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Section 1
This section will attempt to identify some of the key characteristics that constitute Inclusive Leadership and highlight the importance of its application within an early years setting. This will be supported by a reflective account of a fictional scenario in which Inclusive Leadership principles are discussed.
What is Inclusive Leadership and Why is it Important?
Diversity throughout current modern society continues to increase, creating a layered, hyper connected, multi-cultural, multi-generational community. Intentional inclusivity within this complex, rapidly changing landscape can encourage diversity and embrace the effectivity that different perspectives offer (Davis, 2018). However, prejudice, injustice and discrimination remain prevalent throughout modern society and a belief that ‘similarity equals safety’ and ‘differences equal a potential threat’ are commonplace (Jones, 2020). Arguably, this could be attributed to the automated biological response to visually perceiving a difference that stimulates a release in cortisol, also known as the stress hormone. This innate reaction creates another barrier in implementing inclusive practices (St. John, 2016; The President and Fellows of Harvard College, 2022). As Sanger (2020) explains, inclusive education could be regarded as attempting to educate those with intellectual disabilities by integrating them into the normal structure of the educational system. In addition Ferdman, Prime, and Riggio (2021) state, Inclusive Leadership means bringing inclusion to life through the recognition of differences, the acceptance of variety and the tolerance of variation. Furthermore, as Bodhananda, Agerwala and Menon, (2019) tell us, a critical component of 21st century leadership involves fostering equity and fairness across multiple identities and incorporates the ability to sustain an inclusive culture in groups and communities. Effective Inclusive Leadership requires an overarching understanding of the range of skills, abilities and talents within these groups and how to successfully benefit from all types of diversity to create catalytic opportunities to enhance the capacities of others as well as oneself (Chatwani, 2018). 
The implementation of Inclusive Leadership within an early years setting can facilitate participation and stimulate a feeling of belonging, allowing staff, children and parents to allocate a voice to their individuality, further promoting a sense of feeling integrated and accepted (Brodie and Savage, 2015; Lindon and Lindon, 2011). A sense of belonging is paramount to identity. Humans identify with a plethora of groups and labels to distinguish ourselves with and from others. Being members of families, teams, groups, gangs, political parties, religious affiliations, cities, countries and nationalities, with nearly every aspect of our existence attributed to belonging to something (Dialogue Society, 2014). As Meyer and Evans (2016) state, a sense of belonging is fundamental to the way humankind organises itself, without which, family, community or government would yield no significance. Furthermore, a sense of belonging creates social ties that can act as a protective factor helping individuals to manage stress levels and combat behavioural issues. This in turn promotes a feeling of support which can encourage resilience and assist coping strategies when faced with additional challenges (Davy, 2019). This could point towards a sense of belonging and our physical and mental health being intrinsically linked (Mental Health Foundation, 2022). 
Building on the famous quote by Verna Meyers, a leading diversity and inclusion expert who surmised ‘‘Diversity is being invited to the party. Inclusion is being asked to dance” (Meyers, 2022, https://www.vernamyers.com/),  Michael Seitchik added ‘‘then belonging is being asked for input into the playlist for the dance music and feeling free to ask anyone you want to dance with you’’ (Seitchik, 2020, https://www.bates-communications.com). 

The Scenario
Girl A has recently arrived in a year 6 class due to a recent housing relocation related to an undisclosed family matter. She attends a mainstream primary school despite having a hearing impairment. Her current care plan dictates that she receives one-to-one support during lesson times but during free time requires no additional support. However staff have noticed Girl A spends the majority of her play and dinner breaks alone, rarely engaging with her peers and withdraws from social interaction.
The class teacher has realised that Girl A has not been wearing her cochlear ear implant and refuses to when asked which makes the lessons, teaching and subsequently the learning more difficult for all involved. This also poses as an additional barrier for her hearing peers who struggle to converse with Girl A. All classmates are aware of her impairment and harbour a general awareness of deafness and Girl A’s additional challenges. Many raise their voices in an attempt to convey class instructions, messages or individual intentions, often failing to communicate effectively.
Girl A lives with her mother and an older sister who both also have a hearing impairment. Mum collects Girl A from school each day however she remains in the car signalling to the class teacher to allow Girl A to leave the school premises. 
The class teacher arranges a meeting with a teacher for the hearing impaired who happens to know the family and has liaised with mum and the older sibling of Girl A in another school. It becomes apparent that mum and sister have both had a cochlear ear implant and both choose not to wear them. This could be a reason why Girl A has also been choosing not to use her hearing aid. Additionally, the teacher learns that Girl A’s impairment is an auditory processing condition and increased volumes and louder noises actually have a negative impact and make it more difficult for Girl A to retain concentration and understand vocal commands. 
