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The Organisation for Economic Co-operation and Development (2018) recognise that children’s experiences and opportunities in the early years lay the foundations for the development and learning of skills in later life. In recent times, influenced by Dewey’s learner-centred pedagogy, Aubrey and Riley (2019) state that education, particularly in the early years, has seen a move from a traditional knowledge-based style to a more child-centred one. Moreover, most curricula frameworks, according to Clark (2016), strive to integrate care and education and promote play-based learning. However, Wood (2013) suggests that different curriculum models will each reflect the cultural beliefs, values, ethos and future needs of their individual societies. Nevertheless, the Plowden Report (1967: 7 cited Aubrey and Riley, 2019) maintains that the child should be at the core of every educational process. 
In Wales, prior to the implementation of the statutory curriculum for children aged three to seven, the Foundation phase framework, Estyn (2011) observed that the standards of language, maths and science achieved by most seven-year olds were at an unsatisfactory level and furthermore, children were being introduced to formal learning prematurely, particularly in reading and writing which was seen as having a negative effect on their desire to learn (Taylor, Rhys and Waldron, 2016). Therefore, the National Assembly for Wales (2003 cited Taylor, Rhys and Waldron, 2016) recognised a need for reform of early years education. As a result, the Foundation Phase framework was gradually introduced between 2008 and 2011 and aimed to support the prevention of underachievement and raise standards (Estyn, 2011).  
The Foundation Phase, underpinned by constructivist theories of learning, much like early years education in Scandinavia, New Zealand (Te Whãriki) and Reggio Emilia settings, recognises the importance of play in children’s learning (Taylor et al., 2015). Consequently, advocating an experiential, play-based pedagogical approach (Taylor, Rhys and Waldron, 2016), which according to the Welsh Government (2015) was overall enthusiastically welcomed by many practitioners. Nevertheless, with the implementation of the Foundation phase requiring a ‘significant change in approach and delivery’ (Welsh Assembly Government, 2010 p.1 cited Waters, 2016), Taylor et al. (2015) recognised that practitioners initially faced some challenges. Notably in areas such as, identifying and implementing structured play and active learning and maintaining a balance of both child-initiated and adult-led learning. Successful implementation therefore required practitioners and leaders to understand the principles and pedagogy of the approach (Estyn, 2011), and develop a sociocultural perspective of children’s learning, particularly important when well-being is viewed as being at the core of the Foundation Phase (Aasen and Waters, 2006 cited Maynard et al., 2012).  
In addition to the importance of focussing on well-being, aimed at developing children’s confidence, self-worth and self-esteem (WAG, 2008 p.6 cited in Waters, 2016), the Foundation phase supports a cross-curricular and holistic approach recognised by Vygotsky as promoting cognitive development (Aubrey and Riley, 2019). Furthermore, Sim et al. (2018) believes that Vygotsky’s theory recognised that language and social interactions are essential to cognitive development. Consequently, placing adult and child interactions such as sustained shared thinking, at the core of children’s learning (WAG, 2008 p.6 cited in Waters, 2016) and supporting effective practice (Wood, 2013). Much like that of Italy’s Reggio Emilia approach, which is recognised for its pedagogy based on child-adult engagement (Wood, 2013).  
Therefore, according to Taylor et al. (2015), research suggests that successful implementation of the Foundation phase required additional practitioners, particularly essential to enable the facilitation of continuous, enhanced and focussed activities. Furthermore, Bonetti and Brown (2018) suggest that further studies recognised the importance of having good management practices, knowledgeable practitioners and adequate indoor and outdoor space. All essential to supporting and enabling a child-centred approach to education, particularly within a standards-driven education system (Taylor, Rhys and Waldron, 2016). The Welsh Government (2018) believes therefore that the provision of early years education in the Foundation Phase, places children at the centre of their own learning by encouraging them to have fun, be creative and imaginative.  
