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INTRODUCTION 
This portfolio sets out to present a contemporary picture of the diversity and complexity surrounding leadership in early childhood practice, through critically analysing three different leadership styles: distributed leadership, pedagogical leadership and laissez-faire leadership.  Each leadership style will be considered in the context of a specific early childhood setting, as an example, to show how it enables effective team work to promote high quality services to children, families and communities.
LEADERSHIP IN EARLY CHILDHOOD
Rodd (2013), O’ Sullivan (2009), Murray and Clar (2013) and Aubrey (2016) point to the fact that traditional models of leadership which tend to be more authoritarian and hierarchical are not compatible with the ethos and pedagogy of early childhood in which an ‘ethic of care’ and ‘passion’ for improving outcomes for children, parents, families and the wider community in collaborative partnerships are the focus.  The sector is gendered more towards women and the nurturing and development of people and therefore leadership styles tend to be more participatory and democratic (Davis and Ryder, 2016; Scrivens, 2002; Aubrey 2011).  The Early Years Professional Status established in 2005 advocates that leadership is not attached to a role but is the responsibility of every early childhood practitioner as part of their professional role and development (Davis and Ryder, 2016).  This will be highlighted in the discussion on distributed leadership. 
Leadership and management are often used interchangeably and yet differ in significant ways.  O’Sullivan (2009) believes that leadership has an almost spiritual aspect in that it relates to ennobling values and beliefs and inspiring and motivating others towards ideals whereas management is largely about the day to day running of an organisation.
 Miller and Cable (2011) and Aubrey (2011) refer to The Effective Pre-School Primary Education project (EPPE, 2004) and the Leadership in Early Years Sector study (Siraj-Blatchford and Manni, 2007) which identified clear links between settings with highly trained professional practitioners endowed with effective leadership capabilities and high quality early childhood provision. Davis and Ryder (2016) and Rodd (2013) add that early childhood leaders work in diverse settings and need to develop a range of leadership styles which are authentic and arise out of the personality and strengths of the individual practitioner and context. Leadership of practice in early childhood is based on a knowledge of child development and behaviour, communication and interpersonal skills of warmth and empathy, valuing the rights of the child and having an attitude that respects the moral and legal obligation to care and educate the child and the family. (Davis and Ryder, 2013; Jones and Pound, 2008) This requires courage, commitment, confidence and a vison for how learning and care can constantly be improved to adapt to changes (Jones and Pound, 2008).  This aspect of pedagogical leadership will be discussed.  
Melnik (2002) provides a cross-cultural perspective on leadership suggesting that leadership is culture and context specific.  This links to Bronfenbrenner’s ecological systems theory which shows the impact of different environments on contexts whether they are historical, social political or anthropological and these all have an effect on leadership. Male and Palaiologou (2013) stress that leadership should not be about decision-making, power and control in which organisations conform to government agendas, but instead offer an approach that favours the emergence of a new way forward that allows leadership to pave the way of possibilities for the future that are not already thought of.  Melnik’s (2002) comparative study highlights the different leadership styles of early childhood day care centres in Russia and Finland showing how leadership is often unconsciously shaped by external factors.  Grandy (2017: 423) suggests that there is still more need for research on leadership in early childhood as ‘being for the Other, rather than seeing the Other as an object to do things on and where leaders are practising responsibility to the Other’.  This touches on the ethic of leadership which will be highlighted more in the discussion on laissez-faire leadership.

DISTRIBUTED LEADERSHIP STYLE 
A distributed style of leadership focuses on leadership as practice and is based on the premise that every early childhood practitioner has expertise and knowledge and the capacity to lead, and that dispersing this responsibility supports more fair and empowering relationships that serve the whole community (Spillane, 2008; Heikka and Waniganayaka, 2011; Rodd, 2013). The EPPE report (2004) noted that retaining staff was one of the criteria in high quality settings and that this was usually a consequence of distributed and collaborative leadership in which leadership was developed across the setting so that everyone felt valued and attached to the values and goals of the setting (O’sullivan, 2009).  Heikka et al. (2012) clarify that distributed leadership is not about delegating tasks to make it easier for Managers and nominated Leaders, but about ensuring deeper levels of interaction between colleagues so that the highest level of achievement can be attained.  The emphasis is more on leadership practice creating a culture of learning rather than on specific leadership roles, thus creating a climate of unity and trust that leads to effective practice in ensuring high quality provision (Miller and Cable 2011). Aubrey (2016) notes that distributed style of leadership works well in early childhood settings where roles can change, but Heikka et al. (2012) highlight that sometimes lack of clarity as to who is responsible for what and when and in times of crisis can mean ambiguities which lead to break down in effective team work.  Distributed leadership developed because of a shift in paradigm from traditional views of leadership which see a leader as someone who has specific traits, displays certain behaviours and holds a designated position of authority over others, to a more collegial way of working in which a core vision is shared and upheld (Miller and Cable, 2011). Heikka et al. (2012) state that the strength of this style of leadership is in the building of relationships and empowerment of all practitioners with expertise to lead in their specific domains.  It also requires an understanding by staff of the tasks they are responsible for and the need for coaches and mentors within the organisation to prepare staff to assume responsibility (Aubrey, 2011).
