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A critical reflect on the benefits of additional methods of promoting and ensuring quality above statutory requirements and a critical analysis of two methods of quality   assurance: - Sustained Shared Thinking and Emotional Wellbeing Rating scale and Early Childhood Emotional Rating scale.
Bronfenbrenner's ecological systems theory would lead us to believe that a child needs more than their parents/carers input for their social and emotional development (Aubrey and Riley, 2019). It also requires the interaction of others from different areas of society. Both Bruner and Vygotsky agreed with the importance of social learning, however they made links to cognitive development through the spiral curriculum and the zone of proximal development (Aubrey and Riley, 2019). Early Years settings provide opportunities for children to experience these external social interactions that are required for them to develop holistically. Therefore, the significance of providing a sound developmental foundation in the early years in preparation for future academic success lies in the quality of the experiences that children are exposed to (Melhuish et al., 2015; OECD,2015; Tayler, 2015; Department for Education, 2021). 
   In an Early Years setting, quality is the comparison against a standard with a pre-set criteria that has originated through research into child development theories and proven best practice that produces the required outcomes (Canning and Reed, 2012; Campbell-Barr and Leeson, 2019; Lexico, 2022). These standards are laid down by government or local authority in the first instance but also by parents, society, and the demands of a commercial market (Canning and Reed, 2012; OECD, 2015; Campbell-Barr and Leeson, 2019; Moss, 2016). For the Early Years setting quality is adhering to standards, but it asks more than this from the practitioners (Canning and Reed, 2012; Moss, 2016). There is a requirement for a deeper understanding of collaborative goals and personal values as well as an appreciation of what quality is (Canning and Reed, 2012). Practitioners need to apply fluidity and flexibility to their practice as well as using self-evaluation and reflection (Canning and Reed, 2012; Grenier, 2021). The consequence of this is a service provision that reaches beyond the pre-set standards, providing an input which results in a child with a sound foundation on which to build for a successful academic future (Bertram et al., 1998; OECD, 2015).
The difficulty for Early Years settings is that quality is multi-faceted, each aspect having its own set of standards making evaluation of overall quality a challenge (OECD, 2015).  However, globally, countries agree that this overall quality can be divided into structural and process quality each requiring a variety of evaluation tools that ensure a high standard is maintained (OECD, 2015; Department for Education, 2018; Bakkaloğlu, Sucuoğlu and Yılmaz, 2019).  Finding common ground on the purpose of evaluation and the most efficient way to assess quality has not been easy and has led to conflict amongst stakeholders of individual settings (OECD, 2015). However, currently most countries agree that a combination of external inspections and internal evaluations would provide feedback to inform on improving services and the experiences of the child as well as providing information to the stakeholders (OECD, 2015).  
Investigating and analysing feedback of internal and external evaluations will provide information on what constitutes quality in an Early Years setting. Evidence shows that excellent quality is attained through proactive, motivated, and enthusiastic practitioners and a balance between adult/child interactions and non-contact influences such as equipment, planning and the environment (Bell et al., 2002; Siraj-Blatchford and Syva, 2004; Department for Education, 2017). However, self-assessment of the quality of provision and being ready for inspections from official bodies brings with it a danger that feedback will be seen as a negative criticism of what is lacking as opposed to what is being done well and ways in which to build on this (Canning and Reed, 2012). Leaders within the setting have a responsibility of ensuring that staff are debriefed in the most positive way, this being another factor that contributes to the quality of provision (Canning and Reed, 2012). Evaluating and maintaining quality, therefore, is an infinitely continuous process that requires practitioners to utilise feedback from internal assessments, external inspections, stakeholders, parents, and children (Canning and Reed, 2012).
Settings have a choice of several evaluation tools depending on what outcomes they wish to monitor although it is not just about evaluating and meeting the standards but also taking ownership of quality provision from the perspective of the individual setting and implementing what works best for them (Campbell-Barr and Leeson, 2016). They need to consider all factors that have an influence on development and learning to ensure a fully holistic provision (Melhuish et al., 2015; Archer et al., 2021). The justification of that choice is the success of supporting the development of a child in the most optimal and beneficial way resulting in positive outcomes in children’s progress (Canning and Reed, 2012). 
Monitoring the quality of provision on a regular basis involves using in-house tools and allows for adjustments to short term targets and an opportunity to reflect on practice. One of the recommendations from the review of national minimum standards was for CIW and Early years settings to work together on issues regarding quality evaluation tools (Welsh Government, 2019)
A combination of tools that evaluates both structure and process quality is The Sustained Shared Thinking and Emotional Wellbeing rating scale and the Early Childhood Environmental Rating Scale. Together they provide a full toolkit to evaluate process quality and structural quality in the Early Years settings (Melhuish et al., 2015; Melhuish, Kingston and Siraj, 2015a; Melhuish, Kingston and Siraj, 2015b). 
