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Inclusive Leadership Portfolio
Part 1
The definition of inclusive leadership extends beyond a dictionary definition encompassing concepts which exceed tokenistic cultural and diversity competence (Ferdman, 2021). It is a respectful and relational practice that facilitates collaborative production of outcomes which retain authenticity whilst benefitting the common good of all participants (Booysen, 2014). 
Inclusive leadership promotes an environment where people feel secure and comfortable enough to show their true selves (O’Sullivan, 2015; Ferdman, 2021).  Without this inclusive experience, people who do not integrate with what is considered the norm can be less engaged and productive because they do not feel valued or accepted. Consequentially their talents and abilities are diminished, and their contribution is lost.
As stated by Ferdman (2021), inclusive leadership allows individuals to perform at their best without feeling a pressure to hide their authentic selves because each person comprehends a feeling of belonging whilst they are in the safe, fair and appreciate working environment. Similarly, Hollander (2008) explains that an Inclusive leader functions by engaging with individuals rather than doing things ‘to them’, for example, engaging in relationships that have a two-way influence (Hollander, 2008; O’Sullivan, 2015).
As such an inclusive leader facilitates belongingness and ensures justice and equity amongst their team, assisting members of the group to contribute fully in the working environment (O’Sullivan, 2015; Randel, et al., 2018).
In the past the idea of inclusion in early years settings focussed on issues related to Additional Learning Needs (ALN) (Reza, 2021). However, as society has evolved so have the issues that relate to inclusion. Early years settings now address all forms of exclusion related to the access and participation in education and the learning outcomes this leads to, including marginalisation and inequality of access to services (Welsh Government, 2017).
As such, leadership within early years settings is changing (Siraj-Blatchford and Hallet, 2014; O’Sullivan, 2015). A once hierarchal form of leadership is being replaced by a collaborative and relational from of leadership – inclusive leadership. This ensures that rather than one individual being responsible, individuals collaborate to undertake projects and tasks, guiding towards a collaborative purpose and goal. In turn, inclusive leadership steers towards collective agency which enables individuals to work together to affect change (Hadfield, et al., 2015; O’Sullivan, 2015). 
In early years settings, inclusive leadership is identified when children feel a sense of ownership towards the environment (O’Sullivan, 2015), for example, by displaying children’s work on the walls of the classroom, because practitioners facilitate an inclusive and welcoming environment through holding the capacity to live with difference and committing to promoting belonging in their setting (O’Sullivan, 2015; Welsh Government, 2017; Johannson and Puroila, 2021). As such, practitioners are required to understand the significance of diversity, considering each child’s individual contribution to the setting (Booysen, 2014; Ferdman, 2014, Welsh Government, 2017).
The scenario discussed is in relation to a young child named Bob. Bob is an asylum seeker who attends the primary school of which an individual is undertaking their placement as an early years student. Bob has recently stopped attending school.  When Bob was in attendance, the student noticed that he was being bullied in the playground by the other pupils, however they are unsure as to whether their colleagues are aware of the connection between the bullying and Bob’s non-attendance.
Within this scenario, the wellbeing of Bob is paramount in overcoming the non-attendance issue. Firstly, steps ought to be undertaken to understand the reasons behind this change (Pen Green, 2022). As stated by Unicef (2021) the United Nations Rights of the Child (UNCRC) Article 14 explains Bob has the right to feel included in the setting. This article (Unicef, 2021) describes Bob’s right to an inclusive education embracing and celebrating his own culture and beliefs (Welsh Government, 2019; Estyn, 2020; Race Alliance Wales, 2021; Pen Green, 2022). If the setting is failing to achieve this for Bob, he can become withdrawn (Welsh Government, 2015; Children’s Commissioner for Wales, 2018; Unicef, 2021).  As well as impacting upon his education, this may also be the reasoning behind the issues Bob is facing socially. Although bulling is intolerable, if the other children have not been immersed in Bob’s culture, they will not have a full understanding of the differences between themselves and their beliefs (Winkler, 2009; Children’s Commissioner for Wales, 2018; Race Alliance Wales, 2021). Consequentially, Bob may feel alienated by the other children as they engage in in-direct racism towards him relating to the diversities between each other (Winkler, 2009; Welsh Government, 2019; Race Alliance Wales, 2021).