An example in which a distributed leadership style can be used effectively in team work is in the case of a day-care Nursery where a Baby Room Leader recognises her leadership role in supporting staff in the Baby Room through offering professional development and mentoring. Aubrey (2013) believes that providing these opportunities for staff will encourage a setting with a culture of learning to ensure optimal service for the children and families.  This is likely to lead to better job satisfaction and better staff retention which is significant when considering the needs of young children for consistency in key person bonding and attachment.  Rodd (2013) advocates lifelong learning and personal and professional development though reflecting on daily experiences in the work place to gain better understanding and extended knowledge and a Baby Room leader can support a member of staff in a reflective cycle process as part of the mentoring. Aubrey (2013) highlights that a mentor seeks to establish a non-judgemental rapport with the mentee, with basic ground rules so that expectations are understood to avoid misunderstanding, and a time and space for the mentee to process what can be learnt or changed from an experience to improve outcomes for the children and families.  Goouch and Powel (2013) carried out a research project with nursery workers in the Baby Room Project and discovered that many felt neglected in the setting believing that their work was not valued.  Elfer (2012) concluded from research that working with babies is a very emotionally demanding work and that this aspect to it is often overlooked in early years practice.  Mentoring as a leadership strategy in distributed leadership can have a positive impact on the emotional resilience of an early childhood professional working in the Baby Room and this can extend to the whole setting.  Pikler (2018) believe that the mentor relationship should model that of the approach to the baby which is one of respect and invitation.  Often it is more about learning about yourself that will be the key to working well with babies and in partnership with families (Pikler, 2018).  The setting’s values need to be enacted in personal relationships across the setting and in the wider community for an ethic of care and passion to enhance outcomes for children and families (Davis and Ryder, 2016).
Davis and Ryder (2016) state that a distributed leadership style is effective in providing opportunities for the voice of those who work closest to the children to be heard and contribute to decision making.  Excellent communication skills, including the need to be assertive leads to effective team work and is the foundation for all positive supportive relationships that build community (Davis and Ryder, 2016; Aubrey, 2013).
Miller and Cable (2011) have identified that one of the limitations of the distributed leadership is that the division of labour and responsibility is sometimes ambiguous and in a time of crisis a more autocratic leadership style may be needed.
PEDAGOGICAL LEADERSHIP STYLE 
Male and Palailogou (2013: 214) define pedagogical leadership as a form of practice that sets out to ‘shape and form teaching and learning’. Siraj-Blatchford and Hallet (2014) explain it as ‘leadership for learning’ taking into account the process of how children learn. The word ‘pedagogy’ means to ‘lead a child’ and in early childhood there has been a shift from understanding this to mean the transmission of knowledge to learners to it being more a way of being that encourages a participatory pedagogy developing the ecology of the entire community (Male and Palaiologou, 2013).  Siraj-Blatchford and Hallet (2014) refer to the Research Study of Leadership in Early Years project (the LLEaP) and stress that pedagogical leadership is the most key role in early childhood as its focus is on commitment to providing the highest quality service possible for the holistic development of a young child, to the extent of even becoming change agents.  Pedagogical leadership requires deep knowledge of current research in early childhood education and care and curriculum and the ability to debate new ideas and contest preferred ways of doing things in order strive to provide the most effective practice possible (Hallet, 2013; Davis and Ryder, 2016) This style of leadership requires a vision based on particular beliefs, values and knowledge  and the ability to communicate this effectively with the family, school and community (Mujis et al., 2004)
Murray and Clar (2013) refer to the Nutbrown Review (2012) which states that it is the responsibility of all Early Years Professionals to engage in pedagogical leadership.  The following example that is provided to show pedagogical leadership is that of an Early Years Teacher in a Steiner Kindergarten who is leading the setting in developing a local woodland area for the children to experience outdoor play and learning on a regular weekly basis.  The Steiner Kindergarten follows a Steiner pedagogy and curriculum which according to Rawson (2011) is more in line with the social pedagogy of traditional Europe and has to a large extent remained unchanged since 1924. Steiner Schools use collegial and democratic forms of leadership in which consensus of the whole community of staff, governors and school community is required.  The changes would need to be in line with the Steiner pedagogy which is drawn from the ‘Waldorf body of knowledge’, (Rawson, 2011: 12) texts and an international community of practice (Wenger, 1998).  Although practitioners are given full autonomy in their teaching, they nevertheless need to conform to the overriding pedagogy of the School which is made clear in the school vision and curriculum but for some this could be seen as a disadvantage as a practitioner is limited by the changes that can be made.  