Section 1
Despite having cerebral palsy at the age of five, Tristan still enjoys playing and being silly. Sadly, Emma, his reception teacher, saw that some of the other children make fun of his gait and are not interested in playing with him, Emma then headed over to them and explained Tristian's situation in a way they would understand, the children were then eager to play with Tristan and get to know him better. The parents of Tristan have expressed worries to the staff regarding their son being excluded from certain activities such school plays and field sports at school. Emma met with other experts to inform them of similar situations regarding Tristan and the school's parents. A meeting was set up by Emma with staff. The meeting's goal is to ensure that knowledge is shared and that a solution may be found that meets the requirements of children, parents, and staff.
According to Ferdman and Deane (2014), inclusive leadership necessitates wholeheartedly embracing the inclusionary vision and practices. Similarly, with a respectful approach to relationships, inclusive leadership allows people to be both individually and collectively authentically and uniquely themselves while being completely integrated into the whole, devoted to common goals and achievements. On page 306, Booysen (2014). In the same vein Brew (1991), Shore et al. (2011), and Tuner et al. (1987) assert that inclusive leadership facilitates diverse work groups' successful operation in ways that other forms of leadership fall short in. A collection of behaviors aimed at helping group members feel like they belong and maintain their identity while contributing to the procedures and outcomes of the group is known as inclusive leadership. To enable members of diverse cultural and identity groups—which can vary in terms of ethnicity, race, nationality, gender, age, sexual orientation, ability/disability, cultural background, and many other dimensions—to collaborate effectively without erasing their differences and, when practical, leveraging them for the greater good is what inclusion entails (Ferdman, 2010). Thus, understanding diversity and having diverse perspectives and methods of approaching it are essential components of inclusive leadership:
Leaders must address intergroup interactions and diversity at the society and organizational levels. To do this, it is necessary to address issues regarding the appropriate role that cultural and identity distinctions should play at the individual and group levels, as well as the appropriate ways to structure connections across these differences. It also needs to be made clear to whom, what, and to what extent differences are important. Responses to these queries are frequently based on a wide range of diverse beliefs and ideals about diversity. (Page 238 of Ferdman, 2017). School administrators are expected to engage inclusively with early childhood teachers to accommodate diversity and to perform leadership as a shared responsibility in inclusive educational settings (Odom et al., 2011). Leadership as a "pedagogical praxis" is essential for "successful engagement by practitioners in the quest to provide effective learning environments for preschool children," according to Palaiologo and Male (2019) (p. 24). According to Siraj-Blatchford et al. (2002), high-quality early childhood education is correlated with strong and collaborative leadership. According to Gumus et al. (2013) and Lambrecht et al. (2020), school leaders' engagement and good attitudes towards inclusion, teachers, and all students are seen as crucial elements of inclusive practise.

Children
The EYFS curriculum's "a unique child" concept of practise (DfE, 2014a) emphasizes each young child's distinctive strengths and qualities as well as the diversity of children, parents, and families with varying cultural heritages, family structures, genders, abilities, and social and economic statuses. A difficult part of the job for anyone who works with children and families is making sure that all the children are included and taught to value one another. Children should be able to draw connections between their experiences and those of others, recognize similarities and differences, and have a sense of belonging to their learning community. In early childhood settings and as a leader, children need to feel respected, at ease, and heard within a framework of rules and guidelines (Hendry, 2012). They also need to be part of a respectful education culture (Nutbrown et al., 2013) and a social justice environment that encompasses the children, parents, families, and the neighborhood. The 1989 Convention on the Rights of the Child (CRC) and the 2006 Convention on the Rights of Persons with a Disability (CRPD) both specify the right to an inclusive education. All these documents acknowledge the significance of accommodating the diversity of students and guaranteeing their involvement as learners. However, the conditions of these treaties are not being respected, as children with disabilities are still denied equal access to inclusive education from infancy through adulthood (UNICEF, 2013). It is evident that exclusion can happen in classrooms that make the claim to be inclusive. Curcic (2009), D'Alessio (2011), and Rietveld (2010). Micro or macro experiences of exclusion have a significant detrimental influence on peer relationships and comprehension. Rietveld (2010) states that children in such circumstances are prone to internalizing messages that portray them as inferior, incompetent, and undesirable members of their peer group. This, in turn, can be detrimental to their motivation to seek inclusion and hinder their acquisition of skills valued in their culture. A significant obstacle to the implementation of inclusive education is the misappropriation of the terms "inclusion" and "inclusive education" by leaders who are really dedicated to maintaining "special" education systems (Lalvani 2013, Allan,2010, Baglieri et al,2011). According to Armstrong et al., (2011) the term "special education" connotes exclusion rather than equal engagement. Events of micro-exclusion arise from this (mis)understanding of "inclusion," in which a child is present but separated in a number of ways, such as engaging in a different curriculum and interacting with different staff members, or when a child attends a mainstream setting only partially or is taken out of it for a portion of the day in order to receive "support." As a result, inclusion cannot just be used to provide special education services in regular school settings (Finke, Mc Naughton and Drager,2009, Macartney and Morton, 2011).
