework. It aims to improve students' ability to navigate life's opportunities and challenges. It acknowledges that good health and well-being are essential to successful learning and will help students comprehend and appreciate the interconnectedness of the various components of health and well-being. Practitioners should plan activities that take into account all five statements expressed in the new curriculum in order to achieve this holistic approach. The development of self-assured and happy individuals who are ready to lead fulfilling lives as valued members of society is fundamental to the successful realization of the vision that is described in this area. Students can be supported to be ambitious people, capable learners who are ready to learn throughout their lives by developing their motivation, resilience, empathy, and decision-making skills. Howard and McInnes (2013), also emphasize the need for practitioners to receive training in order to comprehend children's perspectives on play and use this information to create playful situations that maximize play's developmental potential. Furthermore, the Welsh Assembly Government (WAG) (2008a) suggests that the ambiguity of the claims made in the Foundation Phase documentation regarding “free play”,  "well planned play", and "play that is structured with clear aims for children's learning", without making any distinctions between play types may further illustrate the difficulties that practitioners face when attempting to implement the Foundation Phase during its pilot and roll-out stages. Similarly, Maynard et al. (2013 p. vi) found that an examination of the documentation for the Foundation Phase revealed that practitioners could not use a single clear explanation for the approach and pedagogy of the Foundation Phase. Supporting these statements, Hopkins (2013) argues that during the Foundation Phase, there are a lot of recommendations that are directly related to training and supporting head teachers, teachers, and practitioners. This reflects the recognition that, rather than solely focusing on structural changes, improvements in all children's achievement are likely to be gained by improving teaching quality. WAG (2008) states that in order to successfully adhere to the Foundation Phase, it is necessary to find a good balance between child-initiated, structured learning and practitioner-directed learning. The learning process also places interaction between adults and children at its centre, with particular types of interaction highlighted, such as practitioner involvement in children's play and ‘shared and sustained thinking’. Nonetheless, Maynard et al. also describes it as a challenge for practitioners to define the meaning of the key terms such as "structured play", "active learning" and especially "child-initiated" and "practitioner-directed" learning. The ambiguity of a curriculum can be identified as a limitation described by Aasen and Waters (2006), as they state that when practitioners are left with no choice other than to maintain a "fallback position" in their own pedagogical practice that reflects approaches inherent in curricula implemented previously if they do not receive the time or assistance required to comprehend, accommodate, and adapt to such philosophical and practical adjustments (p. 128). As part of the New Curriculum Wales, implemented by the Welsh Government 2022, National Day Nurseries Association  (2022) states that the Welsh Government has redeveloped part of the original Foundation Phase training modules in conjunction with the non-maintained sector curriculum and assessment framework to assist practitioners in reflecting on practice and provision in certain areas such as, authentic and purposeful learning, observations, child development, outdoor learning, play and play-based learning and transitions. Contrasting the Foundation Phase Framework, the new curriculum for non-maintained nursery settings for children aged 3 to 4 has been implemented by the Welsh Government (2022a), differentiates play from playful learning when talking about what makes an effective child-centred pedagogy that is responsive, dynamic, and rooted in strong relationships is necessary. Even though this curriculum is based on effective pedagogy, it is especially important for us to make sure that the learning environment consistently provides opportunities for the following: playing and learning through play, being outside, learning with purpose and authenticity and physical literacy. Additionally, giving practitioners further clarity by stating that every child has the fundamental right to play as they naturally have a strong desire to play. Children discover ways to explore a variety of emotions and learn about the world they share with others through play and playful experiences. Play is something that all children, but especially those in this learning phase, take very seriously. Play is a way for children to learn perseverance and cooperation, while also requiring concentration and attention to detail. Play is more than just how children learn the rules of social behaviour and become self-aware. Moreover, it is essential for physical, intellectual, and creative growth. Play has an impact on confidence and independence by supporting feelings of self-worth and self-efficacy. Play should be valued by everyone including children and practitioners, both as a goal in and of itself and as something that can be closely observed with the clear goal of improving learning. According to Waters (2016), the goal of the Foundation Phase was to ensure that children's daily experiences included the use outdoor space by extending experiential early childhood pedagogy into the 5-7 age range. However, this was not successfully achieved by the Foundation Phase. On the other hand, The Welsh Government (2022a) has implemented a new curriculum funded by the Welsh Government for non-maintained nursery settings for 3-4-year-olds. This curriculum supports that for young children, it is especially important to be in the outdoor environment promotes well-being and social, emotional, spiritual, and physical development. Being outside can also help people feel confident and engaged. Children can discover, practice, and develop their skills outdoors.