Wood (2013, p. 2) states that many pioneer educators recognised children’s natural affinity towards play which links strongly with the child-centred ideology, by enabling children to ‘express their inner needs, emotions, desires and conflicts.’ Piaget, according to Aubrey and Riley (2019) firmly advocated that play is essential to children’s learning, supporting them to discover what things are for, how they work and make sense of the world around them. Likewise, Clark (2016) suggests that Froebel also viewed play as serious business to children and of great significance, believing that education should champion children’s holistic development. Froebel also believed that children are not simply receivers of the world but the creators of it (Snider, 1900, p.164 cited in Clark, 2016). Subsequently, the Welsh Government (2018) developed the Foundation phase with the understanding that learning through play is fundamental to the early-years curriculum and essential to inclusive practice (Clark, 2016). However, Grindheim (2017) suggests that the ambiguity of play has caused play opportunities to vary in quality depending on practitioner’s perspectives.  
While the British Educational Research Association (BERA) Early Years Special Interest Group (2003 cited in Stephen, 2010) agreed that play formed the basis of learning in the early years, they questioned the effectiveness of ‘free play’ and suggested that play could be ‘stereotypical and lacking in challenge.’ However, according to the Welsh Assembly Government (2008 cited in Waters, 2016), play enables children to experiment, problem-solve, practice and consolidate their learning and make decisions both individually and with others. Moreover, Play Wales (2017) state that there are many variations of play such as, creative, exploratory and imaginative for example which varies between noisy and social, to quiet and focussed. Additionally, Zosh et al. (2017) believes that when children play with others, they build skills such as collaboration and communication as well as having fun, in addition to learning to cooperate and recognise others’ perspectives, particularly during role play (Grindheim, 2017). 
Malaguzzi, according to Wood (2013) proposed that children have the ability to construct, communicate and express their ideas, experiences and knowledge in various ways and using a range of resources, tools and materials. Thus, fundamental to the Reggio Emilia approach is the belief that having access to ‘high affordance’ tools can promote children’s learning (Palaiologou et al., 2016), and scaffold their thinking skills and creativity, potentially creating future mathematicians, artists and scientists for example (Wood, 2013). Consequently, recognising that many settings lacked suitable facilities for successful delivery of a more practical, experiential and play-based way of learning (Taylor et al., 2015), Maynard et al., (2012) state that the Welsh Government provided a substantial amount of funding in order for settings to develop their environments, both indoor and outdoor, within the foundation phase. Enabling practitioners to reorganise classrooms to create areas of learning and purchase appropriate resources and equipment for both environments (Rhys et al., 2014).  
During the development of the Foundation phase, The Welsh Assembly Government (2009) advocated that the environments in early years settings should promote children’s independence, placing a significant emphasis on the use of the outdoors. The Welsh council for outdoor learning (2018) suggest that a great deal of research has recognised the benefit to children’s development that outdoor learning and play in the natural environment provides. Which according to Gleave and Cole-Hamilton (2012) are opportunities for self-discovery, stronger emotional well-being and resilience, critical thinking and an increase in cognitive ability. Furthermore, Burdette and Whitaker (2005 cited in Beyer et al., 2014) believe that outdoor play, particularly unstructured, supports children’s physical health and development, confidence through risky play and improve social relationships and problem-solving skills. Therefore, The Welsh council for outdoor learning (2018) affirm that learning in the outdoors should be a ‘natural, integrated and stimulating part of the curriculum.’ Hence, Beyer et al. (2014) expressed the importance of recognising and overcoming any barriers to outdoor learning, which Gleave and Cole-Hamilton (2012) suggest vary from practitioners’ attitudes and confidence in take learning outside, time, an increase in structure and schedules and a lack of suitable space.  
