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Section one.
Ferdman (2020) believes that inclusive leadership means bringing inclusion to life, involving fostering equity and fairness across multiple identities. Furthermore, Bortini et al. (2016) offers that inclusive leadership embodies an approach that appreciates and welcomes diversity, as well as valuing individuals’ contributions and encouraging engagement with any decision making. Alongside this, Ferdman (2020) and Reza (2021) support the importance of diversity within inclusive leadership, which is not just about race, culture, or age, but can also relate to people’s individual thinking styles, values, and experiences. Booysen (2014, cited in Ferdman, 2020) further supports this as she believes that inclusive environments are based on collaborative and co-constructed values, which are based on mutual respect, equal contribution, and valuing differences between individuals, supporting the work of Vygotsky who also believed that knowledge is co-constructed and that individuals learn from each other (PHILO-notes, 2020). Furthermore, Ferdman (2014, cited in Ferdman, 2017) suggests that inclusion is an active process in which individuals, groups and societies view and embrace diversity as a valued resource and an inclusive environment should value individuals because of their differences, or similarities, and not despite them. In addition to this, Ferdman (2020) suggests that inclusive leadership allows everyone opportunities to belong and participate in ways which they feel safe, fair, and appreciated. This can be supported further by Randel et al. (2018) who state that to feel a sense of belonging, alongside feeling valued as an individual is a basic human need and an inclusive leadership style can be beneficial in creating a diverse environment, which can lead onto more positive outcomes being achieved. This is a significant step away from leadership models which have come before, such as dictatorship leadership styles, which can demonstrate directive and controlling ways of leading. In comparison, inclusive leadership involves more of a shared and relational leadership style, designed to build empowerment and equality among partnerships which are valued and respected (Booysen, 2014, cited in Ferdman, 2020). This can be supported by Bourke and Titus (2020) and Joiner (2017) who offer that inclusive leaders should be open-minded, as well as showing an interest in others, whilst listening without judgement, leading onto empowering all individuals within the setting and paying attention to the diversity of individuals thinking. However, Reza (2021) offers that there can be challenges in providing an inclusive and diverse environment at all times and these can include time constraints within settings, as well as a lack of professional development for staff members, with regards to specific training related to inclusion and diversity.
According to Newstead and Isles-Buck (2019), inclusive practice is crucial in order to be able to offer a good quality childcare setting. Hadfield, Jopling and Needham (2015) suggest that enhanced quality leadership has led to improved outcomes for both children and families. Rodd (2013) adds that early childcare settings are seen as inclusive learning communities and not hierarchical organisations, with leadership being demonstrated in a reciprocal manner, with leaders acting with others and not asserting power over others, supporting the work of Bortini et al. (2016). When demonstrating inclusive practice, the role of the manager is to ensure that they and their staff members create an environment whereby everyone feels welcome, valued, and respected (Booysen, 2014, cited in Ferdman, 2020; Reza, 2021). Furthermore, Newstead and Isles-Buck (2019) go on to say that managers should be using themselves as role models within an inclusive leadership role, supporting Bandura’s social learning theory (1977, cited in Whalley, 2011), in order for staff members to see that inclusive practice is a vital part of the settings vision and not just another tick in the box with regards to policy making. To ensure that this can be carried out successfully, managers of settings need to fully understand the meaning of equality, as well as developing an inclusion policy which states specifically how the setting will not discriminate and how practices are fully inclusive. In addition to this, Bourke and Titus (2020) offer that what leaders say and do makes up to a 70% difference as to whether individuals feel like they are included within an organisation, which in turn will impact how much they get involved, speak up and collaborate with others. Booysen (2014, cited in Ferdman, 2020) suggests that through asking questions, individuals will feel that they are fully involved with the shared values and outcomes within an inclusive environment, whilst being able to retain a sense of originality and uniqueness. This supports the work of Ferdman (2014, cited in Ferdman, 2017) as he believes that individuals should be empowered to feel part of and connected to a larger collective, without them having to give up their uniqueness, identities, or qualities.  Alongside this, Newstead and Isles-Buck (2019) suggest how raising awareness regarding inclusive practice amongst staff members, families, and children is crucial as not everyone has had experience of being around families and children from a wider range of different backgrounds and cultures, as well as children with additional learning needs. This can be achieved through inclusion policies being accessible for staff and families to read, as well as resources for children to access, such as books, materials, dolls, and clothing, reflecting, and promoting the diversity of the world in which we live in (Ferdman, 2020; Reza, 2021). 

