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Part One 
Inclusive Leadership
A new family has recently moved to a small valley community from Cardiff.  The family consists of same sex female parents, one parent is black and the other is white, they have one two year old biracial son.  The family are excited by the move, discussing how much cheaper rent is in the valleys so they will be much better off financially and how they hope to embrace the opportunity to become involved in the local community.  They have however also discussed that they have noticed that there are no other families like them at the nursery and while they are not reporting that anything negative has happened, they do feel a sense that they are different. The parents have questioned the early years leader asking if there are any male practitioners at the setting, explaining that their son often requests a princess costume and since they have been trying to divert his attention to ‘boys costumes’ he has been demonstrating some challenging behaviour at home.  The parents say they wonder if this is because he has no positive male role model in his life. The aim of this assignment is to critically analyse the role of the inclusive early years leader, identifying and analysing the opportunities to support inclusive practice for this family, but also the challenges that may also arise in relation to the child, family, professionals involved and the local community.
An effective early years leader learns to be able to adapt accordingly and recognises that for all children to thrive, successful collaborative working of the setting and the community is vital. The inclusive early years leader understands the importance of communicating and cooperating, overcoming obstacles together, valuing and learning from the differences that each person can offer (Rodd, 2013). Ferdman (2021) states that leaders must be able to recognise and value the differences of individuals around them and use those as opportunities to create positive change in demonstrating true inclusion. According to Devarakonda (2013), inclusion is a difficult concept to define as while it is a universal issue across the world, the concept is wide ranging and therefore viewed in different ways.  Nutbrown and Clough (2006) states that inclusive practice must consider gender, race, disability, class, housing, age, sexual orientation, poverty and many other marginalised groups.  Ainscow et al. (2006, cited in Devarakonda, 2013) suggests that inclusion can be looked at descriptively (how inclusion is implemented into practice) and prescriptively (how inclusion can be interpreted and used by people).  The inclusive leader therefore must work towards ensuring that inclusion is embedded into all aspects of daily practice, continuously evaluating to ensure any signs of discrimination are identified and addressed. Ferdman (2021) suggests that equality is not the end goal of inclusion, as most equality and diversity training would suggest, it is rather a key role of a successful leader to highlight and value diversity, working towards a goal of equity instead.  The leader, according to Ferdman (2021) has a responsibility to establish inclusion from the bottom up, from micro-level to macro-level, and therefore the early years leader needs to learn to recognise that all aspects of the setting has an opportunity to demonstrate inclusivity. The leader in this scenario must also recognise that the family are not only marginalised by one characteristic, but the family are also new to the area, they are a same sex couple, both women and have a biracial son.  According to Cho, Crenshaw and McCall (2013), being marginalised due to more than one characteristic is called intersectionality and this directly links to power, suggesting that the more characteristics which are considered to be marginalised directly links to less and less power in society.  The inclusive early years leader has a sense of duty to the family, setting and wider community, however as stated by Hallet (2016) the child must always be at the centre of inclusive practice.  
The parents in this scenario have raised concerns that their son prefers to play traditionally female activities. Gender has been an increasing topic of interest in the media recently, with Barnes (cited in Rawstrone, 2022) suggesting that early years leaders and practitioners must be aware of the language and messages they use in order to challenge how society continues to portray gender expectations. According to Devarakonda (2013), parents often promote gender stereotypes at home and this will often be relayed in clothing, play and activities.  Ruthven (cited in Rawstrone, 2022) implies that stereotypical views can create a negative outcome in relation to childrens perceptions of themselves and others, and research has shown that by just 18 months of age, children already have a sense of their gender and how they fit into society.  O’Sullivan (cited in Vollans, 2019) suggests that gender related social norms learned at home and in the community can make a lifelong impression and hinder what a child believes they can and can’t do, therefore it is vital that early years settings create an environment where gender stereotypes are non-existent.  Ideally the early years setting would have male and female employees, however male applicants for advertised posts are very rare and according to Siraj and Hallet (2016), early years practice is a disproportionate gender role, with statistics indicating that 98% of early years leaders are female, and Nutbrown (2012) specifies from her research that there is a significant shortage in male leaders in the sector.  Deverakonda (2013) suggests that this is a challenge demonstrated across the world, stating that reasons for this may include the stereotypical views of the role, the low status and the low wages involved. Mistry and Sood (2012) indicates from research that more needs to be done to change society stereotypes, attidues, values and beliefs before significant change can be made for males working (or wanting to) work in early years. According to Vollans (2019), while career choice for males and females has become more diverse in the past decade, there is still much more development needed, with Mistry and Sood (2012) adding that the key to supporting males in working in the early years sector is strong inclusive leadership and support. If male practitioners are not an option in the setting currently then it is important that the early years leader explores other way to ensure that the child is familiarised with positive male role model opportunities.  