As such, an inclusive leader must action a culturally diverse and inclusive learning environment (Donaldson, 2015; Race Alliance Wales, 2021; Pen Green, 2022). This may be achieved through resources and activities. Culturally appropriate dolls, dressing up and role play resources can be provided inducing continuous provision which removes inequalities relating to cultural normalities (Race Alliance Wales, 2018).  In addition to this, the inclusive leader can plan enhanced provision in relation to Bob’s culture. Activities such as learning phrases in Bob’s mother tongue could create an inclusive environment where Bob feels safe and understood (Anna Freud National Centre for Children and Families (AFNCCF) (no date); Souto-Manning, et al., 2021).  This can create confidence in Bob that he can communicate with the practitioners and his peers (Murray, 2019) and provide him with responsibility when he assists others in learning, constructing a collaborative environment where equality and diversity are celebrated (Race Alliance Wales, 2018).
Furthermore, during planning, the inclusive leader may implement additional aspects of Bob’s culture into the setting (Wells and Seage, 2022). They could collaborate with Bob to decide upon snacks or cooking that he enjoys. Additionally, Bob may wish to discuss the inclusion of songs, traditions and stories from his culture (Murray, 2019; Wells and Seage, 2022). When Bob is continually included in the planning and implementation of such ideas it can help him gain confidence in his authentic self and evidence this to his peers with pride.  This should increase the understanding of Bob’s cultural differences and facilitate an inclusive environment within the setting (Race Alliance Wales, 2018).
However, barriers relating to this can arise. With regards to food, allergies and intolerances mean that some children may not be able to consume the new foods because they are allergic to the ingredients, for example. As well as disappointing these children, it also raises issues regarding the inclusion of children in this provision who have allergies or intolerances. Additionally, there may be barriers regarding the funding to purchase these items (Fitzgerald and Drake, 2013; Baker, et al., 2014) Schools are challenged by stringent budgets (Fitzgerald and Drake, 2013; Baker, et al., 2014) and the cost of purchasing the new foods could be greater than the cost of the traditional choices. Furthermore, schools must follow strict guidelines within policies relating to healthy eating dictating what foods are provided to pupils (Wells and Seage, 2022).  Therefore, there is a possibility that Bob’s choices will not conform to these guidelines (Wells and Seage, 2022).
The influence of parents and care givers upon children can create a barrier to implementing the above planning. Unfortunately, several adults struggle with change, especially that which relates to culture and religion (Souto-Manning, et al., 2021). This creates a culture where individuals are not willing to embrace the differences amongst society leading to institutional racism (Souto-Manning, et al., 2021; Race Alliance Wales, 2021). Parents are their children’s first teacher and children learn and develop in line with the environmental and personal influences they are immersed with (Welsh Government, 2017; Estyn, 2020; Pen Green, 2022). In turn this creates marginalisation and exclusion towards minority groups via unconscious bias (Winkler, 2009; Souto-Manning, et al., 2021; Race Alliance Wales, 2021). As such, parents and caregivers will not provide consent for their children to participate in activities designed to educate them in Bob’s culture and religion.  If not all children are able to participate, the collaborator element of the setting is impacted upon negatively, in turn reducing the benefit towards creating a safe and inclusive environment for Bob to thrive in, and ultimately, affecting the widening education and understanding intended for all individuals within the setting (Winkler, 2009; Souto-Manning, et al., 2021; Wells and Seage, 2022). 
Working with families can prove challenging (Fenton, 2017; Welsh Government, 2017; Pen Green, 2022), however, if the relationship between them and the school is positive this increases not only the educational success of the children, but also impacts positively on their wellbeing (AFNCCF, no date; Fenton, 2017; Estyn, 2020; Pen Green, 2022). As such, attempting to create a positive relationship with Bob’s parents ought to lead to an improvement in Bob’s wellbeing (Welsh Government, 2017; Estyn, 2020; Pen Green, 2022) and, consequently, his school attendance.
