2022

What is really
happening now?
Connecting art education
with real life issues.

1

Editor: Victoria Pavlou

Erasmus+, KA2: Strategic Partnerships for higher education
Project: Visual arts education in new times: Connecting Art with REal life
issues (CARE)
Agreement no: 2019-1-CY01-KA203-058258
© Victoria Pavlou, the authors
All rights reserved
The European Commission financially supported this publication. The
publication is the outcome of work undertaken by an international consortium
consisting of the following institutions:
Frederick University, Cyprus, European Regional Council (ERC) of InSEA
(International Society of Education through Art), University of Malta, Malta,
University of Exeter, UK, Aristotle University of Thessaloniki, Greece.
The European Commission’s support for the production of this publication
does not constitute an endorsement of the contents, which reflect the views
only of the authors, and the Commission cannot be held responsible for any
use which may be made of the information contained therein.
ISBN: 978-9925-7866-0-2
Design: Creative Lab, Frederick University
CYPRUS 2022
To cite this work:
Pavlou, V. (ed) (2022). What is really happening now? Connecting art
education with real life issues. Frederick University, Cyprus
© 2022 The Author(s). Licensee IntechOpen. This publication is distributed
under the terms of the Creative Commons Attribution 3.0 License, which
permits unrestricted use, distribution, and reproduction in any medium,
provided the original work is properly cited.

Contents
1

PART 1: State of the art
Authors: Pavlou, V., Kadji-Beltran, Ch. & Wagner, E.

4

Chapter 1: Overview of the project CARE

6

Chapter 2: How Visual Arts Education can address today’s real-life issues –
Three Reference Documents and one Didactic Approach

16

Chapter 3: How to bridge key competences; the way forward
References

25

PART 2: Art education policies and practices in four European Countries

28

Chapter 1: Art education policies and practices in Cyprus
Authors: Pavlou, V. & Kadji-Beltran, Ch.

61

Chapter 2: Art education policies and practices in Malta
Authors: Vella, R., Caruana, C. Gatt, I., Zammit, Ch., & Raykov, M.

107

Chapter 3: Art education policies and practices in Greece
Authors: Ioannidou, M. & Mitakidou, Ch.

141

Chapter 4: Art education policies and practices in England
Authors: Emese, H. & White, H.

170

Chapter 5: Conclusions
Authors: Wagner, E. & Brink, N.

Part I: State of the art
Authors:
Victoria Pavlou,
Chrysanthi Kadji-Beltran,
Ernst Wagner

Part I presents key ideas (state-of-the-art) of the
CARE project. It is intended to be a background
paper that presents key ideas, key concepts and
key questions that guided the development of the
proposal of this project. Chapter 1 presents an
overview of the project CARE. Chapter 2 focuses
on policy documents at a European and Global
level. Chapter 3 proposes ways of bridging key
competences in ΕSD and VAE to raise the quality
of schooling.
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CHAPTER 1:

Overview of the project CARE
Education in the 21st century education for
real life issues
At the centre of recent education policy debate at both national and EU
levels are issues related to ways of better adapting education and training
systems in Europe to the needs of modern society and real-life issues (Fien
& Tilbury, 2002, European Commission, 2012). Educational systems in
Europe are moving towards a competence-based model to inform teacher
training and curricula in schools (European Parliament 2006, European
Commission 2013). Eight key competences were identified as vital for
learners’ personal fulfilment, employability, active citizenship, social cohesion
and further learning (European Commission 2012). Among the eight is
“cultural awareness and expression” (European Union, 2016), which includes
the visual competence that is directly linked to Visual Arts Education (VAE).
Despite the orientation on competence development, many reports still
focus on the input of education (Eurydice 2009). There is not much evidence
to document the output of education and whether the potential of VAE to
contribute to learners’ personal fulfilment, active citizenship, social cohesion,
etc. has been realized.
Project CARE is about constructing bridges between visual arts education
(VAE) and education for sustainable development (ESD) that will enable
a stronger connection with real life issues for VAE, and promote crucial
foundations for education in the 21st century (Bamford 2006a, Eisner, 2008,
UNESCO 2006): wide breadth of knowledge, creative thinking, critical and
systemic thinking, reflection and development of skills, attitudes and values.
Thus, pupils will learn to appreciate art and the environment (natural or manmade) and pursue their enrichment and promotion.
The focus is placed on promoting competence-based teacher education
that will lead to the development of teachers’ and consequently students’
key competences for addressing specific goals. The rationale for the
CARE project is situated within the growing demands of supporting the
development of key competences. It offers guidance into the ways education
systems in Europe can improve in order to provide young Europeans with the
skills required in our future societies.

Supporting educators
The project aims to develop and deliver teacher training programmes that
will empower school teachers to become agents of change in visual arts
teaching within the framework of ESD and thus strengthen their teaching
profile. Emphasis will be given to undervalued pillars of SD such as cultural
and social issues additionally to the environmental. The project aims at high
quality education by responding to the increasingly diverse needs for active
citizenship, acceptance of diversity, multiculturalism, ICT learning, and
sustainable development and overall connecting education with pupils’ reallife needs. The CARE project also seeks to establish links and collaborations
with local agencies and organizations (such as governmental organisations,
museums, artists and others) in order to empower the educational
programme and connect learning with real life context and experiences.
The objectives of the project are:
- to report on teachers’ actual competences and needs in aspects of VAE
that can connect art with real life issues.
- to meet these needs by developing and delivering training programmes
aligned to the principles of adult learning and enhanced by hybrid forms of
e-learning (design and test teacher training programmes)
- to bridge the gap between theory and practice by supporting participants to
-4-

implement teaching units in schools.
- to create a culture of collaboration between educators by assisting the
development of professional communities of learning.
The project follows an action research methodology. The action research
model for teacher education aims to build educators’ competences to
deliver curriculum and policy by following the four-phased cyclical process
of critical inquiry: plan formation, action, outcome observation and reflection.
This process provides the practitioners with the opportunity to reflect upon,
improve and innovate their practice (Tilbury et al., 2004). Research prompts
teachers to re-examine their practice and their role as change agents and
decision makers (Schön, 1987). Teachers have a crucial role in supporting
learner development and are key change agents in school development.
Further, reflection in the project is supported and enhanced by the operation
of professional communities of learning throughout teacher education.

Challenges of education
At the same time, we need to acknowledge that in today’s world, everything
is moving at a rapid speed. Educators are asked to prepare children for the
future, although it is impossible to have a clear picture of what that future will
be. Therefore, how can schools be a proactive force in children’s lives if all
we can tell about the future is that it will be very different from the present?
How can educators help children thrive in their personal and professional
life later on? What is the role of art within this context? How can art be used
to strengthen communities and empower children to contribute to a more
sustainable world/community/global society? Moreover, can learning be fun,
interesting and exciting?
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CHAPTER 2:

How Visual Arts Education can
address today’s real-life issues –
Three Reference Documents and
one Didactic Approach
Real Life Issues
Socially engaged art practices and activities provide pupils with opportunities
for authentic learning and establish connections between school and the real
world, thus better preparing the learners for life. Such practices are effective
for meeting affective aims, attitude development, awareness raising and
opportunities for action. Examples of authentic learning in the VAE classroom
are the use of learning strategies that incorporate real life experiences (e.g.,
place based learning, outdoors visits, field work), technology and tools
providing a realistic simulation of real life conditions and interactions with
community members (from street culture to fashion to interactive media).
These qualities expand for example, to issues of integrating immigrants
and refugees and can be especially important in improving learning among
students from economically disadvantaged backgrounds or diverse different
cultural backgrounds. Intercultural understanding and dialogue are most
important especially in the context of the visual world. Although such
practices help retain pupils in school and prepare them for further education,
careers, life and citizenship (Bamford, 2006b; Dawes, 2008; Deasy, 2002;
Dillon, 2012; Eisner, 2008; Winner and Hetland, 2009), research indicates that
they are marginalised and VAE fails to fulfil its full potential. These practices,
nevertheless, have a strong presence in examples of projects happening
outside of school, college or university walls, which are mostly community
driven and free of constraints of official policies and highlight the complex
relationship between art practice, participation and the environment, built
or natural, and the educational gains for participants (Adams & Chisholm,
2008; Coutts, 2008; Hooper & Boyle, 2008; Huhmarniemi, 2008; Illeris, 2012;
Jokela, 2008).
The gap concerning real life issues and emancipatory pedagogies identified
within VAE can be filled by the ESD dimension within VAE (see figure 1).
Sustainable Development issues are real life issues and as explained in the
sections to follow concern our wellbeing and quality of life. Most of the issues
pose real challenges and turn to education for preparing people to address
them. Visual arts education, as competence oriented ESD has the potential
to embrace a “more complete” concept of Sustainability integrating all four
learning pillars, effectively supporting the achievement of the 17 sustainable
development goals and benefitting from ESD’s life-connecting pedagogy.

Real life
=
Real challenges
(amongst others)
=
Sustainable development
(how it is addressed by UN in
the SDGs)

KEY COMPETENCIES

...IN EDUCATION ADRESSED
IN EXEMPLARY SITUATIONS

Cultural
awareness and
expression
-Visual literacy

Education for
Sustainable
Development

ANSWERING

VAE: Reconstructive Stream

Figure 1: Filling the gap
The following sections elaborate on literature in teacher education
competences in the fields of VAE, ESD and overarching competences for
educators.
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A. EU KEY COMPETENCES: CULTURAL AWARENESS
AND EXPRESSION
EU Key Competences
One distinct direction of education to meet the challenges of the 21st century
is the focus on promoting competences and not simple knowledge. For
example, in Europe (European Union, 2006) general education has shifted its
priorities from conventional learning of academic subjects to “understanding
and building thinking skills that underlie all disciplines” (Marshal, 2014, p.
105). In particular, recommendations at a European level were given to all
European countries to adopt competence-based curricula and focus on
eight key competences. The definition that prevailed in the various European
systems regarding the term “competence” (Rychen & Salganik, 2003; OECD
2003, 2005) states that competence includes a cluster of relevant knowledge,
skills and attitudes that allow the individual to act effectively in one situation:
“The cognitive skills and abilities that an individual has or can learn and that
are used to solve certain problems, and the related motives, the relative will
and the relative social will and the skills required to use solutions successfully
and responsibly in changing situations” (Weinert, 2001, p. 27).
European Parliament,
Decision No 1720/2006/
EC of the European
Parliament and of the
Council of 15 November
2006 establishing an
action programme in the
field of lifelong learning.
In: Official Journal of
the European Union:
L 327/45 - 24.11.2006
(Brussels: European
Union, 2006).

1

For some years, the EU has taken various policy measures to adapt
European education and training systems to the needs of contemporary
societies (European Parliament, 20061 ). The focus has been on promoting
competence-based education that will lead to the development of students’
key competences, seen as vital for personal fulfilment, employability, active
citizenship, social cohesion and further learning. The EU has identified eight
key competences2: communication in the mother tongue; communication
in foreign languages; mathematical competence and basic competences in
science and technology; digital competence; learning to learn; social and
civic competences; sense of initiative and entrepreneurship; and cultural
awareness and expression. The 2006 UNESCO Report contains basic
comments on the phenomenon of arts and culture education that supports
the identification of the culture awareness and expression competence
as key for the full development of the individual. Cultural awareness and
expression, as defined by the EU:

“.. touches on many elements: e.g. creative expression of ideas, experiences
and emotions in a range of media, including music, performing arts, literature,
visual arts and the interdisciplinary and hybrid forms that have emerged
thanks to new media. It stresses the importance of cultural knowledge, the
skills needed to appreciate and enjoy works of art and self-expression through
a variety of media using one’s innate capacities. More than that, the definition
of the competence is based on the assumption that a solid understanding
of one’s own culture and a sense of identity can be the basis for an
open-minded attitude towards others and respect for diversity of cultural
expression” (European Union, 2015, p. 7).
Several steering committees and groups have worked since 2006 towards
providing guidance for the implementation and development of the cultural
awareness and expression. The outcome of their work is usually a list
of recommendations and not actual policy measures. For example, one
recommendation focuses on the need to “develop strong curricula for arts
and culture education at school as a prerequisite for structural improvement
of the general education curriculum” (Lauret and Marie 2015, p. 6). There
is little evidence of the implementation of these recommendations or any
reports of any assessment at a European level of the cultural awareness
and expressiveness key competence and its sub-competences (European
Commission, 2012), such as the visual competence. The most recent
European report on “Arts and Cultural Education at School in Europe”
(Eurydice, 2009) focused on the input of education (such as goals) thus
providing no real assessment on the impact of arts and culture education
on children’s lives. A positive step towards providing a comprehensive
framework for developing and assessing the visual competence is the
development of the Common European Framework of Reference for Visual
-7-
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Ibid

Literacy (CEFR_VL, Wagner & Schönau, 2016). This framework is discussed
next. Visual competence is part of the “culture awareness and expression”
key competence as the latter refers to the “ability to appreciate the creative
importance of ideas, experiences and emotions in a range of media”
(European Union 2006, p. 18), including the visual arts.

The Common European Framework of Reference
for Visual Literacy/Competence
The CEFR_VL was developed by the European Network for Visual Literacy
(ENViL), a group of European art educators/researchers, and was published
in 2016 (Wagner & Schönau 2016). The ENViL group stated that visual literacy
“should be understood as competency” (Wagner & Schönau 2016, p. 66) and
defined it as “the capacity to reflect, understand and create visual messages”
(envil.eu).Due to current debate on the terminology, that started since the
publication of the framework (Darras, 2016), the ENViL group decided that
the term “competence” instead of “literacy” should be used in consequent
development and research on the framework (envil.eu). So, currently the
framework is refereed as Common European Framework of Reference for
Visual Competency, CEFR_VC (envil.eu).
Visual competence is defined as “the capacity to reflect, understand and
create visual messages” (envil.eu) and thus consists of two basic dimensions,
producing and responding to images/objects. Producing and responding
are central to most applications of competences for dealing with situations
(Wagner & Schönau 2016). Therefore, three core competences are identified:
- reflecting, which is overarching and embedded in the other two,
- producing, and
- responding.
These are then broken down into partial competencies, which may overlap,
and include the ability to: “analyse, communicate, create, describe, draft,
empathise, envision, experience aesthetically, experiment, interpret, judge,
perceive, present, realise, use, value” (in alphabetical order) (Wagner &
Schönau 2016, p. 67).
Visual competence is “a premise for the critical and self-determined
cultural participation of the individual and can thus be understood as a
decisive requirement for participation” (envil.eu). As such, educators need
to understand the situations in which visual competence is required and
in which it becomes apparent in order to provide meaningful learning
experiences to the children (Billmayer 2016).
The CEFR_VL/ CEFR_VC is a comprehensive framework for visual
competence that includes:
a) A structural model for visual literacy based on the competence
model; reflecting, producing and responding that have three components,
knowledge, skills and attitudes.
b) Definitions for the visual competence and its partial competencies.
Breaking down visual competence into 16-partial competencies highlights
the complexity of the concept.
c) Global levels (elementary, intermediate and competent) for each partial
competence that can be used to develop standards. Developing standards
is not part of the framework as the framework aims to advise policy
makers and educators.
d) Situations (social contexts) in which visual competences are required and
become apparent.
Linking the visual competences with situations in which learners are
using them and will need to use them in the future enables the learners to
understand the usefulness of the visual competence and helps the teachers
to really prepare them for today’s and the future’s world.
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There are many benefits from having a European framework of reference
for teachers, students, policy makers etc. The first and more obvious one
is that it can offer the first transnational instrument in specialised teaching
methodology that national developments can and should refer to. Benefits on
national levels include the provision of theoretical support on their praxis in a
comprehensive way that allows policy makers to reflect productively on their
curricula. Other benefits of the framework are:
- The framework can support teachers, even generalist teachers in preprimary and primary education, to have a clear vision of the end-result; of
how to connect their teaching with students’ daily lives and how to prepare
them for the future.
- It supports the development of transversal competences; it supports
teachers and policy makers to understand how acquiring competences in
visual education can help students lead a successful life (personal domain),
succeed in their career (occupational domain) and be an active part in
social, public and political life (public domain).

B. SUSTAINABLE DEVELOPMENT, EDUCATION AND
TEACHERS’ COMPETENCES
The context of SD
Sustainable Development (SD) has emerged in recent years as a popular
concept, incorporated into political discourse and mainstreamed by
education as a remedy for its achievement. However, SD is a deeper
concept, particularly complex and linked to interconnected environmental,
social, and economic issues (Gorobets, 2011). It is about our ability to ensure
a high quality of life for ourselves and future generations through a sensible
management of natural resources and respect for the limits – carrying
capacity of nature (WCED, 1997; IUCN, UNEP, WWF, 1991). To achieve
this, SD seeks to establish a balance between the SD pillars: environment
- society - economy (UNESCO, 2009; 2010). The relationship between the
three is characterized by tensions since the development of one can obstruct
the development of the others. These tensions are regulated by institutions
that safeguard SD (Flogaiti, 2011).
Citizens are expected to adopt sustainable habits and practices, embracing
economic and social justice, sustainable production and consumption,
ecological integrity, respect for all forms of life, based on the principles of
democracy (UNESCO, 2009). This way of life can emerge only as a result of
a critical reflection of our way of living, our cultural identity, our relationship
with the earth, our fellow humans and other forms of life on the planet, and
in a systemic way that integrates the values of sustainability (Wals & Jickling,
2009; UNECE, 2012).
According to Hawkes (2001) values and the way they are expressed
constitute the society’s culture. We therefore understand that the way to
sustainability also entails a cultural dimension as culture integrates, shapes
and determines our values. Everything about a society is connected to its
values. So, “culture is both the medium and the message – the inherent
values and the means and the results of social expression” (p. 3). He also
argues that
“The way a society governs itself cannot be fully democratic unless there are
clear channels of expression of community values that can directly affect the
directions society takes. These processes are culture at work. Culture enfolds
every aspect of human intercourse: the family, the education, legal, political
and transport systems, the mass media, work practices, welfare programs,
leisure pursuits, religion, the built environment…” (Hawkes, 2001, p. 3)
Culture is therefore the 4th Sustainable Development Pillar being “the context
in which a society can come to grips with articulating and manifesting the
meanings and purposes which should guide public action” (Hawkes, 2001, p.
38) for sustainable development.
-9-

Education for Sustainable Development
Education is deemed indispensable for the achievement of Sustainable
Development (SD), since the Rio Declaration and the Earth Summit in 1992.
Chapter 36 of the Agenda 21 was about promoting environmental awareness
through education, raising of public awareness and training. A number of UN
initiatives followed encouraging and supporting the integration of Sustainable
Development within all forms and levels of education. The decade 2005-2014
was proclaimed by the United Nations General Assembly as the UN Decade
of Education for Sustainable Development (DESD) followed by the Global
Action Programme for Sustainable Development (2015-2019) and the 2030
Agenda for Sustainable development (Transforming our World – the 2030
Agenda for Sustainable Development) (UNESCO, 2014; UN, 2015).
Agenda 2030 for Sustainable Development (SD) aims to overcome global
challenges and meet the seventeen goals for Sustainable Development
(SDGs). SDGs address interconnected global challenges that impact
human survival. They concern poverty and hunger eradication, help ensure
good health and well-being for all citizens, gender equity, decent work and
economic development, innovation, infrastructure development, diminishing
inequalities, access to quality education, water, clean energy, creating
sustainable cities and communities, promote responsible production
and consumption, address climate change, life in the oceans and landecosystems, peace and justice through strong institutions and establishing
networks and collaborations that work towards the goals’ achievement
(UNESCO, 2017).
Achieving SDGs requires radical changes in the way we perceive the role
of education in global development. Education is fundamental for ensuring
human well-being and our planet’s future by forming a new global vision
for a sustainable future: «… [education] is expected to prepare us and lead
us through the challenges and visions of 21st century, inculcate values and
develop competences that will lead us to a sustainable form of development
addressing all and promoting peaceful coexistence and well-being of all
people» (UNESCO, 2017).
Education empowers citizens to undertake informed and responsible
decisions that influence environmental integrity, economic viability, social
prosperity and justice, in the present and for future generations. They
become competent to operate in complex conditions by following sustainable
practices leading to new directions and to participate in socio-political
processes that would re-orient society towards the direction of sustainability
(Rieckmann, 2012; UNESCO, 2017).
Therefore Education, and in particular Quality Education, constitutes one
of the 17 goals for Sustainable Development (SDG4 - Quality Education).
Quality Education is education that enables people to reach their maximum
potential as individuals. It ensures that they acquire literacy and numeracy
and transfers essential life skills (UNICEF, 2000). It focuses on learning and
the learner, takes in account what the learner brings along and focuses on
the content, the context and the processes of learning (UNESCO, 2005).
Education for Sustainable Development IS Quality Education. They share
common dimensions and characteristics, future-oriented objectives,
commonly targeted skills, value orientation, teaching and learning
approaches (Kadji et al., 2017). Improving access to Quality Education
/ Education for Sustainable Development at all levels and in all social
contexts, can support reorienting education and helping people develop the
knowledge, skills, values and behaviours needed for transforming society and
achieving sustainable development.
Education for Sustainable Development embraces the principles of
transformative education where learning becomes meaningful through
participation, cooperation and a clear focus on real life issues, within formal
and non-formal educational settings. The latter is important for supporting
the former but also for addressing different social groups or ages. This
facilitates the connection of ESD with real life and promotes real learning,
real outcomes with a positive impact on environmental and social progress
-10-

and actual positive impact in the lives of the ones engaged in the educational
process. Empowering teachers to integrate effectively ESD in their teaching
practice and enhance ESD aspects enables them to deliver Quality
Education.

