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Elements of Effective learning climates 

There are a vast number of barriers that can affect the learning climate. The environment and learning play a vital role in shaping the pupils learning experience, for many pupils the learning environment is what is located inside the classroom, however it can also refer to outside means such as the pupil home (Smul, 2020). While taking into consideration there is no formal definition of ‘learning climate’ but rather the term meaning (Colognesi, 2019), that all children have a right to education and learning as stated in the Convention on the Rights of the Child Article 28  focusing on the quality of the education and the content (UNCRC, 2001) and Article 29 focusing on the aims and government input for of the development of ability, respect of parents, cultural beliefs and respect of development in the natural environment. The learning must be inclusive, supportive, and equally adequate (UNCRC, 2001) and to support this the 2005 Every Child Matters paper recognised ‘five outcomes as being essential to a child’s wellbeing in school and later in life, well-being in childhood experiencing and attaining (Skills, 2005)’, having a constructive impact, and achieving economic well-being must be taken into consideration for successful outcomes.
The contemporary teacher must consider mixed ability, however children will need to feel  secure to take risks and make mistakes  which are crucial in the creative   process of learning (Hackett, 2020) , as Jean Piaget stated ‘a hand-picked learning environment which will encourage curiosity to focus the pupil’s devotion on investigations which will lead to valuable discovery’ (Simatwa, 2016)
The six elements chosen to critically evaluate this theme are Assessment for Learning, positive behaviour management, growth mindset, Social and Emotional Learning (SEAL programme), visible learning and the outdoor classroom. 
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Positive Behaviour Management  
Behaviour management in the classroom is key and enhances effective teaching and learning (OCED, 2011), misbehaviour disrupts this process as evidenced by Foundation Phase students who stated that ‘disruptive behaviour affects their learning and disrupts the whole class learning’ (Asbury, 2020).  
It is more effective to prevent challenging behaviour than deal with it, therefore important for the school culture approach to work together to support these ideas, evidence-based interventions as quickly as possible (Goverment, 2012). The Welsh Government recognises the importance and strong link between learning and discipline (Goverment, 2012). The Education Act 2011 allows teachers legal powers to identify behavioural issues and to tackle them to help underperformance which was 30% across Wales (OCED, 2011), it raises the standards for education and makes schools accountable for improvement, as this can help shape the future (Goverment, 2019).    
The Minister of Education on 3rd March 2006 reported  ‘ A Lifetime Learning with Skills committed to an ‘Independent National Review of Behaviour and Attendance (NBAR)’  (Goverment, 2015) (Bennett, 2017), because there could not be a range of different methods to tackling this problem because ultimately schools should be unified in working towards common good practice (Wales, 2013), so to support, approach and shape issues with children and parents holistically (Goverment, 2015), to identify, engage and support  positive behaviour and attendance in schools across Wales and this seems to be working effectively and slowly with a set goal (Goverment, 2015). Educational attainment is linked to socioeconomic inequalities (Nuzzaci, 2020) and according to David (2010), ‘mental and behavioural disorders in children are correlated with socio‐economic disadvantage’ (David, 2020) and the impact of social inequality may make this unified approach to tackling behavioural issues in the classroom demanding.    
Additionally, their goal was to embed strategies and plan for local authority’s schools across Wales in ways that practice, attendance  and behaviour could improve for the best outcomes (Menon, 2020), for students with poor/no communication skills, challenging behaviour including self-injury, tantrums, aggression, absconding, failure to engage, failure to acquire skills/low attainment (Titley, 2020). 