The leader’s vision to develop an outdoor area to extend the Steiner pedagogy of learning and playing in the outdoors is not a radical departure from current practice, but more of an extension in providing a different environment.  However, it still requires the skills of leading the children, the other staff and the parents and carers into believing that the decision will benefit the children (Jones and Pound, 2008). Davis and Ryder (2016) suggest that leading this change will require leadership skills in observation, assessment, planning and evaluation.  It will require sensitive and empathic dialoguing and communication skills for effective team work with parents and with the children to accept the proposed benefits of the change, as change is not always welcomed as it threatens the security and comfort of regular routine which is especially important for young children.  An important consideration for pedagogical leadership is to hold the child at the centre of all changes. Brooker et al. (2014) highlight the fact that children do not have the same perspective as adults and early childhood practitioner’s need to always seriously consider this.  An example they give is from Gullov’s (2003) research into the forest school experience in Denmark.  It was found that although the pedagogy is favoured by the middle class Danish parents it was not uncommon to hear children voice their dislike and discomfort of being cold outdoors, and only being there because the adults wanted them to be there.  The need for the voice of the child to be heard is a value of early childhood education and care and is a child’s right as enshrined in the United Nations Convention of the rights of the Child (1989). Warden, 2006 uses creative visual aids such as Talking Tubs to enable even very young children to take part in the decision-making process.
Male and Palaiologou (2013) undertook research on a sample of selected teachers who had raised the quality of their early years setting significantly and it was found that the participants all had a strong commitment to pedagogical leadership. One of the common criteria was that they sought to establish a culture of this by putting the needs of the community before any commitment to external agendas. Pedagogical Leadership is seen to be purposeful and meaningful and this encourages engagement of all the community including parents and children (Murray and Clar, 2013). Heikka and Waniganayake (2011) who led two qualitative research projects studying feedback of recently qualified Early Years Professionals found that respondents experienced difficulties and resistance to introducing changes into settings, but that creating a pedagogical approach using principles such as scaffolding and co-constructing learning and modelling new ways was most effective.
 Sullivan, 2009, also recommends leaders to be aware of the fact that although practitioners make decisions based on action research it is important to realise that objectivity is difficult as early people’s perceptions are influenced subconsciously by the societal context in which they live, and consciously by the regulations and frameworks imposed on the setting by governments who have their own agenda. 
One criticism against pedagogical leadership is that it is often very challenging for practitioners to have the confidence and means to suggest ideas and alternative practices in a setting with an already established way of doing things and it requires confidence in knowledge, research and taking a risk to lead in this way (Phair and Davis, 2015).
LAISSEZ-FAIRE LEADERSHIP STYLE 
Laissez-faire leadership style refers to a leadership style synonymous with the meaning of the French words which translate into ‘let it be’ and implies a free-range style of leadership which is not compatible with mainstream bureaucratic environments and neo-liberal political philosophies which emphasize efficiency, measurement, standardization, competition and control (Jensen, 2013; Leather, 2016). There is not much research available on laissez-faire leadership and the research that does exist takes a traditional view of it as being an example of absent leadership instead of what it is which is leadership of purpose (Jensen, 2013).  The Multifactor Leadership Questionnaire designed by Bass (1985) to measure effectiveness of leadership styles found that laissez-faire styles scored negatively.  However, a study in 2008 comparing different leadership styles adopted by clergy found that laissez-faire style was the most effective (Jenson, 2013).  
According to Gill (2016) a laissez-faire style of leadership is based on maximising the leadership qualities of all team members who are given the freedom and autonomy to take responsibility, problem-solve and make decisions on their own, which is recognised as a professional role of all Early Years Professionals (David and Ryder, 2016).  This requires team members to have extensive knowledge of child development and learning, be self-motivated and driven to achieving the highest quality service knowing they have the freedom to make necessary changes without going through channels of hierarchy and bureaucracy. 
An example of laissez-faire leadership is evident in the Danish ‘udeskole’, which is a traditional outdoor learning school for children in the early years based on the Danish philosophy of ’friluftliv’ which is a term that connotes freedom in nature and close connection to the landscape as a way of life (Leather, 2016).  It supports the pedagogy of experiential learning and play as a way for children to develop holistically without direct and formal instruction for teachers or any specific link to outcomes (Karila, 2012).  This is an example of laissez-faire leadership in that the social pedagogues and children are given free-range to spend the day as they wish without any need for a leader with authority, power or control whose role it is to impose restrictions and be working towards explicit pedagogical purposes such as learning outcomes (Drummond and Jenkins, 2011). 
