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Section 1
This section will critically evaluate the role of an inclusive leader whilst dealing with a scenario which suggests that a single parent has been assessed as being able to care for their child after overcoming addictions.  It has been noticed that the parent stands alone in the playground when collecting the child and other parents do not invite him to join their talks, although it is clear that he has been noticed.  The other parents in the playground are predominantly female, whereas the parent in question is a male and he appears nervous around teachers, only staying briefly and speaks to the staff only if needed.  His son is progressing well academically although it appears that he does not mix with friends outside of school.
The family will have been appropriately assessed and the parent deemed a suitable guardian for the child under the principles underpinned within the Social Services and Wellbeing (Wales) act 2014.  However, according to Holland et al (2014) there is evidence to suggest that there is a link between parental substance misuse and children’s attainment, low self-esteem and a risk of behavioural issues and there is also evidence that children of parents who misuse substance often go on to repeat the behaviour in adulthood. 

However, in line with UNICEF (2020), article 9 of the UNCRC states that children should be cared for by their own family if it is safe for them to do so and Ward et al (2014) goes as far as to say that, when supported through multi agencies such as intervening organisations designed to increase parenting skills, allowing a child to be cared for by their own family can have a positive effect on reducing other problems which the family might be facing, for instance, drug or alcohol abuse.  Caldwel et al (2013) agrees that although relationships with families, peer groups, cultural systems and local communities can all have an effect on a child’s behaviour, a good relationship with a paternal parent will have a positive effect on the child’s outcomes.  Edwards et al (2015) claims that children’s bond with biological parents during their early years will have a positive effect on brain development as opposed to damage which can occur due to the emotional upheaval of integration within the child protection system. Therefore, practitioners can be in a position to offer support to parents where there is a plan in place for rehabilitation and they can provide a strong support system for the family and help them to explore how they can make positive changes to their lifestyles.  Practitioners can establish a rapport by building respectful relationships with the parent and child in order to identify and reduce risk and promote wellbeing according to Caldwel et al (2013)
However, according to Barnard and Bain (2015) the family will fear negative judgement from professional services who will form opinions based on diverse methods such as perceptions of family typologies, formed as a result of legal and organisational experiences.  Comparably, Meyson  and Kelly (2017) states that the constantly adapted child protection system of England and Wales validates the need for a system which warrants intense focus on assessments, which could result in the family facing pressure to disengage with professionals for fear of being judged and unfairly assessed by professionals who are more intent on information sharing than working with families to offer support.  According to Bilson and Martin (2017) there is a lack of trust among families involved with early intervention teams who give emphasis on suspicion and risk management and therefore overlook methods to predict positive future developments. Furthermore, the parent could face barriers due to the perception that drug use is not an illness but rather a self-inflicted problem according to Chahine (2013) and this is supported by the WHO (2021) which suggests that drug and alcohol addiction is one of the highest ranked mental determinants resulting in social disproval and stigma.  This is also supported by Stringer (2015) who describes the stigma around drug abuse as an etiology which brings shame and embarrassment to the individual and their family.

The scenario states that the male parent stands alone and one reason for this could be due to the argument from Goldberg, Allen and Carroll (2020) that male parents can face exclusion in the female dominant environment of the school yard and therefore, practitioners should be role models and allow themselves to be more approachable and provide opportunities for parents to engage with one another to ensure that all parents feel included.  This is supported by Hornby and Blackwell (2018) who suggests that there are many opportunities where teachers can engage parents within the school community such as school concerts and invitations for parents to attend assemblies as well as parent education classes and sports days.  Settings could offer longer opening hours involving breakfast clubs and after school activities to allow time for conversations between staff and parents. A principal factor in children’s academic and social outcomes is due to the participation of parents within the school community according to Durisic and Bunijevac (2017), however Goodall and Montgomery (2013) suggest that despite the broad range of family types within today’s society, schools fail to recognise the effective function of diverse families within the community and therefore it is important for practitioners to include all parents in the school community.  Oyebade (2013) suggests developing strategies to encourage parents and the community to become involved in school activities which will have a profound effect on bringing the community, family and the school together, benefitting a child’s education and behaviour according to Wales.Gov (2016).  