Scenario.
A young single mother to a little girl aged 2 years old has recently moved to the area after the breakdown of her relationship with the child’s father. The child’s health visitor had signposted her to the setting as a place where she could access flying start childcare for her daughter, highlighting the importance of multi-agency working (Siraj and Hallet, 2014) as well as working in partnerships with other stakeholders in order to be able to connect the intersections of all parties involved (Scanlan and Johnson, 2020). Flying start is a Welsh Government initiative and families who meet the specific requirements to be able to access flying start childcare, will be offered a total of 12.5 hours a week of free childcare, averaging out to 2.5 hours each day (Welsh Government, 2017). This can be supported further by Welsh Government (2016) who state that their aim is for all children to have a flying start in life, helping them to reach their full potential. Parenting support is a vital component within flying start networks, especially for children who have experienced an Adverse Childhood Experience (ACE), such as a parental separation as mentioned above (Welsh Government, 2017). ACE’s can have a positive and a negative impact on a child’s health and well-being, whilst also having the potential to influence decisions made by the child as they go through life into adulthood if these experiences are not addressed accordingly (Public Health Wales, 2015). Furthermore, Welsh Government (2017) suggests that children and families can build resilience through protective factors such as, promoting positive parent and child relationships as well as using a wider network of social support that is available, enabling these skills to be developed through the necessary parenting support and education. In addition to this, leaders should ensure that parent support should respect diversity of families, as well as being welcoming and supporting, which can help to promote an inclusive environment whereby all families will feel respected and valued (Welsh Government, 2017). This can be supported by Randel et al. (2018) who offer that inclusion is needed in order to appreciate and support the advantages of diversity, allowing for individuals to feel a sense of belonging, as well as feeling trusted and developing their experience of self-worth (Cottrill, Lopez and Hoffman, 2014, cited in Gerritsen, 2020). Scanlan and Johnson (2020) suggest that inclusive leadership can be used as a way of promoting social justice within settings, highlighting the importance of leaders taking a holistic approach into any inequities and inequalities that are present, stating that these cannot be understood within a setting without taking into consideration any inequities that may be present outside of a setting, such as the lack of family support experienced by the mother. 
The first contact the setting had with the mother was when an appointment was made for the registration pack to be completed in order for the child to start at the setting, supporting standard two as outlined in The National Minimum Standards guidelines (Welsh Government, 2016). This gave the opportunity for the leader of the setting to meet with the mother and discuss with her what the flying start offer entails, alongside giving details regarding the settings policies and procedures. The mother also had the opportunity to ask any questions she may have regarding the setting and its practices, with the leader ensuring to demonstrate reflective listening skills so that the mother feels that she is being listened to (Freud, no date). Through paying attention during this initial conversation, the leader of the setting noticed that the mother lacked confidence when completing the form and made very little eye contact during the meeting, also noting that the mother didn’t offer any details about family members available to help support her, only stating that she had no close family living nearby. These skills demonstrated by the leader support the work of Pemberton (2022) and Ferdman (2020) who both believed that inclusive leadership requires individuals to have the necessary mindset and skills to be able to notice and engage with parents in order to be able to create a space to include multiple dimensions of diversity. Furthermore, through using their inclusive leadership skills effectively, the leader can begin to build a positive and trusting relationship with the mother, through using effective communication skills and respectfully listening, showing empathy and open-mindedness (Scanlan and Johnson, 2020; Reza, 2021). Newstead and Isles-Buck (2019) offer the importance of learning from others through asking questions, rather than assuming, which can help stop prejudices from developing and can help to create an open and welcoming environment, based on the open-mindedness of all stakeholders involved. This can be supported further by Bortini et al. (2016) who offer that effective inclusive leadership involves valuing the dignity of every individual and the needs they may have and acting upon these accordingly, in order to positively influence everyone involved. However, it is worth remembering that one approach does not always fit all and some parents maybe a little unsure about engaging with staff members, finding it a challenging situation (Freud, no date). In addition to this, Rodd (2013) states that an effective inclusive leader will choose the right approach at the right time for the people, the situation and the context that is involved. 