Overall, according to Estyn (2011) the implementation of the Foundation phase was positive, and good practice and provision were observed. Moreover, an evaluation of the Foundation phase pedagogy recognised that many children were engaged and achieving well (Waters and MacDonald, 2016) and improvements in literacy and numeracy, attendance levels and children’s well-being were evident (WG 2016). However, Taylor et al. (2015) concluded a lack of reduction in attainment inequalities throughout Wales, particularly between children from varying socio-economic backgrounds. Furthermore, Waters (2016) believes that successful and effective implementation varied significantly among settings. Consequently, the Welsh Government requested a ‘stocktake’ aiming to review the progress of the Foundation phase (Waters and MacDonald, 2016) and consider the aspects that could influence future policy such as, practitioner training, leadership, standards and transitions. While continuing to support children’s learning, their families and the community in which they live (Welsh Government, 2014a). As a result, Kingston and Siraj (2017) recognised that further investment and support were fundamental to the future success of the Foundation phase.  
The Welsh Government (2017), believing that education changes lives and powers economic growth, recognises that every child has the right to reach their full potential and therefore, requested a review of its curriculum as a whole, while maintaining a commitment to the Foundation phase. Consequently, the curriculum review, Successful Futures by Donaldson (2015) considered the importance of education to the future success and well-being of all children. Subsequently, developing ‘four purposes’ to the curriculum which aim to support all children to become healthy, ambitious, capable and valued individuals, who have the ability to face future challenges and uncertainty with confidence (Welsh Government, 2018). Likewise, Zosh et al. (2017) recognises that the world is continuously changing, particularly in regard to technology and social life and children in the twenty-first century require skills and mindsets that previously did not exist. Thus, highlighting the need for the Welsh Government to develop an education system that reflects and incorporates the diversity and complexity of the future, such as, climate change, an ageing population, ever evolving technologies and globalisation (Welsh Government, 2017).  
Jones (2019) states that the Welsh Government aims to ensure that the new curriculum expands upon the strengths and principles of the Foundation Phase curriculum and pedagogy, reinforcing experiential and active learning that is developmentally and individually appropriate (Welsh Government, 2018). According to Donaldson (2015) the Welsh Government proposed to revise the previous areas of learning for both mathematical development and language, literacy and communication skills, also recognising that digital literacy, or digital competence, is of equal importance. Therefore, developing ‘Areas of Learning and Experience’ which will include technology and also expressive arts and health and well-being for example (Weslh Government, 2020). Furthermore, Donaldson (2015) affirms that each area of learning and experience should support and contribute towards the development of the curriculums four purposes. Thus, according to the Welsh Government (2020) each AoLE will be supported by ‘what matters’ statements that aim to justify its importance and recommend the skills, knowledge and experiences required to achieve success. However, Taylor, Rhys and Waldron (2016) foresee that the implementation of a new curriculum in Wales will not be without challenge, and Palaiologou et al. (2016) suggest that financial and professional implications, a lack of training among practitioners and an understanding in regard to roles and responsibilities are some examples.  
It is essential therefore, that creating a successful, equal, resilient and better skilled future for every child is the responsibility of all (Welsh Government, 2018). Moreover, Clark (2016) believes that providing high-quality interactions and learning experiences for children requires reflective practitioners who are skilled and knowledgeable and recognise the importance of an inclusive curriculum. Consequently, building on the existing strengths already evident of early education in Wales (Donaldson, 2015), the Welsh Government (2018) aim to continue to develop a curriculum that will not only invest in the future of children in Wales but ensure they receive the best possible start. Furthermore, ensuring a future Wales that is globally responsible, and is united by its communities, culture and thriving Welsh language (Welsh Government, 2017). 
