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Outcome 1 
Following devolution in 1999, The National Assembly for Wales set out its intention to build stronger foundations for learning in primary schools and to raise standards of education for children in Wales (Waters, 2015 and Welsh Government, 2015b).  The previously used National Curriculum for the United Kingdom was deemed to be developmentally inappropriate and out of date. Continued disappointing PISA results became the driver for change (Waters, 2015). A decision ‘to get the best for Wales’, and to improve outcomes for children, saw the introduction of a single phase of education for children aged 3- 7 years, which would aim to reduce social inequalities and improve educational outcomes (Welsh Government, 2015b).  Based on good practice seen in Scandinavia, Te Whariki and Reggio Emilia, where play-based approaches to learning result in higher standards of attainment, The Foundation Phase Curriculum was introduced in 2008 and was seen as a profound departure from the competency-based curriculum previously used in schools in Wales (Welsh Government, 2015b and Waters, 2015). Following concerns that formal teaching was being introduced too early and that this was impacting on attainment levels and children’s motivation to learn, the new curriculum was developed with the principles and pedagogy that ‘children learn through first-hand experiential activities with the serious business of ‘play’ providing the vehicle’ (OECD, 2014 and Taylor et al. 2016). The Foundation Phase curriculum identifies seven areas of learning that the Welsh Government (2008) suggest should be delivered through a range of play based practical activities and active learning, in both indoor and outdoor learning environments. However, an independent stocktake suggested that there were pedagogical inconsistencies in implementation of the Foundation Phase, particularly in the use of outdoor learning. The Welsh Government, (2014) highlighted concerns over practitioner attitudes to outdoor learning, with only 34% of practitioners stating that the outdoors was used on a daily basis. The purpose of this paper is to explore the inconsistencies and challenges faced by staff delivering the Foundation Phase curriculum in Wales. 
The Welsh Government (2008) highlights that the Foundation Phase must be delivered through a range of child initiated and adult directed activities which promote experimentation and discovery.  This approach to learning is underpinned by the constructivist and social constructivist theories of early years theorists Piaget and Vygotsky (Taylor et al. 2016 and Lindon. 2012). Piaget, cited in McLachlan et al. (2010) explained that children build knowledge from the world around them. Learning occurs through playful interactions in a child’s environment as they construct meaning by interaction with objects in space and time. However, unlike Piaget, Vygotsky suggested that learning was more social and that children learn from responsive and reciprocal relationships with others (Else, 2014). Vygotsky felt that children’s knowledge could be supported by adults who scaffold learning and move children through areas of learning (McLachlan et al. 2010). Vygotsky talked about the zone of proximal development as being the gap between what a child already knows and what they are able to achieve with the support from a more knowledgeable other (Nutbrown, 2006). Blatchford et al. (2002) suggest that practitioners can support children’s learning through open ended questioning and sustained shared thinking pedagogy that facilitates play and learning.
Despite the Foundation Phase in Wales being introduced as a departure from a formal way of teaching, in a report written by Estyn it was highlighted that there are inconsistencies in schools and early years settings over the use of outdoor learning environments (McInnes 2011 and Estyn 2011). The Foundation Phase curriculum framework states that the outdoor environment provides the ideal vehicle for experiential learning due to its rich stimulus of weather, smells and sounds that can enrich and enhance learning (Taylor et al. 2016 and Welsh Government, 2015a). However, in an evaluation written by Welsh Government (2015b), it was highlighted that seventy-five per cent of practitioners reported that the outdoor learning environment was rarely used as an extension of the classroom. Estyn (2011) questions whether children are having regular opportunities to spend time learning outdoors and if the foundation phase is being delivered as it was intended. Estyn (2011) highlight concerns that outdoor learning is given less focus due to the fact there is no formal system for measuring progress. Marchant et al. (2019) suggests that conflicts remain between the benefits of outdoor learning, and the value placed on this by educational inspectorates, compared to that of the core subjects. A distinct lack of data available to highlight the benefits of outdoor learning, combined with the inability to prove the importance of outdoor learning, suggests that children are not being provided with opportunities to play in outdoor environments and therefore much of the school day is spent indoors (Welsh Government, 2014 and Estyn, 