ESD Competences for teachers
Research indicates that teaching and learning become effective when
education shifts from input to output orientation (Rieckmann, 2011;
Adomssent and Hoffmann, 2013) through 21st century competences
development (UNESCO, 2018; Glasser and Hirsh, 2016; Rieckmann, 2012;
European Commission, 2013) as competences can bridge the gap between
knowledge and action (Rieckmann 2018). Educators are expected to help
their students acquire competences that are easy to transfer and evaluate
and most importantly transfer higher order competences such as critical
thinking, problem solving, decision making; use of new technologies skills;
life skills for communication and collaboration. All these competences are
necessary for students’ future professional lives as well as helping them
become active citizens and develop a personal, social and professional
responsibility in the framework of a democratic society (OECD, 2011).
Changes within several educational systems are undertaken following
UNESCO guidelines (Rieckmann 2018) in the direction of competence –
based education.
Education for Sustainable Development competences are connected
to inherent characteristics of ESD: its systemic and holistic character,
interdisciplinarity, political and conflict character of the issues it addresses,
its connection to critical thinking, values and action orientation (UNESCO,
2014). They connect to stronger forms of ESD (ESD 2: Vare and Scott, 2017),
emancipate the citizens and empower them to reflect upon their own actions
and how these are connected now and in the future with society, economy
and the environment in a local, regional and global perspective (Riekmann,
2018).
Research on competences development in ESD presents different evolving
models (e.g. UNECE 2012; 2013, de Haan, 2010; Glasser and Hirsh, 2016;
Wiek, Withycombe and Redman, 2011; Vare et al 2019; Rychen and Salganik
2003; Sleurs 2008; Vare et al 2019; Zachariou et al. 2019).
UNECE proposes thirty-nine specific competencies which are classified
under the four pillars of education (Delors 1996):
- Learning to know: refers to understanding local and global contemporary
challenges and the role of educators and students
- Learning to do: refers to developing practical skills and abilities to act
concerning ESD
- Learning to be: concerns developing competencies and characteristics
that would help the person act autonomously based on personal judgement
and responsibility with respect to SD
- Learning to live together: this pillar refers to developing collaboration
networks and acknowledging the interdependence, pluralism, mutual
understanding and peace.
Each core competence under these four axes is also connected to the
holistic approach to ESD, a vision for the future and achieving change.
Even though the competences address educators, they also specify the
competences that they are expected to transfer to their students.
A review of the international literature on ESD competences results
in identifying patterns, similarities and differences. Rieckman (2018)
distinguishes eight core competences which systematically appear in
broader theories and literature: Systems thinking competence; Anticipatory
competence; Normative competence; Strategic competence; Collaboration
competence; Critical thinking competence; Self-awareness competence; and
Integrated problem-solving. Each of the competences has distinct qualitative
characteristics and each depends on the others. For this reason, Integrated
-11-

problem-solving competence is especially important and addresses
problem solving in a way that incorporates all previous competences. Core
competences and skills such as communication, are also important for
SD and, in order to achieve SD, these need to be used along with the core
competences (Wiek, Withycombe and Redman, 2011). Rieckmann clarifies
that, while the eight competences describe the person’s intentions and
what they are able to do when confronted with complex SD challenges, they
do not ensure that the person will act in that way. Ensuring a true – final
sustainable action depends on values development. Values development is
also an important competence and Rieckmann considers that it is integrated
in the eight core competences proposed.
The RSP (A Rounder Sense of Purpose) model, is another example of an ESD
competences model for teachers. It elaborated and distilled the 39 UNECE
ESD competences into a more comprehensive, practical, measurable and
user-friendly model of 12 competences: systems, futures, participation,
attentiveness, empathy, engagement, transdisciplinarity, innovation, action,
criticality, responsibility and decisiveness. The RSP model was specifically
designed for use in developing training programmes for educators seeking to
deliver ESD through their practice (Vare 2018; Vare, Millican & De Vries 2017).
The 12 competences, in an alphabetical order are the following:
Action competence is about making a difference. Such an awareness of their
role is particularly important for teachers.
- Attentiveness refers to the ability to not only know about an issue but also
becoming explicitly cognizant of it.
- Criticality is a prerequisite for achieving SD and for VAE. It is important
to evaluate information, data, actions, and their possible consequences
to acquire an objective understanding of an issue, its implications and
its solutions. Educators therefore need to be able to explore underlying
assumptions, to evaluate stereotypes in images and artworks, to challenge
communication of messages, to draw inferences and deductions and to
control and monitor reasoning.
- Decisiveness is linked to ethical dilemmas and wicked problems, having
to think deeply about these problems and make rational decisions for their
solution.
- Empathy involves understanding and responding effectively to ones’ own
and others’ emotions and creating positive learning environments.
- Engagement competence is about ensuring that learners feel that their
ideas, emotions, values, and pace of development are respected by giving
them the opportunity to engage.
- Futures competence concerns the ability to reflect, consider past
practices, think creatively and envision a sustainable future.
- Innovation is a major challenge and key competence for VAE. Seeking to
link learning to the real-world issues’ context, innovative approaches must
be sought, such as situated learning or living laboratories.
- Participation in decision making is an essential characteristic of sustainable
development governance. Citizens need to be empowered and able to
actively engage, discuss and contribute towards societal transformations
for SD.
- Responsibility competence implies a critical examination of one’s own
actions, acting transparently and responsibly. This is connected to our
perception on what kind of human beings we want to be and what kind of
world we want to live in.
- Systems competence entails understanding global challenges and the
interconnectedness between them. Sustainable development issues cannot
be addressed unless their causes and solutions are sought within their
environmental, social, cultural and economic context.
- Transdisciplinarity concerns the ability to collaborate with a diverse
group of people in order to erase discipline boundaries and go beyond
multidisciplinary teams. Educators need to be able to establish
collaborations between peers, schools and the community.
The RSP model is suitable for VAE educators as it shares VAE’s values
and philosophy: the need to respond to images/artworks (related to the
attentiveness, systems, empathy and values competences), to produce and
communicate ideas with images/artworks (related to the creativity, action
-12-

transdisciplinarity and participation competences) and also to reflect on what
is happening (related to the criticality, futures, responsibility and decisiveness
competences).

C. DIDACTIC CONCEPTS
Visual arts education has assumed different roles throughout the education
history. These roles influence teachers’ perceptions of art and their positions
towards art. This section explores three distinct positions / streams for
teaching visual arts. These three influential ideological streams had – and
still have – a strong presence in art education, though they did not always
have the same names. They are mostly known as (a) the expressive, (b) the
reconstructive and (c) the scientific stream (Efland, 1990). All these three
positions/ streams are explained next. It should be noted that among the
three, the reconstructive stream is the one that best suits the purposes of the
CARE project and aligns with the SDGs.

Expressive stream
The expressive stream places emphasis on self-expression, on creative
expression and on imagination. The central idea of the expressive movement
is that art can contribute to the whole existence of children; to their wellbeing, and that is why the teaching of art must be an end in itself; “art for
art’s sake”. The impact of Viktor Lowenfeld’s ideas was very important in
maintaining this stream as a very popular one over a long period of time
(Brown, 2006). In his book Creative and Mental Growth (1947), which his
student Lambert Brittain continued to revise up to 1987, Lowenfeld describes
how children develop in art by presenting in simple terms different stages
and art activities that can accompany them. Lowenfeld and Brittain (1987)
support the idea that art can offer children opportunities to develop the
abilities to discover, to search for answers, to self-direct an inquiry and to
experiment. Therefore, they believe that teachers with a minimal knowledge
of art can teach art if they learn to motivate children and if they have realistic
expectations on what children may accomplish at each stage of their
development. Within this context, Lowenfeld and Brittain note that teaching
should encourage playfulness and experimentation and involve little or
no intervention on behalf of teachers, who nevertheless need to create an
encouraging and sheltering environment. A child’s artwork should therefore
be valued in terms of expression, something that is generally difficult to
do, and has led to certain misconceptions. Ash et al. (2000) notes that this
difficulty can lead to an unfortunate “anything goes” attitude on the part of a
teacher, which is frustrating for confident young people who are attempting
to develop skills of representation.

Reconstructive stream
Reconstructivists (Read, 1948, Barrett, 1979, Freedman & Stuhr, 2004)
contend that the primary aim of art education is to contribute to the social
transformation of society. Instead of “art for art’s sake” they believe in “art
as a means to an end”, namely social change. For them art is a tool, an
instrument through which to conduct inquiry (and thus facilitate learning
across disciplines), a vehicle that should be used to create an equitable
society (Efland, 1990, Siegesmund, 1998). Reconstructivists believe
e.g. that, through art, pupils will be able to understand and appreciate
cultural differences and schools, as social institutions, should contribute
to the reconstruction of society (Stuhr, 1994; Ewing, 2011). Nevertheless,
Siegesmund (1998, pp. 201-202) notes that the efforts of reconstruction
can be to one of three different ends: “reproduction, reinvention, or
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reconstruction” and explains how “all three models are involved in forms
of recreation”. The need to reconstruct society is presented today under
different movements and demands, such as the socially engaged art, and
sustainable development through the arts (Darts, 2004; Dieleman, 2008;
Thompson, 2012). More and more art educators contribute to the debate that
art needs to focus around big ideas (Walling, 2006), to engage children with
visual culture (Freedman and Stuhr, 2004), to embrace new media (Meyer
2017) and overall provide a forum for them to understand their experiences
and respond to the world around them. In other words, several art educators
argue that visual arts enable children to gain access to the real world, make
coherent meaning and order for themselves out of the bombardment of
images, comprehend themselves, their relations and the world around them
and respond creatively by producing images and artworks that express their
ideas, thoughts, positions, etc. (Ewing, 2011).

Scientific stream
The scientific stream reflects a curriculum reform that originated from the
sciences and which affected the whole of general education, and thus
art education. Art educators in favour of this stream claim that art offers
a distinct way of knowing; that art is a discipline (Discipline Based Art
Education) with its own methods of inquiry. More specifically, art is seen as
a discipline with four components: art studio, art history, art criticism, and
aesthetics. Eisner (1972) is one of the “promoters” of the scientific stream;
he challenges the notion that teaching of art is primarily about encouraging
pupils to express themselves creatively and he supports the idea that the
justification for art education lies in the unique contributions that art “makes
to the individual’s experiences with and understanding of the world” (Eisner,
1972, p. 9). In his book Educating Artistic Vision (1972) Eisner gives emphasis
to the content to be taught in art by describing a curriculum structure that is
supported by instructional resources. He believes that the development of
creativity through art should not be overemphasized because it will lead to
the supersession of the critical and historical aspects of art.
In general, the scientific stream reflects an educational reform that began with
the sciences and influenced the whole of general education and therefore
visual arts education. Proponents of this movement argue that art in itself is
a separate field of knowledge (Discipline Based Art Education) with its own
research methods and suggest four broad areas that it should include: art
production, art history, art criticism and aesthetics (Agustin, 2016, SicklerVoigt, 2020)

A final comment on the three streams
The presentation of these three streams may suggest that art educators
and teachers’ concerns about art’s role in school can be neatly allocated
within them. However, in reality not all art educators and teachers clearly
position themselves within one of these streams outlined by Efland (1990).
For example, Siegesmund (1998) supports only the scientific rationalism and
conceives his own rationale for art in education under the term “reasoned
perception” whereas Hickman (2000, p. xvii) believes that art education
should not be supported only by one philosophy but by many philosophies
that will give teachers and pupils “the freedom to explore, to take risks and
to make mistakes”. Hickman (2000) points out that curricula which support
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a harmonious confluence of the three streams can provide a strong place
in art education. Herne (1994, p. 4) appears to support this view and he
notes that “a balance should be sought between three important roles for
Art Education”. He (1994, p. 4) then goes on to stress art’s importance in
children’s education as “a means through which children can learn in all areas
of the curriculum”, as “an end in itself” and “to begin to develop ‘knowledge
and understanding’ of some of the world’s artistic and cultural heritage
making particular links with, and extending from the children’s own cultural
background and experience”.
For the purpose of the CARE project, we prioritize the reconstructive role
of visual arts education. This does not mean that we do not value the other
roles. But we pay more attention to education through art, rather than
education in art or about art.
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CHAPTER 3:

How to bridge key competences;
the way forward
VAE and ESD connections
The need to connect the subject of art taught in schools or in other
educational institutions (e.g. Higher Educational Institutions) or settings (e.g.
in communities) with learners’ real-life issues is not something new. It has
been identified many decades ago. For example, Herbart Read published
his well-known book, Education through art in 1948. During that time, the
International Society of Education through art (InSEA) was established. Dr.
Edwin Ziegfeld was the first president of InSEA, serving this organization
from 1951-1960. Aside from the importance of his work for InSEA, he was
most proud of the Owatonna Project he participated in from 1933 to 1938.
The Owatonna Project, according to Al Hurwitz (http://hurwitz.tc.columbia.
edu/taxonomy/term/36) was a “classic example of social reconstructionist
or practical life centred curriculum. This project responded to the needs of
the citizenry, promoting and advising on home decorations, art in public
places, landscaping, and even window display, thus demonstrating that art
can be public as well as private and personal as well as utilitarian, and that
art teachers are capable of raising the general aesthetic level of an entire
community3 .” (Smith-Shank, 2017)
Different movements have evolved since the mid ‘40s with different
names and a plethora of writings exist in the areas of socially engaged art,
community-based art, participatory art, dialogic art, relational aesthetics,
multicultural art education, and many other (e.g. Congdon 2004; Frasz &
Sidford, 2017). What these writings have in common is that art in this context,
focuses on human interactions and its social context, rather than being
viewed as an independent and private symbolic space’ (Hall and Thomson
2017). The stereotypic view of the artist (or the learner in the art classroom/
setting) as autonomous, self-focused and neutral is thus challenged
(Campana, 2011). Art education is viewed as a vehicle for identifying social
issues (i.e. social inequalities) and thus serve as a means for promoting social
justice, and in some cases for social and political activism (Anderson, 2010).
An artistic approach in education could create a platform for students to
reflect on their daily activities in profound and critical ways. This could help
them focus on taking personal responsibility and on internal changes that
become a starting point for change in their external environment. To create
the foundations for the good life one needs to foster many different qualities
as well as understand how they interact with one another (Macdonald, 2014).
Art as a creative procedure, and works of art, are those that often signal
at least the empirical differences or similarities of the cultural course of
groups or people and sometimes document the channels of communication,
exchange of knowledge as well as multiple loans and counter-loans. As a
result, culture, as a value and an idea, can be a lever in the transformation
of consciousness and political predisposition, at various levels, sometimes
improving relations between neighbouring countries or a wider region.
Education for Sustainable Development can and should immediately and
directly benefit from its connection to Art at multiple levels. In practice,
creativity can perfectly boost theoretical training and aesthetic analysis.
Learners can creatively channel their artistic energy and enthusiasm into
that direction, and at the same time perceive and assess aesthetic and ESD
values, as well as unfold various skills and talents, develop their sociability,
expressiveness and emotional intelligence. At the same time, the analysis
of the work of art and its multilevel connection with the historical, cultural,
socio-economic context in which it was created are an excellent tool for
understanding the individual contribution of all four pillars of sustainable
development (environment, society, economy and culture) and the
conditions that preceded or even those who were to take over. Art can still
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3

https://www.insea.org/
docs/2014.17/ziegfeld
lecture_2017.pdf

make excellent use of the conditions and opportunities for international
understanding, cooperation and coexistence between peoples and groups.
Finally, Art and Works of Art can offer alternative status and the success
symbols that we need in order to change the consumerist lifestyle. Reversing
the equation: the balance and holistic approach pursued and sometimes
achieved by the ESD has the inner ability to reinforce artistic creation,
without ever forgetting that art stems from real-life, but neither can nor needs
to be identified with it.
Arts and culture can advance sustainable development goals; art and culture
have a special function to play as a particle accelerator of this shift, through
their ability to reach people on the level of emotions and beliefs, provide new
ways of seeing problems, and develop creative solutions
Art is a powerful tool in embedding principles of sustainable development in
lifestyles for optimal synergy with nature and human well-being. By attending
common competences and goals like ‘critical thinking’, ‘imagining future
scenarios’ and ‘making decisions’, ESD and VAE can engage learners/
children emotionally and cognitively to criticize effectively the existing
systems and habits by defending creatively more humanist, respectful and
compatible ways to live for all societies and cultures. Thus, becoming active
agents of change (Gardner, 1990; Ewing, 2010). ESD calls for children to
value the planet and its inhabitants and become active agents of change
(Fien & Tilbury, 2002).
Arts as a vehicle for ESD can introduce learners to a range of thinking
dispositions foundational to the principles of ESD. These include considering
diverse perspectives, and the ability to find and pose problems, reason and
evaluate, and explore metaphorical relationships (Gadsden, 2008).
Arts disciplines can facilitate closer connections between students and their
classroom by attuning them to their developing insights into their relationship
with, and comprehension of school and its place in their lives (Siegesmund,
1998). Such connections are fostered through the affective dimension of
the arts and equip students with clearer perceptions of the relevance of
education in their world and provide motivations to actively participate in their
own transformation (Eilam & Trop, 2011).
Arts rich approaches can engage students in integrated ESD initiatives
encompassing holistic conceptions of the social, political, cultural, economic
and environmental dimensions (Ewing, 2010; Gadsden, 2008). Ewing further
suggests that arts integration can bring sustainability learning into the
educational mainstream by integrating with other curriculum disciplines
(Ewing, 2010). Through such arts rich approaches, children may experience
sustainability explorations enhanced by the many ways of knowing the world
that the arts provide (Bruner, 1962), the diverse languages of the arts, and the
cognitive, social, emotional and physical learning qualities of the arts.

Framework of ESD-enhanced VAE
competences: The way forward
A framework that encompasses the interrelation of ESD and VAE in the
context of teacher training is proposed by Pavlou and Kadji (2021). The
framework is presented in figure 2 (Pavlou & Kadji, ‘2021, p. 225). It contains
four circles that present the competences that teachers need to have in order
to adopt the education through art philosophy. The same framework can also
be used by teachers when designing resources for their learners, as these are
important competences that their learners should have, too. Starting from the
inner circle and going outwards, the core competences in VAE are presented
(Wagner and Schönau 2016), then the basic principles of ESD are placed
(UNECE, 2012), followed by the four pillars of learning (Delors 1996) and the
12 ESD competences (RSP model; Vare 2018).
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Figure 1: Framework of ESD-enhanced VAE educator competences.
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At the center of the framework (1st circle) are the three core VAE
competences that make VAE unique in the way learners interact with their
inner self, with others and the environment: the ability to respond, produce
and reflect using images/artworks in a given situation. These complex
processes, as discussed in the previous chapter, include different subcompetences and actions and interact with each other (see CEFR_VL/
CEFR_CV; Wagner and Schönau 2016, envil.eu).
The 2nd circle presents the three key principles of ESD. Thinking holistically,
envisioning change and achieving transformation are intrinsic characteristics
of ESD and were used by UNECE (2012) as a criterion for the organization
of the ESD competences in the UNECE ESD competences model. Thinking
holistically is about seeking holistic, integrative thinking and practice;
envisioning change is connected to the ability to learn from the past and
explore alternative sustainable futures in ways that inspire engagement in the
present; achieving transformation, is the characteristic of ESD, which serves
to change the systems that support learning and the way people learn. These
three characteristics are reflected in ESD competences that are presented in
the outer layers of the suggested framework (3rd and 4th circles).
The 3rd circle includes the four learning pillars of Education for the 21st
century (Delores, 1996). These have impacted education in general, depicted
the way we understand learning in VAE and also had a particular influence
on organizing ESD competences (UNECE 2012). For VAE educators, learning
to know implies the acquisition of a broad general body of knowledge
and the ability for self-driven learning, including deep knowledge of the
content and structure of visual arts, principles and objectives and the overall
pedagogy. Learning to do concerns skills such as planning, managing and
coordinating art teaching, making art skills, collaborating with colleagues
and parents. Learning to be includes beliefs, values, attitudes towards VAE,
and commitment, to be able to act with autonomy, judgement and personal
responsibility. Learning to live together is linked with professional identity in
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VAE as well as about understanding other people, appreciating pluralism and
interdependence and carrying out joint projects in a spirit of mutual respect,
understanding and peace (Delores 1996).
The fourth outer circle includes the twelve competence statements of the
RSP Model for ESD Competences for Educators (Vare 2018). The model was
specifically designed for use in developing training programmes for educators
seeking to deliver ESD through their practice (Vare 2018; Vare, Millican & De
Vries 2017). The RSP model is suitable for VAE educators as it shares VAE’s
values and philosophy: the need to respond to images/artworks (related to
the attentiveness, systems, empathy and values competences), to produce
and communicate ideas with images/artworks (related to the creativity, action
transdisciplinarity and participation competences) and also to reflect on what
is happening (related to the criticality, futures, responsibility and decisiveness
competences). While there are art units that can potentially address all 12
competences, resources for teacher educators should opt for a selection of
them. “Creativity” and “criticality” are two competences that should always
be addressed in art units.