In order to be able to help support the mother and child effectively, the leader suggests that they both visit the setting for a stay and play session so that everyone involved can meet each other, beginning the move towards building a reciprocal relationship between everyone involved (Rodd, 2013). Scanlan and Johnson (2020) offer the importance of building positive and productive relationships with families in order for common ground to be achieved, whilst all parties involved are pursuing the same shared goals. Effective communication between the team and the mother and child is critical for the child’s engagement at the setting and through working collaboratively with each other will help to improve the child’s health and wellbeing. This can be supported by Draper and Wheeler (2010, cited in Rodd, 2013) as they believed that a strong relationship between the setting and family is essential in order to create a quality learning environment for the child. Booysen (2014) further supports this as she believes that inclusive leadership is built on creating an environment whereby everyone involved is treated with respect, equality, and fairness, whilst being encouraged to participate in a safe learning environment. Furthermore, Hadfield, Jopling and Needham (2015) state that inclusive leaders in the early years are able to improve provision by becoming change agents and leaders of practice, with a strong focus on building relationships that will support and further develop inclusion in settings. This can be done by ensuring that there is a sense of shared responsibility whilst creating perspectives of children and parents being seen as equal partners, through carefully listening to all parties involved and communicating respectfully to both the mother and the child (Scanlan and Johnson, 2020). 
During the stay and play session at the setting, the mother and child had the opportunity to meet the practitioner who will be the child’s keyworker when she starts at the setting. The keyworker will be an approachable, consistent, point of contact for the mother and child which will help to build a trusting relationship between all parties involved (Welsh Government, 2016). Booysen (2014) offers the importance of respectfully and collaboratively working together towards shared outcomes through having a common goal for all involved and ensuring that parents and children are also given a say in any decisions that are made. Through actively encouraging shared decision making, the mother and child will begin to develop a feeling of empowerment within the setting, which in turn can help to boost their confidence and self-esteem (Freud, no date). Reza (2021) supports this as she offers that inclusive leaders from within the setting should be following a family empowerment model approach whereby leaders respect that the mother is the child’s first educator and should support her with decision making and not use their power to make the decisions for them.
 During the session, the keyworker had a chance to engage with the child about their likes and dislikes and show them around the setting so they could explore the environment. Through showing an interest in the child’s thoughts and ideas, the keyworker is beginning to encourage empowerment from within the child as she will feel like she is being listened to and respected (Joiner, 2017). This can also be supported by Articles 12 and 31 from within the United Nations Convention on the Rights of the Child (UNCRC, no date) as they state that all children have the right to express their views and feelings, as well as having the right to play. Whilst the child was exploring the setting, the leader was able to engage with the mother and signpost her to various multi-agencies that could offer her and her child extra support and opportunities if this was something that she would be interested in. Specifically, the leader signposted the mother to the parent nurturing group that was due to start at the setting within the next few weeks. Family links developed this parenting programme as a way in which family relationships can be strengthened, whilst improving the emotional health of both parents and children, boosting self-esteem and self-worth. Furthermore, this programme gives parents the opportunity to meet new people and make friendships, whilst being in a safe, relaxed, and non-judgemental environment (Family Links, no date). As previously mentioned, the flying start initiative offers parenting support as a cornerstone to their work and this support is designed for inclusive leaders to work together with parents in order to build resilience, create positive changes and to increase their confidence and boost their wellbeing (Welsh Government, 2017). The support available is designed to respect diversity amongst families, be welcoming and inclusive, whilst being mindful and supportive of family’s individual stresses and worries, such as the parental separation being experienced at the moment for the mother and child. However, it is worth remembering that there can be a stigma attached with parenting support as some families feel they are being asked to learn more and are being judged. In order to address this issue and reduce the stigma involved, parent support could be offered to all parents and families as a step towards becoming more inclusive, with the support and advice offered being welcoming and non-judgemental, and a sociable experience for parents and families (Welsh Government, 2013). In order to help support the mother and child further, the keyworker encouraged the mother to take her child to the community ‘gym tot’ sessions that take place twice a week within the setting as a way for both of them to meet new people and develop positive relationships. Communities and groups within them play a significant part in children’s development and help to improve their wellbeing, as well as helping to promote a diverse and inclusive environment (Welsh Government, 2016). 