As stated before, Bob is an asylum seeker. In the United Kingdom education is considered with significant value to children throughout their development. However, in other countries, this is not the case. Children are expected to provide an income for their families as soon as they can, and this has a greater prominence than education (Global Partnership for Education, 2022). As such, Bob’s parents may not consider his non-attendance at school of consequence or importance to his well-being or development (Global Partnership for Education, 2022; Scanlan and Johnson, 2020).
To confront this change, the inclusive leader should first develop an understanding of the culture Bob is being brought up in (Welsh Government, 2017; Scanlan and Johnson, 2020; Pen Green, 2022). This could be achieved through conversations with his parents where their opinions and views are listened to and discussed (Evangelou, et al., 2013; Estyn, 2020; Pen Green, 2022). When the inclusive leader is considerate and empathic to the parents it may foster a positive, mutually respective relationship (Evangelou, et al., 2013; Welsh Government, 2017; Bortini, et al., 2018; Pen Green, 2022).  In turn, Bob’s parents could feel valued and accepted within the school community potentially leading to greater involvement between them and the inclusive leader (Bortini, et al., 2018; Estyn, 2020; Pen Green, 2022).  Subsequently, when problems arise, such as Bob not attending school, the inclusive leader may be able to contact his parents and discuss these issues freely allowing strategies to be implemented and plans arranged to overcome them (Evangelou, et al., 2013; Estyn, 2020).
However, as Bob and his family originate from outside the United Kingdom, this communication can be subject to language barriers which impact upon the effectiveness it has (Welsh Government, 2017; Pen Green, 2022). Parents can struggle to understand if they do not speak English confidently and, alternatively, staff members can also struggle to understand the parents (Evangelou, et al., 2013; Welsh Government, 2017; Pen Green, 2022). To combat this issue translators can be employed by the inclusive leader facilitating free speech and ease of understanding between both parties (AFNCCF, no date; Evangelou, et al., 2013; Pen Green, 2022). In doing so, the parents can develop a feeling of value within the setting (Welsh Government, 2017; Bourke and Titus, 2019; Pen Green, 2022). They may also feel included in the care and education of their children fostering the collaborative atmosphere that respectful and relational practice provide (Welsh Government, 2017; Bortini, et al., 2018; Estyn, 2020; Pen Green, 2022).
As stated by Ferdman (2018), if individuals who are notably different from traditionally represented brackets of society do not experience inclusion they may not feel accepted, safe or valued (Evangelou, et al., 2013; Welsh Government, 2017; Pen Green, 2022). As such they can lack engagement therefore providing less contribution and participation (Scanlan and Johnson, 2020; Pen Green, 2022). In the United Kingdom, the dominant religion within education is Christianity and Catholicism. As Bob is an asylum seeker he may practise another religion less known within British culture and society (Race Alliance Wales, 2021). If the inclusive leader does not make a conscious effort to inform themselves and the other pupils of this difference it may lead to reduced participation and enjoyment from Bob (Welsh Government, 2017; Bourke and Titus, 2019; Pen Green, 2022) creating an environment that he will not want to be in therefore effecting his attendance.
Facilitating this within the classroom is achievable through cultural appreciation, developing this new knowledge earnestly and striving to understand it with authenticity and honour (Evangelou, et al., 2013; Bourke and Titus, 2019; Scanlan and Johnson, 2020; Race Alliance Wales, 2021).  To accomplish this, the inclusive leader is required to build on the partnership they have with Bob’s family (Welsh Government, 2017; Estyn, 2020, Pen Green, 2022), enabling trust and encouraging opportunities for frank discussions regarding religious views and preferences (AFNCCF, no date; Scanlan and Johnson, 2020; Pen Green, 2022). As stated previously, if Bob’s family feel valued, safe and understood they could have greater willingness to impart this important information to the leader (Evangelou, et al., 2013; Estyn, 2020; Pen Green, 2022).