Concluding remarks
VAE (with its focus on both the mind and the body) has the potential to
make a profound impact on pupils’ lives, contribute to a well-rounded
education (transfer skills, values and knowledge) and respond to educational
challenges. VAE enables learners to develop confidence and ownership
of learning; it provides alternative ways of learning addressing the needs
of learners with “alternative” interests and talents (artistic or practical)
and provides opportunities for different ways of participation in school.
VAE develops positive self-perceptions and identity, motivates life-long
learning and leads to educational achievement; it also promotes a sense of
community through a shared spirit.
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Part II
The first stage of an Action Research model
for teacher professional education is the needs
assessment stage. During this stage, researchers/
trainers collect the information needed to make
decisions regarding the development of teacher
education programs.
Part 2 reports on the needs assessment
contacted for the visual arts subject in primary
education in four countries: Cyprus, Malta,
Greece and England. The four country reports
give an overview of art education policies and
practices in the four countries and investigate
synergies between Visual Art Education (VAE) and
Education for Sustainable Development (ESD).
The reports focus on the Primary sector and also
look into provisions for VAE and ESD in Initial
Teacher Education (ITE) as well as in-service
courses that are available for teachers in this
sector. Semi-structured interviews and surveys
were conducted with different stakeholders and
analysed in order to provide an up-to-date and
scientific report on the current state of affairs. The
research tools used for the data collection are
reported in the appendix.
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CHAPTER 1:

Art education policies and
practices in Cyprus
VICTORIA PAVLOU & CHRYSANTHI KADJI-BELTRAN

Policy documents
In this section, a review of policy documents and procedures is presented.
This review focus on four thematic areas:
a) Visual arts education (VAE),
b) Education for sustainable development (ESD),
c) Initial teacher education and
d) Continuing teacher professional development.
For each VAE and ESD, a summary of current curriculum policy is presented
along with a summary of schools’ common practices in delivering VAE
and ESD in primary education. Then the inclusion of VAE and ESD in Initial
teacher education is highlighted. Lastly, it is discussed how VAE and ESD are
addressed within the context of Continuing teacher professional development
(in-service training).

A. Visual Art Education (VAE)
A.1 Summary of current curriculum policy
Cyprus has a centralized educational system where decisions are taken on
a national level. The Cyprus Visual Arts Curriculum is a national curriculum
that was reformed in 2010 within the context of a big reform of all subject
curricula of the compulsory levels of education. The learning outcomes span
from pre-school to first grade of upper secondary education (lyceum):
- Level 1: pre-school – year 2 of primary education
- Level 2: year 3 – year 5 of primary education
- Level 3: year 6 of primary education – year 2 of lower secondary education
- Level 4: year 3 of lower secondary education – year 1 of upper secondary education.
Extended information regarding the curriculum is available on the website of
the Visual Arts in Primary Education website. Information is provided about:
a. Philosophy,
b. Indicators of Success and of Competence,
c. General aim of the subject,
d. General aim for every Level,
e. Content,
f. Methodology and
g. Evaluation
Defining visual arts: In the curriculum visual arts include: fine arts, images
and objects from daily life, objects of traditional culture, and different forms of
art from different civilizations/ cultures
Τhe aim of the visual arts subject in the Cyprus Primary Education
Curriculum:
‘… to foster students’ visual expression and thinking through creative
processes and democratic dialogue, thereby contributing to the development
of critically-minded, conscious viewers / creators capable of actively
participating in the improvement of their quality of life in a democratic
society. Students familiarize themselves as viewers and creators of the visual
language, through a variety of visual practices and interacting with the stimuli
of their environment. Through the Visual Arts subject, skills are cultivated
in creative and critical thinking for developing visual ideas, cultivating of
imagination, inventiveness and aesthetic judgment. At the same time,
communication, teamwork and collectivity are reinforced through expression
of concerns related to society and contemporary reality’1 .
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1

http://archeia.
moec.gov.
cy/sd/91/ap_
genikos_skopos_
mathimatos.pdf

Key concepts:
The curriculum ‘incorporates “sustainability” and “culture” as key concepts
through five thematic areas (TA). Art is approached in relation to oneself
and others through cultures, distances and generations, as well as the
environment itself locally and globally. Students as viewers and creators
express, represent, and convey feelings, ideas, values, and concerns about:
- themselves (TA: Identity),
- space and place (TA: Space-Place),
- tradition and history (TA: Cultural Heritage).
- their participation in society (TA: Society and Life) and
- learn to critically address the image in modern culture (TA: Visual Culture)’.
The three basic pillars of the curriculum (knowledge, skills and
attitudes):
The children should:
- Pose a coherent and sufficient body of knowledge
• development of visual literacy and observation of different forms of visual
		creation
- Develop values, attitudes and behaviours
• teamwork, inclusiveness, awareness of the environment and culture,
		 citizenship, democracy, interculturalism
- Have abilities and skills required for/by the society of the 21st century
• creation - observation, aesthetic judgment, problem solution,
		 presentation, diffusion of ideas
Web link/s:
• Cyprus Ministry of Education, Culture, Sport and youth: www.moe.gov.cy
• General information about Education in Cyprus: http://www.moec.gov.cy/
odigos-ekpaidefsis/documents/english.pdf ]
• Visual arts curriculum (brief version): http://archeia.moec.gov.cy/mc/2/
eikastikes_technes.pdf
• Visual arts curriculum (extended version): http://eikad.schools.ac.cy/index.
php/el/
A.2 Summary of schools’ common practices in delivering VAE in primary
education
In Cyprus the majority of the schools are public schools, owned by the
state; there are 332 public primary education schools, 114 public secondary
education schools and only 29 private schools (primary and secondary
education).
The class teachers usually teach the majority of the school subjects in
primary public schools. No specialist art teachers can be appointed.
However, it is also possible for teachers with special interest in a particular
subject or a specialization (e.g. master degree in a school subject, such as
MA in Art Education) to teach only that subject or at least have the majority of
their teaching time devoted to it. This procedure is not an official policy and
it takes place in collaboration with the inspectors of the school subjects. This
unofficial policy has gained momentum during the last few years.
There are two art inspectors and four art advisors. Art advisors are appointed
primary school teachers with MA or PhD in visual arts education or related
subject area, who teach in classes for a specified number of days per week
and have the rest of the days off teaching in order to support the work of
the art inspectors. While it is difficult to generalize regarding the common
VAE practices, it is safe to say that classes taught by teachers with special
interest in art education receive higher quality art lessons.
To support the visual arts curriculum delivery, several resources are available
on the Visual Arts in Primary Education website of the Ministry:
Planning art lessons:
• Template for 15th days planning,
• Template for planning of a short-term unit,
• Steps for planning a unit,
• Indicative themes for planning a unit for each thematic area, and
• Success and Competences Indicators for three levels.
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Applying the curriculum:
• Playful activities
• Visual diary
• Samples of short Visual Arts Units of lessons
Training
• Information about seminars, workshops and conferences
• Information about local artists, Greek artists and international artists
Web link/s:
• http://eikad.schools.ac.cy/index.php/el/
A.3 Synergies between VAE & ESD
The concept of ‘sustainability’ is a key concept of the visual arts curriculum.
This is evident in the description of the following three Thematic Areas (TAs),
which fall under the category ‘Sustainable development – environment’
(http://archeia.moec.gov.cy/sd/91/ap_periechomeno.pdf):
• Place – space
• Visual culture &
• Society and life
Space – Place (all levels)
‘The concept of Space-Place focuses on observation and creation in relation
to the immediate and wider environment (natural and anthropogenic).
Students come together as viewers and creators with the context they
experience daily (school, community) and gradually expand their field (from
school to neighborhood, landscape, area, village, city, country) and its
interfaces with the wider world (e.g. Mediterranean, Europe). The spaceplace is integrated as a field of action and public dialogue (e.g. environmental
protection and conservation, site design, creative actions and partnerships
with the local and wider community, and the promotion of suggestions to
relevant stakeholders). The Space-Place Thematic Area includes exploring
concepts related to the identity of the place (landscape concept, multisensory perception of space, histories and meanings of place, utopias)’2 .
Visual Culture (levels 2, 3, 4)
‘The Thematic Area of Visual Culture refers to the interaction of students
with the image in the authentic and virtual environment and the critique of its
importance and function in relation to contemporary life and contemporary
culture in general. The thematic area explores the perception of the image, its
transformation and its multiplicity through the use of various media, including
new technology, and its effects on humans (e.g. through advertising)’3.
Society and Life
‘This thematic area focuses on the expression of social reflection and
dialogue with the person and the values that distinguish a person through
artistic creation. It deals with contemporary social, political and cultural
issues (e.g. racism, prejudice, propaganda, cloning, mass, consumerism,
environmental pollution) and, gradually, their critical positioning and
interpretation. At the same time, students come into contact with social
practices in the field of Art and recognize Art as a means of social protest’4 .

B. Education for Sustainable Development (ESD)
B.1 Summary of current curriculum policy
ESD was officially introduced in Cyprus Schools in 2011 with the enacting
of the New Curricula. It was expected to bring radical changes to the
educational system as it embraces the Curriculum and Educational Policy
in its entirety. The Cyprus EE/ESD Curriculum is unified and common for
all the educational levels with the logic that the philosophy of EE/ESD, its
orientations and aims consist a basic demand for every educational level.
EE/ESD is integrated in all the subjects of the Curriculum (Multidisciplinary
approach) and also exists as a distinct Interdisciplinary Subject in the
schools’ timetable. For years 1-4 of Primary school, ESD is offered as an
independent subject through a subject called ‘Learning for Life’. ‘Learning
for life’ is dedicated to Health Education for half the school year and ESD
for the rest of the year. In years 5 and 6 ESD is taught as an interdisciplinary
independent subject for one teaching period per week in addition to the EE/
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moec.gov.
cy/sd/91/ap_
periechomeno.
pdf

3 Ibit

4 Ibit

ESD integration within the rest of the curriculum subjects.
At the Core of the philosophy of the New National Curriculum EE / ESD is the
development of Sustainable Schools: Each school aims to develop a culture
of sustainability at all levels of its operation 1. In the educational level (change
in the educational and teaching methods), 2. In the organisational/technical
level (utilisation of the school as an educational and teaching means), 3.
In the social level (development of external connections and networks of
cooperation with as many institutions as possible)], in a systematic, long-term
basis, according to its own needs and particularities.
Each school has the opportunity and the possibility to approach each
environmental and sustainability issue with a focus on the specific school’s
needs and aims. The school works as an organisation which develops,
evolves and reconstructs, aiming at its qualitative evolution, the progress of
the society, as well as the development of the students and the teachers.
Some of the thematic Units in the Curriculum are: Energy, Poverty, Water,
Transportation Means, Forests, Production and Consumption, Biodiversity,
Urban Development, Climate change –Desertification, Land Degradation,
Culture and Environment, Waste, Tourism.
Each thematic unit includes:
- Basic concepts and vocabulary relevant to the particular issue.
- Learning outcomes sought to be accomplished, for each level, which
are differentiated according to the age of the students and developed as
followed:
a) 1st level: the local level (1st – 2nd grade): “My neighborhood/my
community” b) 2nd level: the national level (3rd – 4th grade): “My community/
my country” c) 3rd level: the global level (5th – 6th grade): “My country/the
world”
Web links:
EE/ESD in the New Primary School Timetable
• http://www.esdmedcyprus.pi.ac.cy/files/sessions/s41_cyprus_presentation_
ministerial_for_esd_in_med_region.pdf
Ministry of Education Webpage on EE/ESD
• http://www.schools.ac.cy/klimakio/Themata/perivallontiki_ekpaidefsi/index.
html
National Curriculum on Environmental Education/Education for
Sustainable Development
• http://www.schools.ac.cy/klimakio/Themata/perivallontiki_ekpaidefsi/
analytiko_programma.html
Extended National Curriculum on Environmental Education/Education for
Sustainable Development
• http://www.schools.ac.cy/klimakio/Themata/perivallontiki_ekpaidefsi/
epidiokomena_apotelesmata/odigos_efarmogis_programmatos_spoudon_
perivallontikis_ekpaidefsis.pdf
Indicators for Achievement
• http://archeia.moec.gov.cy/sd/100/ap_deiktes_eparkeias_epitychias.pdf
B.2 Summary of schools’ common practices in delivering ESD in primary
education
ESD is integrated in all curriculum subject areas (multidisciplinary approach infusion) and also exists as an independent subject as explained above.
Teachers can work using the project method and scrutinise an SD issue from
different view-points engaging knowledge and skills from different disciplines.
Alternatively they can draw from experiential and reflective teaching
strategies to integrate SD issues through their classes and enrich them with
real life issues and meaningful learning experiences.
Schools can also apply for one day or 3 day visits to any of the Environmental
Education Centres (EECs) of the MoEC(Ministry of Education, Culture,
Sports and Youth) network and attend with their classes the programme
they choose. There is a sufficient number of EECs in strategic locations all
over the island (5 Centres), so as to ensure that it is possible for a school to
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explore a variety of ecosystems and habitats, as well as the cultural tradition
in our country. For example the EEC in Akrotiri, along with programs on the
importance of the local ecosystems (Natura 2000 and Ramsar Conventions of
the protection of Biodiveristy) also includes programs on basket weaving; the
EEC in Koilani, Limassol District, will also offer programs on the production of
wine and all the aspects of its production that determine the cultural identity
of the area.
In order to respond to the “Sustainable School” objective, schools at the
beginning of the school year are also expected to develop their Sustainable
Environmental Education Policy – SEEP (action plan) based on the school’s
needs or other local needs that are of interest to the children. The whole
school approach enabled by the SEEP also intends to engage parents and
local stake holders to the implementation of the action plan, and provides
opportunities for meaningful learning and practical outcomes that can benefit
and increase local life quality.
Additionally schools may opt to join one of the ESD programmes running in
Cyprus, coordinated by different NGOS or the Ministry of Education.
- The EcoSchools Programme is a whole school programme operating
along the same rationale and principles as the CEEP. (The Eco-Schools was
actually the very first big enough initiative for Environmental Education in
Cyprus and is largely embraced by Cyprus schools)
- SEED
- Golden-green leaf
- Learning about Forests (Leaf)
- Litter-less
- THGANOKINISI (recycling of frying oil)
The Cyprus Pedagogical Institute’s group on ESD has worked intensively
on providing all the necessary support to teachers that want to integrate the
aspect of ESD in their teaching. A unit of ESD-advisors has been established,
who is dedicated on school based training and support of schools’ ESD
actions.
A vast amount of supportive material has also been produced or collected
and is available on the PI’s webpages:
Web links:
- Supportive Material for Environmental Education / Education for Sustainable
Development http://www.moec.gov.cy/dkpe/chrisimo_yliko.html
- Environmental Education / Education for Sustainable Development
Programmes in Cyprus
http://www.moec.gov.cy/dde/ep-perivallontika.html
- Other resources for information on ESD in Cyprus
https://www.unece.org/fileadmin/DAM/env/esd/13thMeetSC/Documents/
Country_Reports/CYPRUS_Informal_reporting_2018.pdf
- http://www.unesco.org.cy/Programmes-Education_For_Sustainable_
Development_Cyprus,EN-PROGRAMMES-01-03-01, EN
- https://www.slideshare.net/RafailiaKatsioula/environmental-education-incyprus

C. Initial teacher education (ITE)

C.1 Summary of current policy
Any individual with a BEd degree from a recognized university in Cyprus,
Greece and elsewhere, has the right to claim a position in public schools
following a procedure of examinations. The procedure is gradually changing
to hiring teachers based on examination results that are conducted every two
years rather than from a list, based on the date of the degree acquisition. All
candidates are expected to be able to teach all school subjects, including
VAE and ESD.
There are currently 8 Universities in Cyprus (three public and 5 private) in
operation out of which only two of them operate an undergraduate education
programs in Primary Education (Frederick University and University of
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Cyprus).
C.2 VAE in Higher Educational Institutions
Since only two Universities in Cyprus offer undergraduate education
programmes in Primary Education, the place of VAE in these two
programmes is briefly discussed.
The BEd Program in Primary Education at Frederick University includes
three compulsory courses related to visual arts education (art education
I and II, and museum education) and two elective (visual expression and
new technologies, and visual communication). On a postgraduate level,
the Department of Education offers the possibility of a specialization in art
education within the Master of Education: Curriculum and Instruction. The
specialization includes two 10 ects courses.
The University of Cyprus (public university) also offers a BEd in Primary
Education. Within its program of study, there is one compulsory course on
art education and the possibility to select a specialization area on visual
arts education. The specialization area includes three courses on visual arts
education.
C.3 ESD in ITE/ HEIs
Frederick University is the only university in Cyprus with a clear direction,
targeted courses and programs on Sustainable Development and ESD.
For the Department of Educational Sciences, on a graduate level there
are compulsory and optional courses on ESD for the Primary Education
Programme as well as the Pre-Primary covering SD content and ESD
pedagogy. On a Post Graduate level there are two master programmes:
one on Education for the Environment and Sustainable Development
(conventional) and the second one (by distance) on ICT in Education for
Sustainable Development. Specialisation in EE/ESD is also an option in our
PhD programme. Our ESD courses address SD issues in a holistic, systemic
and interdisciplinary way, placing equal emphasis on the environmental,
social, economic as well as cultural aspects of Sustainable Development.
Other Education departments of Universities in Cyprus approach ESD
independently from other courses or integrate it in sciences and ecology
education courses. A masters course on ESD is now in offer by the University
of Cyprus, but it constitutes a specialization branch within a masters in
science education. A great challenge for ESD in higher education is to
highlight its interdisciplinarity and achieve its integration in all subject areas.
ESD is not compulsory in most university’s Education programmes of study
or it is connected to science, biology and/or ecology education. Frederick
University is the only university in Cyprus with a long tradition and sense
of purpose towards sustainable development issues and education not
only in the programmes of the Department of Education but overall in all
programmes, departments and schools.

D. Continuing Teacher Professional Development
(CTPD)

Up to the present, universities in Cyprus do not offer short training programs
in the context of CTPD. They offer the opportunity for obtaining further
qualifications in education in the form of Master and PhD degrees. CTPD
opportunities are offered by the Cyprus Pedagogical Institute (CPI). 2020 was
the first time that the CPI has created the opportunity – through a European
research funded project – for universities to develop and run short-term
hybrid training programs for teachers within CPI. This European research
funded project is at its pilot stage.
D.1 Summary of current policy
Cyprus Pedagogical Institute (CPI) is the official body of the Ministry of
Education, Culture, Sports and Youth (MoE) responsible for teachers’ inservice training (INSET).
The department of teachers’ in-service training aims at providing support to
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all teachers of all levels in different ways, which take into consideration the
needs of teachers, the priorities set by the Ministry of Education and Culture
and the current scientific knowledge and practice on the area.
This aim is achieved by organising:
• Mandatory recurrent courses addressed to:
			
• Newly promoted Secondary School Head teachers
			
• Newly promoted Primary School Head teachers
			
• Deputy-Head teachers of Secondary Education
			
• Newly appointed teachers of all levels and their mentors
			
(Induction Program)
• In-service program for teachers working with pupils, for whom Greek is not
their first language (teaching Greek as a Second Language)
• Seminars based on the needs/priorities of the Ministry of Education
and Culture and the objectives arising: for the last two years a large scale
in-service training program is offered to teachers of all levels, on the new
revised Curricula
• Optional Seminars,
• Seminars addressed to parents,
• Seminars tailored for different schools and their needs,
• Conferences,
• Day seminars and
• An In-service Training Programme for Greek Origin Teachers from Eastern
Europe
The above courses concern the training of the teachers and aim at promoting
creative learning practices and educational innovation encouraging, at the
same time, critical reflection.
Beyond offering centralised training, it is emphasised that the work of the
Department of Teachers In-service training focuses on adopting other forms
of supporting teachers:
• it offers a combination of central training course accompanied by classroom
implementation;
• e-learning courses
• developing of supportive educational material;
• implementation of intervention programmes in school units.
Web links:
http://www.pi.ac.cy/pi/index.php?option=com_
content&view=article&id=50&Itemid=268&lang=en
http://www.pi.ac.cy/pi/index.php?lang=en
D.2 VAE and ESD in CTPD
The reform of the National Curriculum (since 2010) in all subject matter areas
has created the need for educating and training the teachers on all subjects
so as to help them develop the competences they need for their delivery.
During the past decade the teams responsible for the reform of each subject
area, organized different training activities, such as one-day workshops or
seminars to help teachers enact the new curricula.
There are no specific types of courses for VAE offered on a regular base by
the PIC. However, there are several courses for ESD.
In particular, there are three types of programmes of In-service training on
ESD offered by the Cyprus Pedagogical Institute.
Compulsory ESD education and training for school principals and vice
principals
This INSET program addresses exclusively the newly appointed School
principals and vice principals in Pre-primary, Primary and Secondary
Education and it has a duration of one year (100 hours training). ESD forms a
small part of this training (6 h of training).
ESD training includes introduction:
- to the basic principles and aspects of ESD,
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- to the concept of sustainable schools
- to the way of planning and implementing the ESD School Policy
- to school Principals’ role as leaders for promoting Sustainable School
(leadership and ESD)
- to the concept of sustainable schools
- to the way of planning and implementing the ESD School Policy
- to school Principals’ role as leaders for promoting Sustainable School
(leadership and ESD)
Compulsory ESD education and Training for Pre-primary and Primary
school teachers
Two series of programs of education and training of teachers in pre-primary
education are carried out throughout the year. The compulsory training
started in 2010 after the inclusion of ESD in primary education as an official
part of the school curriculum.
Specifically, each school is required to choose one teacher, as the EE/
ESD coordinator of the school, who is trained in the implementation of the
curriculum for EE/ ESD, and then acts as the trainer of EE/ESD of his/her
colleagues of his/her school unit (snowball training).
The training is 20 hours long and teachers are trained, in three phases, for
implementing the National Curriculum of EE/ESD in their schools
Optional ESD education and Training
The courses are 15-20 hours long each, addressing the following topics:
• The sustainable school
• The teaching strategies of ESD
• The use of external environments as key tools and means for ESD
• The use of new technologies in ESD
• The use and application of educational materials produced by groups of
teachers, to support the areas of the curriculum.
The above training programs for ESD, concern educators at all levels of
education. They can be offered independently or, a teacher may choose to
attend all the series of programs, on an annual basis as a training course of
80-100 hours. These seminars are experiential, interactive and organized in
various settings e.g. in environmental education centres, museums, local
workshops.