 Children's ideas of self, identity, and belonging as well as their understanding of the needs, beliefs, and similarities and differences of others should be known to them (Hendry,2012). Tristan felt ostracized and that his need for belonging was not being satisfied. Belonging is a fundamental human urge that has long been linked to people's happiness and the health of their communities (Stratigos et al., 2014). Since it has a significant impact on young children's cognitive and socioemotional development, belonging is also essential in the early years. It also influences attachment, transitions, and their self-belief (Bowlby, 1969; Kalkman & Clark, 2017; Tillett & Wong, 2018).According to Baumeister and Leary (1995), being accepted, included, or welcomed leads to a variety of positive emotions (e.g., happiness, elation, contentment, and calm) whereas being rejected, excluded, or ignored leads to potent negative feelings (e.g., anxiety, depression, grief, jealousy, and loneliness) (p. 508). This suggests that belongingness is linked to many of the strongest emotions people experience, both positive and negative.

Family
The culture of the setting depends heavily on the solid cooperation between parents and carers. Practitioners are aware that parents must be completely involved in all their children's learning and experience in the setting to provide the best results for children's lifetime learning (Estyn, 2020). The contrast was highlighted by Reynolds (2010) in her paper, which stated: "In this work, the term 'Involvement' refers to school-sanctioned, school-authored activities in which parents participate." Parents' self-organized activities and self-directed relationships with school officials are considered included in the concept of "engagement" (p. 144). By changing the way, one thinks about language in relation to parental collaborations, parents can be empowered. Allowing parents who naturally take the lead to organize their own relations with schools and supporting parents who have a more submissive attitude towards teachers are the keys to this way of thinking (Lareau & Horvat, 1999; More, Hart, & Cheatham, 2013). Engaging parents can effectively strengthen the power of the rich, even when the apparent goal is to empower those who have historically been marginalized. Those who have the time, interest, and cultural capital to participate in schools tend to be middle-class parents whose class socialization is like that of school personnel, many of whom are themselves parents, observes Anderson (1998) in reference to socioeconomically diverse schools (p. 581). As a result, school administrators need to consider carefully how power dynamics influence collaborations. Parents (and community people) often feel and are typically treated as 'less' than professionals, as noted by Fine (1993) (p. 684). An analogous argument is made by Auerbach (2012), who advocates for "respectful alliances among educators, families, and community groups that value relationship building, dialogue across difference, and sharing power in pursuit of a common purpose in socially just, democratic schools" (p. 29). Evidence from studies shows that when families want to engage their children, they frequently face stigma and a variety of obstacles (Lilley, 2012, Runswick-Cole, 2008). Parents who face disabilities also frequently encounter stigma and isolation (Kikey and Clarke, 2010). Families often find themselves unresponsive to their wants and wishes, despite true collaboration and partnership promoting inclusion (Mortier et al., 2010). Research on the effects of inclusive education for families, when it occurs, is limited. According to some research, incorporating children with disabilities may provide parents with the confidence they need to go back to work. Furthermore, parents' psychological and financial wellbeing is enhanced by the experience of authentically inclusive schooling (Jordan et al., 2010, Mayer, 2009).