Once the inclusive leader is aware of Bob’s religion, they can implement this into planning and provision for the setting to educate all pupils and assist in creating a cultural appreciation towards Bob’s different beliefs (Bourke and Titus, 2019).  To mitigate Bob feeling discriminated or his differences being overly emphasised, the inclusive leader can widen the information provided to include a range of religions rather than offering a direct comparison between two. As such, the children will gain understanding of Bob’s religion but without stressing directly on it.
However, some parents may not feel comfortable with their children learning about alternative religions. As mentioned above, there are adults who struggle to accept different cultures and religions within society due to unconscious bias (Winkler, 2009; Souto-Manning, et al., 2021; Race Alliance Wales, 2021). This creates a barrier to the inclusive leader fostering a culturally appreciative environment and can lead to an inherited intentional racism among the children of these parents (Winkler, 2009; Souto-Manning, et al., 2021; Race Alliance Wales, 2021).
Community involvement can foster cohesion between new and existing members of the local society (Munro, 2015; Welsh Government, 2016; Estyn, 2020; Pen Green, 2022) cultivating a culturally appreciate environment. Subsequently, despite inherent unconscious bias, the community can come together to support the different religion and culture which asylum seekers, such as Bob and his family, bring (Munro, 2015).  By appreciating the differences, the wider community, including parents, can begin to understand the benefit the children will gain from learning about Bob’s culture and religion, encouraging them to support the activities and provision planned to be implemented with their children in school (Munro, 2015; Welsh Government, 2016).
As previously highlighted, the scenario being discussed involves an early years student undertaking placement within the school which Bob attends.  Students bring a myriad of skills and knowledge into the settings of which they work (Caires, et al., 2012; Campbell-Barr, et al., 2020; Pen Green, 2022).  This is often current and, consequently, of greater relevance to the circumstances of the pupils than the opinions of older practitioners (Campbell-Barr, et al., 2020). Early years degrees impart a wealth of theoretical and pedagogical information upon students creating practitioners who are not only well educated on the subject, but also understanding and empathetic to modern environmental and societal factors relating to child development (Caires, et al., 2012; Campbell-Barr, et al., 2020; Pen Green, 2022).
As much as this can benefit the setting, through imparting this progressive stance and offering alternative ideas, information and opinions, it can also cause conflicts within the structure of the practitioners (Caires, et al., 2012; Campbell-Barr, et al., 2020). Older and more experiences practitioners can struggle to appreciate the significance the student practitioner affords to the setting, negating their influence believing that they ‘know best’ because ‘if it works it does not need changing’. Due to feeling un-appreciated and under qualified, the student practitioner can struggle with confidence to speak up and work using their self-confidence (Caires, et al., 2012; Campbell-Barr, et al., 2020).  This can impact upon information sharing amongst practitioners (Caires, et al., 2012) as has been evidenced in the scenario when the student is unsure whether the other staff members have noticed that the other staff have not noticed the correlation between Bob not attending school following the bullying. This information implies that the student has been unable to communicate their observations and concerns to the other practitioners and staff members in the setting, possibly due to feeling inadequate and under qualified evidencing a lack of effective communication between the student and those staff members who are higher up in the hierarchy.
The inclusive leader can challenge the stereotypical attitudes of the more experienced staff by involving the student in all aspects of the setting facilitating a feeling of inclusion and appreciation (Brown, 2020; Campbell-Barr, et al., 2020) towards the student. When this is implemented, the other staff members and practitioners should then understand the importance that the student’s placement holds to the operation of the setting and to the care and development of the children (Hallett, 2013; Brown, 2020; Campbell-Barr, et al., 2020).  When the leader demonstrates a positive and inclusive relationship with the student, proving this through involving them in meetings and planning, listening to their ideas and opinions, it opens a community of inclusion where each individual is valued and appreciated regardless of personal differences (Hallet, 2013; Bortini, et al., 2018; Pen Green, 2022).
