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Part 1:
The Foundation Phase Framework (FPF) was developed by considering established childhood education and care theorists and practices across the world such as Te Wharki in New Zealand and Reggio Emelia in Italy (Independent Stocktake, 2014c). The FPF was began being trialled in Wales in 2008 and was fully introduced to all primary schools in Wales in 2010 (Walters, 2016). The Foundation Phase Framework (2015b, pp. 5) states that ‘The Foundation Phase encompasses the developmental needs of children”; this curriculum aims to meet all the needs of the children between the ages of 3-7 years old and provide an appropriate experiential curriculum (Welsh Government, 2014a). An experiential curriculum allows children to use their pre-existing knowledge to progress developmentally using real word experiences supported by Piaget (1945). Wales – a play friendly country (Welsh Government, 2014b) recognise the importance of play throughout a child’s lives and place significant emphasis on play playing a role in holistic development. 
Before the FPF, the National Assembly for Wales in 1999 was a step forward for Wales being responsible for their own curriculum rather than being part of the UK Government. The curriculum followed before the FPF was the National Curriculum KS1; the curriculum guidelines (1999, pp. 17) state ‘For each subject and for each key stage, programmes of study set out what pupils should be taught, and attainment targets set out the expected standards of pupils’ performance’. This posed issues as children preferred learning styles were not being considered in the classroom and that they felt they were not experiencing real life experiences (Lord & Jones, 2006). The Foundation Phase Framework (2015b) encourages practitioners to provide an educational provision for children with their holistic development at the heart of the planning and provide them with first-hand experiences. The National Curriculum KS1 maintained that this curriculum ‘provided’ children with knowledge; the wording of this may suggest that children are not provided with an opportunity to be in control of their learning. Vygotsky (citied in Mooney, 2000) appeared to believe that education and curriculum should be planned by observing what the children enjoyed, as this was a chance to observe what is in the child’s Zone of Proximal Development (ZPD), and create an engaging curriculum. The National Curriculum KS1 did not support this with schools being set a universal curriculum. The FPF was designed with individual planning as a central idea; the Independent Stocktake (2014c) supported that the Foundation Phase was being taught with personalised lessons and support targeting individual children’s’ needs rather than a one-size-fits all approach. 
The Foundation Phase Framework (2015b, pp. 4) highlights under the title ‘The Developing Child’ that the FPF takes into consideration that children develop at different rates and require different methods of learning to support this development. Children with Additional Learning Needs (ALN) often appear to make limited developmental progress at the same rate that neurotypical children do and require intervention to support with their development (Hinnebusch, Miller & Fein, 2017; Rivard et al., 2015). If the curriculum achievement was based depending on age and ability, children with ALN are likely to appear as underachieving compared to neurotypical children the same age. Donaldson (2015) under the Successful Futures, stressed an importance on making the Curriculum 2022 inclusive allowing for all children to receive high quality education meeting their individual needs. The UNCRC (1989) article 28 maintains that all children have a right to an education which is what both the FPF and the old National Curriculum provided; however, article 29 supports that all children have the right to education that develops their personality, abilities, and talents. The FPF allows for differentiation which enables all children to develop unlike the National Curriculum. The Curriculum for all Learners (Young Wales, 2010) reinforces the idea that the FPF provides differentiation for the children’s learning and that there is a significant importance on early intervention to match the curriculum to the developmental levels of each child; it also emphasises that the curriculum should be appropriate to their stage of learning and not focused entirely on their age-related outcomes.  The ALN Act 2020 outlines that children with ALN should receive the necessary support to overcome barriers in their education and reach their full potential; the FPF supports this compared to the old National Curriculum which did not appear provide the necessary provisions for children with ALN. 