However, PTA+ (2020) argues that some parents are simply too busy and many have little or no support from external agencies, and this is especially true for single parents according to Gingerbread (2020) who state that practitioners should acknowledge that there is a lack of family support for some family types.  This is supported by Wales.Gov (2015) who states that there are many barriers that prevent single parents interacting with schools, especially if the parent feels that they don’t fit in with the other parents or they have had a bad experience of their own education, such as low attainment levels or poor behaviour during their adolescence which might have resulted in a lack of trust for teachers so therefore, they feel uncomfortable around school staff.  Parents who have special needs will also find themselves isolated due to a fear of being judged by other parents. This is supported by Evangelou et al (2013) who suggests that vulnerable families who are facing problematic experiences might find themselves isolated due to the perception of others who view them as unapproachable, resulting in a lack of confidence.  
There is a growing perception among parents that the benefits of parental participation within their child’s setting does have a positive effect on attainment and behaviour however, many parents do not feel welcomed by practitioners and this could be due to the suggestion by Barr and Saltmarsh (2014)  that staff might face barriers of their own due to a feeling that they are being watched or analysed by parents visiting the classroom which could prevent practitioners initiating involvement from parents. According to Roffey, (2012) some parents feel that interaction with their child’s school should only happen if there is an issue regarding behaviour or attainment, however Murray, McFarland-Piazza, and Harrison, (2015) suggest that practitioners should engage parents and there should be a common understanding between parents and practitioners of their roles in their child’s education.  Practitioners should collaborate with parents to ensure that they know what is expected of them in order to support their child’s education.  This is supported by Koerting, et al. (2013) who suggests that practitioners should provide personal relevant information highlighting both negative and positive factors with regards to pupil’s attainment and wellbeing and this should be supported with clear recommendations of how parents can support their child’s education and development and parents should also be encouraged to share ideas and influence decisions which will help them to feel less isolated.   Reynolds et al (2015) suggests that parental involvement within education settings has a number of positive outcomes for student achievement and behaviours and it is important that schools build positive relationships with parents for pupils to excel and reach their potential, Furthermore, Ferdman (2020) suggests that a good leader will recognise and acknowledge the responsibilities of parents and work towards including them in the process of their child’s learning to achieve positive outcomes.
Goodhall and Montgomery (2014) suggest that staff should offer clear and targeted information when engaging with parents and they should adopt a respect for the values of the families through understanding the views of parents whilst engaging the knowledge and expertise of the wider community.  Similarly, Heath, Maghrabi and Carr (2015) suggest the use of ICT in the form of mass text messaging as a method of communication to enable parents to access information to efficiently to eliminate logistical barriers and to ensure that parents who are less likely to approach teaching staff receive clear information, written in a language which is easily understood for children and their families regarding pupil progress, school closures and school events, keeping all parents connected through easy, manageable communications.  Text messaging services can also keep parents updated about school trips, attendance and behaviour which might result in an informal communication inviting a parent to a meeting which could open up other avenues of communication such as meetings or a conversation in the school yard.  
Volkow (2020) suggests that practitioners should form partnerships with local community groups which will help students to overcome challenges through lack of access.  Community engagement within settings can have a positive effect on student’s learning and opportunities.  And Heilig, et al. (2016) suggests that social inclusion plays a vital role in the recovery process of addiction and the prevention of reinstating drug usage.  Goodhall and Montgomery (2014) agree that there is evidence to support the view that school, family and community partnerships as a collective responsibility for children’s learning can have a positive effect on building good relationships between schools and families.  Gingerbread (2020) suggests that parents who join community groups will find out about opportunities and groups which could provide further support to their family and practitioners should create opportunities to engage with the community.
By engaging all stakeholders with activities an inclusive leader can open opportunities for everybody according to McCabe (2021) who suggests that when schools involve groups from the local community there is not only an opportunity to deepen a knowledge of the practitioner but it will also bring learning partners into the school environment to empower students and stakeholders with knowledge.  All communities have a wealth of provision and knowledgeable people who are happy to be involved in community initiatives and when invited into the classroom it will give students and their families an insight into something that they might not have previously known about. This is supported by Stoll and Kools (2017) who believe that this strategy will improve student’s learning outcomes whilst enabling others to share their knowledge and aspirations, inspiring pupils and families to explore their capabilities more widely.  Similarly, Lewallen et al (2015) states that creating partnerships with community groups, and local businesses will support pupil learning and development and students and their families will benefit when schools collaborate with the wider community to access facilities that would otherwise not be made available to them.  Evidence from Reynolds et al (2015) suggests that families who need additional support such as the family in the scenario will need the assistance of several agencies and therefore, by using the school as an access point for agencies will enable the family to develop a range of support networks within the community and Scanlon and Johnson (2020) agrees that when various community groups are brought into the school environment it will enable practitioners to practise equality and social inclusion interacting with activities and learning what interests and needs the families have and establish strategies to support them further.  This is supported by Boville and Woolmer (2018) who suggests that teachers should empower students to become involved in the community to increase their knowledge and support them to challenge assumptions and enable them to adopt an alternative view of the world.