Section 2 
There are a wide number of factors that can affect children’s unique learning and development journey. Burger (2010) argues that early childhood care and education are unable to truly counterbalance for developmental deficiencies brought on by unsuitable learning environments in underprivileged settings. Similarly, Tierney (2013) suggests that there has almost always been concern regarding fairness in classroom assessment. Since the 20th century objective tests were conducted in an aim to bypass the ‘injustice’ that was created by the educators inconsistent ways of grading. Stipek and Ryan (1997) add that children from low-income families frequently struggle in school differently. They often fall behind in their cognitive development during the later school years since they start school with lower academic ability than their more privileged peers. Early interventions are thought to minimize the achievement gaps among children from poor socioeconomic status or low educational aspiration families. Preschool programmes have been taken into consideration by the United Nations as a potential way to promote school readiness. The extension and development of comprehensive early childhood care and education, particularly for the most vulnerable and disadvantaged children, was stated to be the first of six Education for All goals, which were accepted at the World Education Forum in Dakar in 2000. (United Nations Educational Scientific and Cultural Organization, 2008). Blaiklok (2010), discusses New Zealand’s early childhood curriculum known as Te Whariki, firstly implemented in 1996 and further updated in 2017. It emphasises the idea that all children would grow up in New Zealand as competent and confident in their learning and people who are strong in their identity, language, and culture. It is unique in its bicultural framework. It emphasises the importance of a multicultural present, bicultural past, and shared future. All children are encouraged to learn in their individual approaches with the assistance of adults who support them and have their best interests in mind. Supporting the idea that every child is different in their ways of learning and pace of development. In line with this, Senosi (2014) believes that the Foundation Phase states that children learn and develop at various rates, and it is important to offer them the freedom to grow at their own unique and individual rate. Giving children the chance to practise new abilities in a variety of settings will allow them to reflect on and assess their work as they learn it. Children's original and honest work should be respected, cherished, and supported in all areas of their development. Similarly, The New Curriculum for Wales, implemented by the Welsh Government (2022b), is viewed as a new framework for education that explicitly permits each school to create a curriculum that is tailored to the needs of each student. There will never be a curriculum that is the same in any two schools because every child is unique in their requirements and goals. In order to accommodate the needs of the children, educators should be able to modify the curriculum. Vygotsky (1988) favours a different approach to child development. "In which a transition from one stage to another is accomplished not along an evolutionary, but along a revolutionary path," (p.193, cited by Fleer 2006 p.131). He proposes a dialectical process. According to Vygotsky, a dialectical approach to development encourages the educator to continuously project learning beyond the child's current capabilities, but they will do so in ways that connect with the child's growing sense of self-worth within their communities or institutions. When making judgments about students and making plans for learning, this point of view encourages practitioners to take into consideration both the children's zones of proximal development as well as the context. Parekh (2017) believes that every step in academic pedagogy, evaluation, and programming is influenced in part by how it relates to the idea of a student's ability.  Modern education essentially aims to develop, evaluate, and account for students' accelerating growth and performance of new skills and knowledge. Similarly, Gaztambide-Fernandez and Parekh (2017) state that since formal education began, widely held notions of ability have been at the heart of educational inequality. In the past, ability has been used to distinguish between those who qualified for public education and those who did not, and more recently, it has been used to determine who should and should not have access to educational opportunities, courses, or programmes. Duncan-Andrade and Morrell (2008) add that the majority of schools have this ‘quasi-Darwinian’ belief system ingrained in them in result of a largely unchallenged pedagogical system of grading and testing that, by its very design, guarantees failure for some students. Furthermore, numerous individuals such as Reid and Knight (2006), Connor (2017), De Venezuela et al. (2006) and Parekh (2014), all agree that students who are subjected to racialization, live in poverty, or whose families have not had access to post-secondary education are more likely recommended to be placed in special education programmes or lower academic tracks as a result of what is described as the flawed idea of ability. Moreover, Fleer (2006) highlights that prior to the Foundation Phase, early childhood curricula used a developmental view of children's learning in which the adult educator managed the child's learning and development through age-related stages and measured this progress against age-related cultural norms. Dahlberg et al. (1999) supports this statement by emphasizing that