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Section 1	
The Welsh Government (2008a) state children learn through first-hand experiential learning in the foundation phase. Waters (2016) says they are able to practice and consolidate learning through experimenting, risk- taking, problem solving and making their own decisions. The Welsh Government (2008a) places a requirement on settings to provide access to indoor and outdoor environments to support a holistic approach to children’s learning. These environments should be stimulating, fun and safe to encourage curiosity to explore and learn. Williams- Siegfredson (2012) state the learning environment in the Danish approach uses both environments also however, believes it is important the indoor environment is uncluttered with activities which are easily accessible on shelves and tables within the children’s reach. 
The Foundation Phase cited in Welsh Government (2008a) believes it is important to consider children’s previous experiences, using these as a base to develop from rather than assuming age- related norms of performance. Although the DCELLS (2013) state it has expectations throughout each school year, and requires children’s ability to apply the skills and knowledge they have learnt to complete tasks relating to their development stage. Mooney (2000) says Dewey believed it is necessary when creating a learning experience and planning the curriculum that children’s interests and backgrounds should be considered and created around this. Dewey and Froebel cited in Brooker, Blaise and Edwards (2014) believed the environment of education also needed children’s active involvement, in self- chosen play experiences as these would lead to child learning.
This is also an ethos of the Danish learning approach, which focuses on the unique child, believing all children are competent and able to reach their full potential in an environment which allows them to flourish and grow in. (Williams- Siegredsen, 2012). The Scandinavian Early Childhood Education and Care (ECEC) has a child- centered pedagogy which strongly emphasises on children’s freedom and their freedom to play in varied and stimulating environments. (Maynard, Waters and Jane 2012). 
Like the foundation phase ethos, the Danish approach focuses on hands on learning, which is their day to day learning, pedagogues take children into the woodland to allow them to explore and understand the environment in its natural form. (Moser and Martinsen, 2010). John Dewey cited in Williams- Siegfredson (2012) believed children learn by doing and when in the outdoor environment children are active and interactive participants in their learning process. 
Piaget cited in Mooney (2000) described this as construction of learning for young children. It provides opportunity to explore textures, experience seasonal changes and man/ animal made changes to the natural environment. Williams- Siegfredson (2012) believe it is the role of the pedagogues to listen to the children and support/ prompt their interests in what they explore. By exploring the same environment daily, the children are able to understand changes and develop significant knowledge of the world they live in.
Within the Foundation Phase, the main role of the practitioner is to facilitate children’s learning and enhance the children’s knowledge by responding to the needs of the child. (WAG, 2008a) and Maynard, Waters and Clement, 2011). Siraj- Blatchford (2002) states this links to co- construction and sustained shared thinking. Furthermore, the sociocultural concept of scaffolding is used by providing extra support, asking open ended questions to challenge and extend learning and thinking. This relates to Vygotsky’s Zone of Proximal Development (ZPD) and More Knowledgeable Other (MKO) where children are struggling and unable to improve without support from someone of more knowledge. (Siraj- Blatchford, 2002). 

