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Section 1
According to Ferdman, Prime and Riggio (2020) and Booysen (2014) inclusive leadership encourages and promotes inclusion for all, across work organisations, communities and society. It embraces and celebrates diversity and not just cultural diversity but diverse thoughts, identities and contributions that come from all people not just those perceived to be in a position of power. They continue to say this is to work towards shared values and common goals of fairness and equality to create social justice for all whereby all in society receive the same opportunities, rights and participation, allowing them to be their true self and gain a sense of belonging. This involves decentralisation where leaders step back, empower others and facilitate experiences that will encourage the realisation that this diverse and collective practice can benefit all. Furthermore, Ryan (2006) states this model of leadership moves away from the traditional hierarchical structure that gives power to one person to a model that collaboratively tackles social injustices which is increasingly important in early childhood education and care (ECEC) settings as not everyone there experiences advantage. According to Coaston (2019) it is often those that have ‘notable’ differences that are experiencing intersectionalities, such as discrimination surrounding all their identifiable characteristics such as race, class and gender. Siraj and Hallet (2014) agree stating not only does shared inclusive leadership empower all practitioners, make them feel valued and listened to, it creates caring and high-quality practitioners and provision which results in positive outcomes for all children. Moreover, according to Freire (2014) if true inclusive leadership is desired then reflection of not only the leader is needed but the reflection of others also and all must stand in opposition to a dictatorial dominant leader. 
According to Newstead and Isles-Buck (2019) this inclusive practice in ECEC helps staff, children and their families to feel a sense of belonging and respect and it is the job of inclusive leaders to keep developing to ensure sustainability of their inclusiveness. To be open and communicative with families, as it is better to ask questions surrounding their needs and cultures then to not. Doing so creates an accepting culture and avoids prejudices and ignorance. Baumeister and Leary (1995, cited in Souto-Manning et al.,2021, p.104) voice this acceptance leads to happiness and belonging as opposed to feelings of depression and loneliness that children and families feel if practice is not inclusive.
However, Rodd (2013) comments due to negative perceptions of women in leadership roles, large amounts of women working in the early years tend to avoid taking on a leadership role and this can be due to a lack of role models and training in this area. Similarly, the same barriers are seen elsewhere with Klevering and McNae (2019) voicing the female dominated early years work force in New Zealand feel that the lack of role models there leads to an inability to prepare themselves for a leadership role. According to Gerritsen (2020) it is having these role models and training in place that facilitates inclusive leadership.
 However, Campbell Barr and Leeson (2016) say there is a lack of funding to provide training to raise women’s self confidence in their abilities. Siraj and Hallet (2014) state without this training and injection of self-confidence into women the important caring relationships that female practitioners form with all children, families, communities and multi- agencies to create acceptance and inclusion will be lost. Nevertheless, Welsh Government (2017a) stated investment was to be made in training of the early years workforce to support them to gain the skills they need to progress within their careers. Committing to this, Welsh Government (2019a) launched Progress for Success, a training programme to support early years workers to develop and grow which helps to provide high quality care to all children which leads to better outcomes especially for those that face intersectionalities. Moreover, in England the introduction of the Early Years Professional Status and training has resulted in early years practitioners’ willingness and confidence to become leaders and in doing so has helped to improve and sustain the quality of their practice and environment (Hadfield et al., 2015).
The following discussion surrounds the Scenario of a 6-year-old girl Aisha that lives with her parents and is new to the school. The whole family are asylum seekers and the young girl has been observed wandering in the playground at playtime on her own and appears to be tired and not focussed within her class. The Parents pick up Aisha every day but tend to not engage with teachers. Aisha speaks little English. 
According to Weale (2018) children endure long waits to access education once arrived in the United Kingdom and this is sometimes due to a perception by schools that they will receive low results which will influence school league tables resulting in places not being offered. This is despite the United Nations Convention on the Rights of the child (Unicef,1989) stating every child has the right to an education and the 2030 Agenda for Sustainable Development Goals (United Nations, 2015) stating that children who are refugees or have had their education interrupted have a right to education. 