When child development is viewed in this way, not only does it form the foundation of early childhood education, but it also serves as the standard against which all children are figuratively compared. However, the traditional application of developmental psychology to early childhood education is only one cultural construction of development. In contrast, the New Curriculum for Wales, implemented by the Welsh Government (2022b), has introduced progression steps into their curriculum rather than age-related stages. They are written from the child’s viewpoint. For example, the achievements in each progression step begin with words such as ‘I can, I have, and I am’. This shows a positive perspective and focuses individualised achievements instead of grouped ones. It allows progress at their own rate as they are not expected achieve milestones by a certain age. If children are making progress, it indicates that there should be no concern. Concern should be raised if children do not progress. There are 5 progression steps, as children move through the progression steps the depth and complexity becomes greater. It is believed that the introduction of a single continuum from ages 3 to 16 years old will aid in making the learning process easier for students. For each individual learner to advance along the same continuum at the right pace and be both supported and challenged to reach their potential, assessment is essential. To guarantee that evaluation is future-focused, the summative end-of-phase/stage assessments are removed. Throughout the academic year, learners will continue to build on their existing knowledge, and this process will continue when they move from one year group to the next. According to Mohan (2016), Assessment should be utilised to understand a student's current knowledge. Current knowledge shows that a student's knowledge base is always changing and judgements about a student's current knowledge will have to be made over a period of time. A student's grades, and placement as well as a suitable curriculum are all dependent on assessment. There are different types of assessments that are used in schools such as observations, learning stories and checklists. Sands (2022) states that in Aotearoa, New Zealand early learning settings, learning stories—a sociocultural narrative assessment approach based on research— that they been used for more than 20 years to document children's learning while upholding Te Whariki's intention to foster the languages, cultures, and identities of young people. However, the value of learning stories is being called into question more frequently in the current neoliberal and privatisation context.
Educational Leadership Project Ltd (2019) suggests that imagination is sparked by reading stories. It doesn't appear to be a format in definition, and it can be engaging. It becomes more than simply an evaluation; it is now about empowerment and a philosophical strategy as opposed to merely being a checklist. It considers many strategies to observe and evaluate children. Understanding a child's connections to and interactions with objects, as well as their skills in a broader sense, is essential. The New Curriculum for Wales, implemented by the Welsh Government (2022b), argues that the current system has occasionally led to assessment being viewed as an optional "bolt on" rather than a crucial step in the process of teaching and learning. In settings practitioners will create new formative assessment tools and expand on existing ones, including giving students excellent feedback and encouraging peer and self-evaluation. They will be explicit in their planning and delivery of learning experiences as to why and how the knowledge gained from each assessment activity will be applied to guide subsequent learning. The interaction between the curriculum, assessment, and pedagogy is essential for assisting students in making significant learning gains.
However, there are limitations to assessments such as observations, especially if they are conducted to adhere to each child individually. The practitioner needs to be able to recognise each skill and keep track of each child's development; otherwise, they risk overlooking some of the child's abilities or skills. Also, the parents' consent is required before the practitioner can record the child to follow the child's progress which is time consuming. They would need to be evaluated on an individual basis, which would take far longer than for a children to complete a standardisation examination. Tierney (2013) supports this by stating that techniques that allow fair assessments in classrooms do not work for teachers it is time consuming for the number of children that require to be assessed.
Section 3 
Is there enough Scientific and Mathematical development through outdoor play? 
Marchant et al. (2019) believes that children who are happier and healthier are more likely to achieve academic success, as evidenced by the connection between education and well-being and health in children. An engaging curriculum that helps children reach their academic potential has significant effects on health and well-being, employment prospects, and educational outcomes later on during their adulthood. Outdoor learning is a pedagogical strategy used to improve student health and well-being, increase student engagement in the classroom, and enrich learning. According to Omidvar, et al. (2019), the Reggio Emelia strategy (led by Malaguzzi), which emphasises the value of engaging with nature, fosters young children's growth through learning via outdoor play. This strategy is in line with Piaget's (1973) theory, which encourages active learning and outlines the role of the child as the experimenter.