Finally, the teacher for the hearing impaired conveys that mum generally prefers interaction through email. However, the whole family uses British Sign Language (BSL) and are all very competent at lip reading during social exchanges.

Identifying Inclusive Leadership Within the Scenario
As stated by Hadfield (2015) and Rayner (2007), the first clear display of Inclusive Leadership within this scenario is the inclusion of a child with Special Educational Needs (SEN) into a mainstream setting. This is also in accordance with the Education Act 1981 which stipulates that children with a statement of SEN shall be educated in a mainstream school providing this is in line with the wishes of the parent or guardian; supports the efficient education of other children and accommodates the efficient use of school resources. However, the term SEN has been replaced in England by Special Educational Needs and Disabilities (SEND) and in Wales, is referred to as Additional Learning Needs (ALN). The benefits of inclusive education in a mainstream setting has claimed to improve educational performance, advance social development and positively enhance overall quality of life (Lesar, Cuk and Pecek, 2014; McAllister and Hadjri, 2013; Monsen, Ewing  and Boyle, 2015). Furthermore, mainstream inclusion is considered to have a positive effect on the social awareness of the children exposed to the included children, strengthening disability awareness, promoting a better understanding of individual challenges and championing diversity acceptance (Vlachou and Fyssa, 2016; Vyrastekova, 2021; Waddington and Reed, 2016). Finally, in addition to these putative benefits, the fundamental concept behind mainstream inclusion is that children identified as having ALN should be educated in the same setting as their mainstream peers (Grutter, Gasser and Malti, 2017).
The teacher recognises Girl A’s aversion to using her hearing aid. A cochlear ear implant is a small device that allows a person who is profoundly deaf or hard of hearing to receive a digital representation of sound (Marschark and Knoors, 2020). However, this device does not restore normal hearing but allows an interpretation of the sound waves generated by speech to be processed by the brain (Blume, 2010). Furthermore, as a result of the meeting with the teacher for the hearing impaired, the class teacher learns that Girl A’s impairment is a processing disorder and conceivably the cochlear implant would yield little to no effect. Perhaps initially there is a lack of deaf awareness on the part of the teacher, perceiving the refusal to utilise the hearing aid as a defiant gesture and failing to understand some of the complexities concerning Girl A’s disability. There could be a number of contributing factors leading to the removal of a hearing aid. One reason could be the discomfort experienced from wearing it for an extended period of time, certainly if the device is new or ill-fitting it may require some adjustments being made by the audiologist (Plaza Pust, 2016). Furthermore, a hearing aid amplifies all sounds not just the frequency of the speaker. This can cause further discomfort and result in the wearer experiencing headaches, as a hearing person would when subjected to prolonged periods of amplified sound (Knoors and Marschark, 2014). Moreover, exhaustion and fatigue can ensue as the wearer of a hearing device has to concentrate on a specific sound whilst trying to ignore other irrelevant amplified sounds, such as wind, which can create a high pitched screeching noise (Dirksen et al., 2014). 
To facilitate a more inclusive approach, the class teacher could have recognised the potential for Girl A to be displaying her discomfort at wearing her implant perhaps in relation to a perceived stigma associated with her disability, regarding herself as being different and just wanting to fit in. As Worth (2014) writes, young people value their social lives at school, with mainstream school being seen as a reflection of society as a whole and a powerful indicator of future inclusion. A feeling of being accepted by class peers when being socially evaluated is an important aspect of every child’s school existence regardless of perceived social status (Crowley, 2014; Slaughter et al., 2015). Moreover, this is reinforced by Zhang et al (2017) who tell us childrens’ social and academic adaptation during the early school years can predict later school adjustment, with peer acceptance and positive social experiences clear markers of inclusion.

Moving Forward and the Continued Application of Inclusive Leadership
There are a number of actions the class teacher can initiate in order to embrace the diversity of the class, promote inclusivity and instil a sense of belonging for all class members, in particular for Girl A. Initially explaining to the class about the intricacies of Girl A’s impairment and the error identified in the initial misguided assumption that ‘an answer for deafness is loudness’. This should be replaced with a more complex and detailed inspection of Girl A’s specific needs and challenges determined by her disability. This can be pitched at an academically appropriate level and, providing Girl A is comfortable for these matters to be discussed, could be introduced during circle time. Circle time can provide a space to introduce new topics. It can be an opportunity for children to discuss themselves, classroom politics or other issues and is a common part of the day in many early years settings (Bornman et al., 2004; Gauvreau, Lohmann and Hovey, 2021). Most children experience a feeling of safety during circle time and this period offers the chance to build membership and community within an inclusive classroom (Ashbrook, 2012). Furthermore, as Emilson and Johansson (2013) explain, circle time can be the ideal opportunity to present stories which can address difficulties, problems, disabilities or the awkwardness some children may experience when attempting to settle into a new classroom setting. The act of sitting in a circle allows everyone to listen, have their say and consider the feelings of others in relation to the actions of others (Weatherhead, 2008).