[bookmark: _Hlk104486003]Due to this wait Aisha may have missed initial introductions to her peers, therefore not having the opportunity to form initial connections and friends. Afshordi and Liberman (2020) and Bronfenbrenner (1981) highlight the importance of relationships and friendships in a child’s micro system to positively support their development. The practitioner spoke with some other children in Aisha’s class and set up a buddy system for peer support. According to Manzoni and Rolfe (2019) buddies can become mentors and language support for asylum seeker children who have limited English language. Additionally, they state Inclusive leaders recognising the need for this support are creating an inclusive environment for Aisha which helps to improve participation and educational and social outcomes and progress can be made quickly if this early intervention is put in place. Furthermore, practitioners brought Aisha’s culture into teaching within the classroom and saw the opportunity for the children and their differing cultures to become their own learning resources. This was done through practitioners encouraging both cultures to develop picture cards with key words in both languages to promote language skills and cultural awareness and acceptance. Vollans (2017) stated this practice shows cultural appreciation and exchange as practitioners show deep interest and both cultures share equally and respectfully information about each other’s cultures. Bolloten and Spafford (2015) state this inclusive practice will help Aisha to feel valued and give her a sense of belonging, raising her self-confidence and providing new routes to friendships. Furthermore, practitioners who encourage children who are learning English as an additional language (EAL) to still use their own language are not only acknowledging the child’s identity and culture they are promoting bilingualism which has cognitive advantages according to Sargent (2016). Furthermore, Thondhlana and Madziva (2017) state practitioners supporting bilingual practices through strategies such as peer support encourages children to make links between the social, cultural and community realms they now live in.
However, Preemptive Love (2020) explain whilst these practices show and hope to inspire more cultural appreciation, practitioners need to be aware of the concept of cultural appropriation where actions taken can be deemed as exploitation and tokenistic of the child’s culture. Practitioners need to take a deep interest and have a sound understanding of what the child’s culture means to them and this can be done by listening to them and giving them a voice. According to Murray (2019) listening and taking action to realise children’s thoughts, beliefs and wishes lets children know that you value their contribution and diversity and promotes each individual child’s development. Furthermore, it meets with article 12 and 13 of the UNCRC, where children’s views are respected and they are given freedom of expression (Unicef,1989).
Following on to address Aisha’s tiredness and lack of focus in class, practitioners called a meeting with her parents. Scanlan and Johnson (2021) say inclusive leadership stretches further than the school, it is about looking at other influences on the child, one being the family and engaging with each child’s family in a culturally accepted manner enables practitioners to be responsive to children’s needs. Furthermore, Welsh Government (2016a) state schools must acknowledge and value families influence on children’s development and continually work on building relationships and trust for the child to achieve positive outcomes. Scottish Schools (Parental Involvement) Act 2006 have gone a step further and have made it law that schools in Scotland involve, encourage and value families involvement in their children’s education.
[bookmark: _Hlk104840568] However, according to Evangelou et al. (2011), Watt (2015) and Koyama and Bakuza (2017) families like Aisha’s who seem resistant to engagement are often coined as ‘hard to reach’ as they are seen to lack the ability to engage and are passive about their child’s education. However, families say that it is the services they use such as schools that are not accessible. This can be due to a language barrier and/or a lack of cultural knowledge and this needs to change to build sustainable inclusivity to meet an ever-increasing number of diverse cultural needs. However, according to Packman (2019) this requires practitioners to receive adequate training in effective parental engagement. Welsh Government (2016c) say schools in Wales as part of Education (school Development Plans) (Wales) Regulations 2014 should have a strategic plan and tools in place to aid practitioners with parental engagement. Despite this, Packman revealed in a research study conducted on schools and parental engagement only one in five teachers had training in this.
Upon the phone call to the parents to organise a meeting, it became apparent that the parents also spoke little English and it was decided that an interpreter should be used at the meeting. Ets (2021) states the use of educational interpreters allows all parties to fully understand the exchange of information and ensures inclusive parental engagement and meeting of the children’s needs. During the meeting with the parents, it was found that Aisha was having recurring nightmares surrounding her experiences in her home country that could have been contributing to her tiredness and lack of focus during school. According to The Voices Network (2019) post-traumatic stress in asylum children is leading to anxiety and poor mental health which results in sleepless nights and the inability to concentrate in school and can also affect the forming of friendships. Fazel, Garcia and Stein (2016) state education can play an important part in meeting the mental health needs of asylum children. Furthermore, Pieloch, McCullogh and Marks (2016) say an inclusive school environment that fosters a sense of belonging through connecting to asylum children’s cultures can reduce anxiety for the child. Noting this the practitioners at the school made a referral to CAHMS for support and intervention. Welsh Government (no date) state under the UNCRC asylum children arriving in Wales are granted access to the same mental health services as other children. Colucci et al. (2012) say that access to such services is usually influenced by ‘gateway providers’ such as schools and Aisha’s school’s knowledge of such services is key in integrating children of diverse cultures into community services. 