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According to the Welsh Government (2018b), one of the pedagogical approaches of the Foundation phase, which is the statutory curriculum for children aged three to seven attending schools in Wales (Taylor, Rhys and Waldron, 2016), is that practitioners plan engaging and developmentally appropriate learning opportunities for children, supported through assessment and observation of the abilities of each child (Welsh Government, 2018b). The Foundation Phase profile is the guide used by practitioners to assess children’s personal and social, physical and mathematical development as well as their well-being, and language, literacy and communication skills (Welsh Government, no date). Initially however, children will be assessed through an observational baseline during the first six weeks of starting school, which for most children, this will vary between the age of three and the compulsory school age of five (Welsh Government, 2017a). The Welsh Government (2015) states that practitioners will need to create a range of continuous, focussed and enhanced tasks to carry out such observations and formative assessments, using a skills ladder to assess children’s developmental abilities in each of the areas of learning. Subsequently, enabling practitioners to consider the interests, learning styles and developmental stages of each child and plan developmentally appropriate provision (Welsh Government, 2018c). However, for most children, the baseline assessment is carried out during a period of transition and Rudduck and Flutter (2004 cited in Brogaard Clausen et al., 2015) believe that some children may not display their true abilities during the settling in period and therefore, the assessment of their performance and attainment could be affected. Furthermore, Jones (2015) states that baseline assessments, in particular, suggest ‘typical’ developmental achievements for children starting reception, and do not consider and recognise the varying ages within the class. 
Within early years education in Wales, the Welsh Government (2018a) maintain that assessments are essential for practitioners to recognise children’s learning and developmental needs and consequently support them to progress individually. Furthermore, the Welsh Government (2018b) believe that observation and assessments support practitioners to identify any additional learning needs and ensure necessary interventions are implemented early on, particularly important when specialist services may be required. Thus, potentially closing any gaps in attainment (Taylor et al., 2015). Therefore, the Organisation for Economic Co-operation and Development (2019) recognises the need for knowledgeable and intuitive practitioners within settings. Particularly, as Sylva et al. (2010 cited in Waters, 2016) suggests that 
children achieve better outcomes when the practitioners in their settings are better qualified. Hence, Syslova (2019) believes that highly qualified practitioners have a better understanding of curriculum and pedagogy, understand how to ask quality open-ended questions and integrate quality play and learning in a multidisciplinary environment. Furthermore, understand the importance of continuous professional development and reflecting on their practice (Welsh Government, 2014a). While this may be true, Tierney (2013) identifies that practitioners’ individual perspectives of children’s learning and development, possibly based on their own experience of education (Welsh Government, 2014a), could see potential inequalities in observing and assessing children, along with time limitations and large class sizes (Tierney, 2013). According to Brogaard Clausen et al. (2015), the initial baseline assessments are later compared to children’s results and outcomes observed and assessed at the end of the Foundation phase and aim to support effective teaching and learning (Wood, 2013). The OECD (2014) state that the assessment results are used to recognise pupil and school progression and performance. However, Brogaard Clausen et al. (2015) contends that there is a risk of practitioners purposely lowering initial outcomes in order to create better overall improvement of pupil’s academic and school performance results. Additionally, at the end of each year, based on the Literacy and Numeracy Framework, practitioners are required to formatively assess the literacy and numeracy skills of each child (Welsh Government, 2019), enabling them to understand the required next step to support children’s progress and improve achievement (Welsh Government, 2020b). Nevertheless, Pescott (2017) argues that the formal tests have caused controversy, and many practitioners believe that they do not value a practice that is child-centred or led. Furthermore, Goldstein and Spiegelhalter (1996 cited in Brogaard Clausen et al., 2015) suggest that the tests do not consider a child’s home experiences, gender, socio-economic status or additional languages, which could all influence children’s attainment. Therefore, Clark (2016) contends that to be most effective, all observations, monitoring and assessments of children’s learning should acknowledge their backgrounds and additional learning needs. Additionally, according to the Welsh Government (2015) practitioners are only required to inform parents of their child’s progress on a few occasions throughout the school year in ways such as, an informal discussion during a parents evening and an end of year written report.  
