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Critical Reflection on the Benefits of Additional Methods of Promoting and Ensuring Quality Above Statutory Requirements.

      Within early years settings, practitioners may want to ensure that they are providing the setting’s stakeholders with the highest quality of care by implementing additional methods of promoting and ensuring quality above statutory requirements. This means that the setting’s staff may implement a program in order to identify the wellness of the setting’s in certain areas. These programmes are not always mandatory, and the setting’s staff may wish to use them in order to ensure that the best care possible is provided to the stakeholders. 

    One tool which may be implemented into early years settings in order to measure the quality of care is the Sustained Shared Thinking and Emotional Wellbeing scales (SSTEW). The National Day Nurseries Association (2019), states that the Sustained Shared Thinking and Emotional Wellbeing scales is a tool which aim is to measure the quality of the support provided by adults to children in order to promote the children’s sustained shared thinking and emotional well-being.  Siraj-Blatchford et al (2002), states that sustained shared thinking is an episode where at least two individuals work together in an intellectual way in order to resolve problems, clarify concepts and evaluate activities. 

    According to The National Day Nurseries Association (2019), the Sustained Shared Thinking and Emotional Wellbeing programme can be implemented if practitioners purchase the Assessing Quality in Early Childhood Education and Care: Sustained Shared Thinking and Emotional Well-being (SSTEW) Scale for 2-5-year-olds provision book, which provides staff members with guidance on how the programme can be implemented. However, this may not be an effective way to obtain information about the Sustained Shared Thinking and Emotional Well-being scale, as some practitioners may not wish to use expenses on a book. Likewise, reading this may be time consuming, which may not be an advisable option for practitioners who work long hours (Meggitt, 2010).



The National Day Nurseries Association (2019) also states that nursery managers feel that there is little knowledge and resources to be had about Sustained Shared Thinking and Emotional Well-being programme (SSTEW), and that nursery managers may often be unsure as to how this tool can be implemented within the workplace; therefore training courses on this programme have been introduced, however may not be widely available across the country, which can result in some areas of the country having a greater understanding on the subject, whereas some areas may have insufficient knowledge on the subject. 

   Sustained shared thinking is a useful tool for children to as the children are encouraged to explore topics through the use of language (Tassoni, 2010). Neaum (2010) states that children are able to demonstrate their knowledge further as they are being asked open-ended questions, rather than closed questions, which enables them to think extensively; however, when using the scales in order to self-assess the performance within the setting, practitioners may be biased or untruthful in order to try to obtain the result they want. Marbina (2015) states that practitioners may not observe certain behaviours from the subscales, therefore may have little or no knowledge how certain issues amongst children may be resolved. However, Marbina (2015) also states that due to certain behaviours not being observed, the leader or the conductor of the Sustained Shared Thinking and Emotional Wellbeing scale can give practitioner the opportunities to think about what they may do if a child displays a particular behaviour that has not yet been observed; this demonstrates sustained thinking in itself as the leader or conductor would do this by asking the practitioner an open ended question (Marbina, 2015). Furthermore, practitioners may have varying thoughts and opinions about the quality assurance within the setting, as some practitioners may have varying experiences with the children within the setting, therefore the use of the Sustained Shared Thinking and Emotional Wellbeing scale may display an inaccurate representation of the quality assurance within the setting (Neaum, 2010). 

     Ensuring that practitioners are not bias when using the Sustainable Shared Thinking and Emotional Wellbeing scale (SSTEW) could be done through research on the topic, as well as attending training courses (Neaum, 2010).  Siraj-Blatchford et al (2002) states that the quality of staffing in relation to academic achievement, is associated with higher and improved learning outcomes for the children, therefore it is important that staff members within early years settings understand how to use the Sustained Shared Thinking and Emotional Wellbeing scale through carrying out research, as this can assure that the quality within the setting is a of a high standard. 

    Kingston (2015), states that the use of the Sustained Shared Thinking and Emotional Wellbeing scale gives its users a clear representation of what high quality early childhood education and care should be like. Furthermore, Kingston (2015) states that the Sustained Shared Thinking and Emotional Wellbeing scale (SSTEW) is simplistic, therefore straightforward for its users to understand and follow.  Siraj-Blatchford and Kingston (2017), state that there is growing evidence linked to high quality practice and enhancement within children’s outcomes in relation to their socio-emotional and cognitive development in early childhood.  The National Day Nurseries Association (2019), states that the Sustained Shared Thinking and Emotional Wellbeing scale method is an easy and effective way to evaluate quality within the setting, which can result in further improvements being taken place within the setting, which can increase quality to a further standard.

    Marbina et al (2015), state that the Sustained Shared Thinking and Emotional Wellbeing scale portrays links with Lev Vygotsky’s theoretical approach, which is considered regularly amongst early years practitioners. The relation between Vygotsky’s theory and the Sustained Shared Thinking and Emotional Wellbeing Scale is that both display the importance of the role of children’s social development with adults (Neaum, 2010). Vygotsky believed that children’s development stems from language development, and described social experiences as a primary tool for the developing child, which he noted is vital to children’s development and shapes the developing child (Neaum, 2010). This statement also applies to the Sustained Shared Thinking and Emotional Wellbeing scale, as sustained shared thinking influences areas of children’s development through the use of language, such as by asking open-ended questions (Meggitt, 2010).