Professionals
From a "ground up" approach, a worldwide understanding of early childhood leadership and its connection to professionalism is emerging (Dalli, 2008). Leadership was associated with professionalization and elevating the standing of the early years workforce in England, thanks to the nationally recognized status and pedagogical leadership position of the graduate Early Years Professional (EYP). Professionalism and leadership are seen as intimately related to the learning self by Duhn (2011: 141). According to Ellsworth's (2005) theory, the learning self is made up of experiences and movement, with the professional and personal selves constantly changing one another to create professional "knowledge in the making." Professionalism includes both leadership and learning, which reshape leadership. The person in question is viewed as a leader based on these personality traits, however this traditional understanding of leadership is evolving. The early years sector is leading the way in adopting a collaborative, relational, and interdependent approach of leadership as opposed to a hierarchical one (McDowall Clark and Murray, 2012; Rodd, 2013). Relational leadership, or groups of individuals cooperating to accomplish tasks and goals rather than being under the direction of a single leader, is the focus of leadership in the early years sector (Siraj-Blatchford and Manni, 2007). An ability to persuade and inspire people to follow their wishes because they are driven to do so is one of the traits and competencies of inclusive leaders. They employ personal traits that encourage drive, trust, and security to do this. The duties of a leader include creating and expressing a common vision, defining objectives, roles, and responsibilities, gathering data and planning, making choices, and incorporating the group's members through communication, support, and acknowledgment of their commitment and contribution. Leaders must be self-aware and reflective in order to create and sustain inclusion in organisations, which is a challenging and continuous process (Wasserman et al., 2008). According to Workman-Stark (2017), inclusive leaders should be honest and open about their mistakes, accept criticism, grow from it, and be conscious of their own advantages and disadvantages. It takes critical thinking to examine one's own presumptions that are taken for granted (Ferdman & Deane, 2013) as well as awareness of one's own prejudices and stereotypes (Workman-Stark, 2017) to be an inclusive leader. 
The inclusive leader who is self-aware can enjoy personal fulfilment without being intimidated by others' accomplishments. Success can be attributed to others, and doing so is encouraged (Pinos, Twigg, Parayitam, & Olson, 2006). Attempting to be inclusive brings difficulties and conflicts. As Ferdman (2017) points out, inclusion is contradictory by nature. There are examples of people who feel completely included in the workplace despite having possibilities for progress, a sense of belonging, and support for their own growth. Numerous obstacles, including organizational policies and practices, preconceptions, and conscious and unconscious biases, keep them from being included. Leaders can make the required adjustments towards true inclusion for everyone by having a thorough understanding of the obstacles to inclusion (Workman-Stark, 2017). Recognizing that they themselves are biased is a good place for managers to start. One could consider these prejudices to be obstacles to inclusive leadership. Ignorance of the reality that their perspective is not neutral but rather grounded in historical and geopolitical contexts might exacerbate structural disparities already in place, often known as inequality regimes (Acker, 2006; Romani et al., 2019).

Communities
Every school must play a key role in the local community if it is to be inclusive. Managers and practitioners must realize their school needs to develop into a community inside a community. The actions, behaviors, and attitudes of students, faculty, support staff, parents, governors, and LEA will all be reflections of the school's local community, reflecting its views and values. A community can be described in a number of ways, including: location, which refers to where it is, the influence of the surrounding environment and control systems, structure, which refers to the administrative components and guidelines that establish equality of provision, process, which is the management of people and the formation of a common understanding of beliefs and values. As participants in the school and local community, all school members—including those with special educational needs—should be encouraged to share a commitment to building the school community. It is understood that for schools to be successful, they must have goals, organizational structures, and guiding principles (Gibson and Blandford 2005). These leaders passionately believe that community schools can change the lives of students and their families. They are aware that their school cannot accomplish this on its own and must collaborate with a variety of partners, the community, and families to offer the instruction and support required to guarantee each child's success. These leaders understand that children only attend school for a short percentage of their lives. Their communities and families shape them in their lives. Community schools that are successful take the initiative to give families the tools they need to help their children. Community schools benefit the larger community by reaching out to them in this way. Effective community schools all share a strong bond between the school, the community, and the families. This is always the outcome of a well-defined goal that all employees have accepted and fully comprehended. This vision is being delivered with passion, perseverance, and resolve. Effective community school leaders are completely focused on getting beyond obstacles and difficulties. They look for ways to help their students, family, and community reach their full potential. This plays a big part in these schools' success as community schools (Estyn 2020). A leader's lack of commitment to diversity and inclusion may be a barrier to inclusive leadership. Examples given by Kirton and Greene (2015) include: managers not being held accountable for diversity practices; inadequate training; a lack of understanding of the concepts of equality and diversity; leaders not prioritizing diversity issues over other competing tasks; and finally, leaders not seeing diversity issues as a priority. Children's well-being and sense of belonging are fostered when trustworthy relationships are built between the family and surroundings where there are similar goals for learning and growth (p. 48). Welsh Government, (2022).
