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This assignment will critically analyse and evaluate the importance of inclusive leadership within an early year setting, it will draw on barriers and opportunities that dispute the role of an inclusive leader and the effects that this may have on children, their families, practitioners, and the wider communities.  

Section 1
This section will examine the role of an inclusive leader in the context of a specific scenario. According to Ferdman (2021), inclusive leadership is the ability to lead while maintaining inclusivity among diverse groups, organisations, cultures, communities and groups. It is about allowing participation, hearing everyone's voice, ensuring justice and equity, and fostering belonging for people of various identities (Ferdman, 2021). Furthermore, according to Rodd (2013), inclusive leadership entails the ability to work alongside others rather than overpowering them by employing excellent communication skills to be a unified leader instead of a dictatorial one. Inclusive leadership is crucial because it is necessary for offering high-quality practise to children in a variety of settings (Newstead and Isles-Buck, 2019). According to Bowers, Robertson, and Parchman (2012), inclusive leadership is vital because it allows team members and co-workers to feel equal, appreciated, and comfortable speaking out and voicing their thoughts. 

The following circumstance was experienced by an early year's practitioner who made use of their position as an inclusive leader to create an inclusive safe setting to benefit the wellbeing of all involved (Randel et al., 2018). A single father has recently prevailed their drug addiction and it has been agreed that he is now cable to care for his daughter, Elizabeth, on his own unsupervised. The practitioner quickly noticed that he is always stood alone at drop off and pick up times, they noted that the other parents often look at him but never try to engage or socialise with him. When Elizabeth finished school and comes out the door, he appears nervous among the practitioners and swiftly leaves. Academically, Elizabeth does well in school, but she does not have many friends and is not very sociable herself. Following on from these circumstances, the practitioner used their inclusive leadership abilities to try to instil a feeling of belonging in Elizabeth and her father at the school in order to improve their well-being (Booysen, 2014). 
The practitioner's first step was to ask Elizabeth's father in for a discussion, during which they would review both Elizabeth and her father and what they could do together in collaboration with the school to ensure they both feel at ease and equal in the setting (Ferdman, 2021). According to Scanlan and Johnson (2020) and LINC (2020), working together is an important feature of inclusive leadership because it allows families to feel appreciated by Early Years workers. Working together in collaboration with parents is critical in ensuring the requirements of the child are met; it recognises a link between school and home; and it allows parents to feel appreciated by recognising that they play a significant role in their child's life and education. Working in collaboration with families, according to Adams, Harris, and Jones (2018) and DeMatthews (2021), is helpful and can provide excellent outcomes when handled effectively by an inclusive leader.
[bookmark: _Int_59x2ZyA5]Unfortunately, there are significant challenges to working cooperatively with families. These can include their personal beliefs and often the understanding of their involvement (Hornby and Blackwell, 2018). Likewise, Wages (2016) suggests that families who lack an understanding of the importance of working alongside or in partnership with the educational setting, would be another challenge that an inclusive leader may face when working inclusively with families.  Murray, Mereoiu, and Handyside (2013) also discuss the difficulties that early year's workers deal with when undertaking partnership work with families, this is normally due to a result of negative past experiences with schools or Local Authority decisions that have led the family to lack trust in professionals and Early Years workers. This form of parent engagement and partnership will necessitate a leader that is open-minded, inquiring, and sensitive (Nakamura, Milner, and Milner, 2020). Friere (2005) and Randel et al., (2018) state that a practitioner needs to be inclined to aid and utilise their role as an inclusive leader in a beneficial way that will ensure help and support for both the child and their family in order for them to gain that feeling of a sense of belonging.

Elizabeth was also invited to join them during the meeting. Inviting the child herself demonstrates the practitioner's inclusion by treating the child as an equal (Archard, 2014). The UNCRC (No Date) states that Articles 12 and 13 both express that every individual child has the right to voice their own opinions, thoughts and feelings on anything that may affect them, then then have the right to have these thoughts and feelings listened to and to be taken seriously.  Archard and Uniacke (2020) go on to say that a child's right to a voice is important because it allows each child to have their own unique identity. Mackenzie, Cologon, and Fenech (2016) emphasises the significance of being inclusive of children and allowing them to feel equally valued as practitioners, adults, or any other professionals participating. 