Section 13 Measure Education and Inspections Act 2006 provides for the head teacher to make the final decision on the school’s policy for behaviour (Titley, 2020). This would appear to contradict the ‘unified’ approach because arguably decisions to exclude would have an element of being subjective to the views of an individual. As stated in the ‘Section 61 of the School Standards and Framework Act 1998 requires a governing body to guarantee that the school follows policies intended to foster positive behaviour’ (Government, 2015) (Hutt, 2020), and because the power is in the hands of the head teacher, the child will inevitably fail to catch up if their behaviour results in exclusion (Caslin, 2020). Parsons and Howlett's (1996) work on exclusion raised apprehensions over substantial numbers of young people who were being failed by society (Asbury, 2020). The Children Act 2004 which built on from the 1989 Act emphasised that everyone who works with children has ‘a responsibility to help safeguard children and promote their welfare’ (Goverment, 2018). Arguably exclusion should only be considered after safeguarding and welfare have been addressed because according to (Bandura, 1996) people are ‘more likely to adopt a modelled behaviour if it results in outcomes they value’ (Abdullah, 2020). This does not appear to be the case according to Sally Holland who, in her 2019 report ‘Building Blocks’, studied 21 cases in the Foundation Phase which showed children being isolated and excluded resulting in gaps in provision.  Additionally the report identified teachers referrals were not done properly due to confusion on their part (Holland, 2019), resulting in delays meeting the child’s needs and outcomes and not promoting positive behaviour, but exclusion (Holland, 2019). This would indicate teachers are not following a unified approach to behaviour management resulting in head teachers making decisions without understanding the impact to safeguarding and welfare. Additionally, (Moreira, 2020) stated the educational system was structured to integrate children in the way society demanded rather than sourcing what caused the behaviour (Union, 2020) each child is unique and a different approach to behaviour modification techniques was needed. Should children be rewarded asked (Bennett, 2017), but rather encouraging them to explore their feelings and emotions to integrate their anger and aggressiveness holistically, giving them tools to help not moulding them (Moreira, 2020).
(Rodriguez, 2020) stated teachers in Wales, with the necessary skills-set, appropriate resources and a well-managed classroom combines to provide the ideal situation allowing undisruptive learning to take place (Rodriguez, 2020). In 2018 the Welsh Government’s agenda ‘Practical Approaches to Behaviour Management in the Classroom’ (Goverment, 2019) specifics each component  to enable teachers and students to progress and manage their emotions effectively so that learning can take place, not only as a part of growing up but with the right tools (Goverment, 2019). 

[bookmark: _Hlk64652998]Over the last twenty-five years Welsh Government developed a system-wide    approach and tool for teachers to understand individual behaviour called Positive Behaviour Support (PBS) (Goverment, 2019) which focuses on improving quality of life, while understanding there was always a reason for children’s behaviour, as this is a form of communication, which appears more in line with understanding social inequalities for example. Evidently, understanding the core  of the child‘s behaviour is vital (Morrison, 2020), for example the biological standpoint is what influences pupils interaction in their environment and can impact on their behaviour (DePasquale, 2020). Understanding of differences is shown by the development of the Wellbeing of Future Generations (Wales) Act 2015. Therefore, it is essential for all caregivers and teachers to understand the causes of challenging behaviour and associated strategies by taking a humanistic and systemic approach (Peel, 2020).

Estyn inspections have disseminated good practice shown in schools that have introduced positive behavioural management strategies and tools.  It was identified at Heronbridge School, Bridgend (Estyn, 2016) that staff training was key and recording incidents was more efficient. Local authority promotes good practice through Education Welfare Service (EWS) so staff have training in early intervention and strategies for the foundation phase in primary schools (Anderson, 2020). Half of pupils have difficulties managing their own behavioural issues and a humanistic approach (Estyn, 2016), listening to what pupils say, establishing a one-to-one dialogue, supporting peer to peer relationships (Estyn, 2016), by using Skinners Learning Theory to establish relationship between practitioner and child has proved effective (Mooij, 2020).  Specifically, by distinguishing poor behaviour of the child and using child’s first names, but mostly early intervention helped with pupils becoming more independent, achieving greater wellbeing, and attaining sustainable success (Estyn, 2016). Some 66 percent of pupils showed significant reduction of serious incidents over a three year period (Estyn, 2016). 
Practitioners do use a small amount of reward awarding house points for each child, so it can be carried throughout the school as whole school approach because use of positive behaviour management is a substantial part of the significant reduction of behavioural issues by using prevention rather than focusing on a reward system  (Hopwood, 2017) (Estyn, 2016) .