To conclude this discussion, the evidence detailed above demonstrates the difficulties that Bob, his family, practitioners and the community will experience from the scenario.  However, it is also demonstrated the methods that can be employed to overcome the issues in this and create a positive impact upon Bob and the community to which himself and his family are now members. 

Part 2
A policy is an action taken by those in responsibility, such as an organisation or administration, which states an intention for a status or course of action (Cambridge Dictionary, 2022). All policies have common elements (Levin, 1999 cited in Baldock, et al., 2013), specifically; it will belong to a political party, government or organisation; it will show a commitment to a certain course of action; it will hold status in that it has been formally adopted by the body who owns it, and it will entail specific ways of dealing with specific issues.
In early years, according to Ferdman (2021), policies are determined through a systematic process which begins in government at macro level.  However, the people whom the policy relates to are at the bottom of this framework at micro level.  Therefore, the policy filters down the framework and may not be entirely relevant or helpful in settings.  When considering Bronfenbrenner’s ecological theory, he states that the systems closest to the child affect the most understanding and influence upon their development and well-being (Aubrey and Riley, 2019).  Consequently, the adults closest to the child could have a more prominent impact and ability to write policies that are effective.  To deem a policy supportive of inclusive leadership within the early years it will state words such as collaboration, co-creation, co-construction, participation and relationships within its documentation.
There are common issues within the policies written for early years settings. As stated by Besic, 2020, ‘inclusivity in education (and therefore inclusive leadership) has only been related to disability.’ Reza (2021) agrees with this, explaining that in the past inclusion focussed on special education however, presently, in addition to this, it should focus on all forms of exclusion, inequalities and marginalisation. Furthermore, current early years policy can be considered to favour children who are self-directed and ‘good’ at learning (Bradbury, 2013) as such creating exclusion towards children who learn differently. 
In this section, two policies will be compared. One which was written by Welsh Government and the interpretation that followed this guidance from a primary school. The objective is to demonstrate the difference between the written policy and the way it is perceived ‘on the ground’ and how this supports inclusive leadership. For this purpose, School Uniform and Appearance: Policy Guidance for Governing Bodies (Welsh Government, 2022) and School Uniform Policy (Calverley Primary School, no date) are to be utilised.
Firstly, Welsh Government (2022) state that all schools must have consulted families, pupils and local communities, including faith and cultural communities, when writing their school uniform policy. Calverley Primary School (no date) considers this when it writes ‘it considers all representations from parents’. However, this is a vague statement, some what tokenistic, which suggests the school have not consulted parents before publishing the uniform policy. This is suggested when it states, 
“The school welcomes children from all backgrounds and faith communities. If there are serious reasons, for example on religious grounds, why parents want their child to wear clothes that differ from our school uniform, the school will consider such requests sympathetically. If any parent would like to request a modification to the uniform policy they should, in the first instance, contact the Headteacher.” (Calverley Primary School, no date)
The quotation above is taken directly from the school’s uniform policy and can be interpreted that children must wear the uniform stated, however, if there is a reason that they need to alter it, their parents will need to apply to the headteacher for permission to modify it. As much as this leans towards cultural and religious inclusivity within the uniform policy it also suggests that this is not an automatic right for pupils which could create an exclusive and discriminatory setting (Baldock, et al., 2013).
Conversely, further into the policy, Calverley Primary School (no date) indicate that shoulder length head scarves and hair coverings may be worn if they are plain red, white or black. This is in-line with the Welsh Government (2022) guidance when they discuss enabling pupils of all backgrounds to share in a common identity within the school community which actively encourages inclusivity.
Next, Welsh Government (2022) assert that it is the responsibility of the governing body of a school to ensure that no bias is placed on pupils for their gender. This is statutory provision under-pinned by the Equality Act (2010).  The uniform policy of Calverley Primary School (no date) supports this because it does not state a certain type of clothing for a certain gender. Rather than this, it explains what clothing must be worn in which year groups or seasons unambiguously suggesting that any gender can wear any of the clothes listed. As expected by the guidance laid out by Welsh Government (2022), this creates a gender neutral uniform policy.