Aisha’s parents also mentioned that they had little food due to lack of financial support. Welsh Government (2019b) acknowledge the value asylum seekers can bring into Welsh communities and say they wish to continue with the level of support Wales has already shown. However, they also state financial support is regulated under UK government policy and until they change the policies they cannot intervene on that level. Considering this, practitioners at the school immediately informed the parents about Free School Meals for Aisha and signposted them to the local foodbank and the Welsh Refugee Coalition. They work with community organisations within Wales to collaboratively support asylum seekers to become part of their local community to make a positive difference to their lives (Ethnic Minorities & Youth Support Team, 2022). According to Senedd Wales (2010) when schools signpost like this they are working with the community to help meet the needs of their children and families by addressing their disadvantage such as poverty and contributing to interventions to overcome this. Moreover, Reina et al. (2014) adds that a community school approach enhances positive outcomes and results in high quality education centres, more family engagement, more community involvement and better services for the oppressed. 
Nevertheless, Arar (2020) comments whilst schools can endeavour to be inclusive to their asylum-seeking children their fight for their social justice depends on their acceptance by the surrounding host community and this can sometimes be hostile due to the fear of disruptive behaviours and social cohesion. Furthermore, Dekker, Oliver and Geuijen (2021) voice whilst most communities support the humanitarian support for asylum seekers, they do worry that it will have economic implications as they will be fighting for the same support from government services. Communities feel that government policy shows preference to asylum seekers leaving less in the financial pot for the existing community and furthermore that they may threaten the cultural identity that already exists.
 However, Welsh Government (2016b) state schools developing relationships with the community can help the community to understand that a differing culture can be enriching and a learning resource for the already existing children and families too, allowing for a shared valuing and inclusion of each other’s cultures.
Considering all the above, practitioners at the school decided that consulting a social worker would allow the family to be fully supported as they could hopefully provide information on the full support that is available and a co-ordination of services. The Equality Act 2010 places responsibility on authorities to do all they can to support equality and eradicate discrimination and disadvantage for asylum seekers and encourage positive relationships between them and their host nation. Furthermore, The Well-being of Future Generations (Wales) Act (2015) and BASW The professional association for social work and social workers (2015) state public bodies should work collaboratively and with communities to tackle social injustices for asylum seekers which will create a more equal and responsive Wales. Martin (2017), Children’s Commissioner for Wales (2020) and Chemanais (2019) explain multi-agency working is important as collaboration and co-ordination of services results in positive outcomes for all children and their families, aids continuation of resources and funds and acknowledges the equitable value that all parties bring to the development of these outcomes. Additionally, Commissioner for Wales called for multi-agency structures to be developed to bring together multi-disciplinary professionals to meet all children’s and families needs. However, Welsh Government (2019c) although accepted the commissioner’s recommendations said that this development could only be made subject to funding.
Furthermore, Ferguson et al. (2020) explain even though a social workers role is to empower and to respect, families quite often have a fear of social services intervention and this can lead to a breakdown or a mistrust in relationships. Kakela (2016) and Brown (2020) state this can sometimes be due to a lack of the social workers cultural understanding creating an imbalance of power leaving the families using the service feeling powerless. Miller et al. (2006) comment multi-agencies must work together collaboratively to learn from each other to overcome the injustices of the families that they serve. Similarly, Leadbetter states consulting with the families as service users about how they feel oppression will ensure the change of ‘power over’ to a feeling of empowerment (Leadbetter,2002). 
To conclude, inclusive leadership entails having an all-encompassing knowledge and understanding of diversity whilst valuing and respecting everyone’s contributions to work towards the same goal of tackling social injustice. This will result in a feeling of self- worth and belonging for all. Within the scenario inclusive leadership was evidenced throughout. Aisha’s disadvantages were noticed and action was taken for appropriate support whilst respecting her and her family’s culture through collaboration. Understanding sustainability of continued professional development and collaboration will continue to result in positive outcomes for all.