E. Other relevant policies

It is worth mentioning the MoEC Environmental Education Centres Network
we mentioned above as a valuable part of the MoEC’s EE/ESD policy and an
important ally (in the form of Non formal education) for the implementation of
ESD in Cyprus schools.
http://www.moec.gov.cy/dkpe/
NGOs offering educational programmes on ESD in Cyprus are:
			

Terra Cypria (http://terracypria.org/)

			

Kritou Terra EEC (https://esc.com.cy/)

			
			

Akrotiri KYKPEE (a second EEC in Akrotiri run by the Limassol
Church – Ιερά μητρόπολη Λεμεσού) (http://kykpee.org/)

			

Bird life Cyprus (https://birdlifecyprus.org/)

			

AKTΙ Project and Research Center (http://www.akti.org.cy/)

			
			
			

CYMEPA (http://www.cymepa.org.cy/en/page/eco-schools, http://
www.cymepa.org.cy/en/page/leaf, http://www.cymepa.org.cy/en/
page/young-reporters)

Non formal VAE is offered by the CySEA (Cyprus Society of Education
through Art). There are several other NGOs in Cyprus related to art, culture
and artists, but these do not have the educational aspect in focus nor they
are very active in offering non formal training to primary school teachers.
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Stakeholders’ views
Due to Cyprus centralized educational system and the weight of public
education, important stakeholders for this project were the art inspectors
and art advisors in public primary education as they were responsible for the
policy in art education.

A. Sample

Four stake holders were interviewed, two men and two women. All of them
were public officers of the Ministry of Education, Culture, Sport and Youth,
who had an important contribution to the Ministry’s policy regarding art
education in primary education.

B. Summary of views

This section offers a summary of the participants views on the issues
discussed during the interviews. There were four overarching themes related
to their views on policy, on requirements for policy implementation, on the
link between VAE and ESD and on assessment.
B.1 Views on policy
The first couple of questions of the interview schedule inquired participants’
views on the national visual arts curriculum and their contribution to its
development.
All participants noted that the national curriculum was quite open and
flexible, leaving room to the teachers to take initiatives. At the same time,
it was noted that practical applications of the national curriculum, that is,
examples of art units or art lessons were available to the teachers on the
Ministry’s website. These illustrated to teachers how the curriculum could
actually be applied. They noted that the curriculum followed a humanistic
approach, which focused on the whole development of the child, and the
enhancement of their quality of life. The aims of the curriculum focused on
knowledge, practical skills, ways of thinking, attitudes and values. The effort
during the reform of the curriculum was to find ways to connect art with
life. So, the content of the curriculum focused on five thematic areas that
connected art with the child and its environment: identity, space & place,
society & life, culture heritage and visual culture.
The participants who were actively involved in the reform of the art
curriculum, noted that when trying to connect art with life, they also
collaborated and exchanged ideas with teams that were working on other
curricula. These teams also tried to connect their subject with life, especially
the team of the Health promotion education and the team of Environmental
Education/Education for Sustainable development.
The development of the reformed curriculum was not a straight forward
process. It involved many stages and many different requirements for
each stage. After 10 years, participants felt very satisfied with the results.
However, they also felt that if the human resources that were allocated for the
development of the curriculum, were also available for in-service training of
teachers, they would have had better results.
B.2 Opinions about prerequisites for policy implementation
Three questions inquired into participants’ views regarding the
implementation of the national curriculum. As expected, all participants
noted that the most important requirement for policy implementation was
the human factor. That is, teachers and consequently their training on the
reformed curriculum. Teachers’ in-service training focused on pedagogical
issues related to planning an art unit based on ‘the indicators of achievement
and adequacy’ and teaching strategies. Overall, they were very satisfied with
the training activities already organized as they received positive feedback on
them by the teachers. At the same time, a couple of the participants noted
that sometimes it is difficult to ‘overturn’ older teachers’ attitudes towards the
art subject and change their teaching habits. Further, they noted that younger
teachers were more receptive to adopt training materials uploaded on the
Ministry’s website as their initial training corresponded more closely to what
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is now required by the art subject.
Training activities were organized by the participants who collaborated
smoothly and jointly decided further actions. Training activities were mostly
short-term training opportunities that included:
a. Training during the two-days annual scheme for in-service training of all
		 public educators (repeated every year)
b. Observation of sample art lessons, once a year (an activity that was re		 introduced for the first time after many years of not being available)
c. Publication of sample art lessons on the Ministry’s website
d. Publication of supportive and training material on the Ministry’s website.
e. Promotion of a short-term artist residence scheme that followed the
		 participation of the Ministry in a European funded project related to
		 creative collaboration of schools with visual artists.
Despite the fact that the official policy of the Ministry did not allowed for
art specialists to be appointed in primary schools – to be appointed in
public primary education, one needs to have a Bachelor degree in Primary
Education – the participants noted that they promoted ‘art specialization’.
What that meant, is that they promoted a scheme where teachers could
request to teach only the art subject or mainly the art subject. Priority
was given to teachers who had a master degree in art education or an art
specialization during their undergraduate studies. Further, teachers who
showed a special interest in the art subject, were encouraged to ‘become art
specialists’.
B.3 Attitudes about the link of ESD and VAE
A couple of questions inquired into participants’ attitudes towards the link
of ESD and VAE. They all noted that there was an important link that was
already embedded in the national visual arts curriculum. This link was visible
in the content of the curriculum (the five thematic areas), that had common
axes with different subjects areas, mainly the Health promotion education
and the Environmental education/Education for sustainable development.
The degree to which this link was apparent to the teachers, it depended on
the teachers themselves, as they noted. Nevertheless, they were confident
that sustainable development issues were tackled – either consciously or
unconsciously by the teachers – due to the content (thematic areas) of the
curriculum. Specifically, the thematic areas ‘space & place’ and ‘society &
culture’ were intrinsically connected with sustainable development issues.
B.4 Opinions about assessment in art education
There was one general question regarding the participants’ opinions about
assessment in art education. Two participants talked generally about the
available ways to evaluate students, such as the ongoing assessment during
an art unit and the student’s personal portfolio, which provided information
for the final evaluation of an art project and the whole creation process. One
participant focused mainly on the evaluation of the teaching process and not
the student and refereed to two specific criteria, whether the teacher adopts
an interdisciplinary approach and a student-initiated approach. Another
participant highlighted issues regarding both the teaching and the learning
processes. In particular, the following points were mentioned:
a) Regarding the teaching process: after each training opportunity, teachers
		 were asked to offer feedback and to note down further needs. Teachers
		 noted the need to have further training on developing art units for upper
		 levels of primary education and to have further training on incorporating/
		 approaching artworks during lessons. Inspectors and art advisors also
		 gathered orally information about further training needs during school
		 visits.
b) Regarding the learning process: teachers are required to keep a ‘student
		 personal portfolio’ and a ‘class portfolio’. Different activities were
		 suggested to teachers for the use of these portfolios. An exemplary use,
		 according to the participant, was the organization of a children’s art
		 exhibition at an art gallery where parents were invited.
B.5 Other
At the end, participants were invited to offer any additional information about
the issues discussed or other important issues related to art education or
even to express their expectations regarding the contribution of a project like
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CARE to the development of visual arts education.
A couple of participants noted that training activities were always welcomed.
They would be interested in training activities that exemplify how the aims
of the CARE project could be ‘translated’ into art units and art lessons. They
noted that training materials that include art units and recourses according
to the aims of CARE – theory and visual resources – would benefit teachers.
In addition, these training materials would have the potential to benefit other
teachers, too, not only teachers that would participate in the training.
Τhey also noted a few professional development needs that were reported
to them by the teachers and discussed among the art inspectors and art
advisors, such as the need to offer training on ways of engaging children with
artworks, on ways of assessing children and on ways of developing art units
for older primary school children.
Summary/ concluding remarks:
All participants noted that the national curriculum was quite open and
flexible, leaving room to the teachers to take initiatives. The aims of the
curriculum focused on knowledge, practical skills, ways of thinking, attitudes
and values. The national curriculum’s philosophy progressed around the
need to connect art with life, and this was mostly event in the content of the
curriculum. The content of the curriculum evolve around five thematic areas
that connected art with the child and its environment: identity, space & place,
society & life, culture heritage and visual culture.
The participants felt that if the human resources that were allocated for the
development of the curriculum, were also available for in-service training of
teachers, they would have had better results. They acknowledged that the
most important requirement for policy implementation was the human factor,
that is the teachers and consequently their training on the ‘new’ curriculum.
They were confident that after 10 years of the reformed of the curriculum,
all teachers, young and old were very familiar with its philosophy and key
concepts. Overall, they were very satisfied with the training activities already
organized the past few years as they received positive feedback on them by
the teachers. Training activities were mostly short-term training opportunities
(lasting for a few hours or a couple of days). The link of ESD and VAE was
already embedded in the national visual arts curriculum in the form of its five
thematic areas. So, sustainable development issues were tackled – either
consciously or unconsciously by the teachers – due to the content of the
curriculum.
Τhey also noted a few professional development needs that were reported by
the teachers, such as the need to offer training on ways of engaging children
with artworks, on ways of assessing children and on ways of developing art
units for older primary school children.
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In-service Primary teachers’ views –
Questionnaire results
In this section, the questionnaire findings for the Cyprus case are presented.
This section includes the description of the sample and the sampling method
and the presentation of the results. A summary of the findings is given at the
end of the section.

A. Sample

There are 332 public
primary school
and only 27 private
primary schools in
Cyprus.

5

82 primary school teachers completed the questionnaire, 73 women and 9
men, aged 23 to 56 years old (mean age= 41 years, SD = 7.52). The majority
of the participants worked in public schools (72 out of 82) and only 10
worked in private schools. This was expected, as there is a small number of
private primary schools in Cyprus5 .
The majority of the participants were class/generalist teachers (73 out of 82)
and only nine taught exclusively art and were considered to be art teachers.
Although almost all participants had experience in art teaching (73 out of
82), just over half of them (45 out of 82) were actually teaching art during the
school year that the study took place. The participants who were teaching
art, taught an average of 7 school periods per week (mean = 7.22, SD 7.76,
min=2 periods per week, max= 24 periods per week). Their overall teaching
experience ranged from 1 to 34 years, with a mean of 18.4 years of teaching
experience (SD 9.01). Their art teaching experience ranged from 0 to 30
years, with a mean of 9.61 years of art teaching experience (SD 8.05).
Regarding training in art education, 69 participants had at least one
compulsory course during their undergraduate studies and 39 participants
had an elective art education course during their undergraduate studies. Ten
participants had a postgraduate degree in art education and in particular a
Master degree in Art education. Two of them also had a PhD in Art education.
Sampling method/ data collection procedure
As we were interested to reach teachers who had a special interest in art
education, two bodies/ associations were approached; the Cypriot Society
of Education through Art (CySEA) and the Group of Art, a committee of
public primary school teachers with special interested in art. These two
bodies were asked to distribute to their members (through their email list) a
call for participating in the research by completing the online questionnaire
and by volunteering in participating in interviews. Further, using the snowball
technique, teachers in twenty public primary schools from different districts
were given a paper-and-pencil questionnaire and invited to participate in the
study. Overall, teachers preferred the paper-and-pencil questionnaire (62 out
of 82). Twenty participants filled in the online questionnaire.

B. Results

In this subsection the results of each of the eleven questions of the
questionnaire are presented in an orderly manner.
Question 1 of the questionnaire ¬was a warm-up question aiming to
understand teachers’ views about the potential of art education’s role in
schools. All nine tasks/ items of Question 1 were considered to be important
for the participants (see table 1). All items received a mean score above
3.30 in a scale ranging from ‘0’ for not at all important to ‘4’ for extremely
important, indicating that all were considered to be very important tasks
of art education. It is worth noting that the most important task for the
participants was ‘providing opportunities for self-expression’ (Q1.1, mean
3.79), followed by ‘developing students’ skills in using art techniques/tools/
materials’ (Q1.6, mean 3.66) and by ‘developing students’ abilities to present
and communicate their ideas’ (Q1.3, mean 3.62). Last in their views (although
still very important) were the tasks of ‘developing students’ ability to critically
interpret images/ artworks’ (Q1.4, mean 3.34) and ‘providing opportunities for
talking on social and environmental issues; (Q1.9, mean 3.34).
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Table 1: Views regarding art education’s role
Q1: What are your views regarding the importance
of the following tasks of art education in your ideal
school curriculum?

not
at al

slightly

moderate

0

1

2

3

4

%

%

%

%

%

20.7

1. Providing opportunities for self-expression

very
extremely
important important

M

S.D

89.3

3.79

0.40

2.

Providing opportunities for acquiring
knowledge regarding art & culture

4.9

35.4

64.6

3.60

0.58

3.

Developing students’ abilities to present and
communicate their ideas

2.4

32.9

64.6

3.62

0.53

4.

Developing students’ ability to critically interpret
images/ artworks

1.2

7.3

47.6

43.9

3.34

0.67

1.2

2.4

36.6

59.8

3.55

0.61

5. Developing students’ ability to experiment
6.

Developing students’ skills in using art techniques/
tools/materials

1.2

31.7

67.1

3.66

0.50

7.

Promoting students’ attitudes of tolerance and
open-mindedness

8.5

35.4

56.1

3.48

0.65

2.4

35.4

62.2

3.60

0.54

7.3

51.2

41.5

3.34

0.61

8. Providing opportunities for collaborative work
9.

Providing opportunities for talking on social and
environmental issues

Question 1 dealt with participants’ views in an ideal situation, whereas
in question 2, participants were asked to state their priorities in practice.
Table 2 records participants’ responses in each item of question 2, stating
percentages for each response, as well as means and standard deviations
for each item. Figure 1 ranks the items based on their mean score, starting
with the item that received that highest mean score and ending with the item
that received lowest the mean score.
All items of question 2 received a mean score above 2.70. The most
important priorities in participants’ art teaching were the ‘creative selfexpression of the child’ (M= 3.68), the ‘development of children’s self-esteem
and self-sufficiency’ (M=3.62) and the ‘development of artistic and manual
skills’ (M= 3.58). Last in their priorities were activities related to looking at,
being aware of and understanding images (art history/ art globally, tradition
and local culture(s), understanding images/art works, art and culture(s)).
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Table 2: Priorities in art teaching
Q2: In practice, to what extent, if any, the following are
priorities of your teaching during art classes.

not
at al

slightly

moderate

very
extremely
important important

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

Creative self-expression of the child

1.2

29.6

69.1

3.68

0.50

2.

Looking at and being aware of the richness of art
and culture(s)

2.5

13.6

46.9

37.0

3.19

0.76

3.

Looking at and being aware of traditions within
local culture(s)

1.2

19.2

48.1

30.9

3.09

0.74

4.

Looking at and being aware of art globally
throughout art history

4.9

30.9

44.4

19.8

2.79

0.82

5.

Presentation and communication of ideas

1.2

7.4

43.2

48.1

3.38

0.68

6.

Understanding of images/ artworks

3.7

14.8

43.2

38.3

3.16

0.81

7.

Experimentation

7.4

32.1

60.5

3.53

0.63

8.

Development of artistic and manual skills

6.2

29.6

64.2

3.58

0.61

9.

Development of children’s self-esteem and selfsufficiency

6.2

25.9

67.9

3.62

0.60

10. Promotion of acceptance and open-mindedness

2.5

38.3

59.3

3.57

0.55

11. Collaborative work and social competencies

7.4

35.8

56.8

3.49

0.63

Figure 1: Priorities in art teaching (question 2)

Non-parametric
tests were used
to compare mean 6
differences between
two groups of the
participants. It was
deemed to use nonparametric tests as
the requirements
of parametric
tests were not met
(due to sample
size and sampling
methodology).

It is worth noting that important differences were noted among the
participants’ priorities based on their gender. Gender differences were noted
only for items of question 2. In particular, Mann-Whitney tests6 revealed
significant differences for six items of question 2 among teachers’ priorities
based on their gender (see table 3 next). Women stated more strongly than
men that the following were priorities for them: children’s’ creative expression
(Q.2.1), presentation and communication of ideas (Q2.5), experimentation
(Q2.7), development of self-esteem and self-efficacy (Q2.9), acceptance and
open-mindness (Q2.10), and collaborative work and social competencies
(Q2.11).
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Table 3: Mann-/Whitney tests’ results for Question2.
Item

Groups

Mean

U value

Significance

Q2.1

1= male

3.25

151.0

0.007

2= female

3.72

1= male

2.88

143.5

0.010

2= female

3.43

1= male

3.00

162.0

0.020

2= female

3.58

1= male

2.88

79.0

< .001

2= female

3.69

1= male

3.13

169.5

0.028

2= female

3.61

1= male

2.88

134.0

0.005

2= female

3.56

Q2.5

Q2.7

Q2.9

Q2.10

Q2.11

Question 3 deals with feelings of self-efficacy regarding different aspects/
issues of art teaching. The participants were asked to state the extent
to which they felt confident in dealing effectively with a variety of issues.
Table 4 records participants’ responses in each item of question 3, stating
percentages for each response, as well as means and standard deviations
for each item. Figure 2 presents the ranking of the items based on their
mean score, starting with the item that received the highest mean score
and ending with the item that received the lowest mean score. High mean
score indicates high self-reported efficacy and low mean score indicates low
self-reported efficacy. Teachers stated that they were ‘very’ to ‘extremely’
confident in issues related to general teaching issues, such as ‘collaborative
work’, ‘integration with other subjects’, ‘promotion of acceptance and
open-mindedness’. At the bottom of the ranking (see figure 2), indicating
that teachers were ‘moderate’ confident, are issues related specifically with
understanding art works, such as the issues of ‘global art and culture(s)/ art
history’, ‘contemporary art’ and ‘local art and culture(s)/ artists’.
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Table 4: Feelings of self-efficacy in art teaching (Question 3)
Q3: To what extent do you feel you are in a position
to deal effectively with the following issues in your art
lessons?

not
at al

slightly

moderate

very
extremely
important important

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

Creative self-expression of the child

24.7

40.7

34.6

3.10

0.77

2.

Art vocabulary / Learning artistic language

13.4

36.6

40.2

9.8

2.46

0.85

3.

Local art and culture(s)/ artists

17.3

34.6

38.3

9.9

2.41

0.89

4.

Global art and culture(s)/ art history

24.4

39.0

26.8

9.8

2.22

0.93

5.

Contemporary art

23.2

39.0

26.8

11.0

2.26

0.94

6.

Presentation and communication of ideas

4.9

22.2

43.2

29.6

2.98

0.85

7.

Viewing artworks and images / art interpretation

13.4

28.0

43.9

14.6

2.60

0.90

8.

Experimentation

4.9

29.6

34.6

30.9

2.91

0.90

9.

Art making / the process of production

8.5

25.6

34.1

31.7

2.89

0.96

10.

Knowledge of/ experiences with art materials/
techniques

14.6

22.0

31.7

31.7

2.80

1.05

11. Problem solving and development of imagination

7.4

18.5

39.5

34.6

3.01

0.91

12. Critical enquiring and thinking

3.7

30.9

48.1

17.3

2.79

0.77

Development of children’s self-esteem and selfefficiency

20.7

45.1

34.1

3.13

0.73

14. Integration with other subjects of the curriculum

20.7

39.0

41.2

3.20

0.76

13.