 The EPPE project mentions the need to include sustained shared thinking as part of an inclusive early year's provision that encourages interaction to broaden learning particularly cognitive development (Melhuish et al., 2004; Halpenny, Hayes and O’Toole, 2017). The Sustained Shared Thinking and Emotional Wellbeing rating scale is an evaluation tool that can be used in settings with children from birth to 5 years (Kingston, Melhuish and Siraj, 2015a) and assesses process quality in more detail particularly in areas of personal, emotional, and intellectual development through adult/child and child/child interactions (Melhuish et al., 2004). This assessment is used widely due to the reliability of its outcomes when used by individual assessors across different settings and was one of the evaluation tools in the SEED project (Department for Education, 2018). 
However, the assessment is time and labour intensive and access to the setting by other children will be limited during observation periods (Kingston, Melhuish and Siraj, 2015a). The implications of using this evaluation are that it takes an experienced member of staff away for at least 3-4 hours which may conflict with the quality of provision of the setting (Purdon, 2014; Department for Education 2021). If the Early Childhood Environmental Rating Scale (Revised) is also to be used then this extends the observation time by a further 3 to 4 and staff require specific training even if they are familiar with SSTEW (Kingston, Melhuish and Siraj, 2015a; ERSI, no date b). 
There is an opportunity for different assessors to carry out observations within the same setting which may alleviate the problem however, validity of this format is based on the assessor's familiarity with the joint observation sheets and agreement on the scoring (Melhuish, Kingston and Siraj, 2015a). In addition, external evaluators will require time to familiarize themselves with the setting, available activities and documentation as well as completing as much of the paperwork as possible prior to the evaluation (Kingston, Melhuish and Siraj, 2015a). All of these factors contribute to increased workload of the setting.
In comparison there is a link to the amount of progress made by a child and high-quality settings when sustained shared thinking is part of the provision which could justify the use of this evaluation tool (Melhuish et al., 2004; Bell et al., 2002)   Interactions are the common thread running through the subsets as there is evidence to suggest that communication plays a large part in problem solving and emotional development (Kingston, Melhuish and Siraj, 2015a). This thread investigates the effectiveness of sustained shared thinking of the adult interactions with the aim of encouraging children to investigate the physical world and their own emotions (Purdon, 2015; Kingston, Melhuish and Siraj, 2015a). Non-invasive interactions through sustained shared thinking and co-construction of ideas with children, encourages involvement and motivation which in turn has a positive effect on cognitive and social development (Purdon, 2014). However, missed opportunities for interactions between practitioners and children can have an adverse effect on cognitive learning and combined with an excessive amount of formal teaching can be counterproductive the implications of which are low self-esteem and anxiety (Bell et al., 2002). In contrast, prolonged sustained shared thinking leads to child-initiated interactions which can create opportunities to extend a child’s knowledge (Bell et al., 2002; Department of Education, 2021). 
The quality of these interactions between staff and children will lead to a recognition of the readiness of a child to accept more knowledge and be able to connect this with what they already know making best use of Bruner’s spiral curriculum theory and Vygotsky's zone of proximal development (Siraj-Blatchford and Syva, 2004).  However, there are several factors that challenge the potential use of SST and that could have a negative affect the quality of the setting (Purdon, 2014). Barriers to executing SST successfully are lack of time, staff, and appropriate resources as well as a requirement for all staff to understand the process and how to implement it effectively (Purdon, 2014). 
A common factor for excellent quality is higher qualified staff and opportunities for training (Department of Education, 2017; Department of Education 2021). Knowledgeable practitioners familiar with child development and standard practices as well as specific SSTEW training are a requirement for carrying out the assessments (Kingston, Melhuish and Siraj, 2015a). However, they are required to make judgement decisions on observations and must be comfortable with interviewing other practitioners to confirm certain aspects of the assessment (Melhuish, Kingston and Siraj, 2015a; Melhuish, Kingston and Siraj, 2015b). 
 Practitioner's experience, skills and practice are also credited as part of the observations of interactions and activities and they are acknowledged for their creation of suitable environments for development of collaborative play, the inclusion of appropriate strategies and their participation in resolving conflicts (Kingston, Melhuish and Siraj, 2015a). This is particularly useful when providing proof for Standard 13(DC): Suitable Person (Day Care) of the National Minimum Standards (Welsh Government, 2016). In addition to this the evaluation recognises that development is not constant and is individual to each child therefore notes are provided in each section to support decisions and give guidance to less experienced observers (Kingston, Melhuish and Siraj, 2015a). 