Finally, the Welsh Government (2022) states that, ‘No school uniform should be so expensive as to leave pupils or their families feeling unable to apply for admission or to attend a particular school.’. It goes on to explain that this can be achieved through a stipulation of only basic items and colours, but not styles, in order that parents can purchase items from a variety of retailers including supermarkets. In reply to this, Calverley Primary School (no date) writes that the plain uniform items can be purchased from local shops and supermarkets. In addition to this, the uniform is more easily obtainable as Calvery Primary School (no date) state a choice of colours for each item rather than just one colour.
However, Welsh Government (2022), assert that uniform items should not only be available from one authorised retailer as this reduces the affordability. In their uniform policy, Calverley Primary School (no date) particularly state that ‘items of uniform can be bought with the school logo on from Whitaker’s Uniform Shop in Farsley’ and go on to describe a selected PE hoody and tie which are compulsory items of uniform. This contradicts its offer of multiple colour, plain items of uniform to be purchased from supermarkets and introduces a limiting and excluding clause to the uniform policy creating additional expense to parents. 
In conclusion, it is accepted that there are difficulties involving the wider school community in policy making, in this case the uniform policy.  However, to ensure an inclusive policy which considers every need from every individual, the only method that can achieve this is through profound consultation with the very individuals who require the differentiation.
Part 3
Is Inclusivity too Tokenistic?  A Blog Discussing the Impact Inclusivity Policies have in the ‘Real Sense’
Early years settings celebrate numerous festivals, charity days and religious events throughout the school year. From Children in Need to Odd Sock day, from Harvest Festival to Chinese New Year – there doesn’t seem a week that goes by without a letter home explaining what is coming next!  One could look at the setting newsletter and exclaim at what a wonderful, cultural and inclusive environment their children are attending.  The children are learning about different religions, different countries and culture, poverty and its effects, disability and mental health - they will develop into well-rounded, empathetic and educated individuals who understand the changing world!  But will they?
Firstly, let us consider the age of the children who attend early years settings. According to Dallymore (2019), early years settings encompass all regulated arrangements that provide care and/or education from birth to statutory school age. In Wales, this is five years old (Welsh Government, 2013).
Logically, is a child of this age range competent enough to understand the meaning to all these celebrations?  Of course, the activities and resources provided for the topic will be age appropriate, but will they impart the knowledge and understanding that is required to establish cultural appreciation.  Could this, in fact, be encouraging cultural appropriation to take hold?
Cultural appropriation is defined as an ‘unacknowledged or in appropriate adoption of the practices, customs, or aesthetics of one social or ethnic group by members of another’ (Arya, 2021).  Conversely, cultural appreciation regards learning about or to explore a different culture, seeking to honour it’s traditions and values but without personal agenda.  Instead, one is keen to do this in order to more understand and respect the culture (Raypole, 2020).
When practitioners implement activities relating to these new cultures and societies, are they doing so with the sincere goal of educating their pupils to become a culturally appreciative individual?  Furthermore, could this planning be deemed as tokenistic as it does not promote a deep understanding of diversity, rather that it ‘skims the surface’ and ‘ticks a box’ on the curriculum guidelines.
Practitioners are under immense stress and pressure to deliver an inclusive learning environment which promotes and appreciates diversity.  As stated by Welsh Government (2022), they should consider the five developmental pathways when undertaking planning – belonging, communication, exploration, physical development and well-being.  This is in addition to the core subjects, plus curriculum guidelines and assessment.  Anyone would consider this a huge workload – is the fleeting introduction to inclusion merely due to this?
In conclusion, although the celebration of differentiation is widely facilitated in early years settings through celebrations, activities and resources, does this create a true understanding for children?  As stated above, could this provision simply ‘skim the surface’ of cultural appreciation leading to greater cultural appropriation amongst the upcoming generation, or, is this better than nothing at all?
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