In the U.K. a significant number of children are born deaf, hard of hearing or experience a level of hearing loss, with around 6,500-7,000 children under the age of 5 with severe to profound deafness. This comprises of a significant and increasing proportion of the population (Ham, Towle and Shyng, 2021; The Elizabeth Foundation, 2022). Furthermore, Hall (2020) argues that children with a hearing impairment can trail behind their hearing peers in numerous areas of cognitive development including executive function, implicit learning and working memory. Hall continues that, access to a language, whether signed or spoken, is vital in supporting cognitive development. It could be suggested that any efforts on the part of the teacher to understand Girl A’s condition could yield information potentially applicable to another child with a hearing impairment. Certainly given the statistics, there is a likelihood that a better understanding of deafness and the intricacies of the disability could support a more inclusive approach in the future. Inclusive Leadership, inclusion and promoting a sense of belonging provides several advantages. Firstly, children who are deaf or hard of hearing can more efficiently learn to communicate with their hearing peers. Secondly, there is potential to experience less physical and social isolation from other children. Finally, those children may have more access to certain academic or vocational opportunities (Terlektsi et al., 2020; Webb and Lederberg, 2014).
Further opportunity for the class teacher to build upon inclusivity stems from the information gleaned from the meeting with the teacher for the hearing impaired. During this meeting the fact that Girl A and her family prefer to lip read during social exchanges was identified. This knowledge could be transferred to the teaching style with the implementation of a few basic strategies to ease Girl A’s adjustment into an inclusive school environment. Firstly adopting a more linear approach, writing instructions on the board and then turning around and giving instruction, rather than talking and attempting to teach with their back turned (Easterbrooks and Dostal, 2020). Additionally, the teacher should provide a seat with an unobstructed view near the front of the class and strive to maintain eye contact when giving instructions or conversing with Girl A to increase levels of understanding and to ensure information is reciprocally exchanged and received (Webb and Lederberg, 2014). Furthermore, providing a lesson outline beforehand, using captions when watching video or video calling and pre-teaching specialised vocabulary could also benefit Girl A and promote inclusivity (Bright Hub Education, 2021).
Finally, another way to promote a sense of belonging and encourage confidence would be for the teacher to attempt to familiarise themselves with basic BSL, perhaps initially beginning with finger spelling the alphabet or simple common phrases. Sign language is a visual language that uses hands and arm movements combined with facial expressions as a form of communication. This could be a whole class exercise involving peers and used to improve acceptance and to help build a greater understanding of deaf awareness (Sense, 2022). Additionally, the use of sign language could be extended and used during interactions with mum to further the reach of inclusivity and support the family during Girl A’s transition into a new school. The use of sign language could promote a sense of belonging and be used to encourage mum to confidently engage with staff, improving parent-school communication (Learning Journals, 2022). 

 
Section 2
This section will discuss whether policies and professional guidance in Wales enables Inclusive Leadership in early years provision, paying particular attention to articles 28 and 29 of the United Nations Convention on the Rights of the Child (UNCRC) and the Equality Act 2010.
As Schuelka (2018) states, the inadequacies in policy and legislation are well-understood as one of the barriers to inclusive education. However, rather than focussing on deficiencies, a concentration on existing inclusive education practices should be identified and accentuated (Sanger, 2020). This could be considered to be a crucial ethos to adopt when attempting to facilitate Inclusive Leadership in early years education (Kaiser and Sklar-Rasminsky, 2020; Swaffield and Major, 2019). It is important that national policy and government guidance encourages inclusive education as it could be conceptualised that inclusive schools will lead to inclusive societies (Knight et al., 2022). As Welsh Government (2016) suggests, initiation of inclusion begins with national policy dictating that inclusive education should be a right for all children. This is supported by Article 28 of the UNCRC which stipulates every child has a right to an education along with a right to equal opportunities (UNICEF, 1989). The UNCRC was formally adopted by Welsh Government in 2004, becoming the foundation of policy forming in relation to children and young people. Moreover, in 2011 the Welsh Government made the UNCRC law in Wales which further strengthened the international agreements protocol and the recognition of children’s rights (Welsh Government, 2015a).