Section 2
 Levin (1999, cited in Baldrock, Fitzgerald and Kay, 2013) describes a policy as a possession of an organisation that shows a dedication to certain actions for those in positions of responsibility and will detail the specifics of how things need to be done and adhered to. Furthermore, Baldrock, Fitzgerald and Kay (2013) state whether it be on a macro or micro level, policy making is a considered process to detail what needs to be achieved. According to Eberhart, Hhan and Seybel (2017) policy is an important part of ECEC as it can be used to shape legislation and to access funding to improve systems of quality. Moreover, Forlin, Watkins and Maijer (2016) state successful policy implementation needs inclusive leaders who develop others to become people who challenge discriminatory behaviours and practices and who welcome all and work collaboratively. 
Both Meijer and Watkins (2016) and Besic (2020) say history has seen inclusive education and policy be concerned with the inclusion of disability. However, according to Welsh Government (2020) and Welsh Government (2022a) The Curriculum for Wales Framework will provide a child centred education for all children. This has been designed collaboratively from inception in an inclusive way through the contribution of practitioners from a diverse network of schools plus through partnerships with a range of stakeholders and experts. This will aid every child to become ambitious capable learners, enterprising, creative contributors, ethical informed citizens and healthy and confident individuals. This will help them to recognise, accept and respect differing cultures and identities and understand their own and others’ rights in line with the Well-being of Future Generations (Wales) Act 2015. Pieters, Voogt and Roblin (2019) and Esser and Stark (2015) voice designing a curriculum is a cultural and reflective process and requires the collaboration of teachers and stakeholders to sustain and implement effective change. This offers opportunities for professional development and learning as teachers learn from each other and from and with the learners too. Furthermore, Welsh Government (2020) stated professional learning opportunities and support would be provided to teachers to develop their inclusive leadership skills to successfully implement the curriculum and Initial Teacher Education would also be updated to allow for this too. Additionally, Furlong (2015) voiced with an increasing diverse society in Wales and a reform in education on the horizon teacher education in Wales needed to provide expert training to build ‘professional capital and collective responsibility’.
However, Estyn in their report on how well consortia are supporting schools to prepare for the roll out of the new curriculum recommended that the quality of support for teachers and leaders be improved and there be more opportunities for practical professional support. They also commented that the support that is available was too varied and did not present a clear understanding of what inclusive leadership and teaching should look like and furthermore that adequate monitoring of professional learning was not taking place (Welsh Government, 2022b). Similarly, Knight and Crick (2021) explain the New Curriculum for Wales policy documentation lacked consistency and in interviews conducted with practitioners and stake holders they felt that everyone had formed differing ideas surrounding what inclusive education in Wales should look like. Knight and Crick reiterated that consistency, communication and support is vital for effective implementation to take place. Unesco (2020) support this view, however state the need for professional learning and support still exists. 
According to Ferdman (2017) inclusive policy should be evident across all system levels and should filter down from macro into micro policy making. However, Doucet and Pont (2021) say the gap between government policy making and the realities of it working in practice is causing lack of progress in children’s education. Viennet and Pont (2016) state the varying translation of government policy in practice needs to be addressed as it is this that effects children’s outcomes.
Welsh Government (2017b) state all ECEC should have an equality policy that considers the disadvantages that staff and the children and families using their service may face and offer activities and practice that do not discriminate in any form and values, respects and welcomes all individuals. Chuckles Nursery Wales (2020) Equality Policy states the manager is responsible for ensuring advice, support and guidance is given to ‘anyone that has protected characteristics involved with the nursery’ surrounding any issues they may encounter regarding their equality. They further set out a clear list of types of discrimination that they as a nursery ‘will not’ tolerate and further a list of what they ‘will do’ to counteract any acts of discrimination ‘anyone involved’ with the nursery may be faced with. Pacey (no date) state issues of support in inclusion policy should be stated clearly as above. Furthermore, according to Ackah-Jnr, Appiah and Kwao (2020) and Wyrick (2021) inclusive language and non-discriminatory policy making is essential when trying to create belonging within ECEC and it provides hope of inclusivity for children and families. 