Comparatively, according to Wood (2013) the sociocultural approach of the New Zealand curriculum, Te Whariki, strongly reflects the beliefs, traditions and cultural heritage of their communities. Therefore, Maynard (2012) states that the curriculum approach promotes biculturalism, believes in building strong relationships with parents and the communities (Pescott, 2017), and recognises the importance of children’s life experiences (Maynard, 2012). Furthermore, the Te Whariki approach, recognises the importance of play and advocates a holistic and inclusive way of teaching and learning. Much like that of the Foundation phase pedagogy (Pescott, 2017). However, in regard to assessments of children’s learning, Pescott (2017) recognises that the Te Whāriki model, uses learning stories as an assessment method to measure children’s achievement and attainment, which differs significantly to that of the Foundation phase’s outcomes, learning goals and performance measures. Learning stories, according to Hanrahan, Niles and White (2019), are structured narratives, written by practitioners, following an observation of children’s learning experiences, and highlight what children have been doing, what they learnt and their abilities, interests and strengths. Additionally, learning stories are shared with the families of the children and they are encouraged to contribute towards them, supporting parents to engage and connect with their children’s learning (Southcott, 2015). 
Hanrahan, Niles and White (2019) suggest that the learning stories framework also differs from the ways of more formal assessments, by recognising practitioners as active participants and acknowledging their views. Furthermore, Southcott (2015) states that as well as highlighting the skills the children are developing through their thinking and actions, the learning stories also recognise how the practitioners support and extend the learning further. Therefore, Goodsir (2017) advocates that observations and assessments using learning stories are most successful when the adults know and understand each child individually. Moreover, Helm, Beneke, and Steinheimer (2007 cited in Southcott, 2015) suggest that the professional development of practitioners is also promoted through the use of learning stories, particularly when needing to think critically and reflect on their practice to consider the best ways to support children’s learning dispositions, and furthermore, achieve the desired knowledge, skills and attitudes set by the curriculum (Wood, 2013). Additionally, when the narratives are evaluated together and ideas and feedback shared (Pack, 2016), Wood (2013) believes that the interaction of ‘sustained shared thinking’ enables the adults to support children’s emergent understanding and working theories. Thus, according to Pack (2016) can administer a sense of self-worth and confidence in children when they feel that their ideas, thoughts and actions are valued. Consequently, giving children a voice (Southcott, 2015) and empowering them to take control of their own learning (Lee et al., 2013). 
Like all good curriculum approaches and frameworks, they are not without challenge and Gould and Meade (2008 cited in Cameron, McLachlan and Rawlins, 2016) suggest that learning stories can be viewed as a simple scrapbook of children’s play and experiences and do not document their progressive development from one stage to another. However, Wood (2013) argues that the learning stories provide meaningful narratives that consider the process of children’s learning and outcomes, which are more beneficial than simply ticking a box. Furthermore, Cameron, McLachlan and Rawlins (2016) state that many practitioners note difficulties in a lack of time to both assess and then create the learning stories, however most believed in the benefits they provided, such as, supporting and nurturing the individuality and emotional well-being of each child (Blaiklock, 2010).  
Similarly, Maynard et al. (2010) recognises that children’s well-being is fundamental to the Foundation phase pedagogy and much like the learning story assessments of Te Whariki, this is supported when children are able to actively participate in their learning, assessments and decisions that affect them. Likewise, the importance of this is reiterated in article three of the United Nations Convention on the Rights of the Child (Unicef, 2010). Therefore, Maynard et al. (2010) believe that when early years practitioners in Wales involve children in their own learning and self-assessment, they will further improve learning, and support children to understand how they can improve on what they can already do (Welsh Government, 2017a). Which, according to La Paro, Hamre and Pianta (2012 cited in Perren et al., 2017) can be achieved when practitioners value children’s perspectives and provide high quality feedback. Furthermore, Black and Wiliam (1998 cited in Aubrey and Riley, 2019) believe that feedback given to children should ideally occur at the time of the event and recognise the quality of children’s work, while providing positive advice, sharing ideas and more importantly, questioning on how or where they could improve. This Vygotskian approach of scaffolding, according to Howard et al. (2018), extends children’s critical thinking, reasoning, and problem-solving skills and leads to better future outcomes for children (Waters, 2016). Furthermore, Wood (2013) suggests that adult and child discussions and reflections during activities enable practitioners to regard and interpret children’s intentions and meanings, and gain an understanding of children’s holistic development, both informing practitioners and supporting assessment (Brodie, 2014). 