To sum up this section, Emma, the inclusive leader, would take the lead and involve the community, professionals, families, and children. She would also organize staff training to raise awareness of disabilities and help map out how to incorporate inclusive activities. Parents could further their knowledge and comprehension of disability by enrolling in courses. 

Section 2
Wales has led the way for many years in creating a children's policy agenda centered on children's rights. However, one of the difficulties in creating ECEC policy is that a variety of justifications for its provision may lead to its misuse by other policy domains. As a result, ECEC may be employed to accomplish goals that are not always in the child's best interests (Dallymore, 2019). There are multiple ways to use the word "policy," as noted by Levin (1997), referenced in Baldock, Fitzgerald, and Kay (2013). Four of these approaches are listed. An official declaration is the first; followed by responsible parties acting on a matter; an organization or administrative procedure; and, finally, a statement regarding the official standing of a plan of action. On the other hand, policy, according to Baldock, Fitzgerald, and Kay (2013), is an attempt made by individuals employed by an organization to articulate in a logical manner its goals (generally or with respect to a particular issue) and the steps necessary to reach those goals. Formally speaking, education policy refers to the measures governments take in connection with educational practices and how they handle the creation and provision of education within a particular system. Certainly, some advocate for a more comprehensive understanding of education policy, recognizing that organizations such as international and non-governmental organizations, as well as commercial actors, can create educational policies (Espinoza, 2009). Education policies address a wide range of topics, including equity, financial constraints, efficient governance, the general standard of learning outcomes and school and learning environments, or the system's ability to prepare students for the future (OECD, 2015). These are general policy issues; the only real link between inclusive leadership and inclusion in education is disability (Bešić, 2020). ECEC systems and their present directions are unprepared to live up to the lofty expectations imposed by policy (Naumann, 2018). One could contend that the self-motivated, "good learner," or "ideal learner" is the only one who benefits from EY's educational philosophy (Bradbury, 2013).
Very few definitions consider how implementation affects how policies are applied in daily school operations. But since these real-world adjustments have a significant impact on educational results, implementation research should give them top priority. For example, national policy makers may define implementation as the steps that must be taken to get their new policy into districts and schools. Implementing reforms may be seen by educators and school administrators as just another government programme that they must become familiar with and incorporate into their everyday operations. In 2017, Viennet and Pont (p. 26).
The development of the new Curriculum for Wales and the ALN system, a new statutory support system for children and young people aged 0-25 with a learning difficulty or disability, which will be implemented in 2021, are the main focal points to focus on inclusive education policy in Wales (Welsh Government, 2018). The existing system, which was deemed segmented and inconsistent (Chaney, 2012), will be replaced with a new system that would include early years (pre-3 years old), 3-16, and further education (16+) to form a single system for individuals aged 0-25. In contrast to the current system, this attempts to guarantee that rights are safeguarded regardless of the severity or complexity of demands, with the goal of ensuring better consistency and continuity in provision (Welsh Government, 2018). Knight and Crockett (2020a) note that although the Welsh government's new ALN system prioritizes support for those with identified ALANs, it does not yet address the necessity of inclusive education for all children. The Additional Learning Needs and Education Tribunal (Wales) Act 2018 (the ALN Act), the Additional Learning Needs Code for Wales 2021 (the ALN Code), and regulations enacted pursuant to the Act form the legislative framework for ALN. The Welsh Government hopes that by establishing this statutory framework, all students with ALN will be assisted in overcoming obstacles to learning and realizing their full potential. an integrated, cooperative method for planning, coordinating, and evaluating the assistance given to ALN students that enables prompt, efficient, and early interventions a just and open process for answering questions, offering counsel, and handling complaints and appeals
 
a single legislative framework to assist all children with extra learning needs (ALN) who are at least of compulsory school age and to assist young people with ALN who are enrolled in PRUs or FEs.