To conclude, practitioners are presented with varying ranges of scenarios related to classroom management shaped by the interactions of a diverse student population who individually have distinct personalities, interests, abilities and behavioural characteristics.  It is understanding the individuals which will surely allow for establishment of classroom management strategies to encourage success not only in terms of favourable academic performance but in terms of behaviour. 
Going beyond the classroom walls and making a connection with the families and understanding social inequalities are important elements which can result in understanding impacts to behaviour and ultimately help create a positive school environment.  
Despite engaging with behaviour improvement strategies problems can persist so it is important that the cause of the change in behaviour is investigated and addressed rather than just excluding the pupil as identified by Sally Holland in her approach. Challenging behaviour by its very nature is challenging but understating the cause is what is important as it can help with preventing future episodes.    
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For centuries children have not been considered active learners, but empty vessels to fill with knowledge (Kervin, 2018). Development Psychology has brought new light to this concept over the years (Molnár, 2019). In 2009, as a result of the largest meta-analysis ever conducted John Hattie’s Theory of Visible Learning concluded that holistically combining the student, the home, school, curricula, the teacher (Bartelink, et al., 2019), and approaches into a framework called visible learning, would improve educational outcomes for students of all ages (Hattie, 2009).  
It makes learning visible so practitioners can see where the impact of learning is happening, additionally students can visualise this too and eventually turn into their own teachers and become lifelong learners (Hattie, 2009). As well learning the value of learning aiming to apply interventions of 0.40 hinge point improving achievement, while Reeves (2014) stated “the most important contribution to educational research and practice in decades". This was backed by teachers worldwide who believed the visible learning book was the ‘holy grail’ of education (Fisher, 2018 ). Furthermore,  (Bergeron, 2018) declared that in fact ‘any good teacher with a pulse’ could produce 0.40 and teachers claiming it was the key (Hattie, 2009), teachers would make trivial claims that it improves achievement as anything virtually works (McKnight, 2019), in addition meta- analysis can be bias and therefore the theory does not correspond to the findings, evidently ESSA case studies provide statistics on such subjects (O'Connor, 2020).  
Hattie insisted the role for teachers was greater as they, as reflective practitioners, assess their own teaching, to evaluate the effects of their work while looking through the eyes of each child (Hattie, 2012), assisting them to develop into their own teaching skills as a practitioner. Romer (2019) identified the problematic base of using this theory is teachers creating an environment of challenges for students is vital, this can be tricky due to what the child’s knowledge already is (Rømer, 2019) , it would only be effective if the teacher  knows every students’ level of ability and achievement and age appropriate (Qvortrup, 2019), and for children to take on this challenge they must know at least 98% of the original content to establish ownership of their learning (Larsen, 2019).
The new curriculum of Wales fully supports Hattie’s theory and Donaldson implements it in the policy (Government, 2020) encouraging this theory by introducing strategies that children can interpret information, they can recognise what they need to do, when they do not know something (Government, 2012) initially take ownership of their learning and progress throughout their learning at each stage and ask what am I learning? How am I going there and where to next?  (Government, 2020) (Hattie, 2012) enabling shared language and meta- strategies to progress at each stage of their learning (Goverment, 2019). 