The Welsh Government (2015) recognise that all children are unique in their own way and develop and learn new skills at their own rate and time, and therefore require practitioners to assess and plan for children’s learning to suit the needs of individual children, through differentiation and an understanding of the stages each child is at (Welsh Government, 2015). Additionally, the Welsh Government (2017a) suggest that practitioners can adapt the way they assess to suit the needs of the settings, in order to gather evidence of children’s abilities and plan accordingly. Moreover, Tierney (2013) believes that to ensure equality in the setting, practitioners should provide all children with the same tasks and challenges, however, by adapting and differentiating the difficulty of the same task, equity is created. According to Welsh Government (2015) the national curriculum of Wales aims to provide a fully inclusive education for all children, with the ambition to ensure that all children reach their individual potential, regardless of their age, ability or circumstances. The Welsh Government (2019) recognise that this includes supporting practitioners and settings to strengthen their knowledge and understanding of the principles and procedures of assessing children’s learning. Particularly, as Donaldson (2015) recognised some weaknesses in the current assessment frameworks and arrangements in Wales, in regard to practitioners understanding of the assessment for learning approach. Notably, Estyn (2013b; Hill, 2013 cited in OECD, 2014) state that there is a differentiation in what practitioners observe and assess, with some describing the actions of children and others, understanding the skills achieved. Therefore, Donaldson (2015) suggests that where possible, practitioners should work together to agree on standards and moderate results, to improve the reliability of the overall outcomes. Additionally, Donaldson (2015) states that the Welsh Government recognise the importance of providing children with high-quality feedback throughout formative assessment, which will support children to take control of their own learning. Moreover, the Welsh Government (2017b) affirm that the newly reformed curriculum and assessment arrangements being implemented in Wales, aim to place the well-being, emotional resilience and individuality of all children at the forefront of education. Equally important, the Welsh Government (2020b) maintain their support in enabling practitioners to not simply teach but to understand how they teach and more importantly, why.
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Improved physical and mental well-being, better social and physical development and an increase in emotional resilience. These are just some of the recognised benefits for children when playing, being and learning in the natural environment (Robertson, 2014). 
Playing outside is certainly not a new concept. Many highly regarded theorists such as, Froebel and Steiner viewed being outdoors as significantly essential to children’s education (Davies and Hamilton, 2016). Consequently, the Welsh Government made outdoor learning opportunities a fundamental requirement of the Foundation phase early education in Wales (Bilton and Waters, 2016). 
So why, as recognised by MacQuarrie (2018) is there a noticeable decline in opportunities for outdoor play?  
While findings from Estyn (2011) suggest that provision for outdoor learning is progressing well in many schools, there is still significant variation among settings, where some children have very limited or basic opportunities to meaningfully explore the natural environment.  
The reasons for the lack of time spent outdoors widely differ.  
Ernst (2014) suggests the educational perspectives and beliefs of practitioners determine the amount and more importantly, the quality of the outdoor provision. Many practitioners state that the weather plays a significant role in whether children go outside or not, particularly rain (Fruin, 2020).  
On rainy days most set school yard ‘playtimes’ become indoor time, with children often sat watching a movie. Consequently, with an increased interest in media and technology at home and families driving to school (Bilton, 2010), Boffey (2017) contends that rainy days could result in many children not having spent any time outdoors at all. 
What message is this giving to children?  
Taking Bandura’s social cognitive theory into account, which suggests that children learn from what they observe (Aubrey and Riley, 2019). We could be inadvertently teaching children to view the rain in a negative way, when there are so many sensory benefits to be gained from experiencing the rain and seasonal weather changes, as well as learning to manage risk (Welsh Assembly Government, 2009). 