Furthermore, the involvement of community-based activities can enable children to access out of school activities to build opportunities to socialise and foster self-esteem as well as engaging in enjoyable experiences according to Dys (2019) and this is supported by Fredericks and Simpkins (2012) who state that afterschool clubs are associated with positive adjustment and will develop opportunities for skill building whilst also enabling positive interactions with peers.  Valiente (2020) suggests that leaders should be a pillar of emotional support to students and are responsible for creating opportunities for students to learn and develop relationships among peer groups which will help them to manage emotions and behaviours and Able, et al. (2015) suggests that it is important to form friendships in the early years as peer groups are responsible for the integration or isolation of students and, as children grow, they become more selective about their friendships so therefore, developing quality friendships in the early years is less challenging.  However, Raver (2012) suggests that the classroom environment can also be a place for conflict which can take up valuable time for the teachers and can also have a negative impact on student’s emotional wellbeing.  
However, there are barriers to involving outside initiatives such as limited staffing within  an organisation and population sizes of the area might make it difficult for organisations to interact with multiple schools and therefore feel that they are giving preference to a particular setting which could have a negative impact on the organisation according to Gee et al (2021)  and this is supported by Malijak et al (2014) who declares that practitioners could find difficulties engaging community organisations especially when practitioners do not live within the community as they might face barriers due to cultural differences or a lack of knowledge with regards to the organisations within the local vicinity.  Furthermore, Goodall and Montgomery (2014) suggest that practitioners should engage in professional development to ensure that they can work in partnership with parents whose backgrounds are different from their own.  James et al. (2018)  states that access to outside facilities can be difficult for families due to travel costs and equipment for some activities if they are not within walking distance which are also barriers to implementing co-ordination between the community and schools as well as the idea that many education establishments give priority to academic achievement and therefore, the benefits of engaging with the wider community are overlooked when teaching staff are focusing too heavily on attainment rather than social inclusion. 






Section 2
Policies
Policies are sets of guidelines and rules which set out the course of action adopted by an establishment and are set out by leaders to give clear guidelines to ensure that procedures are followed in line with the principles of the establishment.  Policies can include laws and strategies that need to be used to make decisions (Floridi, Cowls, Beltrametti, et al. (2018).
The Welsh Government (2020) set out the Curriculum and Assessment (Wales) Act 2021 to give clear guidelines for education settings to devise their own policies in order to deliver The New Curriculum for Wales.  Within the curriculum for Wales, Macro policies are in place which set the scene for the national guidelines for education in Wales.  The Curriculum and Assessment (Wales) Act 2021 is the Macro policy designed to guide education professionals in Wales to develop their own policies around the mandatory guidelines set out within the Act.  These guidelines set out the four purposes which the settings should aspire to when designing their own curriculum.  The purposes center around guiding their learners to become ambitious, setting standards for themselves and to enable them to understand their own learning and development.  Settings will design policies which create enterprising people who are able to problem solve and develop different roles with which to contribute to society.  Eventually, pupils will become informed citizens who will have a knowledge of their community, culture and the world and they will make choices which respect the needs and rights of a diverse society.  They will have values and be able to form positive relationships based on respect and will be knowledgeable and have the skills to face challenges and live independent lives with a readiness to contribute to Wales and the World (Welsh Government, 2020).

The four purposes are the stepping stones for settings to develop their own micro policies which can incorporate the ethos of individual settings.  According to OECD (2014) many schools in Wales have an awareness of the scope and diverse determinants within their communities and they are already equipped to deal with many of the complexities facing families and students and this is supported by Milner, et al. (2015) who agrees that these factors will help practitioners to understand the needs of students and enable them to adapt their policies accordingly.  Welsh Government (2020) states that settings should consider their own values, as well as the local community when setting out their policies.  It should be appropriate to the learners based on their age and ability and learners should be encouraged to develop their skills whilst enabling them to thrive in a world which affects them and the diverse communities which they live in, helping them to develop not only academic skills such as mathematics, language and literacy, but a multitude of skills which will give all children opportunities to develop and progress and allow pupils to develop their own journey into adulthood.  The New Curriculum for Wales (2020) suggests that policies should be made to ensure that all children, their families and the community should be considered to allow for an inclusive setting which values culture and diversity.  This should be welcomed by education professionals who, according to Lefstein and Perath (2014) have been excluded from being able to advise on previous policy reforms implemented by Governments.  Similarly, Hoppe (2017) states that by putting practitioners in control of their own policy designs will give them the potential to tackle the problems which pupils and their families are facing within their own communities instead of adhering to political advice, where policies are often centered around performance statistics important to governing bodies.  