15. Promotion of acceptance and open-mindedness

3.7

17.1

37.8

41.5

3.17

0.84

16. Collaborative work

2.4

14.6

35.4

47.6

3.28

0.80

So, teachers in general were not very confident on issues related to ‘global
art and culture(s)/ art history’, ‘contemporary art’ and ‘understanding art
works/images’. However, it must be noted that significant differences were
noted between the teachers who had a master degree in art education and
those who did not had any extra qualifications. In particular, Mann-Whitney
tests revealed that
- teachers with a master degree were more confident (M= 3.22) in dealing
with ‘global art and culture/art history’ issues than teachers with no extra
qualifications (M= 2.51) (U= 217, p= 0.034)
- teachers with a master degree were more confident (M= 3.00) in dealing
with ‘contemporary art’ issues than teachers with no extra qualifications
(M= 2.15) (U= 195, p= 0.014)
- teachers with a master degree were more confident (M= 2.80) in dealing
with ‘understanding art/images’ issues than teachers with no extra
qualifications (M= 2.14) (U= 213, p= 0.028)
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Figure 2: Feelings of self-efficacy in art teaching (Question 3)

Question 4 was one of the most important question of the questionnaire,
as it required participants to state the areas that they needed professional
development. Table 5 presents participants’ responses in each item of
question 4 (percentages for each response, means and standard deviations
for each item). Figure 3 presents the ranking of the items based on their mean
score, starting with the item that received the highest mean score and ending
with the item that received the lowest mean score. Overall, participants
indicate that they needed professional development in all the areas; all items
received a mean score of “2” and above (2 = moderate need). However, there
was more need in some areas. Five areas received a mean score larger than
2.51 (thus approaching number “3” which represented that participants were
in a “very” much need for professional development. These five areas, as
indicated in the ranking of figure 3, are the following:
- ‘ICT skills for teaching VAE’ (Q4.1),
- ‘Teaching students with special needs’ (Q4.11),
- ‘Student assessment practices in VAE’ (Q4.7)
- Knowledge and understanding of art (local art, global art, contemporary art,
material culture(s), etc.)’ (Q4.1),
- ‘Analysis and use of student assessments’ (Q4.15).
So, teachers needed professional development in embedding ICT in teaching
visual arts, in responding to students’ special needs, in student assessment
(practices, analysis and use) and in knowledge and understanding of art
(various categories).
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Table 5: Needs for professional development (Question 4)
Q4: For each of the areas listed below, please indicate
the extent to which you currently need professional
development.

not
at al

slightly

moderate

very
extremely
important important

M

S.D

0

1

2

3

4

%

%

%

%

%

1.2

7.3

30.5

41.5

19.5

2.71

0.91

18.3

30.5

32.9

18.3

2.51

1.09

1.

Knowledge and understanding of art (local art,
global art, contemporary art, material culture(s),
etc.)

2.

Knowledge and understanding of visual
competence (partial visual competencies include
describe, analyze, interpret, experiment, create,
present)

3.

Knowledge and understanding of art materials/
techniques

3.7

20.7

32.9

26.8

15.9

2.30

1.08

4.

Knowledge and understanding of Education for
Sustainable Development (ESD)

7.4

14.8

27.2

30.9

19.8

2.42

1.18

5.

Pedagogical competencies in teaching Visual Arts
Education (VAE)

7.4

18.5

23.5

37.0

13.6

2.31

1.15

6.

Knowledge of the VAE curriculum

6.3

17.5

30.0

33.8

12.5

2.29

1.09

7.

Student assessment practices in VAE

2.5

10.0

20.0

47.5

20.0

2.73

0.98

8.

ICT (information & communication technology)
skills for teaching VAE

2.5

11.1

18.5

42.0

25.9

2.78

1.04

9.

Student behavior and classroom management in
VAE classes

10.0

22.5

32.5

13.8

21.3

2.14

1.27

10. Approaches to individualized learning

7.4

21.0

28.4

30.9

12.3

2.20

1.13

11. Teaching students with special needs

3.7

12.3

22.2

30.9

30.9

2.73

1.14

12. Teaching in a multicultural or multilingual setting

2.5

16.3

31.3

27.5

22.5

2.51

1.09

13.

Teaching cross-curricular skills (e.g., creativity,
critical thinking, problem solving)

6.2

18.5

34.6

21.0

19.8

2.30

1.17

14.

Teaching cross-curricular themes (e.g. sustainable
development issues)

4.9

17.3

33.3

24.7

19.8

2.37

1.13

3.7

12.3

22.0

37.0

25.9

2.69

1.10

6.2

19.8

19.8

24.7

17.3

2.27

1.15

15. Analysis and use of student assessments
16.

Implementation of national/state curriculum
standards or Common Core standards
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Figure 3: Needs for professional development (question 4)

Further, Mann-Whitney tests for items of question 4 revealed other important
findings. There were significant differences among teachers’ needs based
on their qualifications (see table 6 next). Teachers with a master degree in
art education did not need professional development in the first three items.
They felt confident in their art knowledge regarding the visual competency,
understanding art and knowing art techniques and materials (Q4.1 Q4.2 and
Q4.3).
Table 6: Mann-Whitney tests’ for question 4
Item

Groups

Mean

U value

Significance

Q4.1

1= master degree

1.80

182

0.008

2= no extra qualifications

2.83

1= master degree

1.90

223

0.044

2= no extra qualifications

2.60

1= master degree

1.30

146

0.002

2= no extra qualifications

2.44

Q4.2

Q4.3

In addition, participants were grouped according to their age and two groups
were formed (younger vs older teachers). Younger teachers appeared to need
more support in two specific areas. Younger teachers needed more support
regarding curriculum knowledge (Q4.6) and student behaviour and classroom
management (Q4.9). That is, a Mann-Whitney test revealed a significant
difference for Q4.6 (U= 545, p=0.044) between younger teachers (mean=
2.50) and older teachers (mean= 2.00) and for Q4.9 (U= 534, p=0.035)
between younger teachers (mean= 2.40) and older teachers (mean= 1.80).
Questions 5-10 addressed different issues regarding Education for
Sustainable Development (ESD). Question 5 was a warm up question. It
was a single question with no other subitems requring participants to say
how confident they felt to include aspects of ESD in their teaching. Teachers
appeared to be moderate confident; mean = 2.01 SD (0.78). In particular,
25.9% responded ‘slightly’, 50.6% noted ‘moderate’, 19.8% noted ‘very’ and
a small percentage, 3.7 % noted ‘extremely’.
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Question 6 inquired teachers’ feelings of competence regarding addressing
the four different aspects of SD in their teaching. Overall, the participants
were ‘moderate’ confident (see table 7). They felt most confident to address
the dimension of culture (M= 2.48), then the environmental dimension
(M=2.38) and then the social dimension (M=2.32). They were not that
confident to address the economic dimension (M=1.86).
Table 7: Confidence in addressing dimensions of SD (Question 6)
Q6: How confident do you feel to address issues from
the following dimensions of sustainable development in
your teaching?

not
at al

slightly

moderate

very

extremely

0

1

2

3

4

%

%

%

%

%

17.3

38.3

33.3

33.3

40.7

17.3

1.

Environmental dimension
(e.g. biodiversity, climate change, pollution)

2.

Economic dimension
(e.g. decent work and economic growth,
sustainable production and consumption, )

3.7

3.

Social dimension (e.g. inequalities, poverty)

1.2

4.

Culture dimension (e.g. local culture, heritage)

M

S.D

11.1

2.38

0.90

4.9

1.86

0.92

17.3

35.8

39.5

6.2

2.32

0.88

16.0

33.3

37.0

13.6

2.48

0.92

Question 7a concerned participants’ familiarity with the term Sustainable
Development and asked for a short definition of the term. As an answer
we expected to receive the commonly used Brundtland definition
“Sustainable development is development that meets the needs of the
present without compromising the ability of future generations to meet their
own needs” (Brundtland Report, WCED 1987). This definition highlights
the intergenerational solidarity. We also expected to receive the definition
concerning sustainable development and the natural ecosystems – a more
environmentally oriented definition: “sustainable is the development that
does not exceed the limits set by the carrying capacity of the ecosystems
that support life” (IUCN/UNEP/WWF 1991). The answer can also include an
approach to SD as a mediating concept that bridges the tensions between its
three pillars, economy, environment and society.
The answers given formed the following categories:
a) Environmentally oriented – ecological sustainability answers
b) Definitions approaching the Brundtland definition and / or the IUCN
		 definition
c) Answers connected to the three pillars of SD
d) Answers indicating misconceptions and interchangeable use of SD and
		ESD
a)
		
		
		
		
		
		
b)
		

Environmentally oriented – ecological sustainability answers
Only 11/67 answers exclusively refer to the environmental dimension
of SD. During the first years that followed the appearance of the term, the
misconception of sustainable development as environmental protection
and conservation was quite common in peoples’ perceptions of the term.
It was expected that after ten years of ESD in the new National Curricula
in Cyprus, this misconception would have been reduced.
Definitions approaching the Brundtland definition and / or the IUCN
definition

		
		
		
		
		
		
		
		
		

Overall, many of the contestants (N=19) were able to give an accurate
definition of SD. They used either the Brundtland definition (N=12) or
the IUCN definition (N=7) or both. In the way the Brundtland definition was
expressed, it was evident that special emphasis was placed on the future
of humanity and the intergenerational solidarity and care: “…the
development that helps us and the following generations to equally and
fairly enjoy what earth has to offer”. Or “development that respects future
generations, by respecting the environment, the law and any factors that
might prejudice their future labor and economic viability”.

		 Concern on environmental sustainability was also evident is some
		 of the definitions given: SD issues are the ones concerning the rational
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and sustainable use of the resources / means available, in ways that
development, any development does not occur at the expense of the
environment. In this category of definitions we identified a more ecocentric approach to the concept of SD, since the answers included
evidence of concern about natural ecosystems and all kinds of life on
earth human and non human. Answers acknowledged the limits of nature,
natural resources and it is clear that they consider that if humans ignore
these limits then there will be ‘environmental consequences’.

		 The following example of an answer includes elements from both
		 definitions: “SD is development in any form, that is designed and delivered
		 in ways that do not undermine the natural and social ecosystem and does
		 not endanger future generations’ well-being”.
(c) Answers connected to the pillars of SD
		 Some answers (N=15) could not be matched to one of the two definitions
		 given above, but they were clearly connected to the three pillars of SD.
		 In many cases the connections concerned the environmental and social
		 dimension, or the environmental and economic dimension. E.g. “SD is the
		 economic development that does not exert pressure on natural
		 resources”. Only 2 out of 15 answers include culture as a fourth pillar of
		 SD. An indicative excerpt of this type of answers is: “SD for me is how we
		 operate, in order to protect our environment, our society and our culture”.
		 This, reveals that culture is not well established in people’s understanding
		 as an SD pillar.
(d) Answers indicating misconceptions and interchangeable use of SD and
		ESD
		
		
		
		
		
		
		
		

The last category included answers indicating a misconception of the term
or confusion of the terms SD and ESD. Even though, the ESD attempted
definitions are rather environment oriented pointing towards environmental
education or emphasise raising environmental awareness and
sensitization, or human development. Some other answers brought up
issues and objectives of SD. There also were very few answers that tried
to give an etymological interpretation of the term or gave a quite vague
answer to the term.

Question 7b The research participants appeared to be able to name three
sustainable development issues providing a total of 199 answers. In their
spontaneous answers, there seems to be a fair representation of issues
from the three SD pillars, Environmental, Social, and Economic (although we
have to acknowledge that most issues cannot be clearly classified as solely
environmental or social or economic). Only 6 answers mentioned culture,
without though specifying a cultural issue.
Overall the answers were grouped in four categories: Socioeconomic issues;
Nature, Ecology and Biodiversity issues; Production and consumption issues;
Energy and climate change and finally answers that could be not classified
under the previous 4 categories and rather concerned education issues and
not SD issues per se.
Socioeconomic issues. Participants were able to name a variety of 69 socioeconomic issues with Poverty being most frequently mentioned (N=18),
Economy (N=12) and Culture (N= 6).
Nature, Ecology and Biodiversity issues. Forty-nine of the issues mentioned
concerned the environment, nature conservation and biodiversity and
ecosystems protection.
Production and consumption issues. Although production and consumption
can also be considered socio-economic as well as environmental issues,
we decided to group them in a special category along with the natural
resources used for production purposes. Thirteen participants brought up
the issue of natural resources protection. Twenty six participants mentioned
waste management, reduction, reuse and recycling and 6 more mentioned
production and consumption issues (moral consumption, sustainable
production, overconsumption).
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Energy and climate change. Thirty people were concerned with energy issues
and climate change and 19 of them focused on energy production. Ten out of
nineteen specifically proposed renewable energy sources (e.g. solar energy,
wind energy). Others mentioned climate change (N=7) and its consequences
(N=3 e.g. desertification, global warming and draughts.
The fifth category included two times the term ‘technology’ use without
explanation of what is actually meant by the prompt and the rest of the
answers classified here concerned awareness raising and educational
goals on SD issues (e.g. help children become aware of the importance of a
sustainable management of our waste).
Question 8 inquired into the use of specific approaches that the participants
might adopt regarding the way SD issues were addressed. The participants
noted that it was very important for them to integrate SD issues in their
teaching (M=2.91) and they aimed to collaborate with local stakeholders for
addressing SD issues in school (M=2.64). The majority felt it was important to
use whole school approaches for addressing SD issues in schools (M=2.57).
Last in their “importance list” came the ‘collaboration with local stakeholders
for addressing SD issues in the community with students’ (M=2.55) and the
tackling of ‘SD conflict issues’ (M= 2.51) (see table 8.)
Table 8: Approaches for addressing SD issues (question 8)
Q8: Answer the questions below, in light of the definition
you gave in the previous question:
How important is it for you as an educator to …

not
at al

slightly

moderate

0

1

2

%

very
extremely
important important
3

M

S.D

2.91

0.77

4

%

%

%

%

Integrate Sustainable Development issues in your
teaching

3.8

22.5

52.5

21.3

2.

Address Sustainable Development conflict issues

10.0

37.5

43.8

8.8

2.51

0.80

3.

Use whole school approaches for addressing
Sustainable Development issues in school

3.9

44.2

42.9

9.1

2.57

0.71

4.

Collaborate with local stakeholders / actors /
parents for addressing Sustainable Development
issues in the community with your students

15.0

28.7

42.5

13.8

2.55

0.91

5.

Collaborate with local stakeholders / actors /
parents for addressing Sustainable Development
issues in school

10.0

31.3

43.8

15.0

2.64

0.86

1.

Question 9 (see table 9) explored participants’ perceptions on the
connection of ESD and VAE. Participants felt strongly that VAE could support
the achievement of the ESD goals (M=3.02). They also thought the opposite
was feasible – ESD could support the achievement of VAE goals – but their
perceptions were less strong (M= 2.74). Since they strongly supported the
Q9.2 and Q9.3 statements, it was expected that they would not support the
Q9.1 statement that asserted that VAE and ESD had no common goals (M=
1.34).
Table 9: Perceptions on connection of ESD and VAE (question 9)
Q9: To what extent do you think that the following
statements apply?

not
at al

slightly

moderate

very

extremely

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

Visual Arts Education and Education for
Sustainable Development have no common goals

31.6

32.9

13.9

12.7

8.9

1.34

1.29

2.

Education for Sustainable Development can
support the achievement of Visual Arts Education
goals

2.5

6.3

33.8

30.0

27.5

2.74

1.02

3.

Visual Arts Education can support the
achievement of Education for Sustainable
Development goals

1.3

1.3

23.8

41.3

32.5

3.02

0.86
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Question 10 aimed at identify barriers that might prevent teachers from
participating in professional development activities. Table 10 reports their
perceptions on this issue. Figure 4 presents the ranking of the statements
of question 10, starting with the one that received the highest endorsement
(mean score). High endorsement was noted in the following items:
- There are no incentives for participating in professional development (M=
3.39),
- There is no relevant professional development offered (3.21),
- I do not have time because of family responsibilities (3.16),
- Professional development conflicts with my work schedule (3.13)
Table 10 : Barriers for participation in professional development (question 10)
Q10: How strongly do you agree or disagree that the
following present barriers to your participation in Visual
Arts Education professional development?

not
at al

slightly

moderate

very
extremely
important important

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

I do not have the prerequisites
(e.g., qualifications, experience, seniority).

17.5

32.5

23.8

21.3

5.0

2.64

1.15

2.

Professional development is too expensive.

7.5

30.0

37.5

21.3

3.8

2.84

0.97

3.

There is a lack of employer support.

16.3

28.7

32.5

16.3

6.3

2.67

1.12

4.

Professional development conflicts with my work
schedule.

10.0

23.8

23.8

28.7

13.8

3.13

1.22

5.

I do not have time because of family
responsibilities.

8.8

21.3

27.5

30.0

12.5

3.16

1.16

6.

There is no relevant professional development
offered.

3.8

21.3

31.3

37.5

6.3

3.21

0.98

7.

There are no incentives for participating in
professional development.

5.0

22.5

16.3

41.3

15.0

3.39

1.14

8.

The professional development offered is of poor
quality.

12.7

25.3

48.1

11.4

2.5

2.66

0.93

9.

Professional development is not readily accessible
to me.

8.8

32.5

27.5

21.3

10.0

2.91

1.14

Figure 4: Barriers for participation in professional development (Question 10)
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Question 11 inquired into participants preferences on professional
development activities. Percentages, mean scores and standard deviation are
reported in table 11. Figure 5 presents the mean scores of the statements of
question 11 in a ranking order, starting with the one that received the highest
mean score. The participants showed the highest preference in the activity
‘observation visits to museums/organizations’, followed by the activity
‘courses/seminars attend in person’, then the activity ‘participation in a
network of teachers’ and then the activity ‘observation visits to schools’.
Table 11: Preferences on professional development activities (question 11)
Q11: To what extent do you consider the following
professional development activities useful?

not
at al

slightly

moderate

very

extremely

M

S.D

0

1

2

3

4

%

%

%

%

%

16.3

35.0

48.8

3.33

0.74

1.

Courses/seminars attended in person

2.

Online courses/seminars

2.5

10.0

27.5

37.5

22.5

2.67

1.02

3.

Education conferences where teachers and/
or researchers present their research or discuss
educational issues

2.5

7.5

22.5

28.7

38.8

2.94

1.07

4.

Observation visits to other schools

1.3

1.3

15.0

31.3

51.2

3.30

0.86

5.

Observation visits to museums, or public
organizations, or non-government organizations

2.5

13.8

27.5

56.3

3.38

0.82

6.

Peer and/or self-observation and coaching as part
of a formal school arrangement

5.0

15.0

36.3

43.8

3.19

0.87

7.

Participation in a network of teachers formed
specifically for the professional development of
teachers

2.5

13.8

35.0

48.8

3.30

0.80

8.

Reading professional literature

7.5

27.5

33.8

27.5

2.74

1.06

3.8

Figure 5: Preferences on professional development activities (question 11)
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Summary / concluding remarks
Overall, the questionnaire data provided important findings related to
participants’ views on visual arts education, education for sustainable
development, their connections, barriers for professional development and
preferences on professional development activities.
The findings indicate that the participants acknowledged the many different
roles that visual arts education can have in the school curriculum (Q1). They
especially valued the opportunities that visual arts offered for self-expression,
development of practical skills and development of abilities for presentation
and communication of ideas. In practice, not all different roles had the
same weight for them (Q2). Three tasks were very much a priority in their
teaching; self-expression, self-esteem and self-sufficiency, and development
of artistic and manual skills. In general, tasks that related directly with the
responding to art component of visual arts education rated last in their
priorities. The participants reported high levels of self-efficacy on issues
related to general teaching issues, such as ‘collaborative work’, ‘integration
with other subjects’, ‘promotion of acceptance and open mindedness’ (Q3).
They were not very confident with aspects that related with the responding to
art component of visual arts education (viewing and understanding artworks/
images from local/global art and culture, and contemporary art). Professional
needs as stated in Q4 were in accordance with views stated in Q1, Q2 and
Q3. The participants stated that they needed professional development on
issues related to the responding to art component of visual arts education
(knowledge and understanding of art, i.e. local, global and contemporary art).
Three other issues emerged in Q4 and these related to ICT skills for teaching
visual arts education, teaching students with special needs, and student
assessment.
Regarding ESD, the participants appeared moderate confident in including
aspects of ESD in their teaching (Q5), and overall they felt more confident in
including the culture and environmental dimensions in their teaching (Q6).
They appear to have a quite good understanding of the concept SD as they
were able to define it quite accurately (Q7.a) and identify and name SD issues
from three pillars of SD (environmental, economic and social). Cultural issues
were not mentioned, although some answers referred to culture as an SD
issue, revealing that culture is not perceived as a SD pillar in the participants’
perceptions (Q7b). In relation to specific approaches that they might adopt
regarding the way SD issues were addressed (Q8), integration, whole
school approaches and collaborations with stakeholders were preferred
over addressing SD issues in the community with students and tackling SD
conflict issues. Participants largely felt strong that visual arts education could
support the achievement of ESD goals. However, they did not feel as strong
for the opposite; they were not that strong supporters of the view that ESD
could support the achievement of visual arts education goals (Q9).
Participants identified four main barriers that might prevent them from
participating in professional development activities (Q10); no incentives,
no availability of relevant professional development, no time due to family
responsibilities, and conflicts of professional development with work
schedule. At the same time, it was very encouraging that over one quarter
of the participants completed an extra sheet on which they provided their
personal details and asked to be informed about the training that would
be offered later on as part of the CARE program activities. Participants
also stated their preferences related to professional development activities
(Q11). Apart from the usual format, that of having face-to-face training, they
would very much like to have observation visits to museums/organizations,
participate in a network of teachers and have observation visits to schools.
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In-service primary teachers’ views –
Interview results
An in-depth exploration of teachers’ views on VAE and its relation to ESD
took place through personal interviews. We conducted a total of seven
interviews with primary school teachers. The interviews explored teachers
ideas on VAE, its educational value, its connections with ESD and how these
two disciplines can benefit from each other. During interviews teachers were
asked to comment on in service professional training received, both on VAE
as well as the aspect of ESD in VAE, and invited to give their suggestions
and opinions on what their needs are and what forms of professional training
would be most useful and effective for them.

A. Sample
Our sample was formed by seven primary school teachers with working
experience ranging from 9 to 30 years of service and with 3-17 years of
experience with teaching VAE. They all have a Bachelor degree in Education
(Primary), four of them have a masters degree (three in VAE, and one in
theater education) and one of the participants also has a PhD. All participants
are women. They are working in Primary schools, either as a specialized
teachers exclusively teaching VAE (three), or as a class teachers who also
teach art along with other curriculum subjects (four).