The previous curriculum used Standard Assessment Tests (SATs) to ‘make a judgement about their progress and attainment’ (Standards & Testing Agency, 2018, pp. 2). The information was used to record progress in English Reading, English writing, maths, and science. However, children between 0-8 years old are still developing their motor skills, physical skills, and linguistics which the SATs did not consider (Stevens and DeBord, 2001); Stevens and DeBord (2001) also believe that because SATs fail on recording developmental progress, they have the power to change children’s opinions on education making it negative. All children have their own styles of learning; children with Autism Spectrum Disorder (ASD) have restricted interests and struggle to respond to academic tasks without mentioning their interest (Earles-Vollrath, 2012); however using it to assess progress such as altering questions to incorporate their interests (Smerbecck, 2017) in such as moving two trains away and asking how many they have if their special interests is trains. The FPF outlines that practitioners should allow flexibility when planning the curriculum and provide alternative/adapted activities for children with ALN (Foundation Phase Handbook, 2015b).   
The National Assembly for Wales commissioned ‘The state of Play: a review of open access play provision in Wales and the Play 2000 grant scheme’ in 2000 and recommended that Wales needed to develop play policies in order to achieve the UNCRC Article 31 (Play Wales, n.d). In ‘The Learning Country: Vision into Action’ (2006), the Department for Education, Lifelong Learning and skills wanted a curriculum that was based on learning that children could achieve through play and increase engagement and enjoyment in the process. The FPF encourages children to use their creativity and imagination to make the curriculum more enjoyable and accessible to individual needs (Foundation Phase Handbook, 2015b). The Independent Stocktake (2014c) highlights that the FPF is more supportive to the children’s’ learning as it is child centred and based on children playing and experiential learning. Child initiated play is considered by the Welsh Government (Wales - a Play Friendly Country, 2014b, pp. 14) to be a ‘fundamental and integral part of healthy development’ for the child. Vygotsky (1987, pp. 100) wrote ‘a child’s greatest achievements are possible in play’; he believed that children could scaffold their own learning through pretend play as role play do not have predetermined rules but stem from imaginary situations (Vygotsky, 1978). Piaget (cited in Mooney, 2000) believed that children learn when their curiosity is not met; the importance of play is highlighted as significant as children use symbolic play to understand the world around them and develop through trial and error. The FPF encourages indoor and outdoor environments that provide natural curiosity for children to explore and learn through hands on experiences (The Foundation Phase Framework, 2015b). 
The idea of learning through play enables children learn things that interest them; Previously, the National Assembly for Wales (2015) stated that it was appearing to be difficult for practitioners to adopt a flexible approach when providing education to children with ALN. The FPF allows for practitioners to be flexible with their delivery to children and ALN children ‘often thrived within the Foundation Phase pedagogy’ (Children’s Commissioner for Wales, 2020). Children with ASD often have restricted areas of interest that they focus intensely on (Gunn and Delafield, 2016). 
Gunn and Delafield (2016) suggest that children with restricted interests are self-motivated with their learning as it is an intense focus; this could be beneficial to the child as it supports with developing all components of learning. Dewey (1938) maintained that children’s own instincts give them a starting point for learning and that children’s interests form the start of the curriculum. The FPF guides practitioners to build on the interests of the children from observing them playing and extend their development using their interests as a starting point (Foundation Phase Handbook, 2015b). However, Anthony, Kenworth & Yerys (2013) expressed that focusing solely on a child’s restricted interest can interfere with their social interactions and willingness to participate in activities that will extend their learning. Boyd et al. (2007) supported this theory of limited academic process but maintained that using areas of interest for children with ASD was a recommended starting point in educational settings. Allowing a curriculum with play at the centre provides children with the opportunity to explore the world and understand things that are of interest to the child and not directed by an adult (Harish-Pasek et al., 2015). Donaldson (2015) also places value on using the child’s interests to support their learning and that each child will approach learning in different ways depending on their interests. 
