The "representation of multiple identity groups and their cultures in a particular organisation or workgroup" is what diversity is all about (Ferdman, 2014b)
People differ in a variety of ways, some of which are based on individual distinctions and others which are based on the range of social identities and groups to which we belong. At the same time, because various identities and features overlap inside each of us, and because there are histories of relationships between groups at play, diversity can be deep and complex. We tend to focus on demographic or identification characteristics, especially the most obvious ones (e.g., gender, race, ethnicity, culture, age, national background, sexual orientation, physical ability/disability) when we first hear about diversity. Simultaneously, diversity encompasses less obvious and more personal characteristics (e.g., personality, abilities, thinking style, values, experiences). In a nutshell, diversity refers to the variances and similarities that exist among people in a group or organisation across various dimensions. Within individuals, these factors interact to influence how we approach and experience work and life, as well as how we view and treat one another. (Ferdman, 2018) 
Inclusion is a system for "creating and embedding organisational, leadership, and interpersonal practises that result in a sense of safety, full belonging, participation, and voice across the range of diversity 8 Bernardo M. Ferdman dimensions, without requiring assimilation or loss of valued identities," according to Bernardo M. Ferdman (Ferdman, 2016, para. 4).  
Rather than seeking to cultivate homogeneity, inclusion is an active process in which individuals, groups, organisations, and society recognise and approach variety as a valuable resource. Everyone—across all sorts of differences—should be empowered as a full participant and contributor who feels and is connected to the wider collective without having to give up individual distinctiveness, valued identities, or key traits in an inclusive society. On the surface, inclusion appears to be easy and straightforward: it is about more people across diverse identity groups being present, participating, feeling safe, having a voice, being authentic, being equitable, and being equal. Inclusion, on the other hand, is complicated and multifaceted. Individual behaviour and attitudes, group norms, leadership styles, and corporate rules and practises all contribute to inclusive systems. Ferdman, 2014b 
Empower everyone to thrive and develop by giving opportunities to fully connect and engage in ways that benefit both the individual and the group... Within the same social structure, inclusion values the coexistence of diverse values, perspectives, styles, and techniques of achieving goals, much as multiculturalism does. Ferdman, 2017 
People feel included when they can fully belong without having to subsume their uniqueness or differences from others (Ferdman, 2014b); people feel included when they can fully belong without having to subsume their uniqueness or differences from others (Ferdman, 2014a) (Ferdman, 2010, 2017). Inclusion entails altering individual, group, and societal interconnections in ways that value and respect human uniqueness and create mutually beneficial chances for individuals to contribute and matter.
As a result, inclusive leadership entails identifying, addressing, and addressing I As a result, inclusive leadership entails recognising, addressing, and resolving disparities. It also entails pressuring individuals, communities, and society to promote more equal procedures, institutions, and outcomes. Inclusive leadership entails recognising and speaking up about issues of equity and power, as well as addressing them. 
To do so, inclusive leadership necessitates confronting all-too-commonly held notions of "normal" in terms of resource access and allocation, as well as reflecting on ourselves and others about our unspoken or assumed assumptions about both outcomes and processes. Is it just and equitable to do so? (Ferdman 2020).
A multi-level systemic view of inclusion as a practise and its goals (Ferdman, 2014b), emphasising the need of addressing diverse social identities and cultures as a major component of inclusion (e.g., Ferdman, 1995) which is a fundamental component of 21st-century leadership. The ability to be inclusive and to build and sustain a comprehensive culture in groups, companies, and communities I crucial to respect all people which comes from different backgrounds with different race, religion, class, abilities and values. In today's businesses and communities, as well as those of the future, successful and effective leadership demands a deep grasp of and talents in generating and catalysing chances to benefit from all sorts of diversity and to improve these capacities in oneself and others. As a result, inclusive leadership entails more than cultural competence or diversity management; it also entails creating and supporting the conditions that enable everyone—across and with their differences, and without having to submerge or hide treasured identities—to thrive. (Ferdman 2020).

Anti-bias mindsets and abilities for perceiving, connecting with, and providing space for numerous aspects of variety, as well as the various methods in which people deal with diversity, are required for inclusive leadership. It necessitates the ability to explain why diversity is important and to assist people in closing the gap between the tendency to avoid, reject, or minimise differences in identities or cultures and the need to move toward approaches that emphasise the value of differences and other positive diversity mindsets (van Knippenberg et al., 2013) that allow encouragement and support deriving mutual benefits from diversity (e.g., Bennett, 2014; Hannum et al., 2010; Miller & Katz, 2007). As a result, inclusive leaders are needed. 

Practitioners working with children and families face a difficult task in ensuring that all children are included and taught to respect differences and value one another. Making connections between their own and others' experiences, being aware of similarities and differences between them, and feeling a sense of belonging to their learning community beyond their background are all crucial factors to support children’s wellbeing and development. Children must feel safe, valued, and heard within a framework of rules and expectations (Hendry, 2012), as well as a respectful educational culture (Nutbrown et al., 2013) which include connections between children, their families and the local community. 


In my chosen scenario single parent has overcome their addictions and has been assessed as being able to care for their child on their own. 
At home time, the practitioner notice he stands alone of the playground and other parents look at him but do not invite him to join their conversations. He is nervous around teachers and only stays for a short while to talk if needed. Son is doing well but does not have many friends outside of school.   