According to Heywood and Adzajlic (cited in Rawstrone, 2022), settings have a responsibility to consider representation at the setting and to challenge gender stereotypes.  Inviting visitors in or even demonstrating non stereotypical roles through story telling can be a powerful tool. McCormack (2019) states that picture books in the early years setting are a central teaching resource and therefore every feature of the child’s world can be and should be represented.  The setting must ensure that the child does not feel that certain types of activities are off limits for him and allow him to play and explore in any way he wishes.  Ryder and Greenway (cited in Waters-Davies, 2022) states that inclusive practice is about creating an ethos where there is no prejudice and diversity is demonstrated. Deverakonda (2013) states that practitioners must ensure that children are given the empowerment to be able to express themselves how they wish.  Furthermore, Warin (cited in Vollans, 2019), puts forward that early years leaders must do more to deconstruct gender stereotyping in early years settings.  Ryder and Greenway (cited in Waters-Davies, 2022) however adds that it is important that settings are wary of demonstrating tokenistic approach to diversity and instead create an awareness of diversity through the vehicle of play.   
According to Newstead and Isles-Buck (2019), it is not feasible for early years leaders to have knowledge about all types of diversity, and therefore creating an open communication system to enable the setting to learn from everyone is valuable. Rawstrone (2019) states that developing strong partnerships with the child’s family is key, not only to benefit the child, but to all involved. According to Ward (2013) the information that early years professionals require about the child is held by the parents, and therefore creating a bond between the home and the setting will enable the needs of the child to be adequately provided for. Furthermore, Rawstrone (2019) highlights the importance of creating a strong rapport from the beginning, ensuring that time is spent getting to know the family well and building trust between the parents and the setting. Barlow et al. (2008, cited in Ward, 2013) proposes that a good relationship between the setting and the home can support child and parent attachment, increases self-esteem and emotional regulation and supports the ability to create relationships with others. A settling in period is implemented for the family at the setting, allowing for parents to attend the setting with their child, allowing the process of important paperwork to be completed to find out initially matters which are important to the family and for conversations to be held with the leader and practitioners (Rawstrone, 2019).  Louis (2020a) recognises that in practice, focusing upon the development of setting and parent partnerships can be difficult, however the EPPE study (Sylva et al., 2004) indicated that the quality of a child’s homelife has significant impact upon their future and therefore early years settings have a role to ensure that they support the child’s homelife in any way possible.  Building relationships, recognising that the parental role is indispensable and learning what support the family need is important.  Therefore, according to Louis (2020), forming a solid partnership between setting and parents is essential for enabling a child with the tools to thrive, and this should always be a key part of good early years practice.     
Rawstrone (2019) emphasizes the importance of seeking parent views regularly to support reflective practice and ensure that the setting is working to continuously meet the needs of the child and the family.  The early years leader should encourage verbal feedback should be sought regularly, and it is considered good practice for the practitioners to engage in daily conversations with the parents if possible, during drop off and collection times.  These conversations should be reflected to the leader and shared during team meetings so that the team can consider if there are changes that need to be made or if there is something that can be offered to further support the family.  The parents indicate in conversation one day during initial visits that they would like to meet other parents.  Steiner recognised that nurturing support for parents was beneficial, and parent and child groups have since been a key part of early years provision, particularly in Steiner schools (Marlen, 2019).  Nicol (2019) explains that Steiner believed that a strong relationship between the parent and the educator was vital for the wellbeing and holistic development of the child and therefore while staff were able to provide information for the local parent and toddler group run by the community Health Visitors, the leader and the team recognised that it is important that the setting offers an experience allowing for parents to meet each other, for the children to play together while with the parents and for the practitioners to build relationships with the families  and offer any support necessary that the family may benefit from.  If parents wish to discuss that they are experiencing some challenging behaviour at home which has been mentioned in private, the family may feel some comfort if other parents say that they are experiencing similar with their child. McDonald (2018) however indicates that parents can sometimes be reluctant to feel completely comfortable in talking to professionals about their child, and therefore it is vital that the practitioners recognises that parents are respected, and information is either given in a general sense to all parents or only when specifically requested, always ensuring that stigmatising language is avoided, and rights and beliefs are recognised and valued.                               Furthermore, Marlen (2019) suggests that the most important purpose of parent and child groups is for the parent to build relationships with other and feel a sense of belonging and Rodd (2013) declares that inclusive engagement between the setting and the parents enables a sense of empowerment for the families.   