A further concern noted by Ray and Jakubec (2018) is that many practitioners recognise an increase in negative emotional and social behaviours when children have been restricted from going outside. Likewise, Bilton and Waters (2016) notes that an increase in sedentary lifestyles has seen a decrease in children’s physical and mental well-being over time. 
So, what are the children’s perspectives?  
Well, according to Merewether (2015) most children love the freedom and space that the outdoors affords them, particularly with open-ended natural resources, which can provide opportunities for challenge and social engagement. Observing nature and pretend play were also highly valued.  
Opportunities for muddy, wet play and climbing trees are often highly supervised when allowed (Whitebread, 2012) yet Fjørtoft (2001 cited in Knight, 2013) observed significantly better gross motor skills, agility, balance and coordination in children who are able to freely run, climb, explore and build for example.  
There was a time when this free, unstructured play was a huge part of every childhood.  
More recent times has seen a significant emphasis on safety and an increase in evidence of children being shielded from risk (O’Sullivan 2018). Often due to the over-exaggerated perceived dangers portrayed by the media (Welsh Government, 2014b). There are, however, recognised consequences to this.  
Children who do not have opportunities to experience risk at a young age could lack the knowledge and ability of how to positively deal with risky situations in later life. As facing the challenges of risk when young, supports emotional well-being, creative thinking and problem-solving skills (Yalcin and Erden, 2018). 
Scrapes and scratches are part of growing up but children who experience diverse and challenging play opportunities outdoors, with fewer restrictions, learn to recognise their own capabilities, strengths and limits, and consequently, fewer injuries occur (O’Sullivan, 2018). 
Undoubtedly, the classroom environment rarely affords children the opportunities to develop a broad range of gross motor skills that the outdoor could. 
So, do children learn more from hands-on, practical learning experiences? 
Estyn (2017) recognise that children achieve higher outcomes in literacy and numeracy for example, when they have opportunities to experience active and fun learning, delivered in a creative and imaginative way.  
There are countless ways to incorporate both literacy and numeracy and other areas of learning into the outdoors. Julia Robertson’s book ‘Dirty teaching’ has some fantastic ideas.  
Think of a walk in the park, through grass, mud and trees, the sounds and the smells, how things feel, and studying real-life creatures as opposed to pictures in a book. Even concrete grounds can be developed by adding sand, water, soil, tyres and wood for example (Robertson, 2014).  
Children are often far more likely to become motivated, engaged and involved when learning is active and experiential (Estyn, 2017) and motivated children have a desire to learn, which in turn leads to success (Davis and Hamilton, 2016). 
With children being naturally curious and inquisitive (Waters, 2016) nature is an exemplary way to inspire their learning.  
Ray and Jakubee (2018) believe that the awe and wonder that outdoor learning provides, entices children’s imaginative play and expands their knowledge and independence, supports cooperative play and decision-making and leadership skills. Many writers, scientists, inventors and artists have been inspired by nature to create and innovate (Robertson, 2014).  
Outdoor learning also supports children to become global citizens and contribute to sustainable development, when they are encouraged to appreciate and respect their environment and show empathy and care for living things (Tinney and Merriman, 2018). 
Concluding with the understanding that outdoor play, particularly when unstructured, child-led and freely chosen, promotes children’s holistic development. How can the perceived barriers be overcome to bring back the connection to the outdoors?  
Ensuring the use of appropriate clothing is essential for overcoming any concerns over weather conditions and, creating an informative risk assessment could help relieve any fears over safety (Robertson, 2014). 
Finally, experience it! The only way to understand and reap the benefits of outdoor learning is to experience it. Not just simply take indoor activities outside but to view the outdoor environment as a resource for learning in its own right (Welsh Assembly Government, 2009).  
For outdoor learning to be effective it needs practitioners who understand the benefits and are enthusiastic about providing an inclusive and empowering learning environment for children (Leggett and Newman, 2017).  
Better still, invite the parents to join in sometimes too and let the children out to play! 
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