Part 2 
Introduction
Numerous academics from a variety of disciplines, including sociology, psychology, education, health, and sociology, have studied the conversation around quality and what it means. There are numerous definitions that attest to the nuanced and diverse character of the concept of quality. Research on early childhood provision and practice has focused on these debates for a long time (Blanden, Hansen, and McNally, 2017; Cottle and Alexander, 2012, Sylva et al., 2004; Sylva et al., 2010; Sylva et al., 2020). According to Howard et al. (2018), there is no one definition of quality, and there are many definitions that reflect varying perspectives of individuals and society. As a result, the research outputs have raised concerns about the importance of quality in the current debate surrounding early childhood provision and practice. Concepts such as quality assurance, quality control, quality time, quality supervision, and quality workforce have emerged. However, quality was a preference, not a need Moss (2016), stated. While quality is taken for granted as something objective, actual, knowable waiting out there to be discovered and measured by professionals, quality is something that everyone desires to have and contribute (Dahlberg et al., 2013).
 In the same vein, quality is defined by the Oxford Dictionary (2023) as the degree of excellence of something or the criterion by which it is evaluated in relation to other things of the same kind. However, quality is described as an example of what Rose (1999) refers to as "human technology," which is meant to mould behaviour in the hopes of achieving specific goals and preventing specific unfavourable outcomes. By categorising quality according to the functions and structures of its goals, efforts have been made to identify "universal" standards of quality and to comprehend the meaning(s) of quality in early childhood provision (Bonetti and Brown,2018, Early et al.,2007; Melhuish and Gardiner, 2019, Slot et al., 2015, Sylva et al., 1999a, 1999b). When taken as a whole, they propose two major dimensions: 
1. A structural quality that is connected to the day-to-day leadership and management components of the early childhood programme (e.g., staff stability, working conditions, child-adult ratios, staff qualifications, group sizes, and health and safety); 
2. Process quality related to pedagogy, including practice, curriculum, children experiences, and interactions between children and adults.
[bookmark: _Int_V1i0uYZ8]Early childhood education and care settings are among those in which children learn (ECEC). As an early education and care provider for groups of children outside of their family environment in the years prior to their entry into formal schooling, early childhood education and care (ECEC) is defined (Sincovich et al., 2020). This comprises long-day care and family day care for infants, toddlers, and young children, as well as kindergarten or preschool that offers an educational programme. There is ample evidence to support the long- and short-term benefits of these high-quality early learning experiences for children' cognitive, language, and social development, especially for children from underprivileged homes (Fox and Geddes, 2016, Melhuish et al., 2015, Targgart et al., 2015). The standard of early education and care is important not only because it influences children's daily experiences but also because high-quality service is necessary to achieve the advantages (Peisner-Feinberg and Burchinal, 1997; NICHD, 2000, Sylva et al, 2008).
As a result of the relationship between these two dimensions, changes at the structural level might have an effect at the procedure level and vice versa. They can also offer policymakers direction. For instance, a recent report by Siraj et al. (2018) from the Department of Education in England discovered that these characteristics are employed to gauge and assess quality. Though many of these studies have the best of intentions, it is argued that they frequently overlook the social ecologies of early childhood care and practice since they are supported by governments seeking to impose uniform standards that would allow quality to be assessed.
Considering the function that quality metrics are intended to fulfil is one approach to classify them. Quality evaluation can serve three main functions: research, regulation, and practice improvement (Scarr et al., 1994 cited in Siraj Blatchford and Wong, 1999). The improvement of practice is one of the goals of quality measurement. In this case, the evaluation's goal is to help stakeholders (quality improvement supporters and providers) determine which areas of practice may benefit from development or improvement. To "increase standards by enabling providers to examine the quality of their provision, compare it with descriptions of best practice, and therefore find areas for potential improvement," for instance, is the goal of quality assurance schemes (Munton et al, 2001). According to Elfer and Wedge (1996), referenced in Siraj-Blatchford and Wong (1999), such measures ought to empower each of these groups to carry out their part in raising the standard of provision. 
Tools to define and record SST pedagogies and practices have been developed because of these gaps between research and practice as well as emerging insights regarding the significance of process quality. For instance, the SSTEW scale (Siraj et al., 2015) was created to assist, promote, and enhance the detection of sustained shared thinking episodes in early childhood education and care (ECEC) settings (including children ages 2–5). It was developed using the Researching Effective Pedagogy in the Early Years (REPEY) study's evidence base (Siraj-Blatchford et al., 2002), as well as evidence from other countries that also highlighted the value of high-quality interactions but did not use the term SST (Bodrova & Leong, 2007; Downer et al., 2012; Mashburn et al., 2008). Effective practice is supported by evidence-based principles and practices that form the foundation of SSTEW. The approach is based on contemporary theories of development and thinking, as outlined by Mayer & Beckh (2016) and Moreno, Shwayder, & Friedman (2017). 