Danish pedagogies are very well-respected professionals and have four main roles which include, creating a safe environment which children can thrive and develop creatively, to be a role model, support children’s social and emotional development and work in partnership with parents. (Williams- Siegfredson 2012). 
Pestalozzi cited in Brooker, Blaise and Edwards (2014) suggested that children should be free to explore aspects of their environment through their play and that the teacher’s role was to observe and reflect on how to learn in that way. According to Gleave and Hamilton (2012) play allows children to freely choose and expand from their own motivations and interests. 
Froebel (1887) valued play and felt it was vital in children’s learning, social and emotional development. He believed tasks should be meaningful for children in order for full engagement. He focused a lot on children being outdoors and learning though nature. The Danish approach stems from Froebel (1887) beliefs.
In early childhood Lindon (2007) believes exercise builds healthy, strong bones, muscle strength and helps to improve cognitive function and improve academic achievement. According to Whitebread (2012) Vygotsky believed the role of play develops children’s abilities of language, symbolic representation and self- regulation.
[bookmark: _GoBack]Within early years settings Brady et al (2008) highlight, various factors influence physical activity and quality play such as, the ethos and encouragement of play staff, opportunities for free flow play, suitable equipment and the access to outdoor space. Pretty et al. (2009) and The Playwork and Principles Scrutiny Group (2005) express that children given opportunities to play which is innate, lay good foundations for a healthy and longer life than inactive children. 
According to Gleave and Hamilton (2012) a Unicef report carried out in (2007) based on the well- being of children around the world, ranked the UK at the bottom of the worlds 21st richest countries. Since this report, there has been many considerations within the UK on how to increase children’s well- being. Since the Unicef report, a study carried out by Nairn and Mori (2011) compared children’s lives in the UK with children in Sweden and Spain to explore why the UK did so poorly in the report. The research found that children in the UK had less opportunities engaging in fun outdoor activities which was a significant sign of poor- wellbeing. For children from low socio-economic backgrounds, the UK government cuts on local play areas has a detrimental effect on children’s well- being, as their parents struggle to afford paid play provision. Therefore, the conclusion of the report found that the UK government needs to prioritise children within their public spending as play is vital to a healthy well- being. (Foley, 2008). 
According to Maynard and Waters (2007) the outdoor play yard in schools’ limits children’s play as it often mainly risk free and highly managed and therefore doesn’t include the additional benefits a natural environment provides. Stephenson (2003) believes the outdoor natural environment allows children to manage risks and develop their own sense of boundaries building confidence in themselves. This is an important part of children’s learning environments in the Danish approach. Children are able to learn how to assess risk and take challenges. It is the pedagogies role to support and guide the children. (Maynard, Waters and Clement, 2011). Fjortoft and Sageie (2000) research showed that children playing in the forest showed better motor skills than children who played in a playground.

The Foundation Phase in Wales includes learning through play as an essential aspect within the curriculum according to DCELLS (2013c). 
The Welsh Government which adopted the UNCRC in 2004 follow Article 31 (Leisure, play and culture) which believes children have a right to relax and play. A research study carried out by Maynard and Waters (2007) highlight, although outdoor play is considered an important aspect of the Foundation Phase for Wales, their study showed the teacher practices within both indoor and outdoor environments did not change, and therefore does not reflect the approaches within the curriculum. 
Whilst the Department for Education and Skills (2007) and Welsh Assembly Government (2008) state effective practice of the foundation phase should be delivered through play, although many practitioners agree with this, they admit to limited knowledge of play and how it relates to pedagogy meaning the reality of practice is different from what they say they do and what they do. (Howard (2010) and Garrick et al. (2010). A study carried out by Howard (2011) found the practitioners trained with NVQ level two and three had very little theoretical understanding of learning through play and all had a different understanding of incorporating play alongside learning and the adult input during play. 
A report by Estyn (2011) found the use of the outdoors in a third of settings observed as adequate or unsatisfactory due to mainly adult- led activities, loss of child interest and a lack of challenge.  Furthermore, Estyn (2011) points out senior managers who are responsible for spending decisions on outdoor facilities have a lack of training opportunities and therefore do not have sufficient understanding of the importance in outdoor learning and therefore may not provide appropriate resources. 

They also came across boundaries described from the teachers in incorporating outdoor activities within their approach due to; complaints from parent’s if their child’s clothes got wet or dirty, the need for wet weather clothing, appropriate drying and storage facilities of clothes and the adult to child ratio. The use of the outdoors was weather permitting, and the grass areas were only used when not wet. These limitations all effect enriching missed opportunities to enhance children’s experiences. Maynard and Waters (2007). 
However, in the Danish pedagogy approach children have access to natural environments and wild landscape of neighbouring areas where they are able to utilize the environment based on their own initiative to create play. (Kyatta, 2004 cited in Maynard, Water and Jane 2014). 
According to Fjortoft (2000) cited in Maynard, Water and Jane (2014) in a Norwegian study of natural environments versus standardized playgrounds found that functional play such as gross- motor activities and basic skills were predominant when children played in nature. Natural play environments allowed children to develop better motor abilities. 
The Gibsonian approach is used in ECEC which places direct engagement with the environment in order to learn about what the environment provides. (Kyatta, 2004 cited in Maynard, Water and Jane 2012). 
According to Sandester et al. (2012) this method leads to a greater emphasis of the physical environment and places a direct relationship between the environment and learning.
A survey carried out by Project Dirt (2018) on their outdoor classroom day found that teachers said children were happier and more engaged in learning after playing outdoors, however only 16% of children have only one lesson per month outdoors and 65% of primary schools have less than an hour of playtime per day, and 12% have less than 30 minutes. 
In contrast to this, children in Danish settings between 30 and 70% spend most of their day outside. (Moser and Martinsen 2010). 
The Scandinavian ECEC approach focuses on children’s well- being, health and development which is believed to be best nurtured outdoors. (Maynard and Waters, 2014). Williams- Siegfredsen (2012) says the approach believes using real tools and materials is important to create a holistic real- life experience. Montessori believed the size of furnishings and materials were important and believed this built on children’s sensory development and experiences with textures, sights and smells. (Mooney, 2000). 
According to Williams- Siegfredsen (2012) kindergartens provide a ‘wonder cabinet’ where children are able to store what they have found from the forest, therefore they are able to return to these objects many times and compare. This explores children’s curiosity and leads to many different questions which support their experience and builds on knowledge.
This incorporates Piaget’s beliefs who said that children should be given the opportunity to save their play and return later if they wished too. (Williams- Siegfredsen, 2012)