[bookmark: _Int_DPc1De1y]Unfortunately, there are challenges to being inclusive of all children, including age (Hornby and Blackwell, 2018), learning difficulties (Runswick-Cole, 2011), abilities, and behavioural issues (Botha and Kourkoutas, 2016). Murray (2019) explains that a child’s age can be a significant challenge to a child having a right to voice their own opinions, the child may have learning difficulties, they may be non- verbal or even if the child is verbal, they may be seen as immature due to their age as stated in article 12 of the UNCRC (No date). According to The Challenging Behaviour Foundation (2017), Learning disabilities can also make it difficult for a child's voice to be heard, as some children with learning disabilities lack the ability to fully participate and express their thoughts. Even though, it has been stated that branding a child with learning and developmental difficulties is a challenge since stereotyping can occur and the child's views and thoughts may not be taken seriously or listened to, even though the child is more than capable of expressing their own opinions and thoughts (Belli, 2013). O'Connor et al., (2011) describe the difficulty of talking with a kid who has behavioural and social difficulties, claiming that there is a strong link between the two concerns, which provides a barrier to the child's participation. When enabling an environment in which the child's voice may be heard, an inclusive leader must be empathic, patient, and supportive (Dewey, 2020).
Inclusive leaders who engage and collaborate with children can help a child transition from feeling helpless to feeling important and respected, while also improving the child's performance as a result of strong and secure partnerships and relationships built between children, professionals, and their families (Rouse, 2012). Brown (2020) has similar ideas to Rouse (2012), and details that an inclusive leader accepts that when knowledge is shared with others, it increases and becomes boundless, ideas flourish, and the voices of individuals who may otherwise feel powerless rise to the surface and are acknowledged, resulting in an environment of respect, purpose, equality and belonging.
However, there are obstacles to enabling power and sharing power for others, and this is shown in a study conducted by Douglass (2019) which reveals that areas such as professional development and planning need to be improved in order for a practitioner with power to effectively implement it. Moreover, there are additional challenges to professional development and preparation. Lia, (2016) and Wabule, (2016) state that funding and time must be accessible in order for professional development to be achievable. According to Penuel et al. (2007), Obara and Sloan (2010), and Allen and Penual (2015), money for continuous professional development, practitioners' availability, and having more professionals to run development programmes all require funding which is not always easily available and set aside. Bautista et al., (2016) state that according to research, it has been evident that most professionals are eager and enthusiastic to participate in continuous professional development, but the opportunities must be there for them to do so.
During the discussion, the practitioner suggested that Elizabeth's father attend a Dad's Group with her, as this might include an opportunity both for Elizabeth and her father to form connections and interactions with other children, as well as fathers assisting them in gaining a sense of belonging (Oberle et al., 2019). By providing chances and situations that foster the growth of the family's social elements of life, the practitioner is giving additional techniques of inclusive practice (Lumby, 2013). Block (2018), details that an essential element of belonging is community engagement and knowing the needs of each family within that community.
The school is a significant part of a community (Fiore, 2016), and having an open-door policy is a technique for the school to reach out to the community's individuals and families (Armstrong, 2010). Having an open-door policy also relates to collaborating and coordinating with families (Ocean et al., 2021). Through multi-agency collaboration, schools have the potential to effectively serve families who require additional assistance (Watkins, 2021). According to Lloyd (2018), schools can direct students to various organisations and agencies that may be of assistance to a particular family and may be able to meet their unique requirements. Multi-agency collaboration allows for even more interaction and partnership working, supporting the significance of inclusive leadership (Connelly, 2013). 

Most community schools are giving adults the opportunity to take up educational lessons with them as well, not just children (Welsh Government, No Date). 
Brown and Palincsar (2018) highlight how adult education programmes are designed to arrange additional support for adults in different disciplines, which in turn helps children because the adults have improved levels of knowledge that they pass on to the children. For example, Ysgol St Cyres in Penarth provide classes for adult learners who would like to improve their Welsh language understanding or those who may want to start learning Welsh (Welsh Government, No Date). All children in Wales learn Welsh as a second language in schools, Ryan (2018) suggests that having Welsh classes that are accessible for adult learners to complete, helps parents feel more capable and confident in helping with their children's education and aiding their children's Welsh abilities by allowing them to utilise basic sentence structures and discussion at home.  