Houston (2019) suggested that discrimination can be overlooked by early years practitioners. Pemberton (2022a) states that racism in the early years sector can seem far removed from the ideals of early years practice, however leaders must recognise that often practitioner’s experiences are limited and therefore have a lack of understanding of other cultures.                   Sometimes, incidents occur and may seem insignificant, with Houston (2019) stating that practitioners require a sound understanding of children’s race, culture and they need to look for direct and indirect discrimination that may occur.  According to Essed (2013, cited in Houston, 2019), small verbal and non-verbal micro-aggressions can allow daily racism to occur and allow negative attitudes and stereotypes to continue.  Pemberton (2022a) suggests that practitioners can feel worried about doing or saying the wrong thing and therefore may not do anything, however practitioners need to learn that anti-racism is a lifelong learning process, and it is only by separating their own feelings and instead considering the feelings of those who are marginalised can this process begin.  It is the role of the early years leader to lead the team in continuous reflection, learning and adaption to demonstrate inclusive practice.  According to Tathum (2020), discrimination persists in society and early years settings have a duty to reflect upon any personal prejudices, accepting that racism and prejudice exists, but look to become catalysts to create positive change for the future of the children in their care.
The setting is situated in a small Welsh valley where unfortunately there is not a wide range of diversity represented in the community and therefore the team of practitioners are all white females. Goddard (2018) states that ideally the staff team would mirror the diversity in society, however Nutbrown (2012) recognised that there is a limited amount of black and ethnic minority leaders and considers how this may be impacting upon children and families. According to Sandstrom and Schilder (2021), children come from diverse backgrounds, and they should be able to see their diversity represented at their setting.  The need is recognised however more needs to be done from a top-down level to focus upon strengthening growing diversity within the early years workforce. Louis (2020b) discusses the need for early years leaders to open up conversations with the team to challenge racism, stating it is important for the team to understand central issues in regards to race and culture and explore which language is suitable and not prejudiced.  Pemberton (2022b) also suggests that there may be unconscious bias barriers inadvertently being shared by the setting and therefore early years leaders need to reflect upon this, for example, the leader should look at the marketing material and advertisements that the setting publishes and consider if these can be adapted to become more inclusive.  
According to Nutbrown (2012), quality training is essential for quality provision in the early years, and this is particularly important when it comes to inclusive practice. Bradbury (2022, cited in Jozwiak, 2022) informs that there is now more of an interest in requesting up to date equality and diversity, inclusive practice training in the early years, particularly in relation to LGBTQ+, and this is something that the leader at the setting has been asked about by some team members. According to Jozwiak (2022) there is also an increased interest in continuous professional development courses on race and unconscious bias, with training provided by Liz Pemberton, the Black Nursery Manager, in high demand.  Louis (2022, cited in Jozwiak, 2022) suggests that there is a need for conversations about race and discrimination and early years practitioners need to gain an understanding that they have a significant role in bringing about change and creating a truly inclusive practice for children and families.  Nutbrown (2012) declared following her research looking at quality in the early years workforce, that training about inclusion and diversity is as vital as health and safety and safeguarding training, and therefore emphasis must be put upon this in order for inclusive practice to be possible. However, while Bradbury (2022) accepts that there is a real need for professional training in this area, what is most important is to recognise that children absorb their surroundings and therefore they need to be provided with positive role models of empathy, nurturing relationships, and an ethos of love and care.  Furthermore, Grimmer (2021) states that early years should be built on a pedagogy of love, explaining that love is the instinct to care and protect, it holds no bounds, everyone has that instinct no matter which culture, gender, ability, age, sexual orientation they may have and therefore love is fully inclusive.  
According to Kernan, Cortellesi and Palazuelos (cited in Waters-Davies, 2022), an important part of meeting the needs of the children is recognising the importance of the involvement of the community within the child’s play and development of building relationships.  Sakr (2021) states that early years leaders have a responsibility to also be social leaders in society, and it is important for them to create and foster connections which extend to the children’s world outside of the setting. To support inclusive practice, Louis (2020a) states that early years settings should strive to foster knowledge of the surrounding community and the amenities available to the families. Furthermore, according to Canning (cited in Robins and Callan, 2009), early years leadership has a responsibility to the community of which the setting is based, and it is important for the children and families that the leader has a sound understanding of the needs of the community and works to form connections, creating a social network. 