However, despite the policy clearly setting out its aims and actions to tackle discrimination, there is only one mention of children throughout the policy and no mention of parents at all and it reads as if it is aimed at supporting the staff that work at the setting and not the children and families that use it.
 According to Baldock, Fitzgerald and Kay (2013) sometimes the intention of creating a policy that is inclusive results in the creation of a policy that is exclusive and discriminatory by being clear about who it will benefit but forgetting about those it should benefit. However, they do voice mistakes can be made and policies should not just be left to be written by one person. The Early Years Inspectorate (2018) agree and voice to embed inclusivity, raise standards and act in the best interests of all involved in the service, policies should be written in collaboration with all stakeholders including children, parents and families. WCVA (2018) say that although some organisations are aware of the necessity of consultation it is often left until the last stage or not consulted on at all and for that to change a change in attitudes is required to a ‘working with’ ethos.
Welsh Government (2014) recognise that in policy making an integrated system approach between education and care has been challenging and that separate inspectorates has led to a confusion in guidance and children’s needs not being met. They pledged to bring about a single quality framework where one government minister will be responsible for both education and ECEC bringing together effective policy making and recommended local consortia be established to improve consistency of policy making on the ground across Wales. However, Dallimore (2019) states after the single quality framework’s launch some settings have moved over to integrated inspection and guidance however, settings are finding that the two different regulatory bodies still have vastly different understandings and views on what works well in ECEC.
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Section 3 
Blog- Does Person centred learning promote inclusive leadership for asylum seeker and refugee children in education?
According to OECD (2015) asylum seeker children face barriers such as discriminatory perceptions when trying to enter education and how the education system deals with this can have a detrimental effect on children’s outcomes. OECD further comment that the 2012 PISA results showed that in countries that have more inclusive policies and practices asylum seeker children achieve better outcomes. For example, Arabic children who settle in the Netherlands score higher in mathematics than Arabic children who have re-settled in Qatar, the evidence suggests that some countries are more supportive of children from differing cultural backgrounds than others.
Welsh Parliament (2021) state asylum seeker children will have access to education in Wales that makes them feel safe and welcome and it is authorities responsibility to contribute to the enablement of this. Considering this, how do leaders within education ensure they are not discriminatory? How do they encourage curiosity surrounding other’s cultures and identities? How do inclusive leaders and all those within education settings ensure they are inclusive of all? (UWTSD, 2022).
According to Centre for Studies on Inclusive Education (2022) we should value all children and families equally, learn from the countries that have overcome barriers to cultural inclusion, encourage positive relationships between staff, children and families and view the differences that other cultures have as a learning opportunity for all. Welsh Government (2015) state it is easier to be inclusive if we understand the children and families we care for. They voice the best way to do this is through person centred learning tools. Person centred learning allows inclusive practitioners within education to know what is important to the children and how they can support them, their learning can therefore be tailored around their interests, strengths and weaknesses. One tool that could be used to aid this in inclusive practice is the One Page Profile. 
Sanderson (2012) states if as professionals we cannot personalise each child’s education then we cannot meet their needs and the opportunity to reach their full potential will be lost. Sanderson further details the one-page profile can enable children to learn about themselves. It is a document that gives value and a sense of belonging to the child, what matters to them and how they think they can be supported and by who. It is a document that can easily be transitioned between everyone so that they can all learn about the child easily and it is of benefit to the child, their parents and the staff.
Hughes, Maclean and Stringer (2018) comment this person-centred approach leads to a growth in partnership and participation, contentment from staff, children and their parents and leaves parents feeling included and valued and that practitioners have a deep understanding of their child’s needs. Additionally, they said that this person-centred approach leads to positive, inclusive organisational change. Helen Sanderson Associates (2012) agrees and says this approach tackles social injustice and allows inclusion of all. However, they voiced that some research had suggested that some practitioners and families feared it would be too time consuming and were daunted by the process. Nevertheless, social care institute for excellence (2015) voice that asylum seeker children have a right to be seen as children who deserve to have their best interests put first just like any UK child and this person-centred approach is a rights- based approach in line with UNCRC (Unicef, 1989) which enables those caring for asylum seeker children to support their diverse needs.
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