Children with ASD ‘demonstrate persistent deficits in social communication’ (Adamek & Darrow, 2018, pp. 262). A curriculum based on play provides an opportunity for children to socially engage with others and develop their social behaviour (Kasari, Huynh & Gulsrud, 2010, p. 201-217). Vygotsky (1987) suggested that children learn for collaboration meaning that if children with ASD are watching -neurotypical children play, they are likely to watch and copy this type of play. In terms of the FPF, this could help children with targets such as oracy skills and copying words they hear (Foundation Phase Handbook, 2015b). Donaldson (2015) under the Seven Ares of Learning discusses social development as a target for children to be achieving; the FPF provides children the opportunity to learn about themselves and build relationships with other people to ensure that children are socially developing (Foundation Phase Handbook, 2015b). Vygotsky (1986) theorised that children can learn from the more knowledgeable other which can also be the practitioner. Effect play interactions with a practitioner could support the child and expand the learning by modelling more advanced play (Frey & Kaiser, 2011). In the FPF, whilst there is an emphasis on child-led play being at the heart of the curriculum, adult- guided play is also recommended (Foundation Phase Framework, 2015b). Play can contribute to the successful inclusion of children with ASD through adult-directed play and practitioners can encourage group play and collaboration (Lifter, Mason & Barton, 2011); working collaboratively does fall under certain outcomes in the FPF and without support, children with ASD may struggle to meet them. 
The FPF appears to focus on children learning through child-led play to achieve progress and meet outcomes; however, a challenge for practitioners is understanding the difference between child-led play and structured play and being able to find a balance to ensure the FPF is being utilised (Maynard and Chicken, 2010). Child-led learning can increase possible teacher-child interactions which offer the opportunity to build up recommended relationships needed for supporting emotional and social development (Buckrop, Roberts, & LoCasale-Crouch, 2016; Williford et al., 2015). A concern when evaluating the FPF is that practitioners were not required to participate in Foundation Phase training (Maynard et al., 2013) and therefore may have limited knowledge of how to successfully run a Foundation Phase Curriculum. Moving into the Successful Futures Curriculum proposed by Donaldson (2015), the FPF appears to have potential to match the new curriculum however training for practitioners who are not FPF trained may be benefitable in ensuring effectiveness. 

Part 2: 
According to Howard et al. (2017), assessments of early years in the UK, and in Wales, have considered curriculum expectations such as the Foundation Phase Framework (FPF) and the later life outcomes including those included in the new curriculum 2022 (Donaldson, 2015). Assessing children previously has been in the form of summative assessments including SATS; these assessments were conducted at the end of Year 2 and measured the outcome of a student’s learning (Broadbent, Panadero & Boud, 2017). Since 2015, however, Wales have rolled out a new form of assessment which allows for practitioners to observe development throughout the early years rather than at the end of the year (Education Wales, 2019). This critical evaluation aims to consider how the assessment methods in Wales measure development and learning in children whilst considering the play-based curriculum of the Foundation Phase; it will also contemplate how the idea of the unique child is incorporated into the assessment considering all possible needs of individual children.  
In Wales, early years practitioners assess children by observing them during play and planned activities to support curriculum planning and monitor progress to complete the Foundation Phase Profile (the profile) (Foundation Phase Profile Handbook, 2017). Assessing children is the “way of summarising each child’s development and learning at the end of the EYFS” (Brodie, 2013, pp. 55). Department for Children, Education, Lifelong Learning and Skills (2008b) state that observing children in the early years enables practitioners to assess the progress made by the child and recognise any further opportunities that the child may need to consolidate their learning. When considering the work of Piaget (1945), children learn best through play which would suggest that observing children during play is when practitioners learn about the child’s development (Department for Children, Education, Lifelong Learning and Skills, 2008b).  The early years assessments also provide opportunities for SEN or ALN children to be recognised early on and allow for early intervention (Welsh Government, 2017). The profile accommodates short adult guided play which benefits children with ALN as children with Autism Spectrum Disorder (ASD) can have shorter span of attention compared to neurotypical children (McDougal, Riby, Hanley, 2020). 