As Waters (2016) makes clear, there are many challenges to ensure better implementation of the foundation phase, including improvement of understanding theoretical and practical understanding of how children learn in a play- based manner. It is important previous errors are not repeated where a lack of training meant practitioners do not have sufficient theoretical underpinning, which results in varying quality of practice.
The Danish forest approach have strong beliefs of the importance the outdoors impact children and supports many theorists’ views and the ethos of being outdoors, providing a holistic learning which is very beneficial for a healthy well- being and a respectful understanding of the world children live in. (Siegfredsen, 2012). 

Section 2
Traditionally teaching in Wales was developmental, focusing on predetermined outcomes (Neaum, 2010). Similarly to Te Whariki traditional methods of teachers influence of questions determining what a child is lacking in and what needs improvement. This meant teachers could categorise and perform checklists. (Hetherington and Parke, 1999). 
Lee et al. (2013) highlight old methods of planning in New Zealand were driven by teachers and may not have been an interest to children therefore a change was needed. However now in Te Whariki children’s interests and passions are central to the curriculum content.
The Ministry of Education (1996; 9) state “Te Whariki is based on the following aspirations for all children: to grow up as competent and confident communicators, healthy in mind, body, and spirit, secure in their sense of belonging, and in the knowledge that they make a valued contribution to society”. 
Te Whariki in contrast to the foundation phase aims to build attitudinal and dispositional thinking, instead of specific skills which children may not have when they first start school. Te Whariki focuses on developing an overall enthusiasm for learning. (Blaiklock, 2010).  Children and their learning, rather than subject areas, are the starting points of educational thinking. (Blaiklock, 2010). According to Soler and Miller (2003) the curriculum of Te Whariki is complex and a rich experiential process of children’s interactions with both social and physical environment. 
According to Howard, Miles and Gealy (2009) the Foundation Phase states play is central to the curriculum and focuses on the individual child rather than a ‘one size fits all’ approach. The WAG (2008b) states it supports the holistic development of children, focusing on stages of learning instead of age-related norms and incorporates first- hand experiential activities.  
Kane (2005) states there are no guidelines on how much subject content and pedagogy within the Te Whariki approach. However, in contrast the Foundation Phase notes areas of learning and includes what should be taught in settings and the expected outcomes and standards of children’s performance. (Welsh Government, 2012). Therefore, Thomas and Lewis (2016) believe these terms do not align with the socio- cultural approach the foundation phase sets out. 
Lee (2013) and Blaiklock (2010) states the Te Whariki curriculum has broad goals and focuses on responsive relationships with teachers, children and values relationships with families and the wider community. The Foundation Phase also emphasise the importance of developing positive relationships with parents and carers as they are the child’s first educators. (WAG, 2014c) Although there are no detailed guidelines of subject content, there are learning outcomes given for the goals of each five strands of the curriculum, although these are indicative not definitive. Therefore, children’s learning is integrated across a range of contexts within their daily experiences. (Siegfredsen, 2012). The curriculum is based on four principles; empowerment, holistic development, family and community and relationships and five strands; well-being, belonging, contribution, communication and exploration. (Ministry of Education, 1996). 
Although the Te Whariki approach focuses on an integrated and holistic curriculum and subject content is intertwined across children’s learning, on the other hand Blailkock (2012) states the subject content could be lost within this vague approach. The guidelines are general, and there is little advice given in the Ministry of Education publications to make sure settings cover particular sections of core learning outcomes. (Sonja and Marek, 2015).  
Bennett (2005) believes there is a balance between focusing too much on academic goals but also a reluctance to guide children towards learning goals which are valued by parents, schools and society and this is a concern within the New Zealand context. For example, developing literacy skills is a concern for parents as they feel it has limited attention and there is a lack of example in incorporating effective literacy experiences within settings. (Bennett and Blaiklock, 2010). The main aim of teachers in Te Whariki observe children’s interests and should encourage them to be self- directed learners who set their own goals for learning.