Reza (2021) sums up the difference between diversity and inclusion with pinpoint accuracy stating that:
	“Diversity is being invited to a party, whereby inclusion is being asked to dance”.

Section Two.
According to Baldock, Fitzgerald, and Kay (2013) a policy is a document which has a stated intention, with an indication of the formal status demonstrating the course of action that is outlined. Furthermore, Levin (1997, cited in Baldock, Fitzgerald, and Kay, 2013) offers that policies should include commitment, specificity, status, and belongingness, supporting the work of Ferdman (2020) who highlights the importance of feeling a sense of belonging within an inclusive environment. Hallet (2016) suggests that the concept of inclusion has previously been defined and used in relation to children and families with additional learning needs, alongside Besic (2020) who offers that inclusivity has only been related to individuals with disabilities. However, Hallet (2016) goes onto say that inclusivity has developed further and is now also related to ethical values and beliefs, with the common goal of hoping to achieve equality and social justice for all individuals, irrespective of gender, ethnicity, disability, or background. In addition to this, Baldock, Fitzgerald, and Kay (2013) suggest that the absence of such measures and policies that are designed to promote an inclusive and welcoming setting for all children and families from a diverse range of backgrounds can in effect create a policy and environment that is exclusive and discriminatory without the intention of doing so. Policies are present for a reason, such as for guidance or as a requirement by law or governments, and it is the understanding of these reasons that will allow the effective implementation of the policies that work, as well as enabling individuals to challenge the policies that are not working at present. However, individuals working in the early years can often feel that they have no choice but to adhere to the policies that are implemented as they feel they won’t be listened to by the ‘people in suits’ who developed the policies (Baldock, Fitzgerald, and Kay 2013). Furthermore, Doucet and Pont (2021) suggest that education policy makers should spend some time in schools and settings before creating and developing programmes and policies, as this may help the effective implementation of the proposed guidelines. Ferdman’s (2020) work includes the “Systems of Inclusion: a multi-level analytic framework” which consists of both macro and micro levels of structure, whereby Ferdman (2020) suggests that all of the levels should be interlinked and connected through various stages and experiences of inclusion. Ferdman (2020) goes onto say that inclusion can be created, strengthened, and sustained at each and every one of the levels. Micro levels of policy are those that are written and devised by individual early years settings, whereby macro levels of policy are those that are written by local authorities or governments, such as the New Curriculum for Wales. 
In 2014, Professor Donaldson met with a variety of partners and stakeholders, including teachers, head teachers, children, families, and community groups to discuss the current curriculum for Wales at that time and how they felt it was working. From these discussions, it became apparent that teachers wanted more power to make decisions about how and what they could teach, as well as them expressing that they felt current assessments were not working in the best way to be able to support children’s individual learning (Donaldson, 2015). As a result of these discussions, the New Curriculum for Wales was co-constructed and developed in Wales by practitioners, for practitioners, bringing together their expertise and wider research, knowledge, and evidence (Welsh Government, 2020a). It was felt that practitioners should be included in the policy making to ensure that they had an input into any decisions that were made about the new curriculum for Wales and its subsequent implementation (Welsh Government, no date). 