The profile is created using evidence gathered by the practitioners that convey the development of the child; this can be recorded in any manner as seen best effective by the practitioner (Foundation Phase Profile Handbook, 2017). PACEY (2016) suggest that observation methods can include short or long written observations, movement records to monitor interaction time, images, or sound recordings. Department for Education (2014, pp. 13) state that “Assessment should not entail prolonged breaks from interaction with children, nor require excessive paperwork.”. Using these methods of observations eliminates the need to interview children for assessment purposes as the power contrast between the practitioner and the child can impact the reliability of the conversation (Flewitt, 2014). The profile is also used as a curriculum planning tool for the practitioner to allow for the interests of each child and at what level they are working at (Foundation Phase Profile Handbook, 2017). This supports Donaldson (2015) new curriculum Wales 2022 with the idea that practitioners are required to choose topics and activities that ill best support the child’s learning. Whilst the FPF ensures that practitioners are using what interests the children, Dewey (1938) suggested that children are engaged in learning when it is of interest to them, however enjoyment is not the only factor to consider; practitioners should ensure that the curriculum is building their learning experience as well as making it fun. 
The profile can be completed in nursery settings or when the child is three at a school (Welsh Government, 2017); the profile is done dependent on chronological age as opposed to developmental ability. Piaget (1945) theorised that children all go through key developmental milestones as they develop however the age that they reach these milestones vary as every child is different. The Department of Education (2017) emphasise that every child is unique and cannot be measured against each other; however, the profile uses the developmental progress in comparison with age which does not appear to support the idea of a unique child. However, assessing a child according to chronological age has been shown to support early identification for children who are at risk of developmental delay (Moore et al., 2015). The profile handbook (2017) highlights that the design of the profile was to support the early identification of ALN and SEN in line with health professionals. It could be argued that whilst the profile uses chronological age as an assessment guide, it does “identify any need for additional support” highlighted in Early Education (2012, pp. 2) under a unique child.
A significant factor into the limitation of chronological age assessments is the development rate of children born prematurely or children born in August (Wilson & Michaeleen Cradock, 2004). Pettinger et al. (2020) concluded that children born in August were more likely to be catergorised as developmentally behind compared to children born at the start of the academic year. They also suggested that children born prematurely and entered the school year earlier caused the children to be significantly disadvantaged due to being chronologically and developmentally young (Pettinger et al., 2020). However, Vygotsky (1978) theorised with his more knowledgeable other that children can support their own development by working in collaboration with more capable peers. This may suggest that children who are developmentally behind compared to children with the same chronological age, that they can learn from them and progress (Brandon et al., 2011). The new curriculum aims to ensure that the curriculum allows children to use their skills for so other people can benefit (Donaldson, 2015) therefore supports the more knowledgeable other.
When considering assessments, sociocultural input may play a role on the development outcomes of a child; in Wales, 1 in 3 children are living in low income households (Griffiths, 2015); by the age of 5, children from disadvantaged backgrounds are likely to be over one year behind in their development of vocabulary compared to children from less disadvantaged backgrounds (Welsh Government, 2014). For the profile, the children can be assessed on using scissors and mark making (Foundation Phase Profile, 2017); this developmental milestone is depending on physical circumstances and the tools that the child has available (Miller, 2011). For example, if a child is from a low-income family, they may not have had previous access to scissors or pens therefore they will appear developmentally less advanced that children the same chronological age as them but in a more well off living environment. Vygotsky (1978) suggested that human development can be influenced by their cultural interactions; working with others is how children can acquire knowledge and ideas, these ideas are dependent on the persons culture (Scott and Palincsar, 2013). When considering the profile, it does acknowledge that each child will have a unique upbringing depending on their culture (Department for Children, Education, Lifelong Learning and Skills, 2008a), however it may not be as successfully implemented when looking at the FPF outcomes. 