According to the Welsh Government (2016), A school and the community it serves should not be divided; as a result, a school should address the needs of the families and community in which it is located, not just the needs of the students who attend. However, there are constraints to inclusivity in the community, such as a failure to engage and other residents lacking the cultural necessary knowledge to be inclusive, making others feel excluded and unwelcome. (Polat, 2011). In this scenario, the dad's group is another example of a school giving community support as well as working in partnership with families, demonstrating inclusivity and the practitioner's role as an inclusive leader.
[bookmark: _Int_iqicUdvb]Another aspect of creating an inclusive environment is collaborating with other professionals through multi-agency work (Martin, 2017). Professionals working together to achieve change, provides support and produces high quality outcomes for both children and families (Hadfield, Jopling, and Needham 2015). However, for this to be effective for the practitioner, they need to have an understanding of what an inclusive leader is (Bourke and Titus, 2019). To be an inclusive leader Haffod-Letchfield et al. (2014) details that to be able to sustain high-quality leadership while being inclusive, a practitioner must have a significant level of knowledge and comprehension of what the role entails. When this is done well, inclusive leadership results in stronger bonds amongst co-workers, employees, and other professionals. (Bortini et al., 2018). Chemanais (2009) and Moore-Cherry (2016) agree with Bortini et al and they detail that when relationships between practitioners are being led by inclusive leader colleagues are happier, they feel appreciated, gain confidence, and are more comfortable working together to achieve the greatest possible outcomes for both children and families when led by an inclusive leader.
Unfortunately, there are also barriers to being inclusive of fellow practitioners and staff members, for example, their attitude, agendas and language barriers (Hornby and Blackwell, 2018). O'Sullivan (2015) believes that a practitioner's pessimistic attitude can make communication difficult and prevent the inclusive leader from achieving the most beneficial outcomes. Differences in agenda can arise as a result of differences in values, working practises and culture, therefore resulting in different perspectives on approaches (Aubrey, 2011). Furthermore, professional language limitations, such as unfamiliar jargon, might make efficient communication with other professionals difficult (Martin, 2017).
Milheim (2015) states that culture is a critical element of inclusivity. University of Minnesota (No Date) interprets that Culture is inclusive of not just someone's ethnicity but also their language, religion, poverty, values, and beliefs. An inclusive leader must be aware of an individual's culture and needs in order to create an inclusive workplace and establish a sense of belonging for each individual and their family (Brown, 2019). However, according to the Department of Education (2014), there is a scarcity of regular, relevant, and targeted culture-focused training accessible for practitioners who want to continue their professional development and learn more about what culture is. Likewise, Newstead (2019) encourages continual professional development and cultural understanding. Bruce (2012) believes that many practitioners and other families, will have never encountered some aspects of people's culture before, therefore continuing their education through continual professional development helps to promote understanding and empathy while preventing stereotyping.
Intersectionality should be considered when studying culture. Intersectionality, according to the National Association of Independent Schools (2018), occurs when a person or family is affected by multiple aspects of inequality or disadvantage. Gender, colour, religion, wealth, or a mix of these factors can have an impact on a child or family; this is known as intersectionality (Agosto and Roland, 2018). If practitioners are to fulfil their duty as inclusive leaders and give equal educational and inclusive opportunities to children and their families, they must be aware of this, and this notion must be considered (Scanlan and Theoharis, 2020).
Children, parents, and families should all be included in inclusive practices, and failing to do so can be a hindrance to a child's learning (Hallet, 2016). According to Hallet (2016), every child no matter what must have the same access to the curriculum. Children should feel safe, valued, and heard, and they should study in a setting where they feel that sense of belonging and practitioners understand and appreciate their culture (Hendry, 2012 and Department for Education, 2014). Furthermore, according to Nutbrown, Clough, and Atherton (2013), culture should be present throughout supportive and inclusive education. To provide education that is inclusive and equal for everyone, regardless of their age, gender, race, religious views or their class, an inclusive leader must have access to or be provided with the chance to continually professionally develop (Ofsted, 2000).
In conclusion, an inclusive leader must possess a broad range of expertise in order to create an environment in which children, families, and communities can have a feeling of belonging. In the above example, the practitioner demonstrated inclusive practice by recognising the circumstance, acting to assist and empower the family, and offering knowledge and opportunities to the family to encourage comfort and belonging. Inclusive practice entails being culturally inclusive and continuing to be sensitive and inclusive requires growing practitioner expertise. In order to continue to be inclusive leaders, practitioners need to get consistent professional development and take advantage of personal opportunities that emerge.