2011). Marchant et al. (2019) highlights that due to a lack of training, practitioners lack confidence of how to evidence outdoor learning and therefore place more importance on evidencing indoor learning through the means of textbooks. Similarly, Davies and Hamilton (2016) suggest that practitioners undervalue the positive impact that outdoor learning environments can have on higher cognitive thinking, highlighting the need for specialised outdoor training. Estyn (2011) highlight that whilst practitioners understood how the outdoor environment could develop physical skills, they lacked confidence about how to evidence the impact of the development of improved physical skills on writing skills. Therefore, important stages in child development are being missed. The independent stocktake highlighted that due to a lack of theoretical knowledge and understanding on how to implement children’s learning in outdoor environments, teachers had reverted to formal ways of teaching (Welsh, Government, 2014 and Davies and Hamilton, 2016). In addition, Taylor et al. (2013) notes that there are also tensions between the play-based ethos and the expectations of the National Literacy and Numeracy testing at the end of the foundation phase. Waldron et al. (2014) highlights concerns that the foundation phase has become too adult led in an effort to ensure children have the knowledge to pass the end of phase tests. Davies and Hamilton (2016) note that the purpose of the Foundation Phase curriculum was not to be driven by assessment and suggests that the National Literacy and Numeracy tests conflict with the philosophy and principles of the Foundation Phase Curriculum. Furthermore, Maynard and Chicken, (2010) state that since the introduction of the National Literacy and Numeracy framework, the ethos of learning through play in the Foundation Phase has been lost. Despite the Welsh Government (2008) highlighting the importance of play for the growth of children’s cognitive, physical, social, and emotional development, it was suggested that there are pedagogical differences between practitioners and the value they placed on play for learning resulting in an overreliance on adult-led activities (Welsh Government, 2014). BERA, (2003) suggest that this is attributed to the fact that a failure to reach an agreed definition has resulted in a lack of evidence which can support the impact that play has on learning. Wood and Attfield, (2005) agree that defining how play impacts on learning proves difficult. This is due to the way children play in different contexts, and the variation of these contexts. However, Burghardt, cited in Lester and Russell (2005) suggest that play contributes to the development of a complex set of systems in the brain that are wired for learning, rather than developing particular learning outcomes. Through repeated play experiences, children build on what they already know, and confirm and consolidate their thinking (Bruce, 2005). Therefore, Samuelsson and Carlsson, (2008) explain that, from a child’s perspective, play and learning cannot be separated and only children themselves can make sense of it. 
Despite the best intentions of the Foundation Phase Curriculum to improve outcomes for children, the Welsh Government called on Professor Donaldson to review the impact of the curriculum. As a result of the ‘Successful Futures’ report, an exciting reform is currently underway for Welsh Education. A new Curriculum for Wales will be introduced in 2022 (Welsh Government, 2015c). Unlike the Foundation Phase, which spans the early years only, the purpose of the new curriculum is to provide a standard pedagogy, spanning age 3 – 16 years, which provides them with the foundations to succeed in a changing world (Welsh Government, 2018). This, Estyn, (2018) suggests, will allow for a more cohesive pedagogical approach to learning. The successful futures report was complimentary about the Foundation Phase ethos, stating that this was the best thing about Welsh education (Donaldson, 2015). It highlighted that the Foundation Phase has many strengths and experiential learning was one of them (OCED, 2018). Donaldson suggests that, if we are to provide children with the skills to succeed in the 21st century, they must be must be provide with opportunities to be creative and enterprising, and therefore experiential learning must be encouraged (Welsh Government, 2015c). Estyn, (2018) support this and acknowledge that children who transition out of Foundation Phase have different learning skills. They are increasingly independent and have the ability to engage and direct their own learning. Therefore, the Welsh Government, (2018) state that in order for children to become ambitious, capable individuals, creative contributors, and ethical citizens, practitioners need to provide them with opportunities to learn in rich environments that encourage exploration and enquiry. The Welsh Council for Outdoor Learning (2018) suggests that this new curriculum is an exciting opportunity to embed outdoor learning and environmental responsibility at the heart of the new curriculum, which underpins ethical citizenship which is highlighted as one of the four purposes of the new curriculum. The benefits of outdoor learning have