Bowman, Donovan and Burns (2000, pp. 260) stated that during the first five years, children develop sporadically therefore ‘assessment results – in particular, standerdized test scores that reflect a given point in time- can easily misrepresent children’s learning’. The role of the adult when considering the profile is to observe the children; the profile is an observational baseline which allows the practitioner to form assessment judgements using a wide range of observational evidence (Foundation Phase Profile, 2017). Observing a child to assess them can allow for the practitioner to record developmental progress as it happens spontaneously rather than planning for it to happen (Flottman, Stewart & Tayler, 2010). It also allows for children to have days where they do not wish to engage with learning without affecting their developmental progress reports (Riddell-Leech, 2008). Observing a child during free play may support practitioners with emotional development more than a planned activity (Nash and Schaefer, 2010). The Department for Children, Education, Lifelong Learning and Skills (2008b) suggest that observing children when they are involved in playful activities is how practitioners can truly find out children’s skills and what they are capable of achieving. A significant role for the adult, according to the Department for Children, Education, Lifelong Learning and Skills (2008b) is to question the children and extend their learning; it is suggested that the practitioners should be aware of when an appropriate time is to intervene and when it is best to simply observe the child. Vygotsky (1978) suggested that the role of the adult should include questioning the children to support development and knowing when to let the child proceed on their own. It could be argued, however that if the practitioner is not knowledgeable on when to intervene, the observation may not be efficient (Neaum, 2016). 
However, with observations, practitioners are required to remain impartial about previous knowledge of the child’s ability as this can have an overall effect on the outcome of the assessment (Fraenkel & Wallen, 2009; Gronlund and James, 2005).The concern of final report for the profile rollout (Welsh Assembly Government, 2005) was the lack of knowledge the practitioners have on the child if the observations are being completed too soon to their start date; it is argued that the practitioners may not be aware of what the children are truly capable of.  When a child is aware that they are being observed rather than freely playing, they may not portray their true developmental Vygotsky (1986). According to Brooker et al. (2010), practitioners involved in observation assessments felt that it was time-consuming when they had so many children to observe in a set amount of time and that they are not always trained in observations meaning the consistency of the assessments varied between practitioners. Montessori (1917) stressed the importance of providing children with a stimulating learning environment and observing children using real tools and activities; the profile is a chance for practitioners to assess developmental progress but also to give them an idea of what to put in the curriculum that interests individual children (Foundation Phase Profile, 2017). This supports Donaldson (2015) with the new Welsh curriculum 2022 with the idea of the curriculum meeting individual needs including providing extra challenge or support depending on needs. 
The profile appears to benefit the new curriculum 2022 by observing the interests of the child and allowing that to become part of the individual curriculum planning; it also considers the journey of development rather than the end result (Education Wales, 2020). This is of significant importance when considering Piaget (1945) theorised that children develop at different rates rather than the idea of a one-size-fits all approach. The role of the adult has become increasingly more involved when looking at the profile as the practitioner is required to be consistently observing and recording developmental milestones rather than having a planned activity to assess development; this added responsibility appears to not be a compulsory training session therefore moving into the new curriculum, it may be beneficial to ensure that all practitioners in the Foundation Phase are fully trained to ensure effective assessments. 







Part 3: 
The Foundation Phase Framework and Inclusivity: 
The Foundation Phase Framework (FPF) underpins the curriculum taught by practitioners to early years children, aged 3-7 years old, and provides a measurement for holistic development and learning with the foundation phase (Welsh Government, 2015a). The FPF is designed for all early year’s children, including children with Additional Learning Needs (ALN), children from low income families, and children whose first language is neither English or Welsh (Foundation Phase Framework, 2015b). This inclusivity is an aspect of the curriculum that the Welsh Government wanted to be a main focal point of the curriculum; this could be so that the curriculum supports the UNCRC (1989) rights of the child under Article 28 and 29. The rights of the child indicate that all children have the right to an education regardless of ability, language, or culture and that the curriculum must ensure they meet targets and outcomes whilst in education. 
So how does the FPF ensure inclusivity for all children? 
The FPF is a play-based curriculum that focuses on the individual needs and interests of the child rather than the previous idea that one curriculum will meet the needs of every child. This blog will look at how three demographics are included within the FPF and highlight any potential barriers to their learning. 
How does the Foundation Phase include children with ALN?