Whereas the SSTEW scale evaluates the quality of interactions between adults and children, ECERS-R focuses on the curriculum, the learning environment and the way in which learning is delivered (Howard et al. 2018). However, the format for evaluation and scoring for the SSTEW and ECERS-R are comparable where the indicators within each subset rise with quality and progress can be tracked by use of the scoresheets (ERSI, 2015; Kingston, Melhuish and Siraj, 2015a). The administration of both scales is similar in that once an assessor reaches an indicator that has not been met, they would stop thus ensuring that settings would not score highly for something they were not doing (ERSI, 2015; Kingston, Melhuish and Siraj, 2015a). However, in the case of ECERS-R these indicators are based on human judgements as to what constitutes quality rather than on data from psychometric verification (Gordon et al., 2015). The implications of this are the reliability of how accurate the indicators are at predicting the level of quality of a setting (Gordon et al., 2015). Recommendations from one study suggested collecting data on all indicators with a view to further assessments being made to define the quality of provision for that subset (Gordon et al., 2015). Other proposals indicate more extensive use of psychometric evaluation to obtain an improved correlation between quality of provision and positive outcomes (Gordon et al., 2015). In contradiction to this, the Environmental Rating Scales Institute have vigorously validated both the ECER-R and the newly updated ECER-3 across the United States of America and have been widely accepted as a reliable quality and research tool across the world (Clifford, Roszka and Rossbach, 2010; ERSI, no date c; Melhuish, et al. 2015).
One subset of the ECER-R that has been removed from the updated ECER-3 is parents and staff. On review of the subsets by ERSI, found that most data pertaining to parents and staff originated from settings records with little being observed or scored (ERSI, no date a; Neitzel et al., 2019). One indicator focused on provision for parents. Welsh Government initiatives emphasise the importance of involving parents and their pivotal role in the development of their children encourage settings to consider parents as part of overall quality (Donaldson, 2015; Welsh Government, 2018). It is argued that the indicators that form the subset- parents and staff- are scored within other subsets however research has found that due to the format of this scale it can be difficult to pinpoint specific data and hence analyse the level of quality within that area (Clifford, Roszka and Rossbach, 2010). Although difficult to evaluate due to the number of varied factors, parental involvement and their input impacts on a child’s development and progression (Chen and Zhu, 2017). In addition, the Care and Social Services Inspectorate Wales, (no date) Inspection Framework and the Self-Assessment of Service Statement (CSSIW, 2017) includes effectiveness of partnerships. Therefore, consideration can be given as to which version a setting will use with regards to the area of quality they wish to analyse. 
Kingston, Melhuish and Siraj, 2015a recommend the use of Early Childhood Environment Rating Scale alongside the SSTEW as they complement each other with regards to the areas of evaluation and they have a similar format. In contradiction to this, the format and content of the new revised ECER-3 has changed the perspective of the evaluation (Neitzel, et al., 2019). Whereas the ECER-R subsets focused on the environment and less on the interactions between adults and children, the ECER-3 has re-evaluated this focus due to more emphasis on development through social interactions, a similar concept to the SSTEW outcomes (Neitzel et al., 2019). Research has shown that there has been a shift from the more structural perspective to one that focuses more on staff involvement and interactions which has the implications that ECER-3 is a separate evaluation tool to the ECER-R and should be viewed as such by Early Years setting (Neitzel et al., 2019). 
Using both the SSTEW and ECER as suggested by the EPPE project could provide a setting with information on overall quality of provision however settings need to consider which version of ECER to use (Melhuish et al., 2004). Collecting data on provisional and structural quality will enable settings to continuously appraise the quality of provision and ensure that they are offering the optimum opportunities for holistic development.
In the setting my role is to provide intervention support on a withdrawal basis and therefore I am constantly reflecting on my practice and assessing quality of provision through individual assessments. Self-reflection is based on the responses of the children and the results of progress made. This module has made me aware of several ways in which I can monitor my provision more effectively as well as providing me with a more in-depth awareness of what constitutes overall quality. I have struggled to involve and engage parents but through researching for the assignment I now understand the importance of parents and carers contribution to the evaluation procedure and providing them with the knowledge to support their child in the home which will be beneficial to the quality of provision.  The two rating scales that I evaluated have also extended my knowledge on best practice within an Early Years setting and what contributes to providing quality provision that enables children to develop into inquisitive, independent learners who want to learn. I will be utilising not only the information that I have gained through completing this module but also revising my methods of evaluating the quality of provision. 
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