In conclusion, to fully support this family, the inclusive leader must continue to provide opportunities for the family to engage in open communication with the setting.  Through creating a relationship in which the child and family feel valued and empowered, they will begin to feel that they do belong.  Working in partnership with the child, the family, the practitioners and other professionals and the wider community will provide all with new knowledge and understanding of the benefits of diversity and how this contributes to an effective setting which can meet and support diverse needs.
Part Two
According to Baldock, Fitzgerald and Kay (2013) a policy outlines a specific intended course of action which should be implemented by those responsible within an organisation.  Levin (1999, cited in Baldock, Fitzgerald and Kay (2013) states that for a policy to be effective, it needs to have belongingness, demonstrate commitment, have status and be specific.  This section aims to analyse if the New Curriculum for funded non-maintained nursery settings (Welsh Government, 2022) is effective in terms of demonstrating inclusive practice.  
Ferdman (2021) explains that it is the role of the inclusive leader to implement national policies within every day practice, channelling macro level to micro level. However, according to Devarakonda (2013) policies created at national level has to work its way through many levels before it reaches the grass roots, and this is the same for work and views of those at the grass reaching the top level for consideration when creating policies.  This can mean that disparities occur and therefore true inclusive practice may be hindered. Knight and Crook (2021) argue that there can often be a lack of consistency in the practice that is implemented following national Welsh Government policies and the values of those at the forefront may differ to that of what is proposed in policy. Furthermore, Devarakonda (2013) suggests that an individual’s personal viewpoint can hinder the implementation of idealistic policies, resulting in the policy becoming meaningless.  Pemberton (2022a) documents in relation to early years are rarely written by the voice of the people which it directly affects, and it is important therefore that in future much better representation and inclusivity must be endeavoured.  According to Ferdman (2021) a true inclusive practice should be built upon the values, needs and behaviours of those at the forefront, and therefore policies should be created taking this micro level information to macro level.  Similarly, Cho, Crenshaw and McCall (2013) states that collaborative working, consulting the opinions and experiences of those involved from various sections to ensure that needs are met particularly in terms of marginalisation and intersectionality.  Traditionally macro policies written by the government are written and then put forward for consultation and feedback. The new curriculum for Wales for funded non maintained nursery settings (Welsh Government, 2022) however, was drafted through consultation with early years practitioners and therefore input was sought at the micro level to create a macro level document. Pont and Doucet (2021) states that open communication and listening to those who are closest to the children and understand their needs is vital to ensuring that practitioners feel empowered and that the national policies are relevant to those they affect.
The new Curriculum for Wales for funded non maintained nursery settings (Welsh Government, 2022) clearly states in its introduction that early years settings in Wales should celebrate the diverse cultures in Wales. The curriculum has four main purposes and one of those is to ‘become ethical and informed citizens’, who gain ‘knowledge about their culture, community, society and the world’ and to ‘respect the needs and rights of others, as a member of a diverse society’.  According to Deverakonda (2013) learning about the community and culture with the children is important for children to understand where they come from and what is important to their culture and those of others.  However, according to Miles (cited in Nation.Cymru, 2021), schools are failing to teach children important historical cultural information, particularly in relation to the black, Asian and ethnic minority historic events.  The introduction states that children should feel a sense of ‘cynefin’ (which means belonging) and the document highlights five developmental pathways, the first of which is ‘belonging’ which the document states is important for children to understand where they come from, feel valued and where they can go in the future.  According to Welsh Government (2022) getting to know every child is key to creating this however there is no specific guidance in the document of how practitioners what this looks like and how they can actually achieve this; therefore the policy can be seen as subjective as it is reliant on the practitioner to teach this effectively. The document provides basic ideas about how to promote inclusion in the environment however using the term that the setting ‘should’ is again subjective.  Practitioners may view that as a general recommendation for them to consider but not something which is a must do. According to Levin (1999, cited in Baldock, Fitzgerald and Kay, 2013), an effective policy should show a particular commitment and be specific.  