With additional support from Estyn, they assured that using Hattie’s approach in schools, means provision would improve (Eystyn, 2017), and teaching would develop, igniting the teacher and pupils skill set and ability (Eystyn, 2017), knowledge and its visible access for anyone, in addition teachers agree with this theory to be used in classrooms around the world  (Eystyn, 2017). However, statistics show primary school teachers state the visible classroom relies on the Pedagogical model and other aspects, to engage students manage their own learning and development.  A study conducted by (OECD, 2020) stated that practitioners found the model and Hattie’s theory difficult when 10% of pupils in each classroom need ALN support, resulting in time management difficulties and support staff budgets being cut by the Welsh government in 2018 (OECD, 2020). The extra help was not there to have the outcome they wanted, and they cannot implement this in the classroom (OECD, 2020). Some15% of teachers said the ‘explore’ part of the module to understand learning tasks and prepare to navigate their own learning was also difficult due to the lack of resources available due to school funding and poverty rising since Covid-19 (Hutchison, 2021).  Online learning was a barrier to learning and to delivery because many children had no experience or computers access at home (Hutchison, 2021). Another part is explaining, in multiple ways to connect new and existing knowledge, where 54% of teachers concerns were that the monitor of student progress can be difficult as it would take at least a few months to evaluate each child’s prior knowledge to then teach and move forward (Muhdi, 2020). Most children can grasp ideas but some may not, considering the following part ‘elaboration’ they support students to be reflective, questioning and self-monitoring learners, would be difficult if the previous cannot happen therefore the end result of elaborate to identify areas for improvement (Lepp, 2020), and address student individual needs will be indeed impossible to complete leaving the children with confusion and could refuse to learn giving a knock on effect later on through their learning and outcomes (Pandy, 2020) .
As debate grows of opinions of the education field around the globe on Hattie’s work, (Sosanya, 2018)  disagrees with Hattie, that in fact visible learning is not a theory in its own right, rather it is a traditional evaluation scheme  resulting from simplistic evaluation in the environment (Sosanya, 2018).
At one point Hattie himself criticised his own work for example, in previous editions of visible learning books. Hattie claimed that visual learning was effective through a Common Learning Effect which he calculated (Terhart, 2010) .  Most significantly, subsequent analysis of Hattie’s work found the original calculations to be incorrect (Terhart, 2010). This error was addressed, and Hattie’s work continues to be the authority on visible learning used globally by educators in everyday teaching  (Terhart, 2010) . 

Growth mindset 

Over the last 100 years, education accepted the idea that with intelligence that is   manageable and with the ‘right instruction anyone can be the creators of their own cognitive abilities’ (Tzuriel, 2020). In 1960’s psychologist Albert Bandura recognised there are specific differences in ability, (Bandura, 1996) but that there is capacity for growth for everyone, wherever the beginning point is (Bandura, 1996). 
Growth Mindset Theory was newly created by psychologist Carol Dweck emphasising a person’s effort on the path to mastery (Dweck, 2017). Persistence, trying different strategies and learning from mistakes are an essential part of learning and just temporary setbacks (Dweck, 2011). The theory supposes intelligence and talents can be developed and is a growing phenomenon globally.  According to (Midgley, 2019) the theory is good on paper, but change does not happen easily so it is not valid or realistic, yet Dweck stated “Nobody has a growth mindset in everything all the time”  (Dweck, 2011) , ‘but mindset can have a deep effect on academic achievement and beyond’ (Dweck, 2011). Even though this theory is used by educators worldwide, some 98% say that the idea of shifting from a fixed mindset to a growth mindset is trickier than formerly directed in Dweck’s books (Egathesan, 2016). The Joseph Rowntree Foundation report by (Cummings, 2016) and suggests ‘that in fact no evidence to indicate that the impact on attainment was aided by amendments in any methods or little impact on attainment and given proof’ (Cummings, 2016) of ‘0.17–0.45, mindsets 0.24–0.66);– mentoring (0.09–0.22 and 0.11–0.24)’ (Cummings, 2016) indicating no attainment was facilitated by changes in any of these mindsets.