B. Summary of views
B.1 Views about visual arts teaching
The interviews explored teachers views and ideas about visual arts teaching.
Teachers were specifically invited to talk about their experiences with visual
art teaching, discuss what they find unique about VAE. They were also
asked to comment on the interdisciplinary potential of VAE and any overall
challenges they encounter when teaching visual arts.
VAE is viewed as an inclusive, alternative means of communication and
expression eliminating language barriers and providing channels for
expressing ones’ feelings and emotions. The element of freedom was
stressed in almost all answers given: freedom in the form of expression
but also in VAE delivery too. The variety of materials, approaches, topics,
techniques, highlight freedom and creativity as important attributes of VAE.
Its interdisciplinary potential facilitates the introduction of other “core”
subjects through a “playful” form. Children are introduced to important issues
and concepts without being forced into it. VAE promotes collaboration,
creation, communication, presentation, so many necessary skills and the end
is rewarding.
Some interviewees commented that VAE changes who you are. They
observed that when teaching VAE their personality becomes part of the
lesson. One also commented that children, the way they behave and
participate in VAE differs from their conduct in other lessons. This “other
language” they use to communicate with themselves makes them different
and brings out their best version of self.
All interviewed teachers have been teaching VAE for quite a few years (13-20
approximately) and feel confident and competent to deliver it, especially
teachers who opted to become specialist art teachers and no longer
teach other curriculum subjects in school. Even if they have no other VAE
specialization postgraduate studies, their experience is enough to make them
feel that they can cope with anything. Non – specialist “Class” teachers (who
also teach other subjects) also feel confident to teach VAE (due to personal
interest and experience with the subject) but at the same time clarify that
their competence declines if they do not have the opportunity to teach VAE
for some time, due to curriculum changes and evolution. Nevertheless they
are confident that they can catch up. All teachers are positive to professional
development and comment that there is always room for improvement.
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All interviewees, were individuals with a special interest and love in VAE.
They all expressed a high level of satisfaction resulting from teaching VAE.
They all commented that this satisfaction is actually the reflection of the
students’ satisfaction for their achievement, their enthusiasm and euphoria.
As a subject they find VAE to be rewarding. One of the interviewees (the one
with the highest number of years of service) stressed that after 30 years in
education she still finds herself waking up in the morning and being excited
about going to school. She clarifies that if it were not for VAE, she would have
probably left education ages ago.
Interviewees were also asked to explain and describe the goals and
philosophy that outlines their art classes. Most of them explained that they
seek to achieve:
- Development of confidence, positive attitudes and emotions towards the
lesson
- Appreciation of the lesson
- Three levels of communication and expression (with oneself, the others and
the environment)
- Connections with real life issues
- Art lesson goals (become familiar and use materials, VAE terminology,
become familiar with the work of artists, movements, techniques,
development of artistic skills)
- Thematic areas goals (Cognitive, emotional, related to specific issues)
- Cross-curricular goals
- Skills and personal development goals (communication, collaboration,
experimentation)
- ESD goals through VAE
Interviewees admit that VAE curriculum can be combined with language
classes, environmental education/education for sustainable development,
music, science education, geography, religion, etc. They see the advantages
of an interdisciplinary approach to VAE and admit that it helps them scrutinize
an issue from different perspectives and ways. The class teachers find it
easier to establish the cross-disciplinary connections of VAE with other
lessons. VAE specialists, explain that interdisciplinarity becomes difficult
as they lose contact with other lessons’ curriculum and content but it is
achievable if they establish good communication and collaboration with the
class teacher. One of the teachers explained that perhaps the indicators
of achievement make establishing interdisciplinary connections between
lessons more difficult because they have to consider and map a vast number
of indicators.
Teachers provided a variety of examples of interdisciplinary connections
between VAE and other curriculum subjects that they have used in their
teaching as well as examples of projects that facilitate interdisciplinarity in
VAE.
Challenges have been summed up in the following points:
- Children’s attitudes towards VAE: (Insecurity; lack of confidence; inhibition;
growing fear of criticism over the years; fear to create or to experiment and
fail; questioning and self- doubt, attributed by most teachers to the
children’s age – teens; perception of a reduced value of VAE compared to
core lessons).
- Discipline and order (VAE inevitably causes some productive and creative
movement and noise).
- Students’ number in class.
- Students privately taking early art classes (these students have a high level
of skill development but oppressed imagination and creativity).
- Other teachers’ attitudes / (lack of) respect towards VAE (e.g. they consider
it ok for children to miss VAE classes – a perception of VAE’s limited value
as a curriculum subject which easily is transferred to children).
- Equipment and infrastructure (e.g. materials quality; lack of equipment e.g.
video projector in the art classroom; rarely lack of special VAE classroom,
or sharing VAE classroom with other teachers).
- School culture and VAE teachers’ role in school (additional duties – e.g.
decorative that do not comply with the VAE principles and goals they aspire
to meet).
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- The new curriculum and the use of indicators.
- The infusion of the new thematic areas with VAE elements.
- Offering appropriate and adequate experiences to support creativity (e.g.
exposure in a variety of materials, or visits for a variety of experiences).
- Restricted financial resources – VAE budget (that would allow for the
purchase of better quality materials, or visit).
- Assessment. (Assessment in VAE is considered to be an element that can
kill enthusiasm and make children hate the lesson. It should not become
quantifiable and threatening).
One of the interviewees proposed some alternatives to address some of
the challenges: Use of accessible and cost-free consumables, (waste,
unexploited reusable materials) and seek school’s support - access to
schools’ budget.
B.2 Views about ESD elements within VAE
A second focus of the interviews’ objectives was to address teachers’ views
on ESD elements within VAE. Teachers were asked to comment and provide
their ideas on the benefits from an ESD infusion within VAE, for both subjects
and describe any experiences they might have from VAE addressing ESD
goals.
Overall teachers commented positively the ESD infusion in VAE curriculum.
They acknowledge that Sustainable Development is becoming a necessary
lifestyle we have to embrace and transmit to children. Beyond the importance
of SD and its issues, they commented that there is significant common
ground between VAE and ESD. ESD provides VAE with opportunities
to take children out in the real world, come in contact with real issues,
respond to children’s concerns and at the same time VAE gives the ground
for expressing and externalizing these concerns in the form of art. One of
the teachers commented on the new curriculum and pointed out that the
integration of ESD elements is evident in VAE. She commented that it is an
interesting topic and that several of the thematic units concern ESD issues.
She sees that there is a lot of work being done in the area and a lot of
material is available to use.
They identified ways in which VAE benefits from ESD:
- Enhanced with alternative ways of teaching and learning.
- Establish stronger connection with real life issues.
- It provides VAE with ground to be “seen” in school activities, new role and
importance.
- Enriched topics / thematic areas.
And also ways in which ESD benefits from VAE:
- ESD enriched and reinforced by VAE.
- VAE gives ESD a means of expression – it gives it voice.
- It provides solutions (e.g. shopping fabric bags, or reusing materials that
would otherwise become wasted).
- Raise awareness, empathy and solidarity through arts.
- Art as action, as protest, as reaction.
Interviewees were able to describe several experiences they had as teachers
or projects they run with their students, where they approached SD issues
through VAE:
- Create pictures to enhance environmental or SD stories.
- Collection and use of waste-materials for the creation of art works, and
discussing the environmental benefit of their use.
- 3D creations using waste materials.
- Art activities in the framework of the ESD school policy – or whole school
ESD programmes.
- Art for providing solutions (e.g. creation of a fabric shopping bag to
substitute plastic).
- Integrate SD issues in Art. The issue of refugees and immigrants (the
refugee project described concerned the refugees’ bag – what is worth
taking along in your bag, in the few precious moments you have before
abandoning your home. The issue is of course contemporary with the
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refugee crisis in Syria, but the teacher linked it to the Cyprus refugees of
1974, quite similar was the project on the immigrants).
- Earth from above (this was the only experience described that was acquired
by the interviewee during her university studies and concerned an exhibition
of the work of Υann Arthurs Bertrand in Cyprus accompanied with
activities).
Interviewees further commented on the integration of ESD in VAE and
identified areas that have to be addressed in order to help them become
more effective.
- Implementation (ESD in VAE) is not so clear. (Teachers implement according
to how they interpret ESD within VAE curriculum).
- Policy issues.
- Teachers competence and training - professional development.
- Practical issues (e.g. available budget, time, the system itself).
B.3 In-service training
Finally we explored In Service Training issues. Teachers were asked to
describe in-service training they received on VAE, ESD, describe and
comment on it. They also had the opportunity to discuss aspects of training
they find useful or comment on their educational needs in VAE and the
infusion of ESD issues within the subject.
There appears to be some variety of training available, although teachers
clarify that they need something more. There are comments about not
enough optional evening seminars offered by the Cyprus Pedagogical
Institute and the compulsory 2 day training limits them to opting for one
topic only. Most teachers admit making effort through personal study and
investigation to develop and be able to respond to their work. Moreover,
although it is not an official structure form of training, interaction with peers
was mentioned as very supportive and effective.
Positive comments were given for the MoEC(Ministry of Education, Culture,
Sports and Youth) and the Art inspector who seem to make an effort to
support teaches in their work. Teachers appear to be pleased with the
training organized and offered by the VAE team in MoEC. They feel that
the training provided has helped upgrading VAE in the way it is delivered is
schools as well as in the overall perceptions of the teachers. Model classes
are of good quality, and provide a useful and practical way of training.
All teachers either novice or with many years of service have benefitted
by the training, as it combines theory and practice, feedback, practical
implementation in schools, communication and interaction amongst arts
teachers, peer support. There were no specific suggestions for improvement
on this specific kind of training.
Interviewees mentioned the following INSET training they attended:
- School based Teacher training days (2) – compulsory training – MOEC
instructions.
- Short seminars (3h) or short series (e.g. 5 meetings X 3h) Cyprus
Pedagogical Institute.
- VAE Seminars organized by the VAE, MOEC group e.g. attending modelsample classes.
- Conferences, seminars or workshops organized by teachers’ syndicates or
other agents.
- Personal study and exploration.
- Interaction with peers.
Interviewees were also asked to describe the context of the training they
attended. Some of the topics concerned:
- Using cartoons in VAE .
- The use of different materials (e.g. for printing).
- The use of new technologies in VAE (e.g. creating short films).
- VAE and different branches of visual arts.
- Techniques.
- Personal artistic development.
- Planification issues.
- Indicators of Achievement.
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- Crafting.
- The artistic book.
Six out of seven interviewees never attended INSET that integrated ESD
within VAE. Only one teacher mentioned one single 2 day INSET course,
approximately 6-7 years ago, delivered in one of the Ministry’s Environmental
Education Centres on ESD and VAE. She commented that It included lectures
and experiential workshops but it only vaguely addressed the concept of SD
and how this combines with VAE. Training also included outdoors activities.
Professional INSET specifically on ESD was equally scarce. Most teachers
had not received any training on ESD. Some mentioned occasional
conferences and INSET delivered by the Ministry’s Environmental Education
Centers Network. Teachers acknowledge a need for receiving training on
ESD, especially amongst the teachers with many years of service (since EE/
ESD was not part of their formal teacher education). One of the teachers tried
to justify herself, mentioning that they had to choose amongst many topics
and of course she opted for VAE.
Interviewees were asked to describe the ideal, from their point of view, form
and content of VAE training. Teachers suggested the following:
- Discuss what is the purpose of VAE (topics vs techniques and practice).
- Contemporary topics.
- Practical and constructive ideas to start with, (not ready-made lesson plans
to implement).
- Model teaching.
- Professional development delivered by artists.
- Professional Communities of Learning.
- Some theoretical background.
- Online Information and materials Bank.
They identified specific areas they would have liked to receive training on:
- To be informed and trained on the implementation of the new VAE and ESD
curriculum, and the indicactors.
- To be informed and trained on the concepts included in the new VAE and
ESD curriculum.
- Art therapy.
- Experience on the thematic areas.
- Interaction and experiences with artists.
- Techniques.
- The use of technology in VAE.
The only real obstacle to attending training is Time.
B.3 Other
On concluding the interview, interviewees were presented with the overall
principles and philosophy of the CARE programme and were asked to
describe any expectations they would have from it. The expectations
expressed vary and reflect is a sense their educational needs and other
support they need in their work:
- Training for building a solid background and confidence
- Practical character of training
- Interact with peers and share experiences - Learn from the mistakes of
others
- New experiences
- Guidelines for implementation (with respect to ESD aspects) – Clarification
of ESD goals
- Connection with new technologies in VAE
- Basic steps to program – unit development with respect to the new
curriculum goals
- SD concepts
- External collaborations (e.g. with the university)
- Build a materials bank (e.g. videos)
- Expand training in classroom – implementation
In their conclusive comments they brought out issues such as: collaboration
between teachers, teachers and students, teachers and artists or teachers
and other agents outside school; the quality of the materials provided by the
Ministry of Education time off for art teachers (1 period / week) in order to
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be able to respond to other art related school duties in school; the school
culture and appreciation of VAE and finally Who teaches ART? The latter was
stressed as one of the most important concerns of the interviewee: “The
most important issue is who teaches art. An art teacher must be one who
loves the topic. If they are not interested, if they do not care, they will not put
an effort in it and will seek easy solutions.”
Summary / Concluding Remarks on Teachers’ interviews
Outcomes draw a clear picture of our sample and provide useful information
about their profile as well as about their needs. This information will be of
particular use for the following phases of our research, concerning Teacher
education.
It is evident that our sample was complied by teachers who really enjoy and
are enthusiastic with VAE. They are conscientious about their work and try
hard to deliver what is expected by them in the best way. Most challenges for
VAE implementation in schools are manageable although some of them seem
to differ depending on the teachers’ role in school. Specialised exclusive
art teachers have different challenges compared to class teachers who
also teach art. For example a class teacher who teachers several subjects
and does not teach VAE every year, appear to find the new curriculum
and achievement indicators challenging. On the other hand, specialized
exclusively art teachers, find challenging establishing interdisciplinary
connections with other subjects they do not teach, either because they are
not familiar with these subjects, or because they need to coordinate with
other teachers.
There appear to be some INSET opportunities and support from the MoEC,
but evidently teachers need more, and again, different teachers need
different things. All teachers admit lacking training on ESD and SD issues,
and this poses a challenge particularly to the implementation of the new VAE
curriculum that entails SD issues.
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Closing remarks
This report offers an overview on visual arts education in Cyprus and its
connection with the main goal of the CARE project: to draw from ESD
potential in order to strengthen approaches within VAE and transfer the
teacher competences needed to deliver high quality education. The purpose
of the report was to map the current situation of VAE in Primary Schools
in Cyprus as described by policy documents, with stakeholders’ and inservice teachers’ views on its actual delivery and links with education for
sustainable development. Through this mapping emerges issues concerning
primary school teachers’ needs for professional development and data will
be used as an important step for developing teacher training programmes.
The report includes a summary on current policy documents, on four relevant
stakeholders’ views and on 82 in-service teachers’ views. Interviews with 7
primary school teachers provide in depth additional information on teachers’
views and needs concerning VAE and the infusion of ESD elements in the
subject.
The Cyprus educational system is centralized and the Ministry of Education,
Culture Sports and Youth is responsible for all levels of education and their
curricula. Continuous professional development is mainly offered by the
Cyprus Pedagogical Institute, which is the official Ministry of Education
body responsible for in-service training. An educational reform took place 10
years ago and within this context the visual arts education curriculum was
reformed. This was a much needed change and the new updated Visual Arts
Education curriculum is now in implementation. It connects Visual Arts with
children’s life in a coherent manner, integrates elements of ESD and it is very
much in line with the main goals of the CARE Project. The vast majority of the
primary schools are public schools. In order to be appointed as a primary
school teacher one needs to have a bachelor’s degree in primary education.
Art is taught by generalist primary school teachers. While there is no official
policy for art specialists, the art inspectors promote a kind of specialization
with the intention to transit art teaching from generalist to specialist teachers.
In particular, they encourage teachers with further qualifications in art, such
as a master degree in art education, to exclusively teach art in schools. They
also encourage teachers with a special interest and long experience in art
teaching to attend short seminars or workshops and gradually specialize in
art, in order to teach only art in schools.
Despite the fact that policy documents in visual arts education are updated
and respond to current educational needs, there are continuous needs for
professional development in the subject. Art inspectors and art advisors aim
to respond to these needs by constantly offering in service opportunities
for professional development. During the past few years they were able to
offer short-term training opportunities. It appears that teachers still need
professional development on ways of engaging children with art works, on
ways of assessing children’s work and on ways of developing art units for
older primary school children. Some of these needs were also reported by
teachers in the questionnaire and during interviews.
According to the findings of the questionnaire, the primary school teachers
acknowledge the many different roles that visual arts education can have in
the school curriculum and especially value the opportunities that visual arts
offers for self-expression, development of practical skills and development
of abilities for presentation and communication of ideas. In practice, not all
different roles have the same weight for them; priority is given to promotion of
self-expression, of self-esteem and self-sufficiency, and to the development
of artistic and manual skills. In general, tasks that relate directly with the
responding to the art components of visual arts education are last in their
priorities. This can be attributed to the fact that teachers do not feel very
confident with respect to these VAE aspects (e.g. viewing and understanding
artworks/images from local/global art and culture, and contemporary art).
They need professional development on issues related to the responding to
art component of visual arts education (knowledge and understanding of art,
i.e. local, global and contemporary art). Three other issues are reported by
the teachers and these related to ICT skills for teaching visual arts education,
teaching students with special needs, and student assessment.
-59-

Regarding ESD, teachers are moderately confident in including aspects
of ESD in their teaching, and overall they felt more confident in including
the dimensions of culture and environment. They have a quite accurate
conception of the term Sustainable development and the issues it addresses
although the connection of culture with SD is not clear in their understanding
of the concept. In relation to specific approaches that they might adopt
regarding the way SD issues were addressed, integration, whole school
approaches and collaborations with stakeholders are preferred over
addressing SD issues in the community with students and tackling SD
conflict issues. Teachers feel strongly that visual arts education can support
the achievement of ESD goals but not that strong for the opposite.
The questionnaire answers revealed four main barriers that prevent teachers
from participating in professional development activities: no incentives;
no availability of relevant professional development; no time due to family
responsibilities; and conflicts of professional development with work
schedule. At the same time, it is very encouraging that over one quarter of
the participants wants to be informed about the training that would be offered
later on as part of the CARE program activities. Participants also stated their
preferences related to professional development activities. Apart from the
usual format, that of having face-to-face training, they would very much like
to have observation visits to museums/organizations, participate in a network
of teachers and have observation visits to schools.
The interviews identified similar factors hindering teachers’ participation in
professional development activities, highlighting mainly time and probed
further into the teachers’ training needs. It appears that training needs differ
amongst art specialists and general teachers, as well as according to the
years of service of the teachers, due to changes in the context of university
curricula. Younger graduates for example are likely to have received ESD
training whereas teachers with many years of service are highly unlikely
to have done so. The infusion of ESD elements in VAE curriculum, poses
additional challenges to this group of teachers. Similarly, specialist art
teachers comment that they lose contact with other curriculum subjects
or cannot prepare students in language lessons for example on specific
issues they can later on address through art and this limits their ability for an
interdisciplinary approach to art. Generalist teachers appear to need more
support and training specially on VAE delivery (use of techniques, materials
etc).
Overall, teachers explained that they need a balanced form of training, where
some background theory can build up their confidence. They mainly request
practical forms of training and extending training in school by implementing
and testing what they learn in their actual teaching.
Outcomes have implications on what a training programme should include
and how it should be structured and will be considered for the following
phases of CARE programme that include the elaboration of Training
programmes for VAE teachers.
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CHAPTER 2:

Art education policies and
practices in Malta
RAPHAEL VELLA, CENSU CARUANA, ISABELLE GATT, CHARMAINE
ZAMMIT & MILOSH RAYKOV