[bookmark: _GoBack]    As stated by Marbina et al (2015), in order to carry out the Sustained Shared Thinking and Emotional Wellbeing programme, practitioners are required to undergo a training in order to ensure that they are using this quality assurance method in the appropriate way. As previously stated, these training courses may not be available to many people, especially in rural communities. Furthermore, Marbina et al (2015) states that practitioners who wish to use this particular method must have an excellent understanding of the holistic development of two to five-year olds. This is an important advantage to the Sustained Shared Thinking and Emotional Wellbeing programme, as children’s development and care can then be promoted in the most appropriate and suitable way possible. There would be no benefit to implement a quality assurance method or programme if the practitioner conducting it had little or no knowledge on child development, as practitioners would not know what stage of development a child is at, or what rate of development the child is at, therefore the practitioner would not be able to support this child, which would result in practice being inadequate (Neaum, 2010). 

    Although the Sustained Shared Thinking and Emotional Wellbeing scale portrays strong links with Vygotsky’s theoretical approach to practice, it displays very little guidance on promoting children’s physical development (Fernandez, 2013). The emphasis is mainly on children’s emotional, behavioural, and language development, which portrays strong links with Burrhus Skinner’s language acquisition theory. In order for the quality assurance to become more creditable, there could be subscales which focus on children’s other areas of development, such as their physical development, as many of children’s areas of development relate to one another (Meggitt, 2010). However, this being said, practitioners can use an alternative method in order to assess physical qualities of the learning environment, which may portray clearer links with children’s physical development. An example of this is the use of an Environment Rating Scale.


       Another method used for promoting and ensuring quality assurance in early years settings is the Environment Rating Scales (ECERS-R). The Environment Rating Scales can be used by early years staff for self-assessment purposes in order to determine the quality of the care provided, by recognising high quality areas, and by recognising areas of the provision which may require further attention (Pakeys, n.d.). Similar to the Sustainable Shared Thinking and Emotional Wellbeing scales, the Environmental Rating Scales requires practitioners to carry out observations (Siraj-Blatchford, 2015), however, this method concentrates on the developmental outcomes the environment surrounding the child can provide the children with. The scales are divided into seven dimensions of quality, which include space and furnishings, personal care routines, language and reasoning, activities, interaction, programme structure, and provisions for parents and staff (ecers.org, n.d.). 

    The Environment Rating Scales consists of an observation, where the observer will then rate the effectiveness and the quality according to the guidelines which best categorise the dimension they are looking at (Brunsek, 2017). However, as the observer is only observing the effectiveness over a short period of time, the observer may not develop a true insight into the effectiveness of certain areas within the setting (Childcare Aware, 2017). 

   During observation, practitioners and children may develop emotions and / or feelings which they may not normally develop, which can result in behaviours which are not usually displayed, resulting in an inaccurate rating, as the rating is only based up observation, and not the majority of the time (Howes, 2003). For example, there may have been a sudden change in a piece of equipment the day of assessment, such as a piece of equipment breaking. Due to this, the observer may suggest that the quality assurance in the setting is lower than what it would have been if the observer attended the setting on a day where all pieces of equipment were in working order.  However, according to Neaum (2010), observations are be the most effective way to determine the setting’s standards and ratings, and are a useful way to determine quality assurance within the setting. Furthermore, practitioners within the early years provision may conduct differing activities from one day to the other, due to alterations in the class theme, celebrating an event, and so on, therefore assessing and observing only during one period may not result in an accurate representation of the quality of the setting (Howes, 2003).

    Rating scales as a method of determining quality assurance can be a useful way to compare with previous observations, however, the layout of the Environment Rating Scales have previously been revised, which may cause difficulty when trying to compare the ratings from previous years with recent ratings (Howes, 2003). 

   The Environment Rating Scales are simplistic which can result in practitioners being less intimidated by the method, however, the dimensions within the scales are quite vague, which may result in the scales not being specific enough, which can result in practitioners being unsure on how the environment can be improved, due to insufficient information. An example of this statement may be the terminology used is not specific enough, making the assessment somewhat unmeasurable (Wishard, 2003). Meggitt (2010) states that observations must be as detailed as possible, in order to promote professional growth. The Environment Ratings Scales Institute (n.d.), states that the use of Environment Ratings Scales have proven reliability and validity within early years settings.
    Vermeer (2016) states that Environment Rating Scales are an easy to use evaluation method for practitioners in early years settings, which enable practitioners to identify how areas of children’s development can be promoted.

    Both Sustained Shared Thinking and Emotional Wellbeing scales, and Environment Rating Scales share very similar aspects. The similarities consist of the use of a scale to identify quality assurance, require the handbook to be read in order to implement, they offer some training courses on the methods, and both require observations to be conducted by an observer in order to judge the quality within the setting. The use of both scales may be useful in order to ensure quality assurance is evident in every aspect of the setting and practice.
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