The Welsh Government (2020b) aimed to introduce an inclusive learning environment through raising standards for all children and young people, with a shared vision and aspiration for every individual, through empowering practitioners to prioritise progression in learning, allowing them time and space to meet the needs of individual learners within their setting (Welsh Government, no date). As a result of the evidence gathered by Donaldson (2014) it was decided that the learning outcomes associated with the Foundation Phase Framework would no longer exist in the new curriculum as it was felt that ‘the best fit approach’ was no longer a true reflection of individuals developmental level and was failing to provide an inclusive environment for all children, especially those children with additional learning needs (Welsh Government, 2022). Therefore, the new curriculum would consist of a number of progression steps for learners, with the steps being considered as a personal road map for each child, enabling practitioners to be able to build a more holistic picture of the child, moving away from making one-off judgements at specific times to comply with ‘tick lists and boxes’ (Donaldson, 2014). Furthermore, Hallet (2016) supports this as she offers that inclusive environments help to overcome barriers that can be faced by some children whereby one box does not fit all, with Hallet suggesting that inclusive leadership within settings can help all children reach their full potential, with practitioners tuning into children’s individual development and needs. Alongside this, the new curriculum was designed to promote and improve levels of wellbeing, alongside tackling ignorance and misinformation, whilst encouraging critical and civic engagement, with the four purposes helping to empower children by respecting and upholding their rights within schools and settings, supporting the articles from within the UNCRC (no date). In addition to the four purposes, the six areas of learning were introduced, with the inclusion of health and wellbeing and digital competency being highlighted as important as more familiar subjects, such as language, literacy and mathematics, which again shows how Donaldson (2014) listened to and respected the views and opinions of the children he engaged with as they felt that the old curriculum was out of date and lacked any focus on the wellbeing of children. 
Finally, in order to further develop and promote inclusive leadership within schools, the Welsh Government stated that help would be made available to each school to help them develop their own curriculum, which would enable their learners to develop and progress towards the goals outlined in the four purposes of the new curriculum. To allow each individual school to be able to do this, sufficient staff training, funding and resources need to be made available to ensure the smooth implementation of the new curriculum and for it to be used effectively and for its intended purpose to allow for inclusive leadership within early years. 

Section Three. 
The Children’s Commissioner for Wales (2017) states that every child should be given equal opportunities to make the most of their individual talents and to develop to their full potential. Children can face discrimination in early years settings due to societal differences or through being part of a minority ethnic community. Staff members, children and the wider community need to work together to ensure that equality is promoted, whilst tackling discrimination within settings in order to help support Article 2 from within the UNCRC (no date). 
In order to help promote and build an inclusive environment with inclusive leaders, children and young people should have access to a wide range of diverse and inclusive books within the setting. The Centre for Literacy in Primary Education (CLPE, 2020) state that as well as books playing a crucial role in helping to support children to become literate, they also help to develop their self-awareness and their understanding of the world around them. Furthermore, Epstein (2017) offers that books and stories are a safe way to experience and discuss various kinds of feelings and situations, whilst acting as ‘mirrors’ in which children can reflect on their own lives and also ‘windows’ whereby children are given opportunities to learn about other people’s lives. Eccleshare (2020) suggests that seeing a diverse range of families and individuals from various ethnic backgrounds in books can be extremely powerful and influential to children and can open the door to their journey of reading if they can relate to a character from within a book. The CLPE (2020) states that ethnic minority characters are significantly unrepresented in children’s books, with only 10% of children’s books featuring characters from black, Asian, or minority ethnic backgrounds during 2019. In addition to this, 33.5 % of children in schools come from minority ethnic origins with only 5% of books available to them promoting ethnic minority main characters. However, it is worth noting that it is not just ethnicity minorities that are unrepresented in books, there is also a lack of resources associated with family situations such as, blended families and physical or mental health barriers, and these barriers and limitations can make individuals feel that their lives are not as important as others if there are no stories written about them (Eccleshare, 2020). Furthermore, the CLPE (2020) offers that books can help to explore social injustice through being used as a stimulus as a way to inform readers and help them develop an understanding of the world in which they live, as well as offering a broad and varied resource to discover the vast range of human experiences and situations that are all around us. 
Epstein (2017) believes that if children have regular access to a more diverse range of books, with a broad range of characters from various backgrounds, they will be more inclined to feel empowered and believe that they can do anything and be anyone when they grow up, whilst learning respect for others whilst doing so. Finally, the CLPE (2020) states that even though there has been a positive move in the right direction to provide more diverse books in settings, work needs to be developed further given the immeasurable value and impact quality, inclusive, and representative literature can add to any bookshelf, whilst enriching the lives of those that are able to read them. 
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