Siraj- Blatchford et al. (2002) feel effective pedagogy requires both practitioner and child to be involved in an instructive process of co- construction. Therefore, learning alongside a more knowledgeable other by Vygotsky (1978) is a way of active learning. 
It is also important to note as the role of an adult in a child’s learning process that begins with imitative learning as Bandura (1986) suggests, means it is especially important that parents and other adults show appropriate behaviour and attitudes as these will be copied. (Siraj- Blatchford et al. 2002). 
Hedges and Cullen (2005) feel in order for teachers to facilitate children’s learning they must be confident with the subject knowledge in order to respond to children’s interests and inquiries effectively. Therefore, it is crucial of early childhood education programmes ensure graduating teachers have a sufficient amount of pedagogical knowledge and subject content. (Blaiklock, 2010). This is very important as the programme content of Te Whariki is generalized and does not say how and when to support learning in particular subject areas. Therefore, it places a responsibility on teachers to support children based on their current understandings and interests integrating subject content knowledge.
As WG (2014) found although the Foundation Phase has well established principles and practices these are unlikely to be implanted effectively if there is a lack of practitioner understanding. An evaluation by Siraj- Blatchford et al. (2006) found the quality of teaching was higher in maintained schools and practitioners nurtured children’s intellectual and social- emotional well- being in comparison to non- maintained schools. Studies by Sylva et al. (2004) also noticed the qualifications of practitioners impacted the quality of the provision. 

Drummond (2008) state, the assessment in Te Whariki is based on narrative learning stories, not levels or goals. They believe learning is a continuous process and do not feel children can be assessed according to grades or levels as all children are different. This narrative type of assessment enables practitioners to share their beliefs, values and connections with children. Lee et al. (2013) believe they show children’s developing identities as learners by documenting meaningful experiences and relationships. However, the Foundation Phase uses a Baseline Assessment within seven weeks of a child attending reception class which shows a child’s capabilities and forms a base for measuring learning.  (Sylva et al. 2000 and Bowman et al. 2000). Although this may seem as an appropriate way to discover prior knowledge and the development of learning, Rodger (2003) have noted issues with this type of assessment. Some of these problems include; different ages of children, limited knowledge of the child and a gender bias. Rodger (2003) also highlights all children’s background beginnings are different, therefore the assessment may not provide a very accurate result. Furthermore, Bornstein et al. (2015) highlights during the very early years of a child’s life, the environment they are exposed to has significant impact on the stimulation and opportunities for communication, recognising the environment is key to a healthy development in children. 
Assessment in the foundation phase involves observation, record keeping and documenting children’s work which is important for planning and pedagogy. (Bowman et al. 2001). Observation allows practitioners to listen and gather evidence over a period of time to assess the development children are making and if there needs to be more opportunities to support and build their learning. (DCELLS, 2008a).  
(Maynard, Waters and Jane, 2012) states current assessment have been described to be confusing, heavily influenced by the demands of accountability and complex. Therefore, the review feels a simplified approach to assessment is important in support development of learning.

A learning story in Te Whariki consists of three main elements; a narrative describing the learning activity, an analysis of learning and the planning such as opportunities and possibilities. (Blaiklock, 2010). 
It is the role of the teacher to recognise children’s interests and passions through observation. Carr (2001) states a teacher’s role is crucial in assessment and learning as it should inform and form teaching responses. However, there is an argument suggested by Arndt and Tesar (2015) that learning stories have a lack of measurable evidence and objectivity questioning the effectiveness and validity. Learning stories are way of formative assessment. Carr (2001) and Early Education (2010) feels there is a problem in working out what they are trying to assess and feel formative assessments should influence future planning of learning however learning stories has its challenges as it focuses on a specific situation. However, Nixon (2017) believe learning stories are very different from traditional checklist assessments and is valuable in giving children a sense of control in their education. Nixon (2017) notes the impact of positive relationships with parent engagement and learning stories allow parents to be included in the learning story.