Although, in schools the new curriculum to be fully implemented by 2022, Professor Graham Donaldson and The Welsh Assembly government emphasised on children having a growth mindset encouraging educations to put this in the heart of their teaching (Wavehill, 2020). Teachers having opportunities to shape the minds of children more by motivational talks, resources, and classroom halls filled with posters  and displays to help with  the cognitive process to believe they can do anything with a fixed mindset showing them the steps and creating a love of learning (Donaldson, 2016) (parks, 2013) and embrace challenges by overcoming obstacles so the task set ‘small’ to evolve to ‘bigger’ would require them to have the right mindset and tools (Blad, 2016). Helping to put the theory into practice through inspiration, moving students away from seeing that failure is a bad experience but rather use it as an indication of their ability (Dweck, 2015), therefore seeing this as a opportunity to develop their abilities to their full potential, for example effort will improve ability. Theorist John Dewey argued that ‘every child’s intellect can be created, in the correct environment’ (Dewey, 2015). Dewey indicated the self  is not to some extent ‘readymade’ but rather ‘in constant development through choice of action’ (Dewey, 2015) even though schools around the globe stand by Hattie’s theory and 98% of educators state it should be in schools, only 50% have stressed that in fact they have tried to replicate this theory in the classroom (Slavin, 2016).  It has not been an easy process due to lack of training and strategies to implement the effectiveness of the changed mindset in children and to be consistent is troubling (Ashman, 2018). Educators have been unable to interpret the research on the supports of a growth mindset into some sort of effective, reliable method that makes a significant variation in pupil educational attainment (Cummings, 2016).
Imagine a numeracy problem that two children tackle, rushed by an educator due to time, either in the classroom or online, one child completes the challenge but on the next cannot progress, hits a wall, this will discourage, and the child would be upset and feel no good at numeracy (Cummings, 2016). The second child may feel the failure is a barrier and will continue to tackle the numeracy task to develop overall numeracy capability (Cummings, 2016), two completely different mindsets, that cannot be encouraged to change (Cummings, 2016). 
Furthermore, (Kitzamara, 2015 ) stated that educators were unaware that in order to be effective, Dweck’s theory needs to be steady and cannot be encouraged and then abandoned (Kitzamara, 2015 ), it requires continuous care and nurture, and identifies that positive or negative can be a theoretically damaging if not carefully achieved (Kitzamara, 2015 ),therefore it could lead children to develop psychological health issues in their future and stop believing in their ability  (Kitzamara, 2015 ).
Some professionals say that by putting up posters, slogans in schools the theory has been misinterpreted and miscast (Hudson, 2021).  It is not about inspiration, but how a child understands their own intellect, yet other educators claim this works well with the right guidance and training, and children thrive to their full potential (Hudson, 2021).  
To conclude, this theory appears a work in progress as it seems there is a lack of understanding and training to implement it in the classrooms, therefore the education system itself needs to implement the translation from the theory to the classroom. Dweck may be right in that her theory may be misunderstood or projected wrongly and as schools focus is on testing, performance, and ability not the indefinable nature of teaching and learning itself, a way of improving confidence in the classroom may come better from traditional scaffolding, or how capable a child’s is challenging their own brain, and just maybe the greatest way to attain a growth mindset is perhaps not to discuss the growth mindset  altogether and just flow.  

The role of parent partnerships  

Currently previous research suggested by theorists (Bronfrenbrenner, 2000) and (Vygotsky, 1943) with a support from  (Estyn, 2020) , (Holland, 2019) and the (Government, 2015) that parental engagement is key to a child’s school achievement and their intellectual development  and can play a vital role in improving behaviour in the classroom (Spencer, et al., 2018). Having caregivers and teachers communicate more helps students feel more motivated in their classes (Goodall, 2016); their self-esteem and attitudes in class improve greatly, and central to development and wellness and social-emotional development and communities (Estyn, 2020). Children are in class six hours a day for 12 years that is just 14% of their life span, 86% of that is at home, so the question is, the importance is not the type of school, or who goes there, but the superiority of its connection with the families. More schools are now making this a priority and making interventions through technology (Holland, 2019),  so the impact is evident across all social classes and all ethnic groups and have a clear goal of a whole school approach to parental engagement as benefits beginning in early childhood, throughout adolescence and beyond  (Goodall, 2020). Essentially trainee teachers are learning this in training through initial teacher training or continuing professional development (Government, 2015). 
Research by (Holland, 2020) shows although educators acknowledge the benefits of parental involvement, they consistently criticise that parents do not support or assist their children’s education.    