However, Priestley and Xenofontos (2021) suggests that the New Curriculum Statement of What Matters Code Welsh Government (2021) outlined in the Curriculum Assessment (Wales) Act 2021 are unclear and open to interpretation by professionals who might not understand the concepts fully in order to develop it. This is echoed by Rainer, et al. (2012) who suggests that practitioners might design policies best suited to well behaved, academic children who are responsible for their own learning and therefore the pupils who need support could become overlooked by professionals.  Bovill and Woolmer (2018) suggest that some professional would continue to be influenced by the statistics set out by institutions such as PISA and OECD  (Jerrim, 2021).  Similarly, Ryan and Tilbury (2013) argue that students need to be taught through new, updated pedagogies which are influenced by the community and the citizens within it.   
However, research suggests that there are apprehensions amongst practitioners with regards to their ability to make progress towards designing their own curriculum, especially given the disruption of the Covid-19 pandemic (Williams, 2020) and in the aftermath, practitioners are already faced with increased pressures of decreased attainment gaps, financial disparities and health issues within the communities according to Whalley et al (2019).  This is supported by McNeely, Schintler, and Stabile, (2020) who suggests that the negative impact of the Covid-19 pandemic will affect many aspects of the communities for many years to come and Hughes (2022) states that head teachers are lacking opportunities for professional learning and leaders need more time and support to develop the new curriculum, especially as they are still trying to recover from the disruption caused by the Covid-19 pandemic.
 

Section 3
What is inclusive leadership?
Inclusive Leadership in Early Education and childcare is one which involves the inclusion of the unique child, their family and the wider community, ensuring that diversity is valued and respected.  Everyone is entitled to an education (UNCRC, 2020) and the inclusion of the wider community within their education will enable them to develop a knowledge of different cultures, abilities, spiritual beliefs, genders, family types, social class and diverse backgrounds which will ensure positive attitudes to people who are different from themselves.  
Inclusive practice will embrace the idea that all children will be taught together according to Haug (2017), however Mihajlovoc and Meier (2021), state that there are barriers to operating a fully inclusive setting and practitioners lack the skills needed to adapt lessons to accommodate the needs of all pupils and this can have a negative effect on the learning experience. This is supported by Ahmad, (2012) who states that cultures, policies and practices should include all learners and that settings should recognise the diverse needs of all pupils by using appropriate curricula, teaching strategies, resources and work in partnership with the community to deliver a fully inclusive education.
According to Nutbrown, Atherton, and Clough, (2013)  an inclusive leader will ensure that all children and families are welcome and valued and will constantly reflect on their practice to ensure the inclusivity of everyone by way of displays and photographs, the use of different languages and including different cultures within the planning and that the needs of the children and their families are being met through questionnaires, verbal communication and observations. Inclusion has many aspects and features and it is ever changing this is supported by Urban, et al. (2012) who states that inclusive leadership includes everyone from the learner, through to the practitioners, parents, the community and the governing bodies.  According to Able, et al. (2015) inclusion is an ongoing process where pupils can be fully included throughout their education and in order to be fully inclusive, settings will need to adapt their resources, methods and implementations to include all groups of people and enable all children to fully benefit from article 28 of the UNCRC which states that all children have the right to an education.  Ferdman (2020) suggests that by encouraging children, parents and the communities to work together it will enable individuals to maintain their own cultures and identities whilst respecting and valuing that of others and therefore promote fairness and equality.
An inclusive leader will ensure that all of the practitioners within the setting have the opportunity to contribute to the policies by engaging all members of staff in the role of leadership and will encourage others to become catalysts themselves in order to provide a range of opinions and ideas which will inspire diversity and challenge discrimination according to Ferdman, Prime and Riggio (2021). And Hardy & Woolcock (2015) agree that an inclusive practice would ensure that all people are listened to, valued and included with an inclusive leader who will identify the need for additional support by ensuring that the practice is familiar with all aspects of a child’s life and this is also supported by Peck, Maude and Brotherson, (2014) who suggest that by including the families and their support networks and safely gathering records and information about the child will help practitioners gain knowledge of the child’s culture and background to ensure that their learning and development  is supported in a way which is suitable to the individual child. In conclusion, Siraj Hallet (2014) argues that there is not a set definition of an inclusive practice, it could be one that has a single leader, or several leaders of groups within a setting or even a setting which involves the sharing of decisions and planning.
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