The foundation phase in Wales will be rolled out in 2022 and the new Curriculum for Wales will be in place, and similarly to the Te Whariki, it will have six areas of learning which aims to break away from boundaries of traditional subjects. (Tes, 2019). The Welsh Government (2019d) This is a move away from the current system where judgements are made on the overall attainment of a learner in a subject at a specific age through the allocation of a level on a ‘best fit’ basis. The new achievement outcomes for each progression step will not be used to make ‘best fit’ judgements. Instead, they will be used on an ongoing basis to help practitioners decide whether a learner is on track with their learning progression. The areas of learning continue through ages 3-16, to avoid the separation of key stages. (In Brief, 2019).
The new curriculum changes the approach to paper- based reading and numeracy tests yearly to online tests which are adaptive and personalized as they respond to the child’s answer and form the next question accordingly, whether it provides more challenge or is easier. 
Williams (2019) believe it is important to have assessments as they play a critical role in teaching and planning, however the current paper- based testing has its limitations. 
The curriculum will allow teachers to teach in ways best suitable for each pupil providing freedom, and the new assessment will provide valuable information to guide them in doing so.
The current foundation phase assessment is based on a best fit approach, however the Successful Futures (2015) highlight this provides limited information of actual achievement as a strong performance in one aspect of a subject may hide a weaker performance elsewhere. Successful Futures (2015) believe teacher assessment should provide high validity as they are able to cover the full ranges of intended learning which can be an ongoing basis. However, the validity depends a teacher’s ability to design assessments which reflect learning goals, and this can be time- consuming and complex. 

A key principle of Te Whariki is to empower children to direct their own lives. (Arndt and Tesar, 2015).  
The Te Whariki approach recognises active listening and giving children teacher’s full attention builds positive relationships. To be able to do this with early years children, practitioners should allow freedom, time and space so they are able to explore and engage in decision making of their own learning. (Lee et al. 2013).  It is emphasised in the curriculum to build a sense of belonging for children and to give opportunities to children as individuals to expand their own learning experience. Learning stories aim to enhance children’s sense of themselves as capable and competent learners. (Lee et al. 2013) 

The DCELLS (2009b) highlights children are all unique and therefore develop at an individual pace. Children need a range of experiences which support them emotionally, socially, intellectually and physically in order to develop in all areas, so they are able to make sense of their environment and the world around them. 

Taylor (2016) and Maynard et al. (2013) state like Te Whariki, the foundation phase is underpinned by constructivist theories of learning focusing on the individual child and socio- cultural ideas of empowerment and play in children’s learning. However, the foundation phase places a strong requirement that children should develop certain skills or outcomes by a certain age (at the end of the foundation phase) and they view parent’s role in the foundation phase as requiring intervention rather than viewing them as co- producers of the curriculum and learning experience. (Taylor, 2016). 
Therefore the new curriculum for Wales should allow teachers to create interesting and challenging learning opportunities with more relevant educational experiences. Similarly, to the Te Whariki approach, the new curriculum will relieve teacher pressure of covering all subject content and allow more flexibility with less specific content. (Donaldson, 2015)

Section 3

Is the outdoor environment being used enough to support children’s learning?

The Foundation Phase framework ethos says children should have many opportunities to learn outdoors. (Bilton and Waters, 2016). Acar (2013) highlight play is a child’s best form of communication and the most natural environment for learning. It allows development of a child’s potential, creativity and skills building on knowledge. As Loebach (2004) states, children who are able to practice first- hand rather than be instructed through academic work are able to take in the information better. As Ernest (2014) states outdoor spaces provide many opportunities for learning. So how come children have few opportunities to explore their learning in the outdoors? Ernest (2014) says it is clear it is not always recognised by practitioners the vast potential and experiences offered through nature. Also policy, curriculum and assessments make teachers feel pressured and effect the type of experience children have when learning. (Stephan, 2010).