However, considering significant reforms at the system level of education, it is imperative to examine the curriculum to critically examine how the requirements of every child are satisfied within the Welsh educational system. The new competency-based curriculum for Wales promotes an experienced, progressive approach to teaching and learning. The revised Curriculum for Wales is intended for students in all funded and maintained (public) schools between the ages of five and sixteen. It aims to give every child, including those with special needs, equitable access to a high-quality, well-rounded education. In order to prepare Wales' youth to be: ambitious, capable learners, ready to learn throughout their lives, enterprising, creative contributors, ready to play a full part in life and work, ethical, informed citizens of Wales and the world, healthy, self-assured individuals, ready to lead fulfilling lives as valued members of society, the new curriculum is based on the "four purposes" of education (OECD, 2020). As a result, it has been designed and stated in a way that ought to enable the achievement of these objectives through consistent goals and initiatives implemented in both the general and special sectors. In addition, it seeks to allow educators the freedom and agency to modify their lesson plans and instruction methods to differentiate instruction and establish an inclusive classroom. This could lead to the development of fully inclusive teaching strategies throughout the entire curriculum. The OECD was asked by the Welsh Government to evaluate the new Curriculum for Wales's implementation and recommend next actions as part of its Implementing Education Policies support initiative. Using its analytical framework, the Implementing Education Policies team examined the new curriculum and how it was implemented by looking at the Curriculum for Wales' design, including its draught framework, student assessment procedures, and implications for school capacity, equity, and resources.
 watching how the new curriculum was co-constructed by the stakeholders and realizing how crucial their participation was to the policy's success.
 examining the primary environmental factors that could help or impede curriculum 
 execution, such as the consistency of the existing framework for school reform, 
 The new curriculum and other central education policy.
based curriculum guidance on the Education in Wales: Our National Mission action plan growth between 2017 and 2021 (Welsh Government 2022, OCED,2020).

Section 3
Blog
How can educators become social justice and inclusion agents?
Since social justice is concerned with educational disparities and wants to improve educational attainment and outcomes for all students, calls for teacher educators to prepare teachers as "agents of change" have proliferated in literature and policies around the globe (Ballard 2012, Florian 2009; Villegas and Lucas 2002, Zeichner 2009). According to research, teachers are the most crucial factor in the classroom that affects students' accomplishment (Hattie, 2009, OECD, 2005). This supports the strategic idea of teachers acting as change agents in reducing educational inequities. One interpretation of this would be that educators have a duty to act as social justice agents. However, because phrases like "social justice," "educational inequality," and "change agency" can mean various things to different people, there are differing perspectives on how these approaches might be fostered during beginning teacher preparation. Researchers refer to strategies aimed at reducing the external causes of educational inequality as inclusive pedagogy, or an inclusive pedagogical approach, considering global advancements in inclusive education (Florian and Black-Hawkins, 2011). Part of the reason inclusive education is important is that it addresses educational achievement in addition to other goals. A method known as inclusive pedagogy recognizes the individual differences among students while actively working to prevent certain students from being marginalized and/or specific groups from continuing to be excluded. Examples of these groups include students who identify as members of ethnic minorities, students from culturally diverse backgrounds, non-native English speakers, students with special needs, and students from lower socioeconomic backgrounds who may be disadvantaged by poverty. This list of identity markers is not comprehensive nor unitary; rather, it is meant to identify some of the features of uniqueness that explain why people differ from one another and may combine with other factors to provide learning obstacles that lead to subpar performance. According to van Huizen et al., 2005, Tigelaar et al., 2005, Korthagen 2004, Koster et al., 2005, teacher competencies are regarded to encompass skills, knowledge, and understanding in addition to values and moral sensitivities and professional identity. According to Korthagen (2004) and Pantić and Wubbels (2010), teaching competences related to change agency are broadly defined as having the ability to engage with educational change, reflect on one's own ideas and values, and possess pertinent knowledge and understanding. It is important to be clear about what teachers need to know, do, and believe to prepare them to be change agents who advance social justice and inclusiveness. It is also important to know how teachers will use their agency as educators to implement this strategy. To comprehend how home (and other) environments affect educational outcomes, teachers who can act as agents of social justice are thought to need experience working with families from a variety of cultures and social contexts (Flecha and Soler 2013; Villegas and Lucas 2002). However, research on how educators view their roles reveals that one of the least major areas of their competence is their understanding of educational systems, which includes working with relevant professionals, local communities, and participating in school development planning activities (Pantić and Wubbels 2010; Pantić, Wubbels and Mainhard 2011). Empowering educators to be change agents for social justice and inclusivity contradicts some of the accepted notions of teaching as an individualistic teacher-student interaction. Working together with other agents and methodically considering methods to change practices, schools, and systems are essential components of teacher competency as agents of inclusion and social justice (den Brok et al. 2010).