been much documented. Ouvry, (2003) explains that when children are outside, they are joyful and energetic, they remain focused and concentration levels are higher. Similarly Happen- Wales, (2019) suggest that being outdoors impacts on wellbeing which in turn contributes to higher attainment as happier, healthier children do better in school. The wellbeing strand of the curriculum suggests that children and young people need to experience social, emotional and physical well-being to thrive and engage successfully with their education (Welsh Government, 2020). Therefore, it would seem that the outdoor environment would be the ideal vehicle to support wellbeing as Bilton, (2010) states that children benefit emotionally, psychologically and physically from spending time in the outdoor environment. Davies and Hamilton (2016) highlight that Finland’s continued success in the PISA rankings is attributed to the value placed on outdoor learning. Despite this knowledge, the ‘Successful Futures’ report does not make specific reference to outdoor learning and its value (Donaldson, 2015). This could impact negatively on outdoor learning for children due to schools being able to develop their own curriculum. As suggested in ‘The Independent Stocktake of the Foundation Phase’, the attitudes of the headteachers and senior leadership team impacted on the effectiveness of the Foundation Phase curriculum (Welsh Government, 2014). Taylor et al. (2016) explains that leaders need to take responsibility to ensure that outdoor learning is culturally embedded, so it is seen as a collective approach to learning. The Welsh Council for Outdoor learning (2018) notes that the attitude and behaviour of practitioners in outdoor environments has a profound impact on the learning. It is therefore vital that children have the support of attentive and engaged adults who are enthusiastic and understand how and what children can learn in outdoor environments (Ouvry, 2003). It must be considered that one of the downsides to the effective implementation of the Foundation Phase Curriculum was that the Foundation Phase does not have a clear and distinct set of actions for practitioners on outdoor learning, which has impacted on consistency across schools (Wales Institute of Social & Economic Research Data & Methods, 2014). Welsh Government, (2014) suggest that comprehensive training needs to be delivered to all practitioners on the four principles of the new curriculum in order to avoid the errors seen in the Foundation Phase where training lacked theoretical underpinning and therefore resulted in inconsistencies in implementation. Waters, (2015) states that, much like the Foundation Phase, this will involve a change of approaches and philosophy. Waldron et al (2014) suggests that pedagogical change is more robustly embedded when practitioners understand how the training will impact on children’s learning and development. The impact of this reform will not be apparent until several years after implementation, therefore the question whether the new curriculum will raise standards for children in Wales remains to be seen. 











Outcome 2 
Assessment is a tool used in schools and early years settings to measure children’s learning (Neaum, 2016). An assessment is undertaken as a means of finding out what the child has learnt, and the progress made from one point of time to another (Sharma Sen and Bhargva, 2014). Rodger, (2003) explains that assessment can take a number of forms and can be used in a number of ways in education. Summative and Formative assessment are often referred to as assessment ‘of’ and assessment ‘for’ learning (OECD, 2013). The Nuffield Foundation, (2003) explain that summative assessments are used by practitioners at an end of period, to get a summary of a child’s progress, and are commonly seen in schools in the form of a test. Roberts, (2010) describes formative assessments as an ongoing observation that provide a bank of accumulate knowledge that can used by practitioners to inform planning or to check a child’s understanding of an activity (OECD, 2013). Rodger (2003) highlights concerns that summative assessments should not be the only assessment used as a means to measure progress. Instead, a combination of Summative and Formative assessments should be used, as a child’s response during a summative assessment is not enough to measure progress. Neaum, (2016) explains that continuous observations provide a more accurate judgement of a child’s ability. Neaum, (2016) highlights the importance of assessment as an integral part of teaching and learning. Assessment and observation allow practitioners to consolidate own knowledge and understanding of how children develop and learn, and bridges the gap between theory and practice (Neaum, 2016). Sharma Sen and Bhargva, (2014) suggest that teaching, learning and assessment are cyclical, each element informing the others. McLachlan et al. (2010) states that assessment must not be seen as measuring or judging children, but as a method which helps practitioners to gather information to enables us to understand them as learners. The purpose of this paper is to explore the effectiveness of different methods of assessment used in early childhood education.  