Karila (2002) states that in Scandinavia the culture of an early years setting reflects the views and values of the parents in the community.  Staff are well trained, and parents put full trust in the pedagogues’ ability to care and educate the children in the setting to the highest possible standard without the need for government inspections such as the ESTYN Inspectorate in Wales who monitor all aspects of early childhood settings including quality of leadership (Male and Palailogou, 2013).  To be successful a laissez-faire leader needs to work with a team of experts who are reliable, experienced and require little intervention (Jensen, 2103). However, the leader needs to still provide tools and resources for the effective working of the team and support effective team work through feedback sessions (Chris, 2015).  In the ‘udeskule’ the environment is considered to play as much a part in the leadership as the leader who by being laissez- faire remains in the background (Michell, 2011).  Michell (2011) believes natural environments engender harmony between staff, children and parents by supporting people to become autonomous, independent and empowered through their own experimentation.  Laissez-faire leadership promotes equality as power is effectively neutralised by the hand-off approach of the leader who trusts the team to perform and lead independently (Michell, 2011).  A laissez-faire approach in early childhood can also foster what Tenenbaum (1959) describes was so effective in Carl Rogers non-directive teaching methods and that is the opportunity for a person to feel accepted without judgment building the self-esteem of the individual through being in an environment in which they are free to do as they wish. Hart (2017) reporting on the success of Finnish education points to the high level of responsibility and autonomy that the teachers have which is aligned with a laissez-faire style.    Melnik (2002) in a cross-cultural comparative study showed how positive outcomes in early childhood are achieved when work is not judged by external controls but by  ‘the ideal of trusting in professionalism and professionalism by self-control (Melnik, 2002: 46).  This attitude is inherent in laissez faire leadership.
Rodd (2013) criticises and dismisses a laissez-faire approach saying that an ‘anything goes leadership’ shows no respect for children and families.  However, the above has argued a very different perspective of laissez-faire leadership being purposeful and not ‘anything goes’. O’Sullivan (2009) states that moving out of one’s comfort zone can reveal new perspectives. One of the positive arguments for the laissez-faire leadership style is that it brings children up to be more independent, resilient, and courageous to be leaders themselves.  Members of any group naturally assume certain roles without being assigned them, for example, Belbin identified eight distinct roles in effective groups (Jones and Pound, 2008).  In teams led by a laissez-faire leader, members are able to develop more naturally according to their natural disposition and strengths.
[bookmark: _GoBack] It has been noted that one of the strengths of this style of leadership as opposed to a more autocratic one is that members take responsibility as opposed to abdicating from it which happens in the case when there is always someone else higher who is expected to make a stressful decision (Gill, 2016).  On the other hand, not all people are comfortable with making decisions.
One of the challenges of a laissez-faire style leadership is that it is only suitable in settings where at least some team members can model effective practice with children and families so that less experienced practitioners can scaffold this learning without needing constant feedback and appraisals.  Gill (2016) also suggests that it favours certain dispositions such as individuals who are self-starters and intrinsically motivated.
In an age when technology is increasing opportunities for autonomy and flexibility the laissez-faire leadership may offer a style that is more and more relevant (Jensen, 2013).
CONCLUSION 
Leadership styles in early childhood provision are often context based and the above examples have shown three different contexts highlighting appropriate contextual evidence for effective team work to improve outcomes for children and families.  Distributed leadership enables leadership as practice to prevail and works well in larger settings where the responsibility of leadership can be dispersed, where everyone is supported and where the vision and goal of the setting shared by everyone (Rodd, 2013: Spillane, 2008).  Pedagogical leadership is the responsibility of all Early Years Professionals in striving to develop the ecology of their settings as places of learning and development for children, staff, families and the wider community through constantly seeking ways to improve outcomes (Heikka and Waniganayake, 2013).  Laissez-faire leadership is often misunderstood to mean ‘indifferent’ or absent leadership, whereas in its most ideal form it offers autonomy and freedom for all team members to take responsibility in seeking creative solutions to enhance practice (Jensen, 2013). Siraj-Blatchford and Hallet (2014) suggest that looking at alternative international perspectives can highlight new ways of leading for early years provision into the future where an ethic of care and collaboration serve the ‘Other’ in an authentic, free, responsible and loving way. Ellsworth (2005) suggests that all learning leads to new ways of thinking and being and Early Years Professionals need a range of different leading styles in order to fulfil their professional roles of leadership in serving children, families and the community.
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