It considers the following: relational pedagogy and practices that support and extend critical thinking, reasoning, and problem solving in educators; intentional pedagogy that supports and extends these skills; and concept development and encouragement for learning (Ainsworth, 1979; Bowlby, 1969; Deci and Ryan, 1985; Hamre & Pianta, 2001; Ryan & Deci, 2000). SSTEW acknowledges that to help children become self-regulated, autonomous learners, practices that are child-cantered and developmentally appropriate are crucial. It places a strong emphasis on relational and deliberate pedagogy and connects effective interactions and SST to a thorough comprehension of ECEC practices and pedagogies. Higher SSTEW scores are given when staff members demonstrate a deep understanding of each child, including their interests, values, cultures, and accomplishments; the environment fosters children's curiosity, thinking, and questioning; children are observed participating in age-appropriate, cognitively demanding activities and conversations with teachers and one another; teachers encourage children to take calculated risks and learn independently; and every child receives support based on their individual needs (Kingston & Siraj, 2017). As a result, the SSTEW scale is a tool designed to help close the knowledge gap between research and practice and promote sustainability, integrity, and understanding in the context of high-quality interactions. It was made to help teachers, outside quality assurance staff, and researchers evaluate early interactions (including pedagogical and practical elements that help or impede these), as well as to foster professional growth by highlighting areas that need improvement. Nonetheless, considering the SSTEW scale's recent development, it is critical to ascertain its relationships to children's results conforming with notions of quality in relation to a child outcomes; (Sylva et al., 2004).
On the other hand, the ECERS was created in 1980 as a checklist to assist ECE programmes in getting ready for the National Association of the Education of Young Children (NAEYC) Programme Accreditation, not for such high-stakes objectives (Frank Porter Graham Child Development Institute, 2003). The NAEYC programme certification standards and the Child Development Associate requirements, which centre on the professional knowledge instructors need to facilitate high-quality classrooms, are thus congruent with the definition of quality approved by the ECERS-R (Nord et al., 2007). Concerns regarding the ECERS-R have recently been voiced by scholars, practitioners, and QRIS designers, particularly about its application in high-stakes situations (Gordon, Fujimoto, Kastner, Korenman, and Abner, 2013; Zellman, Perlman, Le, and Setodji, 2008). Critics of the ECERS-R contend that it does not devote enough attention to elements of the teaching process that foster conceptual growth across learning domains, or to the kinds of caregiving behaviours that foster relationships of security and trust with children, which in turn support adaptive social-emotional functioning and allow children to participate in the learning process (Sabol and Pianta, 2014). Rather, the argument put up by those opponents is that the ECERS-R emphasises environmental quality excessively (Cassidy, Hestenes, Hansen, Hedge, Hestenes, et al., 2005). The empirical data on the ECERS-R that is now available to support its application in high-stakes situations has also drawn criticism (Gordon et al., 2013). 
The ECERS-R was created as a self-assessment tool to give programmes feedback on their quality, but it is unclear if it can be applied to assist with important choices. However, The ECERS-E's authors (Harms et al., 2015) state that the changes were made to address flaws found in the research literature and to take into account the most recent findings and theories regarding quality in early childhood settings, which include a greater emphasis on the behaviours of teachers, particularly those connected to math and language/literacy (Gordon et al., 2013). The ECERS-R and the recently updated ECERS-E have a lot in common. For instance, these tools address the wide variety of cognitive, social-emotional, physical, health, and safety needs that children have as they develop. The overall format is unchanged: responses to yes/no indicators determine the scores on seven-point topics. 
Items like Staff-Child Interactions, Gross Motor Play Space, and Health Practices are examples of items that are included in both the ECERS-R and the ECERS-E. Despite these parallels, the tool has undergone significant modifications. The ECERS-E, for example, places a greater emphasis on the teacher's role in assisting students in developing their social and cognitive abilities and less emphasis on the distribution of materials. There are three primary areas where the two tools differ from one other: (1) more or improved items; (2) more or improved indicators; and (3) modifications to the methods used for the observation and rating. Since studies (Chien et al., 2010; Pianta et al., 2005) and acknowledged best practices (Epstein, 1993) support the importance of the role of the teachers, the value of high-quality teacher–child interactions, and individualised teaching and learning, new elements were added to reinforce these themes.
The SSTEW Scale and the ECERS-E have a higher likelihood of capturing the crucial elements of successful practice. The curriculum and pedagogical processes related to it are measured by ECERS-E, which focuses on emergent literacy, mathematics, science, and exploration in addition to diversity support. On the other hand, the SSTEW Scale considers the educator's relational and deliberate pedagogy in supporting and scaffolding children's learning and development within the classroom. 
A growing body of research indicates that high-quality practice and better children's results are most significantly correlated with educators' comprehension of effective early years pedagogy and curricular knowledge (National Research Council, 2001; Zaslow and Martinez-Beck, 2006; Pianta, 2012). With that said, the SSTEW Scale is new, while ECERS-E has been utilised extensively in studies. Research indicated that significant quality indicators were absent from the current ERS in 2015, which prompted its development (Dickinson et al., 2014; Gordon, et al., 2013). In the previously stated EPPSE study (Sylva et al., 2004), it was discovered that ECERS-E was highly correlated with children's socio-emotional and cognitive skills. While the ECERS-E scale is well-established and measures the quality of educational curricula, SSTEW is more focused on interactional quality and has just recently been utilised in research settings. 
Additionally, it has been shown that children's early numeracy is especially susceptible to the ECEC settings' process quality (Barnes & Melhuish, 2016). Given their close link, SSTEW and ECERS-E could be expected, suggesting that ECEC settings that are high in one area of process quality also tend to be strong in other areas. Given that both ERS and the educator's role in supporting learning focus on process aspects of quality, such as the significance of intentional pedagogy, a child-centred approach, and appropriate concept development and content knowledge that should be applied flexibly and co-constructed with the children, this strong correlation makes sense. But there are also noticeable variations between the scales, which could explain the additional inconsistent outcomes (Tout et al., 2015, Sylva, Siraj-Blatchford, and Taggart,2010, Siraj, Kingston and Melhuish, 2015).
In summary, quality is essential to early childhood education and care since it promotes children's overall development. The areas that are being targeted and what may be improved are shown by utilising SSTEW and ECERS to measure the quality of an early childhood environment.
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