The Foundation Phase Profile assessment is the tool used to assess children’s learning in schools in Wales. It was introduced in 2017 to replace the previously used child development assessment profile. Its main purpose was to provide a consistent baseline which aligns with end of Foundation Phase outcomes (Welsh Government, 2017a). Through the use of ongoing formative assessments, in the form of observation, practitioners are able to provide children with a more developmentally appropriate curriculum (Welsh Government, 2017a).  There is a body of evidence to suggest that children learn best through play (Else, 2014, Lindon. 2012 and Bruce, 2006). Whitebread, (2012) highlights that the most valid assessments of children’s abilities are seen when they are engaged in activities that they perceive as playful. When children are engrossed in play, they are said to be a ‘head taller than themselves’ (Else, 2014). Furthermore, The Welsh Government Play Policy (2002) notes that children have ‘an instinctive desire to play’ and that play is ‘the very process of learning and growth’. Therefore, it would seem that the best place to assess and observe children is whilst at play. Practitioners are encouraged to observe children’s Personal and Social, Well-being and Cultural Diversity, Language and Literacy, Mathematical and Physical Development through a range of play-based activities in both indoor and outdoor learning environments. McLachlan et al (2010) states that when observing children, practitioners have a duty to be as sensitive and as unobtrusive as possible.  The Welsh Government (2008) highlight that to be able to observe children effectively requires knowledge and understanding of child development. The Independent Stocktake of the Foundation Phase was critical of the use of observations and assessments in the Foundation Phase suggesting that practitioners lacked theoretical underpinning of how play-based learning can be assessed (Welsh Government, 2014). It suggested there were inconsistencies in the quality of assessment undertaken in the Foundation Phase. The Welsh Government (2017a) state that initial training was rolled out before the introduction of the Foundation Phase profile assessment tool was introduced. The Welsh Government have also issued settings and schools with a handbook, to support practitioners to understand how and what to observe and for standardisation. However, lessons learnt from the Independent Stocktake, suggest new staff who enter the Foundation Phase would need to acquire the same training to ensure that there is shared pedagogical understanding of observation and assessment to ensure children are being observed fairly and consistently (Welsh Government, 2017b and Welsh Government, 2014). 
The observations recorded by practitioners are then collated to form a baseline outcome which indicates an age-appropriate score. Despite the Welsh Government (2017a) acknowledging that joining a new school or setting can be unsettling, it highlights that baseline assessments must be collated within a child’s first six weeks of entry into a setting or school. There is also a duty for schools in Wales to report the baseline assessments as part of national data collection. As a result, this data would need to be recorded for all children in reception before the first half term (Welsh Government, 2019). Whitebread (2012) highlights concerns that this might be too early and questions whether children are comfortable in a setting within the first few weeks. McLachlan, et al. (2010) suggests that only when children feel safe and secure in their environment, will they be most comfortable to show what they can do. One of the most important considerations of the timing of the baseline assessments is the impact on the youngest of children within the group. In an article written by Busby, (2019) it was highlighted that those children who are born in the summer term are less likely to do as well in assessment than children who were born the previous autumn. With almost a whole year between them, Ward, (2017) suggests that two fifths of summer born children fail to reach the benchmark set by Governments. Morgan, (2021) notes that the older children in the class will outperform the younger cohort. Consequently, Campbell and Crawford, (2015) state that summer born children are more often placed in lower ability groups, which in turn impacts on self-esteem, wellbeing and attainment levels. Ward, (2017) suggests that adjustments should be made to the assessments to tackle the disadvantages faced by the younger children due to developmental immaturity. Furthermore, Busby, (2019) agrees that assessment of pupils should be undertaken at a particular age rather than at a set time. Welsh Government (2019b) attempted to address the issue of age, through the way in which the National Literacy and Numeracy tests are scored. However, it has been highlighted that, although each child will be provided with an age adjusted score which will demonstrate how they performed against a child of the same age, this would mean 50% of pupils will fall below average (European Commission 2019). Although the Welsh Government suggest that the curriculum should be developmentally appropriate, children as young as five years are being awarded an age, rather than stage related score. This is linked with the work of Piaget’s ‘ages and stages’ theory.  Piaget saw learning as a linear process whereby a child progresses through age related stages, where each stage must be mastered before the next stage is attempted (Smidt, 2015). Although this is potentially useful for practitioners working with children to be able to have some idea about where a child might be with development, McLachlan et al. (2010) argues that children’s development is not linear, they acquire and develop at different rates and must be allowed to develop at their own rate. Furthermore, in an article written by Davies, (2015) it was highlighted that The Foundation Phase profile has been designed so that the skill ladders that make up the assessment do not contain any gaps. Each outcome represents approximately one year’s progress for the average child, leaving practitioners to decide on a best fit, which could either place a child one year below or one year above the expected age-appropriate outcome. This, Smidt, (2015) suggests, focuses on what the child is not able to do rather than celebrate what they can do. Vygotsky argued that a chronological age was not a reliable criterion for determining where a child was in development. He did not suggest that learning was a linear process, instead it was suggested that, although children develop broadly in the same way, they do not develop at the same rate (Roberts, 2010). 