Section 2
This section will be evaluating The Inclusion and Pupil Support document (Welsh Government, 2016). It will focus on the positives and include any characteristics that encourage inclusive leadership as well as any areas that may include barriers to sustaining inclusive leadership. 
According to Hallet (2016), Inclusive Leadership training can benefit staff's practice, provide successful solutions, and provide an overall strategy to ensure that everyone in the environment feels included. It is the obligation of practitioners in schools to understand Inclusive Leadership (Gibson and Blandford, 2005). In the Pupil Support document section 2.3.27 (p.19), the Welsh Government (2016) believes that inclusive leadership training is important, and that it can benefit teachers as well as support successful practice in schools (Welsh Government, 2016). Learning opportunities can be explored through inclusive leadership training, and by experiencing inclusion first hand, both children and teachers can gain (Welsh Government, 2016). Similarly, the Estyn strategy plan (2020) section 1.4 (p.8) indicates that all Estyn inspectors would get training on inclusion, diversity, and equality. As a result, inclusive leadership training should be properly monitored within schools during inspections. Estyn (2014) stated in the Mayals Primary School report that the school is inclusive, has a caring community, and guarantees that all students are given equal opportunity, implying that Estyn inspections are focusing as to whether staff have been educated in Inclusive Leadership.
[bookmark: _Int_sBiRNeL8][bookmark: _Int_sVrfFoUV][bookmark: _Int_x8KrF7Hr]It is, nevertheless, necessary to evaluate the language employed in both publications. "All staff should incorporate information about the principles of inclusive education," the Welsh Government (2016) notes. It is possible that using the word 'should' could initiate some confusion. According to Merriam-Webster (2021), the term 'should' means "that ought to be," which implies that something should be done, but there is a chance it will not. If a practitioner is new to a post and is requested to read the Welsh Government (2016) Pupil Support Document and comes across the word 'should,' the teacher may believe it is necessary, but it is not a 'must’. The word 'must' is defined by Collins' dictionary (2022) as a sign that something is extremely significant and necessary. In contrast, the phrases "we will provide training to inspectors on equality, diversity, and inclusion" in the Estyn Strategic Plan (2020) section 1.4 (p.8) suggests that the training will be implemented. The word 'will' denotes a person's intent to do something (Cambridge, 2022). As a result, although it is specified as an expectation in the Welsh Government's (2016) Pupil Support Document, it is possible that it will be misconstrued, and the inclusive leadership training will not be implemented. Estyn inspectors may be visiting schools to observe inclusive leadership training; but, due to the policy's phrasing, it is possible that not all practitioners are aware of the importance of the training. 
Although the new curriculum for Wales aims to feature a more inclusive education system, Knight, and Crick (2021) state that a lack of comparable policy papers across Wales could result in inclusion inequalities. In addition, the Children's Commissioner for Wales (2020) and The Building Blocks paper (2020) reiterates the need for more consistent inclusive leadership training, stating that, in order to prevent this, inclusion training should be incorporated in initial teacher education, support staff, and as part of ongoing professional development. In addition, Estyn (2020) specifies in the Strategy Equality Plan (p.5) that one of the next steps is to ensure that all new employees receive the necessary training. 
[bookmark: _Int_1zpyCJFl]The Welsh Government (2016) and the UNCRC (1998) both emphasise the importance of children being able to express themselves. In the Pupil Support Document 1.3.8 p (5), the Welsh Government states that inclusive education should involve and prioritise giving children the opportunity to be heard, to be treated with respect, and to have their race and cultural identity recognised. Similarly, UNCRC (1998) states in the Inclusion and Additional Learning Needs Policy (p.3) that each child has a right to a voice, and that through integrating all learners, equal chances can be achieved. Mayals Primary School (No Date) also state in their Additional Learning Needs webpage that they “pride ourselves on being a fully inclusive school, who provide equal opportunities for every young person.” Murray (2019) states that in order to completely grasp the concept of a child's voice, practitioners must first acknowledge that children are treated as equals. Practitioners must discover strategies to guarantee that they are fully listening to, understanding, and responding to each kid in order for them to feel included. Hearing children's voices is critical to establishing inclusive practise and allows practitioners to get to know each individual child (Murray, 2019). 'All children should be included in making decisions, where feasible,' writes Welsh Government (2016) in section 2.1.4 of the Pupil and Support document (p.9).