In contrast, an example of a micro level policy is the Equality Objectives document from Trealaw Primary School (2021) which gives specific guidance on what is needed to be explored with the children. For example, the policy covers the subjects that needs to be addressed and gives specific indicators on how this can be achieved, when it needs to be reviewed and how they will know if it has been successful.  Reviewing equality policies, states Jozwiak (2019b), is regarded as good practice in terms of inclusion and recommends that policies regularly reviewed to ensure that they are current. Louis (2020b) states that early years settings must ensure that policies support the promotion of inclusion for children and families in throughout every day practice.  According to Levin (1999, cited in Baldock, Fitzgerald and Kay, 2013), a successful policy should demonstrate belonginess and commitment.  Through committing to practices and providing printed reviewing timelines, the setting is taking ownership of their duties in regard to inclusive practice and therefore committing to their responsibilities as inclusive leaders.  
According to Jozwiak (2019a), rather than just a written policy, training for early years staff is essential in order for them to reflect upon the practice within the setting and to ensure that any unconscious bias is addressed.  Nutbrown and Clogh (cited in Jozwiak, 2019b) suggests that inclusion varies from setting to setting as the children, staff and families vary widely and therefore inclusion can only be anything in practice, therefore those who are working at the forefront have the opportunity to create policies and practices that are true to the needs of the children, families, staff and community of the setting.  

Part Three
Jozwiak (2019b) declares that achieving true inclusive practice in the early years is challenging, highlighting that reduced government funding can hinder a settings ability to provide the support that children and professionals need.  For example, in 2010, the UK Government removed marked funding for supporting pupils from ethnic minorities meaning that a year later 70% of local authorities took away the dedicated supportive job roles (Jozwiak, 2019b).   It is imperative therefore that early years leaders take their role as an inclusive leader seriously, being a reflective leader, working in accordance to policy and good practice recommendations to ensure that all children, families and team members feel a sense of belonging and that they are valued.  This section will identify in how the use of personal dolls can support the leader and practitioners in creating an inclusive early years setting.  
Deverakonda (2013) states that early years practitioners can use a wide range of resources to promote diversity positively within the setting.  Furthermore, the New Curriculum for funded non-maintained nursery settings (Welsh Government, 2022) states that early years settings in Wales should respond to the unique experiences of children and ensure that they feel that their diverse individuality is celebrated, respected and valued.   According to Holland (cited in Children’s Commissioner for Wales, 2017), children have a right to feel respected, listened to and understood.  Hutchin (2022) and Pemberton (2022) states that it is important that inclusive practice issues that affect children should be recognised and addressed within the early years setting, and Hutchin (2022) suggests that the use of Persona Dolls can support in exploring such issues with children in an enjoyable manner.
According to Personal Doll Training (2020) Persona Dolls involves using a specially made child like (not baby) doll, with a lifelike persona to become another child within the group.  The doll allows for practitioners to tell stories incorporating real life scenarios for children that offer opportunities for celebration and discussion about problems relating to exclusion, unfairness and prejudice.  Hutchin (2022) states that the dolls can support practitioners in exploring ethnicity, culture, language, gender, LGBTQIA+, abilities, in a practical engaging way.  Personal Doll Training (2020) states that creating stories using the dolls allow for children to learn to empathise, to think critically and learn to solve problems particularly when supporting and caring for others, aiming to create an inclusive ethos within the setting.
Hutchin (2022) suggests that using the dolls is a good way to raise challenging equality issues such as racism to the children.  According to Pemberton (2022a), early years pracitioners can often feel uncomfortable in addressing issues directly and therefore using the Personal Doll, states Hutchin (2022) helps to bring the uncomfortable issue to the forefront and enables children to learn about how certain language and actions may affect others.   According to Wilkinson (2022), Persona Dolls are useful in validating and supporting differences, and challenging discrimination, foregrounding feelings which all children can understand and therefore they learn to think more about how others may feel if they see or hear something which may be discriminatory.  Hutchin (2022) explains that Persona Dolls creates a safe place for difficult discussions but supports in developing respect and empathy for others.
According to Brown (2008, cited in Houston, 2019), the use of Persona Dolls is accepted good practice, however Houston (2019) argues that the most important point that early years leaders need to apprehend is that in order to understand the issues that arise for children from diverse cultural backgrounds, they must be listened to.  Furthermore, Hutchin (2022) states that Persona Doll training is essential, as it is important to understand how to address issues respectfully and to be prepared for when challenges arise. According to Rekers and Waters-Davies (cited in Waters-Davies, 2022) practitioners need to reflect upon the children’s cultures within wider society. Getting to know the children, learning about them, and understanding their backgrounds and needs enables practitioners to use the Persona Doll responsively and responsibly.
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