[bookmark: _Hlk29637497]The Te Whariki Framework used in early years education in New Zealand does not advocate formally assessing children against pre-set milestones. Rather it places the child at the centre of the curriculum, adopting a learner centred ideology (McLachlan et al. 2013 and Veazey, 2008). The curriculum is built on four strands, empowerment, holistic development family and community and relationships. Like the Foundation Phase it places the wellbeing of the child at the heart of the curriculum. (Roberts, 2010). However, The Te Whariki curriculum recognises the impact of the relationships and environmental factors surrounding the child that can impact on development. Drawing on Bronfenbrenner’s ecological system, it understands that the child does not develop in isolation.  Nutbrown (2006) suggests that the Te Whariki curriculum can be defined by the sum of experiences, activities and events that occur within a child’s environment which can foster learning. Veazey, (2008) explains that the Curriculum is based on the socio constructivist theories of Vygotsky and Bruner, where practitioners support children’s learning through scaffolding play, which makes the experience richer. Once the child shows competence then the piece of scaffold can be removed (Lindon 2012). This allows the child to go from dependence to independence (Smidt, 2015). In Te Whariki, progress of children’s learning is not recorded through a pre-determined checklist of outcomes which gives an age-appropriate score like that of the Foundation Phase Curriculum, instead progress is recorded in the form of learning stories. McLachlan et al. (2013) explain that these learning journey’s focus on positive aspects of learning rather than the deficits in learning. The learning journeys allow staff to identify where support is needed and interact to bridge the gap in learning. Ramsey et al (2013) explain that learning stories are a powerful reflective tool for early childhood. The use of photographs and annotations highlight the child’s overall learning journey, each learning story is added to a portfolio which documents the learning process not just the end result. Unlike the Foundation Phase profile, which is rarely used as a reflective tool for children to look at, McLachlan et al. (2010) states that these portfolios are not filed away, they are available for children and families to look at. The learning stories are available for children to revisit and consolidate learning, which Ramsey et al. (2013) suggest is beneficial as it allow students to build on individual strengths and achievements and consolidate learning. 
An exciting reform is underway in Welsh Education. A curriculum for life will be introduced in 2022 which draws on the good practice from the Te Whariki curriculum where four purposes will be embedded into everyday practice (Welsh Government, 2015c) Much like the learning stories in Te Whariki, the new curriculum suggests that learning should be recorded in a way which allows children and practitioners to reflect on and plan for progression (Welsh Government, 2018). However, the new curriculum still places assessment at the heart of the curriculum stating that it is integral to successful learning (Welsh Government, 2015a). It recognises the Foundation Phase profile as an important tool for formative assessment. However, the new curriculum highlights that ages and stages will no longer be applicable. Alternatively, progression steps will be built into each area of learning, to support the practitioner to engage the child in their own learning, and to highlight next steps and longer-term objectives. In this way learning and progression go hand in hand, bringing a purposeful approach to sequential learning. Vygotsky suggested that the best way to support children’s learning is to find out what they like to do, what they almost capable of, and what they might be capable of when learning is pitched in the zone of proximal development (Roberts, 2010).















Outcome 3 

The Critical Components for a Play-based Curriculum 
Although the notion of learning through play is a relatively new concept in Wales, it is deep rooted in the Italian pre-schools of Reggio Emilia where there is no reliance of a pre-determined curriculum. Instead, an emergent curriculum is encouraged where children are seen as active participants in their own learning. This blog will explore the critical components required for a play-based curriculum. 
A Shared Pedagogical Understanding of the Importance of Play 
It has been suggested that play is essential for the health development of all children (Else, 2014 and Bruce, 2006). Play enhances physical, social, emotional and creative growth (Hodgman, 2015). Such is the importance of play that the Welsh Government place it at the heart of the Foundation Phase Curriculum, stating that ‘Children learn through first-hand experiential activities with the serious business of ‘play’ providing the vehicle (Welsh Government, 2008). McLachlan et al. (2010) suggest that practitioners working in early years must be well qualified, have an understanding of the importance of play and how it impacts on development, to have the knowledge on how to best support the play process. Piaget, who was influential in the theory of play, developed the ‘constructivist theory’. This theory explains how children construct knowledge through their physical environment (Else, 2014). It was suggested that children organise their knowledge in groups of ideas known as ‘schemes’. When children acquire new knowledge, they either add it to the existing scheme or create a new one (Hodgman, 2015). Piaget likened children to ‘little scientists’ as he suggested that children construct knowledge and understanding of the world through repeated experiences (Wood, 2013 and Lindon, 2012). Repeated experiences form complex neural pathways in the brain on which sound knowledge is built (Wood, 2013). Practitioners who understand this will not be worried about the need to provide children with ever changing experiences, instead they will be confident about the need for repetition (Play Wales, 2008). The Foundation Phase Curriculum advocates these repeated experiences for consolidating learning (Welsh Government, 2008). Similarly, the adults in Reggio Emilia schools understand the importance of providing children with opportunity to revisit projects and to rethink and reconstruct their learning. This allows children time to build on and consolidate their learning (Nutbrown, 2006). Jerome Bruner referred to this as a “spiral curriculum”, where he explained that through regularly re-visiting the same ideas and concepts, each time adding another layer of information, the child gains deeper knowledge of the topic (McLachlan, 2010). 