Children are referred to as "little scientists" by Piaget. Children are viewed as researchers, asking questions they have created, speculating on potential solutions, and investigating the outcomes. To support this statement, according to Phethlu (2014), Piaget’s theory and Vygotsky’s criticism and contributions to the theory have resulted in play becoming the preeminent developmental stage for pre-schoolers all over the world. However, it is disputed that because of the diverse backgrounds, it is difficult to evaluate the accuracy of Vygotsky and Piaget’s theories. There are a great number of features in the outdoors that can support children to learn about Science and Maths, which is something they require. As can be seen below, sloping or uneven surfaces are a demonstration of this.
[image: ] Source: Pinterest, 2016
A slope can teach a child about energy and forces, which is helpful for learning. It encourages intellectual growth in the fields of Science and Mathematics. A child can learn about forces by sliding down a slope, such as how gravity keeps people on the ground and why things fall. Children learn about friction when they slide down a slope. The opposite moving object is impacted by friction. An example that demonstrates friction would be the young child sliding down the slope against the ground. When children slide down a slope, they also learn that some of the force that causes the motion is cancelled out by friction. Consequently, it affects how quickly the child is sliding down the slope. The child will learn that the amount of friction influences acceleration from the slope. A child can learn that the speed at which they slide down a slope is also affected by the gradient of the slope. A steeper slope, for instance, would result in faster sliding. On the slope, children might want to build a ramp. This encourages the development of skills for communicating with adults and peers as well as sustained shared thinking. The construction of a ramp on the slope would encourage physical development and understanding of the body's functions. The children would work their muscles by building ramps, which would help them build strength and develop their gross motor skills. Additionally, they exercise, which causes their hearts to pump blood to their bodies at a faster rate. Their bodies will become warmer, and their hearts will beat faster. Children's emotional development is also aided by outdoor activities like building ramps, which promote engagement, enjoyment, a sense of accomplishment, and overall well-being. Children are also encouraged to collaborate when building ramps. For instance, carrying branches and counting them together. In the picture below it is possible to find trees.
[image: ]Source: Pinterest, 2016
Additionally, trees are extremely beneficial to a child's development. Trees can be used by children in a variety of ways to help them develop holistically. Children can determine that there are trees of varying sizes by looking at the trees. 
Their comprehension of heights and measurements may benefit from this. Climbing trees can also help a child learn about how their bodies work and develop their physical skills. As the children choose where to place their hand or foot and whether to move up or down, climbing would force them to use their muscles, which would help them develop strength and fine and gross motor skills. As writing requires children to hold a pen or pencil, these skills they acquire through outdoor play can also be applied in the classroom. Furthermore, they are unknowingly exercising, which causes their hearts to pump blood to their bodies at a faster rate. Their bodies will become warmer, and their hearts will beat faster. Children's knowledge of forces is also enhanced when they climb trees because they must work against gravity to reach the top. Realizing that climbing up a tree is more difficult than climbing down a tree will teach them this. A swing can also be constructed by children by tying rope or string to the trees. The children are practicing their eye-hand coordination as they work the rope in accordance with visual instructions. By pulling on the ropes, they strengthen their arms, shoulders, and the small muscles in their hands and as a result enhancing motor skills.
The location where children might discover various organisms like bugs and various plants, or leaves is depicted in the image below.
[image: ] Source: Pinterest, 2016
[bookmark: _Hlk117165563]The study of various kinds of living organisms, such as different types of plants and bugs, as well as the ways in which they live, can pique an individual’s interest in living organisms. Instead of frightening children, it can portray bugs in a positive manner. Using a magnifying glass, children can examine the various insect species in detail. They can, for instance, observe the number of legs or eyes the bugs have. The children can attempt to figure out what kind of bug it is by looking at the bug's characteristics and what they already know. Talking about the places where the various kinds of bugs live or the kinds of weather in which they can survive can also help the children develop their language skills and stimulate sustained shared thinking. A child's attention to detail may improve as a result of this. The new curriculum for non-maintained nursery settings for children aged 3 to 4 has been implemented by the Welsh government (2022a), funded by the Welsh government. That is supported by this curriculum for young children to be themselves in open, relaxed, and stimulating environments in the outdoors, which offers opportunities to prompt awe and wonder. Children's senses can be stimulated in a variety of ways through what they hear, touch, see, and smell in the great outdoors. By observing the various hues of leaves, children can gain a deeper comprehension of the fact that distinct shades of the same colour exist. Children are able to recognize the various leaf shapes and patterns with the help of a magnifying glass. Additionally, children can paint the leaves and print them on paper to clearly see the various patterns and shapes.
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