As the Foundation Phase Outdoor Learning handbook highlights the outdoors as an important environment in providing opportunities for experiential learning which are unique, exploring creativity and allow children to develop in a variety of ways. (DCELLS, 2009d). The curriculum of the foundation phase states the outdoor environment should be used for children’s learning and that both indoor and outdoor spaces should be used every day equally. (DCELLS, 2009d).  
However, the (Wiserd reports) 75% of practitioners said they used the outdoor provision only once or twice a week and only 34% used it daily, even so this was weather dependent. This raises concern of the practices set by the foundation phase of things that should happen, however the report clearly points out flaws and evidence this is not entirely the case.
Although, despite this, when observing children, they are well engaged in more vigorous and dynamic activities in the outdoor environment, therefore highlighting the impact and opportunities it has for children.  The Wiserd (2015) report also points out that children were able to take their own lead and direct their learning and activity, therefore the outdoor environment provides a better-balanced use of focused, continuous and enhanced provision. 
However, the evaluation report of the foundation phase found the outdoor learning environment was hardly used as a continuous provision of the classroom which the foundation phase states it should do. The report also noted that older foundation phase children had less time outdoors than children in non- maintained settings. (Wiserd, 2015). This raises questions for the differences in practice between non- maintained and maintained settings.

Davies and Hamilton (2018) note the barriers practitioners have in using the outdoor environment are; the lack of appropriate resources, staff knowledge, ratios, weather conditions and curriculum changes emphasising formal assessments on children. Waite (2011) believes children cannot be holistically taught and learn in an environment restricted to the indoors, therefore argue the many benefits of outdoor learning. Furthermore, they believe by providing practitioners with better training opportunities to provide the knowledge of outdoor assessment and best practices of planning and learning to enhance children’s learning knowledge and experiences, there will be no need to keep summative assessments solely for indoor learning. (Davies and Hamilton, 2018). 
As Knight (2009) and Storli and Hagen (2010) highlight the many potentials an outdoor environment provides for children such as; their cognitive and physical development, communication, social and emotional development, and as Waters (2013) believes they are more likely to engage in shared thinking and questioning. Likewise, theorists such as Froebel and McMillian recognised the outdoor environment and its effects of children’s development and believed it is central in education. (Reynolds, 2018). 
So why are children not being given the opportunities to learn outdoors more? 

According to Siraj- Blatchford et al. (2016) a report of the foundation phase highlighted many settings did not have sufficient space and that practitioners did not explore the learning opportunities the outdoors provides. (Maynard and Waters, 2007). A report by Estyn in 2011 showed that practitioners had improved in using the outdoors, although did not make enough use of it in trying to develop children’s areas of learning and rarely carried out assessments of the children’s learning in the outdoors. Davies and Hamilton (2018) believe this may be due to the increasing pressures on teachers to teach children so they can raise attainment scores. Practitioners knowledge and perception of the outdoors has a big influence on the quality of learning. Some may struggle in adapting to a pedagogy that recognises children’s opinions of learning and understand the values of the outdoors in providing children opportunities to reach higher levels of understanding. (McInnes et al. 2013 and Fagerstam and Samuelsson, 2014). 
As Knight (2011) suggests, they may lack confidence in utilising the outdoors. Therefore Knight (2011) and Glazzard (2014) make clear training should support practitioners in recognising their role as a facilitator which focuses on learning and assessment around children’s interests in the environment. Although Estyn (2011) states there is a lack of training for practitioners in Wales leading to ineffectual outdoor learning environments and takes a very structured role rather than being educative.

Davies and Hamilton (2018) research report highlights the difficulty for teachers with assessment pressures and therefore in most cases assessments were done indoors as teachers felt this provided proper evidence, therefore suggesting the outdoors to be undervalued and not sufficient in providing reliable evidence for assessment. They continue to suggest this links back to the lack of training resulting in insufficient knowledge of adapting the outdoor environment. Also the valuable natural resources which can be used in many areas of learning and the wide range of opportunities the outdoor environment does provide and how these can be utilized to support assessment criteria. Therefore, Davies and Hamilton (2018) feel there should be broader opportunities of training which should include how planning and assessment can be adapted to the outdoor learning environment just as successfully as the indoors.

The outdoor environment should be viewed with as much consideration as the indoor classroom, and therefore the curriculum can be adapted across both settings creating a holistic learning environment. (Bilton 2002 and White, 2011). Although this is an issue with putting into practice due to the many barriers discussed above, as Connor (2019) suggests, practitioner’s values and interests of implementing the curriculum are big influences on how much children are exposed to the outdoors. Therefore, sufficient training on implementing effective outdoor learning practices is important to support children holistically as the foundation phase ethos states. (Knight, 2011). 
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