The Children’s Commissioner for Wales, Sally Holland states that educators should not presume that caregivers instinctively know how to engage themselves at school or home (Holland, 2019). Caregivers need to be taught how to successfully engage themselves in their children’s education (Estyn, 2020). The belief that every caregiver knows how to teach their children is problematic. Caregivers are not educators and therefore need to be taught on how to educate, help, and inspire their children at home (Government, 2015). Ineffective instruction at home by a parent could result in the school improvement of their families (Vygotsky, 1943).
Barriers in parental engagement in the 21st century, a report from (Government, 2015) from the voices of parents, stated that schools have obstacles from their busy work schedules to provide for their families, there is a lack of support and parents are not informed on what they can do to help their children but rather an assumption they do not want to participate and not seeing the obstacles they face to engage, therefore the (Goverment, 2015) have encouraged educators to an open door policy with schools through technology for example, hwb, class dojo, and even later parents evenings. 
Another barrier is poverty as this is at an all-time high as one in every 4 children suffer in Wales (Holland, 2019). As a result time, costs for travel, and even translation for caregivers who have EAL have money issues as there are no job opportunities (Goverment, 2015), and therefore have a lack of no confidence in supporting or even engaging in schools. Even though the government provide free school meals and help with EAL by working with multiagency like GEMS they still feel excluded or embarrassed or rather a lack of getting to know a different cultural norm from their own (OCED, 2011).
Lastly a report  by the Welsh Assembly Government called ‘ FaCE the challenge together’  (Government, 2015) said there is a lack of educators trying to reach out to caregivers whom chose not to have a parental engagement with schools (Goverment, 2015), additionally on the other side the staff training is poor on how to support or reach out to parents to engage them with their children’s learning (Estyn, 2020). 

A report published by Nuffield Foundation (2013) stated that school programmes designed to increase parental involvement to raise attainment found it was inconclusive and there was concrete evidence to suggest it raised attainment or not (Gorard, 2016). Additionally The Education Endowment Foundation (EEF) carried out eight trials for parental interventions with engagement, six failed and only two possibly changed the outcome (Foundation, 2017). The Welsh Assembly Government stated in a report that there was in fact no research that was strong enough to conclude that parental engagement aided fully in the outcomes of their children’s education but rather going on the theory and outcomes from other school  apparent attainment scores (Gorard, 2016).  However it did state it could work if done correctly. Even though Bronfenbrenner  believed that Vygotsky scaffolding could create an education educational mindset and the importance of interaction between children and adults he believed that the teacher and caregiver may not always work and Vygotsky and his theory fails to mention a child who has additional needs the parents cannot accept from a practitioner make awesome conflict too, so may be a shortfall somewhere or extra training needed for educators (Cummings, 2016).

To conclude it is evident in some cases around the globe and that in hindsight parental engagement is always a good place to start, although there is little evidence to suggest this would work in the educational setting , with the right resources training and parental engagement it could become a key for the child to have better outcomes and raise attainment, even though in the 21st century there is still some work to be done or even further research into this so that the educators and parents can be fully aware of the framework that is involved and come together as a community the two will eventually become holistic and support each other in creating children for the future in society.

Using Outdoors as an effective learning environment

‘The best classroom and the richest cupboard are roofed only by the sky McMillan 1925’ (Torkos, 2019).
In the 21st century education arena, concerns have risen over the natural environment where children’s wellbeing, development and health are suffering due to barriers to outdoor learning (White, 2018). Even though education has come a long way since the 1800s and how children are seen as children not adults (Patte, 2019), intellects such as Margaret McMillan, Susan Issacs, Fredrich Frobel and Maria Montessori ‘shifts in thinking were inspired by electoral agenda’ (Zamani, 2018) and pedagogy have inspired how the view of outdoor education is acknowledged today, having a similar view by advocating outdoor provision towards the curriculum (Kepper, 2020) by emphasising that the young child is key and important, a person, with emotions and creativity that ought to be encouraged and valued (Waite, 2019). This was highlighted in ‘High Quality Outdoor Learning, published in 2015 by the Outdoor Council’ (Council, 2015). The paper delivers a structure for evaluating the excellence of outside education, additionally Ofsted along with The Foundation Phase Wales  emphasised the outdoor play is key for children, and to reach their full potential by 89%, they need to be outdoors learning to evolve (Smith, 2019) (Government, 2015). UN Convention on the Rights of the Child (1989) Article 31: States the right of the child to rest and leisure, to engage in play (UNICEF, 1992). This will develop their creativity, independence, behaviour, health, and confidence which is lifelong (Tremblay, 2018). Outdoors provides permanent space beyond the traditional classroom, and the engagement is vital for academic and personal development (Storli, 2018). Research by (Zentall, 2020), found children with ADHD pursue change and high-interest events and outdoor learning enhances potential by 76% of children with Additional Learning Needs (Zentall, 2020) and creates the importance of forming relationships and developing communication skillsets.