According to the Cambridge Dictionary (2022a), the term "possible" defines "anything that might or might not happen." This shows that, despite the fact that a child's voice is vital for inclusion, it is possible that the children are not always heard. 'Every child has the right to communicate their ideas, feelings, and wishes,' according to the UNCRC (1998) (article 12). This right is always in effect. Thesaurus (2021) defines 'has the right' as 'deserving of,' implying greater authority and significance. As a result, whereas the UNCRC (1998) article 12 emphasises a child's right to be heard and to feel involved, this is not reflected in the Pupil and Support agreement (Welsh Government, 2016).
Although this research conveys a similar message, it may provide contradictory recommendations on the relevance of a child's voice. Cousins (2011) talks about her research, which looked at how well teachers listen to the children in their classes and found that they do not have enough time to do so. According to Cousins (2011), the education system is pressuring some practitioners to meet targets and test outcomes, which is diverting attention away from the critical component of children being heard. Given this information, it is possible to conclude that policies do not always contain clear instructions, and that the language employed may be a barrier to Inclusive Leadership.

Section 3
This blog will discuss how fathers and father figures play a significant role in their children's development, as well as how practitioners can encourage engagement and participation. When dealing with fathers of young children, this blog tries to encourage inclusive leadership.
According to Alemann, Garg, and Vlahovicova (2020), mothers have traditionally been the primary nurturers and caregivers for their children. Cabrera, Volling, and Barr (2018) agree, stating that developmental impact models that have traditionally concentrated on mothers are now dated and do not reflect the experiences of most children in today's world. Father engagement, on the other hand, has a substantial impact on their children's development and success, with enhanced cognitive development, social skills, good self-esteem, and academic outcomes (Bateson et al. 2017; World Health Organisation, 2018).
Allport et al (2018) agree, stating that evidence shows that children in families with fathers that are not involved have poorer outcomes than those in families with fathers that are involved. Balu, Lee, and Steimle (2018) claim that there are barriers to fathers wanting to participate with their children, such as issues co-parenting owing to failed relationships or lack of attending school events due to work responsibilities or discomfort. Nevertheless, according to Bateson et al. (2017), Even though many fathers wish they could be more involved, they spend more time with their children today than in previous years. Martell (2015) agrees, claiming that while many fathers are now on an equal level with mothers in terms of parenting, they still feel that they are the minority in child group situations. McGeary (2021) believes that practitioners, professionals, and their settings have an increased potential to contribute inclusive activities and environments to keep fathers involved in their children's lives. 
As a result, Alemann, Garg, and Vlahovicova (2020) propose that parenting programmes and policies that interact with families should encourage equality between mother and father in order to foster father engagement and its good aspects. As a result, practitioners could provide father groups to help with attendance and involvement. This is backed up by the World Health Organization (2018), which claims that improving child development benefits all macro and micro levels, from governments to infants.
Furthermore, according to Glynn and Dale (2015), father group advertising and marketing should start to include a wider range of fathers in order to contribute to an inclusive approach, it must be available in areas where all fathers will have access to it despite age, race, class, and gender factors. This makes school professionals a beneficial origin of advertisement.  At school pick-up times, practitioners could hand out pamphlets to parents to urge fathers to come. In order to appreciate diversity and provide knowledge to all fathers, practitioners must also have an inclusive approach (Booysen, 2014; Ferdman, 2014).
Furthermore, Balu, Lee, and Steimle (2018) detail that, fathers should be encouraged to attend these types of groups with their children in order to promote father-child involvement and their social development.
According to Hayes (2020), becoming a father can be stressful and lonely if they are unable to receive assistance, communicate with others, or form friendships. According to Dad's Groups (2021), 93 percent of fathers who attend parenting groups like Dad's Group say their social relationships and friendships have improved. Similarly, according to Kilgore (2017), parenting clubs not only allow fathers to meet other like-minded fathers, but also allow them to socialise with the local community through organised events, thereby supporting both father and child's well-being. As a result, practitioners who provide and encourage fathers to join a parenting group can help them feel included and connected. Furthermore, practitioners can connect with fathers, encourage them to be involved in their children's life, and recognise the value of their involvement with the environment and their children for development and bonding experiences.
 








	
	
	