Responsive and Reciprocal Relationships
The role of the adult is imperative in supporting a play-based curriculum (Play Wales, 2008). Siraj Blatchford et al. (2002) explains that, key to the quality early years environments, are well qualified adults who understand how to support children’s learning. Vygotsky suggested that children learn through social relationships with more knowledgeable others (Hodgman, 2015). His social constructivist theory built on the work of Piaget, however, Vygotsky suggested that this development was dependent on social interactions. Vygotsky described the more knowledgeable other as the social partner who could bridge a gap between what a child already knows and what they might be capable of with the support from a skilful play partner (Else, 2014). In the Italian pre-schools of Reggio Emilia, the role of the adult is considered to be equal to the child. Adults work alongside children in the learning process to scaffold learning and allow them to reach their full potential (Nutbrown, 2006). Bruce, (2006) explains that observation skills are crucial for early years practitioners to support children’s learning and to identify when a child is not meeting developmental norms. The Welsh Government suggests that observation should be used to assess children’s learning, with the main purpose to identify difficulties or misunderstandings (Welsh Government 2008). Nubtrown, (2006) explains that in Reggio Emilia pre-schools, observation is key to making learning visual. Observations and annotations are used to provide a document of a child’s learning journey. This document can be shared with the child retrospectively as a concrete means to revisit the learning. 
An Environment that Enables Children to Play 
Hodgman, (2015) explains that it is essential that an Early Years environment is stimulating inspiring and nurturing This will encourage children to feel safe to investigate and explore (Else, 2014). Malaguzzi, who was influential in the construction of the philosophy of Reggio Emilia, emphasized that the environment plays a significant role in the process of learning.  He defined the environment as being the ‘third teacher’ (Moorhouse, 2019 and Knight, 2011). An enabling environment is one which plays a key role in supporting the holistic development of children (Waite, 2011). Neaum (2016) suggests that practitioners can best support children by providing a play-based environment which is closely matched to the needs and the likes of the child. In Reggio Emilia, children are encouraged to investigate and explore through stimulating projects that can be individually suited to each child (Maynard and Chicken, 2012). However, The Foundation Phase Curriculum suggests that learning environments should be set up as areas of learning in both indoor and outdoor environments, which target specific areas of development (Welsh Government, 2014). In contrast to specific areas of learning, Nicholas (1972) cited in (Hodgman, 2015) suggested providing children with a selection of ‘Loose Parts’, which can be described as a range of open-ended materials with no fixed purpose. Pacey (2019) suggest that children who engage in ‘Loose Parts’ play are in control of their learning and the possibilities are endless. Lindon and Brodie, (2016) suggest that ‘Loose Parts’ play encourages divergent thinking, the ability to create and invent and to think outside the box (Moorhouse, 2019). Therefore, in order for children to develop holistically, and to be creative and enterprising, children could be provided with a selection of ‘Loose Parts’ (Fielden, 2015).  
According to Moyles, (2010) play is without a doubt, the most natural way children learn all over the world.  Therefore, it has been suggested that for children to reach their highest potential they need supportive adults who understand the importance of play, and provide appropriate time, space and opportunity for children to engage in playful activity (Else, 2014). A shared pedagogical understanding is also important so that all practitioners have a consistent and common approach to supporting play-based learning (Siraj Blatchford, et al. 2002). 
For more information on approaches to play based learning: 
Reggio in a nutshell. Available at: https://www.youtube.com/watch?v=cvwpLarbUD8 
[image: See the source image]Welsh Government Foundation Phase Curriculum. Available at: https://gov.wales/sites/default/files/publications/2018-02/foundation-phase-framework-revised-2015.pdf 








Image (Invitations to play, 2018). 
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