The individuality of children is protected and inclusive practice is encouraged by Article 29 of the UNCRC, part (a) which dictates that a child’s specific personality and particular physical abilities are supported and developed to their fullest potential (UNICEF, 1989). This outlines the importance of embracing diversity within an early years setting by encouraging practitioners to recognise the differences that will be presented and to nurture the progress and development of each child on an individual basis (Tatham-Fashanu, C. (2021). Furthermore, this highlights that inclusion is not optional and that all children will have individually defined entitlements. Additionally, as Kaiser and Sklar-Rasminsky (2020) argue, children’s attitudes towards diversity are profoundly affected by the actions and behaviours of the influential adults around them, demonstrating the moral obligation practitioners have to model and facilitate inclusive practice. Moreover, Article 29 of the UNCRC, parts (c) and (d) further advocate the necessity for inclusivity through the development of language, cultural identity and values such as equality of the sexes, tolerance and the spirit of understanding (UNICEF, 1989). This perpetuates the requirement for acceptance of diversity and the obligation practitioners have to provide each child an equal chance to live their life as they choose (Lee, 2021).
The Equality Act 2010 additionally encourages the implementation of Inclusive Leadership by making discrimination of pupils protected characteristics an unlawful act. These include disabilities, race, sex or religious beliefs. The act states that provision of education is the responsibility of the school and must not discriminate against any person in its admission arrangements. Along with four types of discrimination and three types of harassment, the act also prohibits victimisation. Early years settings are required to be non-discriminatory and the Equality Act 2010 provides a legal framework that protects the rights of individuals and promotes equality for all. Furthermore, it consolidates discrimination laws, acts and regulations to provide a single guidance source regarding inclusion and requires that early years settings conduct systematic reviews of practice, policy and procedures to ensure discrimination does not take place against anyone without exception (Choudry, 2021). 
The Equality Act 2010 requires that early years settings instigate ‘reasonable adjustments’ to safeguard children with a protected characteristic to ensure they are not at a disadvantage. Inclusive Leaders should consider policies and practices as well as the physical features of the environment to remove any barriers to become as inclusive as possible. Reflecting on practice and provision, carefully considering resources and evaluating approaches allows the development of an inclusive environment through a process of responding to and embracing diversity (Entrust, 2020).
As the Department for Education (2021) outlines, early years practitioners have a responsibility to ensure all children have equal opportunity to experience and enjoy a challenging programme of learning and development. Additionally, Lee (2021) remarks that early years practitioners have a responsibility to model Inclusive Leadership and display positive attitudes towards the acceptance of diversity and inclusion of differences. This has the added effect of not only ensuring each child feels included and not at a disadvantage but also that children learn to value diversity and develop into informed citizens that make a positive contribution to society (Devarakonda, 2021).      
      



Section 3
How to promote Inclusive Leadership in an early years setting.
Welsh Government (2016) guidelines stipulate, schools, teachers, educators and early years practitioners are required to ensure that every child at their setting is included. An inclusive setting should provide equal opportunity for all children regardless of disability, race, gender, religious belief or sexuality (PACEY, 2022). Inclusion is an active process which should involve all parties concerned with the development of children, through which common opportunities are provided relevant to each child’s individual needs (Florian and Spratt, 2013). Lipscomb et al. (2021) tell us, that children’s early years development and childhood experiences have a major impact on their future progress and development. All children deserve the best support in life to achieve their optimum potential. Furthermore, the uniqueness and individuality of each child should be identified and nurtured, including ensuring equality of opportunities for supporting children with learning difficulties and disabilities (Oskarsdottir et al., 2020). However, the promotion of equality of opportunity within an inclusive setting does not mean that all children should be considered the same and an inclusive leader should adapt their provision to meet the individual developmental needs of all children (Rivera and McKeithan, 2021). Furthermore, as Welsh Government (2016) suggests, an inclusive leader seeks to respond to the views of parents, carers, children and young people to offer excellence and choice through an inclusive education service.
Perhaps the overall requirement for a diverse culture of strengths and weaknesses through the application of Inclusive Leadership in an early years setting could be taken from Professor William Muir’s Super Chicken Experiment as detailed by Heffernan (2015). An evolutionary biologist, Muir researched group selection theory in livestock breeding. He sought to improve egg-laying productivity by continually breeding the highest producers in a flock of chickens with the hypothesis that repeating this process, throughout generations, would progressively develop a higher yielding hen population. A flock of Super Chickens. The experiment saw 2 groups of hens, a control group and the Super Chicken group, each consisting of 9 participants. The quantitative productivity should have been easy to measure by simply counting the eggs. However, the results were insightful and contrary to expectation. While the control group flourished, well-feathered, healthy chickens, producing more eggs than they were initially, the Super Chicken group was less successful. Of the 9 Super Chickens that started the experiment, only 3 remained as subsequently the others had been aggressively pecked to death. An unforeseen ending that presented the dangers of a socially engineered pecking order derived from favouring the higher achievers and nurturing elitism, whilst negating to encompass an inclusive ethos and progress the developmental needs of all abilities (Muir and Cheng, 2013). This study could draw a parallel with education in an early years setting. Furthermore, it highlights the importance of Inclusive Leadership and recognises the inherent value in embracing diversity to strike a balance between competition and cooperation. 
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