According to Ferdman (2020) anti bias mindset and abilities for perceiving, connecting with, and providing space for numerous aspects of variety, as well as the various methods in which people deal with this diversity, are required for inclusive leadership. It necessitates the ability to explain why diversity is important and to assist people in closing the gap between the tendency to avoid, reject, or minimise differences in identities or cultures and the need to move toward approaches that emphasise the value of diversity and other positive diversity mindsets (van Knippenberg et al., 2013) that allow for, encourage, and support deriving mutual benefits from diversity (e.g., Bennett, 2014; Hannum et al., 2010; Miller & Katz, 2007). Therefore, inclusive leadership entails noting the identities and differences that matter, as well as providing space and perspectives to help people recognise, appreciate, address, and work with these differences in a positive way (Ferdman, 2017; Plaut et al., 2009; Rock et al., 2016), as well as challenging invidious biases and discriminatory beliefs and practises.

The main activity of leadership is mobilising organisations and individuals to face adaptive issues, as well as assisting in the creation of conditions that allow for this adaptive labour. (Ferdman 2020).

Schools and parents or caretakers are the two primary educators in a child's life. Both play critical roles in a child's school engagement and achievement, and their impact is amplified when they collaborate. According to study, children attain higher levels of accomplishment and reflect more positive attitudes and behaviour when their families are actively involved in their children's early learning and education (Thorton and Burton 2010) As a result, it's critical that the school's ethos recognises the significance of a child's environment, family status, and essential relationships. It can be useful to take a whole-school approach to engaging parents and carers, which includes making mental health and wellbeing of students, staff, and parents and carers "everybody's business." It necessitates collaboration and commitment from all elements of the school. It necessitates collaboration among governors, senior executives, and all school employees, as well as parents, care givers and the broader community.

Teachers and school leaders are skilled at dealing with parents and caregivers, and they provide important opportunity to interact with them on daily basis. Parents and carers who are actively involved in their children's learning and activities at school are more likely to thrive in terms of academic success as well as general wellness, according to research. Children can be better supported to attain their full potential and to get back on track when challenges develop when a systematic approach is used, in which families, teachers, and support professionals work together. Early childhood leaders who value families as assets with the potential to become important resources commit to creating a sense of community inside their programmes (Rodd, 2013).

High quality early childhood services enable families to be engaged through many opportunities for information exchange and dialogue, building relationships with other families, mutually agreed developmental and educational goals, to discuss options and share decision-making about their children's further learning and education (Rouse 2012). Most early childhood leaders and practitioners value the benefits of inclusive practice to enable families to participate in their service delivery and provision.

School leaders for social justice are expected to be advocates as well as boundary spanners and border crossers. Advocacy entails standing alongside others, especially those who are excluded, and offering support and solidarity (Johnson, 2017).

Engaging with school employees can be difficult for some parents and caregivers, particularly those who had a difficult experience with education throughout their school years. In certain cases, 'universal' techniques of engagement may not be acceptable, as one strategy may not work for all people, and it may be more beneficial to consider utilising more specialised or specialist means of involvement. 

It might be beneficial for schools to think about parental participation in terms of a differentiated approach, as well as a strategy for how they interact and work with families and children with more complicated needs. Therapeutic interventions, such as school-based therapists, The Family School Model or Multi-Family Groups.
Targeted Interaction 
1:1 consultation 
Parent forums, parent/carer outreach, and parent/child bonding programmes are all examples of parent-child bonding initiatives. 
Parent Teacher Associations (PTAs) offer workshops for parents and caregivers on themes like as separation anxiety, behavioural issues, and sleep issues. 
Completing requests for more assistance as a group
Tapestry for Early Years is an example of universal participation. 
Information evenings at key stages, such as SATs, choices, and the Year 6 transition 
Pupil reports Social activities, such as school fetes and parent/carer assemblies Options evening 
Workshops for parents and caregivers 
 (Anna Freud.org)

It is critical that parents and carers perceive school leaders and personnel as approachable. It can be beneficial to have an open door policy that informs parents and caregivers that they can communicate with school employees about any concerns they may have. If needed or desired, it also encourages frequent and regular interaction. A visible headteacher or senior leader in the playground at the start or end of the day can also help to encourage informal dialogue and relationship building. Parents and carers can benefit from a range of communication approaches (both formal and informal). For example, face-to-face newsletters, online newsletters, text messages, and possibly official social media. It's also a good idea to arrange any meetings or initiatives at times when parents and carers are most likely to be accessible. It's also a good idea to make sure that any meetings or projects are held at times when parents and carers are most likely to be available, and that they are held in culturally and linguistically appropriate settings.

Every parent and caregiver has their own school experiences, which can have a significant impact on how they interact with their children's school. What was their educational experience like? Was it a difficult atmosphere for them to work in? Were they subjected to bullying in school? Did the grownups in their lives have low hopes for them? 
It may be difficult for a parent or carer to feel understood by their child's school if they haven't had a positive relationship with a trusted adult at school. Many parents and carers are hesitant to tell an educational professional about their personal problems because they are concerned that it may affect how their child is perceived at school and in the classroom.

Parents and carers' perceptions of school employees may be influenced by their family's background, academic competence, and personal and cultural ideas about education. Difficult interactions with other services, such as social services or the NHS, may make parents and carers feel as if their parenting is continuously scrutinised. It's important to remember that they want the best for their child, yet they may be nervous about speaking with a teacher because of these concerns. 
Furthermore, one out of every four people may have a mental health problem at some point in their lives, so keep in mind that some of the parents and carers you meet with may be dealing with their own issues.
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