ALN can include a multitude of diagnoses however, this blog will focus in on Autism Spectrum Disorder (ASD). Roughly 75% of children with ASD have significant communication and social impairment (Starr, Foy, Cramer, 2001) which is a significant proportion of children within the early years. Children with ASD can have play that appears to be unusual to those around them and the practitioners (Freeman & Kasari, 2013) therefore play based learning, like the FPF, allows the child to show you what they have an interest in. Children with ASD can have delays with social development and communicating with their peers (Adamek & Darrow, 2018); play based learning encourages collaborative play and learning how to manage their behaviour and emotions when playing with others (Pyle and DeLuca, 2017). The two primary different types of play-based learning are free play, where the children direct themselves depending on interest, and guided play, where there is a level of adult involvement or encouragement (Fisher et al., 2013). Free play could include role play or sociodramatic play where the children role-play and learn follow learnt social rules (Elias and Berk, 2002), whereas adult guided play can be planned activities for extended learning opportunities or mutually directed play allowing the adult to play alongside the children (Hope-Southcott, 2013; McLennan, 2012). Both child-led play and adult-guided play are recommended in the FPF to support the curriculum. However, children with ASD can often require support and instructions to help them play with their peers (Barton and Pavilanis, 2012; Jung and Sainato, 2013) as ASD play can appear to be repetitive or lack symbolic play. When practitioners attempt to support social development, they can often end up intervening and changing the course of what the child wanted taking away the element of play they require. 
How does the Foundation Phase support sociocultural input?
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Description automatically generated with medium confidence]When considering a curriculum, sociocultural input can affect the development of a child. In Wales, 1 in 3 children are living in low-income households (Griffiths, 2016); out of those children, 16.3% of those children have lower attainment compared to children in non-low-income families (Children, Young People and Education Committee, 2015). The FPF incorporates skills for children to achieve including being able to use scissors and mark make (Foundation Phase Profile, 2017); this developmental milestone can be seen as dependent on physical circumstances and the tools that the child has available (Miller, 2011). For example, if a child is from a low income family, they may not have had previous access to scissors or pens therefore they will appear developmentally less advanced that children the same chronological age as them but in a more well off living environment. It may also be dependent on what their parents and/or carers value (Cheung and Pomerantz, 2015); if a parent is not educated on the importance of child development within the home, they may not see value in using scissors or pens at home with their child. The FPF focuses on ‘stage not age’ (Welsh Government, 2014a, pp. 25) and hopes that this will ensure that children reach their expected outcomes by 7 years old but it does not necessarily matter in which order they achieve it. Welsh Government (2014) attainment gap between Fee school meals and not free school meals. 

Does the Foundation Phase include children with EAL?
In Wales, roughly 29,000 children over 5 have either English or Welsh as an additional language (Statswales, 2020); due to the high number of children being educated in Wales with English as an language (EAL), Estyn (2013) guidance provided practitioners with support to underpin good practice. This included ensuring EAL pupils still had access to a curriculum, is the environment welcoming for the children, and how do they measure attainment despite the language barrier. The FPF, as previously mentioned, uses play to support a child’s development; for children with EAL, play is the universal language of childhood (Boucher, Downing & Shemilt, 2014). This means that the children can demonstrate their development and ability through playing rather than having to use a language they are not familiar with (Roulstone, et al, 2011). When looking at a welcoming environment, whilst the child may not understand what you are saying, the FPF uses play allowing for toys which are, again, universal, meaning the child will know that they are able to play and have fun. And finally, measuring attainment using the FPF does not solely rely on using language but can be demonstrated through playing with objects, reacting to songs, and socially engaging with others (Foundation Phase Framework, 2015b). 
Can we agree that Foundation Phase is inclusive for all children?
The Foundation Phase was designed to ensure that every child had a ‘flying chance’ in life and could develop holistically no matter where they were from, how much money their families had or if they had a statement of needs (Welsh Government, 2016). Looking at the idea of a play-based curriculum, it could appear that the Welsh Government have managed to achieve this with only a few barriers. With the new curriculum 2022 proposed by Donaldson (2015), could these be solved and ensure complete inclusivity? To decide, read about the new curriculum here: https://hwb.gov.wales/curriculum-for-wales and decide for yourself. 
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