Educators emphasising that if outdoors is not correctly planned and the establishment does not have clear-cut aims for the children's learning outside, then educators could find it challenging to see any valuable learning taking place (Dyment, 2019), who additionally stated, it is worrying that only 24% of children aged six years in Wales knew what their cultures insects and wildlife was, and could not distinguish a magpie and most could not know the distinction between a bee and a wasp (Hamel, 2021).
Furthermore according to research by  (Wlliams, 2021) children are more motivated, inspired, and willing to learn as long as the opportunity is there and ideally is shaping the future of education (Wlliams, 2021).
Globally countries that have top PIZA scores like Finland and China have encouraged this throughout their learning and children who get out-of-doors provision increased their test scores by 39% (Eystyn, 2017).
Kirsty Williams is responsible for education, training and children's services in Wales and encourages outdoor play, regardless of the weather, that is protected and secure, nevertheless challenging for them (Wlliams, 2021) and ‘to aid support children’s learning and development’ (Wlliams, 2021) especially due to concerns in connection with obesity having more than doubled up since the eighties, with forty six million youngsters below the age of seven obese in 2020 (Cymru, 2020).
A few difficulties, mentioned by teachers as to why out-of-doors activities demonstrate tricky to coordinate, in the promotion of constant provision (Hovardas, 2019). additionally obstacles that cannot be helped is the weather, supervision, issues with space, and periods to set up the actual activities are proven difficult (Hutchison, 2021).
Educators maintain that outdoor learning is key but are forced to concentration more firmly on those themes that are assessed in standardised exams and that standards-based education systems with restricted cognitive outcomes entail other risks (Leggett, 2019), involving persuading schools and educators to limit the curriculum which, could diminishes school children’s’ imaginative and fun activities, limits their thinking abilities (Hudson, 2021). Fletcher (2018) stated people established a society that is “teaching young people to avoid direct experience in nature.” (Fletcher, 2018) He invented the phrase ‘Nature Deficit disorder’ (Fletcher, 2018) as a result Young Minds stated  ‘1 in 10 children and young people aged 5 -16 suffer from a diagnosable mental health disorder: (Minds, 2015). In reality, ‘a quarter of children spend a lesser amount of time outdoors than prison convicts’ (Abdullah, 2020). 
Lastly barriers being the unavailability of space and admission to outside become interestedly questioned when imagining about various kinds of childcare provision (Cummings, 2016), due to the concerns towards their physical condition and wellbeing but children’s mental health and stress levels soaring in schools for this very reason (Wlliams, 2021). According to (Wells, 2003), ‘green plants and vistas reduce stress among highly stressed children’. And the environmental significance of outdoor learning is that the teachers working vigorously for the children in the class (DePasquale, 2020), have occasions to practice further expertise and abilities in this field, but is hard without the outdoor provision and more must be done (Dyment, 2019).
It seems that outdoor learning is the key to improve not just teachers but children’s development, mental health, building essential communicating skills and attainment, and the Welsh government seem to be stepping in the right direction by listening to educators who advocated and identified barriers to outdoor learning. Taking a holistic look not just inside this classroom but globally may encourage outdoor learning as a matter of urgency and help with essential needs for development. Although there will always be barriers with space and resources, outdoor learning is worth the risk, educators need to incorporate when planning or seek training, as it is clear from research it benefits children in every way and seeking additional provisions at schools with funding .
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