Policy documents
A. Visual Art Education (VAE)
A.1 Summary of current curriculum policy
A primary syllabus for Art and Design was introduced in Maltese state
schools in 2012, focusing on aesthetic, perceptual, technical, and personal
and social aims. More recently, a Learning Outcomes Framework was
introduced in order to support the National Curriculum Framework (NCF).
The learning outcomes for Art span from Attainment Level 5 (corresponding
with Year 3 in the primary sector) to Attainment Level 10 (‘gifted and
talented’ level), and are divided into four subject foci: 1) Encouraging the
personal and collaborative responses of the learner: promoting curiosity,
exploration, experimentation and invention; 2) Interpreting and evaluating art;
3) Demonstrating understanding of Materials, Techniques, Skills, Media and
Aesthetic Qualities; and 4) Art in Context.
Despite the existence of these syllabi and national learning outcomes, it is
common practice for specialist art teachers especially at the primary level
to develop their own curricula for different classes and ages. This seems to
be the case in the three categories of schools in Malta (state, church and
independent). The lack of an Education Officer for the subject of Art in state
schools means that there is very little, if any, direction or quality control at this
level. The duties of education officers include the evaluation of the work of
teachers and the quality and standards of teaching and learning in schools
and colleges and the organisation of professional development courses for
teachers.
Education for Sustainable Development has been recognized in the National
Curriculum Framework as a “cross-curricular theme … essential for the
education of all students and for achieving the aims of education”. Being a
cross-curricular theme it is equally adaptable to be infused across the subject
of Art as it is across Science or Geography.
Web link/s:
Art and Design Primary Syllabi
https://curriculum.gov.mt/en/Curriculum/Year-1-to-6/Documents/pr_syllabi/
syllab_pr_artrationale.pdf
Year 5:
https://curriculum.gov.mt/en/Curriculum/Year-1-to-6/Documents/pr_syllabi/
syllab_pr_artyear5.pdf
Year 6:
https://curriculum.gov.mt/en/Curriculum/Year-1-to-6/Documents/pr_syllabi/
syllab_pr_artyear6.pdf
Learning outcomes framework in Malta:
http://www.schoolslearningoutcomes.edu.mt/en/subjects/art
National curriculum framework
https://curriculum.gov.mt/en/resources/the-ncf/documents/ncf.pdf
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A.2 Summary of schools’ common practices in delivering VAE in primary
education
In Malta there are different factors that influence the significance of VAE in
primary schools. First of all, all schools in Malta fall into one of the following
three categories: schools owned by the state, independent (private) schools
and schools owned by the church (and managed by a variety of religious
orders). State (public) schools are free of charge for all children while
attendance in independent schools is against payment. Church schools
usually ask for donations. While it is difficult to generalise when evaluating
common VAE practices across these sectors, one needs to note that state
schools fall under a single employer and so can share resources while private
schools are independent of each other and hence employ teachers who tend
teach only in a single institution.
Another factor in primary schools is the employment of either generalist
primary teachers or specialist art teachers. While most primary schoolchildren
in Malta come into contact with specialist art teachers, the importance given
to VAE by generalist teachers varies quite a lot. Overall, it is safe to say that
children in independent schools will generally have received more exposure
to VAE when compared to either state or church schools before commencing
their secondary education. Most art lessons in the primary sector across
Malta are delivered by specialist art teachers rather than generalist teachers.
However, some generalist teachers in Maltese state schools do integrate
artistic aspects into the teaching of other subjects such as religion and
history and tend to focus on crafts and yearly celebrations such as Christmas
and Easter. In an informal preliminary study carried out before the interviews
and survey conducted for this report, one respondent based in early years
in the state sector said that she tries to make sure that there is some
element of visual art in her class every day and she also introduces her
children to art appreciation activities (referenced artists include Van Gogh,
Monet, Kandinsky and Mondrian). Generalist respondents teaching Year 1
classes in an independent school said that they engage children in many
cross-curricular activities that focus on artistic processes and collaborative
projects, combining Art with subjects like Science, Mathematics and Maltese.
At the same time, other administrative commitments and the emphasis on
numeracy and literacy (especially in the state sector) are cited as stumbling
blocks by generalist teachers who want to be employ more creative methods
in the primary classroom.
Specialist art teachers can be either based in a single school or work as
peripatetic teachers in the state sector (teaching Art to children in two
or more primary schools). Specialist art teachers in all sectors (state,
independent and church) usually meet each class once a week for a lesson
of around 45 minutes, though some classes in the state sector have only
one lesson every two weeks. Specialist respondents in state schools refer to
the lack of an Art Education Officer (EO) in Malta as a problem because they
receive no direction about national standards and learning outcomes. While
independent primary schools usually have art facilities, the situation is varied
in the state and church sectors. State specialist teachers adapt to different
schools they work in, often teaching art in regular primary classrooms and
getting involved in school projects or events.
Web link/s:
Duties of Education Officers in the state sector in Malta: https://education.
gov.mt/en/Documents/Vacancies/Role%20of%20an%20Education%20
Officer%20Curriculum.pdf
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A.3 Synergies between VAE & ESD
Limited direct references to environmental issues like global warming can be
found in the Learning Outcomes framework for Art. However, the learning
outcomes do refer to general contextual issues that could include SD
concerns.
The NCF specifies that: “Through ESD, the learner’s environment (within and
outside the school) becomes a fundamental teaching resource that is locally
relevant and culturally sensitive.”
This has direct implications for VAE.
ESD at its core re-orients education to address sustainable development –
hence the main question when one infuses ESD across VAE would be: “How
can VAE be oriented towards addressing sustainable development?
The NCF specifies that ESD respects, values and preserves past
achievements. Here again one can find a synergy between ESD and VAE,
in particular, in that VAE encourages young learners to the appreciation and
construction of visual imagery, responding to the feelings they evoke, and
making artefacts during art.

B. Education for Sustainable Development (ESD)
B.1 Summary of current curriculum policy
The National Curriculum Framework defines ESD as follows:
“Education for Sustainable Development (ESD) enables learners to develop
the knowledge, skills, attitudes and values required to become active
participants, individually and collectively, in decision-making processes,
both at local and global levels that will improve the quality of life of present
and future generations. ESD promotes a system based approach and an
integrated knowledge base that invites learners to develop a holistic view of
their surroundings, i.e. an interaction of aesthetic, environmental, economic,
political, technological, cultural and societal perspectives.”
The curriculum implications are significant since it moves beyond knowledge,
skills, attitudes and values toward the becoming of active participants
in being part of the solution to current environmental and development
challenges. In the words of the NCF itself:
“Learning experiences are structured around the identification and resolution
of environmental issues that equip and empower learners with problem
solving and decision making skills that are indispensable in the context of
lifelong learning.”
Web link/s:
https://curriculum.gov.mt/en/resources/the-ncf/documents/ncf.pdf
B.1 Summary of schools’ common practices in delivering ESD in primary
education
Nature Trust – FEE Malta has in the past years given great importance
to education for sustainable development (ESD) through the EkoSkola
programme that has become synonymous with ESD at all levels of formal
education. The programme is supported by the Ministry for Education and
Employment; the Ministry for Sustainable Development, Environment and the
Centre for Environmental Education and Research.
“Participating schools that have engaged in the integration of ESD in the
curriculum through a whole school approach are awarded the Green Flag – an
international certification based on international quality criteria for ESD. Local
research results have corroborated international findings that the programme
is bringing about a personal and an institutional change of behaviour towards
sustainability. Moreover, EkoSkola has been very proactive in promoting
young people’s voices on sustainability in local and foreign fora.”
Web link/s:
https://www.ekoskola.org.mt/
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C. Initial teacher education (ITE)
C.1 Summary of current policy
Initial Teacher Education and the teacher’s profession are regulated by the
Education Act. While educational courses at different levels are generally
accredited by the National Commission for Further and Higher Education
(NCFHE) launched in 2012, the University of Malta is considered to be a
self-accrediting institution. All new academic programmes at the University
of Malta, including the Faculty of Education’s MTL launched recently, are
validated by the university’s Academic Programmes Quality and Resources
Unit (APQRU) and the Programme Validation Committee (PVC), a standing
committee of Senate.
While many teachers in Malta are in possession of a teacher’s warrant that
would have been awarded after graduating with a teacher’s degree from
the Faculty of Education, the shortage of teachers sometimes leads to the
employment of supply teachers.
Web link/s:
Education Act, Malta:
https://www.um.edu.mt/educ/whatyouneedtoknow/
mtlearlychildhoodandprimaryeducation
C.2 VAE in ITE/ HEIs (Higher Educational Institutions)
VAE in the Faculty of Education
The Faculty of Education at the University of Malta is the main provider of
ITE in Malta. Specialisation in the field of VAE is currently only offered at the
Faculty of Education in Malta.
VAE in the generalist primary sector
In October 2016, teacher training at the Faculty of Education changed from a
four year B.Ed. Degree to a 2 year Masters in Teaching and Learning degree
(MTL). The MTL is a two-year graduate entry initial teacher programme. In
the previous 4-year degree, students studying to become Primary generalist
teachers were offered a compulsory study unit in Art Processes (4 ECTS –
28hours), which introduced creative processes in the arts, children’s stages
of artistic development, contemporary artists to use in art classes and
included art workshops sessions using different media that can be used in
the classroom. Besides this, students took another compulsory study unit
which involved a theatre production for which students designed and created
the set and props. The last B.Ed. (Hons) intake was in 2015.
In the MTL for generalist primary teachers, Art forms part of a compulsory
10ECTS (60 hour) study unit covering Creativity, the Arts and Physical
Education in the Primary Classroom of which 2 ECTS (12 hours) is dedicated
to Art during the second year. The Art component helps develop students’
knowledge, skills and confidence to teach art in the primary classroom. It
helps students to understand the different artistic developmental stages from
infancy to teenage. Students work with various artistic processes, which
require research about artists’ works. The unit is grounded in theory and
practice and a strong element of reflection.
The Faculty of Education also offers a 3-year BA Early Childhood Education
and Care degree (ECEC) - this undergraduate degree emphasises the arts
especially during the first year, with a 6 ECTS study unit entitled ‘Creativity,
the Arts and the Child’ of which 14hrs are dedicated to Art and another 4
ECTS study unit entitled ‘Pedagogy of the imagination’, of which 12 hrs are
dedicated to Art too.
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VAE for specialist art teachers
The previous 4-year B.Ed. model prepared art teachers specifically for the
secondary sector. The current 2-year MTL model prepares specialist art
teachers for both the primary and secondary sectors. Students who opt to
study MTL in Art at the Faculty of Education (University of Malta) cover a
total of 40 ECTS of taught study units in the subject over two years, conduct
weekly observations of art teaching in schools and also have two 5-week
block teaching practice periods around February-April each year. The study
units cover various areas like curriculum planning in art, the histories and
theories of art education, arts-based research, contemporary issues in
art education, art theory and criticism and studio inquiry in several media.
Students are expected to improve their teaching, research and artistic skills
during these two years, developing schemes of work related to both the
primary and secondary sectors and reflecting about the cultural, social and
political dimensions of education and art. Their studio practice with different
specialised members of staff revolves around yearly themes and ideas of
their choice, which students need to develop and research through their
practice and a reflective portfolio.
Web link/s:
BA ECEC: https://www.um.edu.mt/courses/overview/UBAHECEFT-2019-0-O
MTL Art - https://www.um.edu.mt/courses/overview/PMTLARTFTT6-20190-O
MTL: Early Childhood and Primary Education https://www.um.edu.mt/educ/whatyouneedtoknow/
mtlearlychildhoodandprimaryeducation
C.3 ESD in ITE/ HEIs
The Centre for Environmental Education and Research (UM) has been
involved in offering tailor-made credits where students learn how to infuse
ESD across different subjects and years. Modules on offer include infusing
ESD across primary education, Science education, Mathematics, Personal
and Social Development and Home Economics.
Web link/s:
https://www.um.edu.mt/ceer

D. Continuing Teacher Professional Development
(CTPD)
D.1 Summary of current policy
Teachers in different levels are expected to participate in continuous
professional development courses every year. In agreement with the Malta
Union of Teachers, the Maltese government introduced a Community of
Professional Educators (CoPE) in 2017 as a broader version of CTPD,
involving participating teachers in school development planning sessions as
well as self-sought continuous professional development. The Ministry for
Education and Employment (MEDE) recognises three types of continuous
professional development sessions for teachers: professional learning
opportunities in a school/college setting, based on externally designed
programmes or based on self-development.
Web link/s:
Clause 17 on CoPE:
https://education.gov.mt/en/Documents/Sectoral%20Agreement.pdf
D.2 VAE in CTPD
CTPD is offered to all primary school teachers in different sectors in Malta
but is rarely, if ever, related to VAE. VAE courses are offered as CPTD to
Secondary school teachers in state schools.
D.3 ESD in CTPD
CEER offers a Master Course in Education for Sustainable Development. The
course is offered as a part-time evening course. It provides expertise to cater
for the ESD needs of schools, colleges, adult education centres, government
departments, local councils and the wider local community. CEER is
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coordinating a PEERMENT Erasmus + project that seeks to lay - out, test,
improve and disseminate a new model of Mentoring and Peer - Mentoring for
ESD. This aim will be reached through a process of Action / Research that
will directly involve about 20 Education Specialists as teachers’ trainer and
senior mentors and about 50 teachers as mentors through purposefully set
up Local Testing Groups. In Malta the Local Testing Group is taking place
through the collaboration with a Primary School.
Web link/s:
https://www.um.edu.mt/ceer/courses/master
https://www.um.edu.mt/ceer/peerment

E. Other policies (if applicable)

Other policies of possible relevance to this project
In September, 2017, a new educational institution called the Malta Visual and
Performing Arts (MVPA) School was opened in Hamrun, Malta by the Ministry
for Education and Employment. While other regular curricular subjects are
taught in the school, the institution focuses on five art forms: visual art,
drama, music, dance and media. All children in their last year at primary
school (Year 6) in state and non-state schools can apply to become students
in this school and need to show evidence of required standards in their
chosen art forms.
Web link/s:
MVPA
https://education.gov.mt/en/VPA/Documents/Notes%20for%20Students%20
and%20Parents%20-%20ENGLISH%20-%20WEBSITE%20(UPLOAD).pdf
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Stakeholders’ views
A. Sample

A number of present or past policy-makers were contacted and invited to
participate in the study by providing their answers to a semi-structured
interview. Three policy-makers agreed to participate, two of whom work in
the field of VAE and the remaining one in ESD. The policy-makers had four
to eight years experience in their post, an extensive number of years in the
classroom teaching their subject and one of them also worked in the digital
art industy for fourteen years.

B. Summary of views
B.1 Views on policy
Q1: What is your opinion on the ‘National Visual Arts curriculum’ in Primary
Education? (formulate the terms as best suit your context/country) and
Q2: To what extent have you been involved in the development of the national
curriculum for the visual arts? )
The first questions in the interviews for policy-makers mainly concerned
their views of the National VAE Curriculum (NVC) at Primary level and their
involvement in its development.
One of the policy-makers (PM3) explained that when she served the role of
an art HoD (Head of Department), she and other art HoDs were asked to
create an art curriculum for primary level as at the time, in 2001, “there was
no existent syllabus” (PM3). She mentioned the challenges they faced while
working on an art curriculum since the Education Directorate “did not realise
how holistic the approach to art is, so we were asked to be very scientific
about it and it was difficult to convince people that Art was not like Maths.”
PM3 explained that the same NVC is still in use today because “the principles
that we chose at that time...the visual language and all the things that go
with it are still valid” (PM3). According to PM2, the NVC provides “adequate
guidance to facilitate the nurture of expressive capabilities and also technical
fundamental artistic skills”. Meanwhile, although the rationale of the NVC for
primary level “includes the four categories: Aesthetic, Perceptual, Technical
and Personal and Social, most primary art teachers still focus on the
technical aims” (PM1). Correspondingly, PM3 maintained that: “art teachers
tend to focus too much on the technical aspect”. Due to this limited focus,
PM1 asserted that the current NVC’s holistic values are not being reflected in
practice.
PM1 explained that students’ finished artworks showing off admirable art
techniques are often being valued at the expense of students’ actual creative
learning process. According to PM2, “this is the fruit of a curriculum that was
compiled to visualise the art student simply as a potential art appreciator,
painter or sculptor”. In striving to achieve artistic technical goals, “most
students end up copying the teachers’ examples to rest their minds that their
art conforms to the teacher’s expectations” (PM1). Moreover, at school level,
the VAE values that are being transmitted by schools’ administration merely
reproduce their own childhood pretty memories of the art subject. PM1
mentioned that to date, heads of schools “still put pressure on art teachers
to display students’ decorative art in the school corridors during Halloween,
Christmas, Valentine’s, and Easter”. Correspondingly, PM2 observed that
“school-based practice and implementation is still somewhat restricted
and strongly bound to traditional strongholds and perspectives”. Bearing in
mind that in practice, the rest of the holistic values mentioned in the NVC’s
aspects (aesthetic, perceptual, personal and social) are being ignored, PM1
questioned: “what is the purpose of the current National Visual Art curriculum
in Primary Education?”
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B.2 Opinions about requirements for policy implementation
Q3: What do you think are the most important conditions (requirements) for
implementing the national curriculum for the visual arts?
Q4: To what extent do you think these conditions (requirements) exist?
Q5: Do you know of actions that have been taken to respond to these
conditions (requirements)? Could you elaborate?)
In view of the broader question concerning participants’ insights of VAE, a
thematic analysis revealed four key themes, categorised as Restrictions of
NVC implementation; Recommendations for a Relevant NVC; Deficits; and
Collaborative Teaching.
Restrictions for NVC implementation
Due to “its highly structured nature”, the current NVC “tempts the nurture of
narrow-visioned citizens who recognise the true nature and potential of art at
too late a stage” (PM2). PM3 argued that ultimately the NVC implementation
depends on the vision of the Education directorate and even that of the
Education Minister. She sustained that if the Education Minister “doesn’t
have a vision, we suffer...the art department suffers...the frame of mind, the
attitude towards the subject… most Education directors did not have an art
subject so they see it as a waste of time”. In addition, PM3 mentioned that
another restriction for NVC implementation is “the allocated time for art on
time-table”. Correspondingly, PM1 pointed out the limited time allocated for
art education across primary and secondary sectors. She argued that “unless
there is enough time to carry out the creative process properly” teachers and
students will keep neglecting VAE’s holistic learning experience, as their only
focus will keep being limited to the end art product (PM1).
Another restriction concerning the NVC implementation concerns the
need for primary schools to provide spacious “art rooms equipped with art
resources” (PM1). PM1 pointed out that in view of the current times, where
“due to personal circumstances, most students cannot bring art materials
with them”, the provision of adequate art rooms with art supplies is an
immediate requirement at schools.
PM3 argued about the restriction of NVC implementation every time the art
subject is isolated from the rest of the subjects at schools. She asserted: “I
don’t believe that in the primary sector, art should be standing on its own as
a subject. I think it should permeate all subjects”. She recounted that when
she was an Art EO (Education Officer), she tried her very best to see that
there was an art teacher in each primary school, sharing her vision as follows:
“for a teacher of art to be in one school, it would give her a sense of
ownership and the children would know her… the teachers would know
her… she can guide the teachers herself into incorporating the art lesson with
all subjects... but to convince the people who make the policies, it is a big
challenge!”. (PM3)
Recommendations for a Relevant NVC
PM3 sustained that although the visual language and related VAE principles
in the current NVC are still valid, she still recommends that “there should
be more balance nowadays as the things that affect children socially and
personally should be developed further”.
In view of a relevant NVC, PM2 proposed that a new NVC design “requires
the setting up of a non-conventional working group that is not restricted
to art educators or experts embracing traditional or contemporary
perspectives”. He pointed out that “the 21st century visual artist concept
embraces all individuals who trigger every ounce of progress in the industrial,
architectural, technological, scientific, conservation, humanitarian, culinary,
cultural, fashion, and digital realm”. For this reason, he maintained that the
working group designing the new NVC should include “individuals with
extensive industrial experience in theoretical physics, materials and life
sciences, technology, and unconventional art forms”. According to PM2, a
team consisting of individuals coming from different areas would contribute
to the design of a fluid NVC, challenging tradition and leading the “way to
the building of a new transformational movement”. Meanwhile, PM3 argued
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that if she had the chance to change the NVC, there will always be room for
improvement and shared her insight as follows:
“I believe that a curriculum is always in a state of becoming, because it has
to be in tune with the times… everything is changing so fast…we have to
change accordingly.” (PM3)
PM2 insisted that the key to the evolvement of VAE is the art teacher’s
frame-of-mind, personalities, and innovative perceptions. PM3 recounted
that when she was an Art EO, some art teachers were unqualified and had
no pedagogical training. Thus she recommended that the resources required
for better implementation of the NVC are “trained teachers and the training
of teachers”. PM1 recommended that apart from art teachers, LSEs should
also have pedagogical knowledge about VAE. She mentioned that art
teachers often complained that unqualified LSEs end up creating students’
artworks themselves or showing them step by step how to create a pretty
picture. Some LSEs also end up answering the art teachers’ questions aimed
at eliciting prior knowledge from students. On the other hand, educators’
pedagogical training might still not be the key for the evolvement of VAE.
PM3 sustained that a more relevant VAE curriculum should not only be
implemented by teachers as its sustainability requires the support of schools’
administration and also of the Education directorate.
Deficits and Collaborative Teaching
Another theme that emerged from interviews with policy-makers is that of
various “Deficits” in art education provisions in the state (public) sector.
Two out of three policy-makers referred to insufficient time dedicated to
the subject in primary and middle schools and relatively small numbers of
students attending courses in art education at the University of Malta. One of
the policy-makers stated that some “primary schools do not have art rooms
and the art teacher has to carry art materials around” (PM1). The lack of an
Education Officer (E.O.) for Art as well as a Head of Department (HoD) for
the subject are seen as stumbling blocks in the improvement of the subject’s
status. Some in-service courses for art teachers have been held in recent
years, dealing with different subjects like critical thinking, “using the art
museum, collaborative planning and sharing of schemes of work and ideas in
view of the new learning outcomes framework” (PM1). This sharing of work
and ideas is linked to another theme emerging from these interviews, that
of “Collaborative Teaching”. One policy-maker referred to a publication on
art education she worked on as a result of a positive exchange of ideas with
other art educators (PM3).
B.3 Attitudes about the link of ESD and VAE
Q6: What, in your opinion, is the potential for ESD to enhance VAE?
Q7: Is ESD incorporated in any way into the training organized for visual arts
education? )
For Q6, a predetermined coding scheme was used. The predetermined
codes were: Learning to know, learning to do, learning to be, learning to
live together, systems thinking competence, futures thinking (anticipatory)
competence, strategic thinking competence and interpersonal (collaboration)
competence. This was combined with a ground-up approach, from which two
new codes emerged: transnational projects and feminist discourse and VAE.
The National Curriculum Framework (NCF) considers ESD to be a
transdisciplinary subject. It is spelled out in a framework which is theoretically
correct, reflecting the fact that it was written by experts within the field. In this
regard policy makers have a clear reference point, and their inputs support
best practice in ESD. Since the NCF does not prefer any subject as a vehicle
for the infusion of ESD principles, it is understood that say Geography,
Mathematics and VAE are on equal footing when it comes to the infusion
of ESD. Transnational projects are acknowledged as an important part in
the infusion of ESD across arts, contributing to the competence of learning
to live together and to collaborative competencies, while also intruding
new concepts and ideas such as “feminist discourse through Visual Art”
(PM2). There was also the mention of the value in the “design” component
of Visual Arts, in that effective communication through say a professionally
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designed brochure can be an effective means of communicating positive
change “for the environment”. There was a recognition of both the social and
environmental aspects of sustainable development. The fourth pillar, namely
culture, was also mentioned. The economic aspect was acknowledged in
the potential of art as a career that can contribute to the shaping of a more
sustainable society. There was however a tacit acknowledgment that the
implementation of what on paper looks good is still in its initial phases and
requires a more systematic approach. A core competence that was partly
overlooked is the “systems thinking competence”, though at one point there
was an acknowledgment of the challenge to “construct liveable cities and
to cultivate healthy foods in ways congruent with earth’s patterns” (PM3).
The interpretation here is hard to guess but can both be an assumption that
interdisciplinarity requires systems thinking and was thus implicit rather
than explicit, but can also reflect a difficulty in applying systems concepts
including systems ontologies. This in turn perhaps reflects a lack of ambition
in reconsidering dominant paradigms, and our comfort in tinkering with
the system, rather than radically changing it. This latter interpretation is
strengthened by the fact that recycling was mentioned at different points, but
at no point was reducing, refusing and repairing mentioned. There is however
a strong emphasis on anticipatory competencies – acknowledging the need
to envision a different future – providing a strong entry point for curricular
interventions. The strong core on strategic thinking competencies also
indicates a willingness to find solutions.
In their response to Q7, policy makers discussed teacher training in VAE
and the inclusion of ESD in training for visual arts educators. The theme
of “Collaborative Teaching” emerged as one of the links between ESD and
VAE, evidenced by in-service training offered to art teachers: “the training
concerning learning outcomes promotes values like collaborative teaching
and learning” (PM1). This reference to collaboration is associated with
another theme, that of a “Social Dimension” and connections between VAE
and real life. This social dimension can materialise through practical activities
initiated in class, for example, by teaching pupils how to recycle materials in
different curricular areas (PM3).
B.4 Opinions about assessment in art education
Q8: How do you feel that art education should be assessed?
While some reference was made to the connections between assessment
and the syllabus or learning outcomes framework (PM2), a common theme
mentioned by different interviewees was the “Creative Process”. This was
considered to be more important than the actual marking of pupils’ works,
especially at the primary level: “I don’t think (assessment) is about marks but
about the child’s progress” (PM3). Another policy-maker said he was “highly
dubious of the relevance of summative assessment in art at primary level.
This leaves us with task-based assessment that should take place during
each and every lesson” (PM2). Yet another policy-maker linked this theme to
that of collaborative learning: “Assessing and displaying the final art product
needs to be replaced with the creative process, showing also the students’
collaborative effort rather only the individual one” (PM1). In practical terms,
this creative process is best expressed in art work that evolves as part of a
journal and/or portfolio. Practical tasks that cater for different abilities would
provide an “opportunity for all learners to progress at their individual pace”
(PM2).
B.5 Other
Q9. How do you expect a project like CARE to contribute to the development
of VAE (& ESD)?
One of the policy-makers linked the real-life aspect of CARE with the “Social,
Environmental and Economic/Democratic and Participatory pillars” (PM2)
associated with ESD and Global Education. An education in sustainable
development helps to project the teaching of art beyond the limits of
the classroom or the school and into the wider community. This helps to
transform art education into a more holistic experience: “to emphasize further
the holistic aspects of art education” (PM1).
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Q10. Are there any other issues that you feel are important for the
implementation of art education that we haven’t discussed?
In the participants’ concluding remarks, interviewees highlighted the potential
that effective art education has in connecting education to real life “beyond
the glorification of ‘pretty pictures’” (PM1). One of the policy-makers (PM1)
also emphasised the importance of educating parents, heads of school
and guidance teachers, most of whom seem to have a limited view of art,
reducing its scope to mere copying, colouring activities, or decorations
for traditional feasts like Christmas. Since this perception is widespread,
it results in a low status for the subject in schools. One policy-maker was
slightly more positive that change was taking place slowly, even if, there is a
resistance to change because of a certain mentality:
“Not everybody is on the same wavelength but I think a lot of people start
to come around when they see the result of children’s work...but very gently
because change takes a while” (PM3).
Q10. Are there any other issues that you feel are important for the
implementation of art education that we haven’t discussed?
In the participants’ concluding remarks, interviewees highlighted the potential
that effective art education has in connecting education to real life “beyond
the glorification of ‘pretty pictures’” (PM1). One of the policy-makers (PM1)
also emphasised the importance of educating parents, heads of school
and guidance teachers, most of whom seem to have a limited view of art,
reducing its scope to mere copying, colouring activities, or decorations
for traditional feasts like Christmas. Since this perception is widespread,
it results in a low status for the subject in schools. One policy-maker was
slightly more positive that change was taking place slowly, even if, there is a
resistance to change because of a certain mentality:

-71-

In-service Primary teachers’ views –
Questionnaire results
A. Sample

The sample of participants in Malta consisted of 33 teachers who completed
the questionnaire. Among the participants, 23 (70%) were women and 10
(30%) men. On average (N=32), they were 35 years old (mean age= 35.12
years, SD = 9.15), and the range of their ages was between 24 and 58 years.
The majority of the participants worked in state (public) schools (24 out of
33 or 64%), 8 (24%) worked in church schools and 4 (12%) in independent
(private) schools. The structure of the sample is slightly different than the
proportion of student’s population in Malta, where 58% attended state,
29% church, and 13% private (independent) schools. This relatively small
overrepresentation of public and underrepresentation of church school
teachers is a result of the relatively small number of the participants in this
study and the small number of art teachers in Malta.
Regarding their current employment, the majority of the participants were art
specialist teachers (27 out of 33 or 82%), and a smaller number of teachers
(6 out of 33 or 18%) were generalist teachers. Furthermore, most participants
(28 out of 33 or 88%) were currently (during the school year when the
survey was conducted) involved in teaching art while the remaining 4 (13%)
participants were involved in teaching other school subjects.
The participants who were teaching art (N=28), taught on average 22 hours/
school periods per week (mean = 22.49, SD = 7.44, minimum=8 hours/
school periods and maximum= 40 hours/school periods per week). The total
teaching experience of all participants (N=33) ranged from 0 to 30 years,
with a mean of 10.67 years of teaching experience (SD = 7.25). The average
experience in teaching art among teachers involved in teaching during the
current year (N=28) ranged from 2 to 21 years, with a mean of 9.25 years of
art teaching experience (SD = 5.76).
Regarding acquired qualifications related to the subject of visual arts, among
33 participants in Malta, 28 (93%) had compulsory courses/subjects during
their undergraduate studies, and 23 (72%) undertook elective relevant
subjects during undergraduate studies. Besides, 7 (26%) participants also
acquired a postgraduate degree in art education (e.g., Masters), but there
were no participants who acquired a PhD in Art education. In addition to this,
21 (64%) participants in Malta reported some other acquired qualifications
related to the subject of visual arts including masters, BA and B.Ed. (Hons),
as well as various diplomas, A- and O-level in art and history of art or some
other qualifications.

B. Results

Bearing in mind an ideal school curriculum, question 1 explored the
participants’ views about the potential of art education’s role in schools. All
nine tasks of Question 1 were considered to be very or extremely important
for more than 90% of the participants (see Table IS1.1). All items received a
mean score above 3.33 in a scale ranging from ‘0’ for ‘not at all’ important
to ‘4’ for ‘extremely important’, indicating that all were considered to be
very important tasks of art education. It is worth remarking that the most
important task for the participants was ‘Providing opportunities for selfexpression’ (Q1.1, mean 3.88), followed by ‘Developing students’ abilities
to present and communicate their ideas’ (Q1.3, mean 3.79), by ‘Developing
students’ ability to experiment’ (Q1.5, mean 3.76) and by ‘Promoting
students’ attitudes of tolerance and open-mindedness’ (Q1.7, mean 3.76).
Last in their views (although still quite important) was the task of ‘Providing
opportunities for talking on social and environmental issues’ (Q1.9, mean
3.33).
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Table IS1.1: Views regarding art education’s role
Q1: What are your views regarding the importance of
the following tasks of art education in your ideal school
curriculum?

not
at al

slightly

moderate

very
extremely
important important

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

Providing opportunities for self-expression

0%

3%

0%

3%

94%

3.88

0.55

2.

Providing opportunities for acquiring knowledge
regarding art & culture

0%

3%

0%

18%

79%

3.73

0.63

3.

Developing students’ abilities to present and
communicate their ideas

0%

3%

0%

12%

85%

3.79

0.60

4.

Developing students’ ability to critically interpret
images/ artworks

0%

3%

6%

21%

70%

3.58

0.75

5.

Developing students’ ability to experiment

0%

3%

0%

15%

82%

3.76

0.61

6.

Developing students’ skills in using art techniques/
tools/materials

0%

0%

3%

24%

73%

3.70

0.53

7.

Promoting students’ attitudes of tolerance and
open-mindedness

0%

3%

0%

15%

82%

3.76

0.61

8.

Providing opportunities for collaborative work

0%

6%

3%

27%

64%

3.48

0.83

9.

Providing opportunities for talking on social and
environmental issues

6%

0%

6%

30%

58%

3.33

1.05

Tables IS1.2 and IS1.3
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While question 1 dealt with participants’ views in an ideal situation, question
2 explored participants’ priorities in practice. Table IS2.1 shows participants’
responses in each task of question 2, indicating percentages for each
response, as well as means and standard deviations for each task. All tasks
of question 2 received a mean score above 3.0, and 76% to 94% considered
the tasks as very or extremely important. The extremely important priorities
in participants’ art teaching were the ‘Development of children’s self-esteem
and self-sufficiency’ (Q2.9, mean=3.67), the ‘Creative self-expression of
the child’ (Q2.1, mean=3.64) and the ‘Development of artistic and manual
skills’ (Q2.8, mean=3.55). The least in their priorities were activities related
to ‘Looking at and being aware of traditions within local culture(s) (Q2.3,
mean=3.03).
Tables IS1.2 and IS1.3
Q2: In practice, to what extent, if any, the following are
priorities of your teaching during art classes.

not
at al

slightly

moderate

0

1

2

very
extremely
important important
3

M

S.D

4

%

%

%

%

%

1.

Creative self-expression of the child

0%

3%

6%

24%

70%

3.64

0.60

2.

Looking at and being aware of the richness of art
and culture(s)

3%

3%

6%

33%

58%

3.42

0.87

3.

Looking at and being aware of traditions within
local culture(s)

3%

6%

9%

48%

33%

3.03

0.87

4.

Looking at and being aware of art globally
throughout art history

3%

3%

3%

42%

48%

3.30

0.92

5.

Presentation and communication of ideas

0%

0%

24%

9%

67%

3.42

0.87

6.

Understanding of images/ artworks

3%

3%

9%

30%

55%

3.30

0.98

7.

Experimentation

0%

3%

15%

27%

55%

3.33

0.85

8.

Development of artistic and manual skills

0%

0%

9%

27%

64%

3.55

0.67

9.

Development of children’s self-esteem and selfsufficiency

0%

3%

3%

18%

76%

3.67

0.69

10. Promotion of acceptance and open-mindedness

0%

3%

10%

19%

68%

3.52

0.81

11. Collaborative work and social competencies

0%

6%

13%

41%

41%

3.16

0.88
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Tables IS 2.2 and IS2.3
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Question 3 were focused on the participants’ feelings of self-efficacy
regarding different aspects of art teaching. The participants were asked
to state the extent to which they felt confident in dealing effectively with a
variety of issues. Table IS3.1 records participants’ responses in each of the
16 issues presented in question 3, stating percentages for each response,
as well as means and standard deviations for each item. While high mean
score indicates high self-reported efficacy the lower mean scores indicates
lower levels of self-reported efficacy. Teachers stated that they were ‘very’
to ‘extremely’ confident in issues related to general teaching matters, such
as ‘Art interpretation (Q3.7, mean=3.33)’ ‘Creative self-expression of the
child’ (Q3.1, mean=3.22), ‘Viewing artworks and images / art interpretation’
(Q3.7, mean=3.33) and ‘Promotion of acceptance and open-mindedness’
(Q3.15, mean=3.21). At the bottom of the ranking indicating that teachers
felt ‘slightly’ or ‘not at all’ confident, are issues related specifically with
appreciating art and artists, such as the issues in dealing effectively with
‘Contemporary art’ (Q3.3, mean=2.58) and ‘Local art and culture(s)/ artists’
(Q3.5, mean=2.67). More the two third of teachers reported high level of selfefficiency regarding the art teaching expect in the domain of ‘Local art and
culture’ and ‘contemporary art’ where a smaller proportion (51% and 57%),
felt ‘very’ or’ extremely efficient’.
Table IS3.1: Feelings of self-efficacy in art teaching
Q3: To what extent do you feel you are in a position
to deal effectively with the following issues in your art
lessons?

not
at al

slightly

moderate

0

1

2

very
extremely
important important
3

M

S.D

4

%

%

%

%

%

1.

Creative self-expression of the child

0%

6%

13%

34%

47%

3.22

0.91

2.

Art vocabulary / Learning artistic language

3%

3%

12%

42%

39%

3.12

0.96

3.

Local art and culture(s)/ artists

3%

9%

36%

30%

21%

2.58

1.03

4.

Global art and culture(s)/ art history

3%

6%

21%

24%

45%

3.03

1.10

5.

Contemporary art

3%

9%

30%

33%

24%

2.67

1.05

6.

Presentation and communication of ideas

0%

9%

6%

42%

42%

3.18

0.92

7.

Viewing artworks and images / art interpretation

0%

3%

6%

45%

45%

3.33

0.74

8.

Experimentation

3%

0%

12%

45%

39%

3.18

0.88

9.

Art making / the process of production

3%

0%

21%

42%

33%

3.03

0.92

10.

Knowledge of/ experiences with art materials/
techniques

0%

6%

15%

52%

27%

3.00

0.83

0%

3%

16%

39%

42%

3.19

0.83

11. Problem solving and development of imagination
12. Critical enquiring and thinking

0%

3%

30%

33%

33%

2.97

0.88

Development of children’s self-esteem and self13.
efficiency

0%

6%

6%

48%

39%

3.21

0.82

14. Integration with other subjects of the curriculum

0%

6%

27%

36%

30%

2.91

0.91

15. Promotion of acceptance and open-mindedness

0%

3%

12%

45%

39%

3.21

0.78

16. Collaborative work

0%

6%

21%

45%

27%

2.94

0.86
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Question 4 required participants to indicate the areas in which they
considered they needed professional development (PD). Table IS4.1 presents
participants’ responses for each listed area in question 4 (percentages for
each response, means and standard deviations for each area). The ranking
of the areas requiring PD are based on their mean score, starting with the
area that received the highest mean score and ending with the item that
received the lowest mean score. Overall, participants indicate that they
needed PD in all areas; all listed areas received a mean score of “1.8” and
above. However, PD is more needed in two particular areas, which received
a mean score larger than 2.5 (thus approaching number “3” which represents
that participants’ consideration of areas in which they ‘very’ much need
PD. These two areas are: ‘ICT skills for teaching VAE’ (Q4.8, mean=2.66)
and ‘Teaching students with special needs’ (Q4.11, mean=2.70). The areas
perceived as least needed for their PD ‘understanding of art materials (30%),
‘Individualized learning’ (27%), and ‘Student behaviour (27%).
Table IS3.1: Feelings of self-efficacy in art teaching
Q4: For each of the areas listed below, please indicate
the extent to which you currently need professional
development.

not
at al

slightly

moderate

very
extremely
important important

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

Knowledge and understanding of art (local art,
global art, contemporary art, material culture(s),
etc.)

9%

30%

21%

30%

9%

2.00

1.17

Knowledge and understanding of visual
competence (partial visual competencies include
describe, analyze, interpret, experiment, create,
present)

9%

30%

24%

30%

6%

1.94

1.12

2.

3.

Knowledge and understanding of art materials/
techniques

9%

36%

24%

24%

6%

1.82

1.10

4.

Knowledge and understanding of Education for
Sustainable Development (ESD)

9%

12%

30%

21%

27%

2.45

1.28

5.

Pedagogical competencies in teaching Visual Arts
Education (VAE)

6%

25%

28%

16%

25%

2.28

1.28

6.

Knowledge of the VAE curriculum

3%

21%

30%

34%

19%

2.33

1.08

7.

Student assessment practices in VAE

3%

19%

25%

45%

45%

2.47

1.11

8.

ICT (information & communication technology)
skills for teaching VAE

3%

0%

12%

45%

39%

3.18

0.88

9.

Student behavior and classroom management in
VAE classes

3%

27%

42%

12%

15%

2.09

1.07

10. Approaches to individualized learning

9%

24%

39%

24%

3%

1.88

0.99

11. Teaching students with special needs

3%

12%

24%

33%

27%

2.70

1.10

12. Teaching in a multicultural or multilingual setting

9%

21%

27%

30%

12%

2.15

1.18

13.

Teaching cross-curricular skills (e.g., creativity,
critical thinking, problem solving)

9%

27%

30%

21%

12%

2.00

1.17

14.

Teaching cross-curricular themes (e.g. sustainable
development issues)

9%

19%

28%

22%

22%

2.28

1.28

3%

19%

31%

22%

25%

2.47

1.16

0%

13%

41%

31%

16%

2.50

0.92

15. Analysis and use of student assessments
16.

Implementation of national/state curriculum
standards or Common Core standards
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Tables IS4.2 and IS4.3
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Question 5 was a single question without including other tasks. It dealt with
participants’ feedback concerning their confidence regarding the integration
of Education for Sustainable Development (ESD) with art teaching in their
teaching. Participants’ responses to this question reveal that teachers
feel moderately confident to include aspects of ESD in their art teaching
(Mean=2.42). Overall, les than half (42%) of teachers feel highly confident, a
similar proportion (42%) feel moderately confident while some 15% feel less
confident to integrate EDS in their art teaching.
Table IS5.1
Q5: How confident do you feel to include aspects of
Education for Sustainable development in your art
teaching?

0:
not
at all

1

2

3

4:
very
much

3%

12%

42%

24%

18%

2.42

1.03

M

S.D

Table IS 5.2

Question 6 investigated teachers’ feelings of competence when addressing
the four different aspects of SD in their teaching. Overall, Table IS6.1
indicates that most participants feel ‘moderately’ confident in addressing
sustainable development (SD) in their teaching (Mean= above 2). They felt
‘very’ confident to address the ‘Culture dimension’ (Q6.4, mean=2.88),
then the ‘Environmental dimension’ (Q6.1, mean=2.73) and then the social
dimension (Q6.3, mean=2.45). They felt much less confident to address the
‘Economic dimension (Q6.2, mean=1.91).
Table IS6.1: Confidence in addressing dimensions of SD
Q6: How confident do you feel to address issues from
the following dimensions of sustainable development in
your teaching?

not
at al

slightly

moderate

very
extremely
important important

0

1

2

3

4

%

%

%

%

%

1.

Environmental dimension (e.g. biodiversity, climate
change, pollution)

3%

9%

27%

33%

27%

2.73

1.07

2.

Economic dimension (e.g. decent work and
economic growth, sustainable production and
consumption, )

12%

30%

30%

9%

18%

1.91

1.28

3.

Social dimension (e.g. inequalities, poverty)

3%

12%

42%

21%

21%

2.45

1.06

4.

Culture dimension (e.g. local culture, heritage)

3%

9%

18%

36%

33%

2.88

1.08
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Tables IS 6.2 and IS6.3

Various replies were a variation on the definition popularised through
Our Common Future (Brundtland Report) “Sustainable development is
development that meets the needs of the present without compromising
the ability of future generations to meet their own needs.” The challenge
of Sustainable Development as the preservation of the environment was
mentioned significantly more than the challenge of Sustainable Development
as the eradication of poverty, showing a clear skew towards environmental
issues and natural resources as opposed to social and poverty related
aspects. Similarly, fairness and wellbeing had significantly less mention
than environmental challenges. There is an overall concern for the future.
Conspicuous by its absence is the cultural pillar of SD – this is a highly
significant finding for an art and SD project. Most definitions focus on
technical understandings of the concept, with only a few specifying agency
and responsible citizenship, as well as the role of politics and power.
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Question 7a When you hear the term ‘sustainable development issues’, what
does it mean to you? Please write a brief definition and name three issues
that you believe are sustainable
Teachers came up with various understandings of the contemporary
significance of sustainable development. These responses included rather
broad references to the planet and contemporary times. For example: issues
related to our planet; ongoing current issues that the world faces; challenges
that we have to face in our world nowadays.
Other responses targeted issues related to nature and the environment. For
example: development that does not affect our environment in a negative
way; development which does not harm or over-pressure the environment;
how to sustain nature and how to conserve it for the present and future; using
earth resources responsibly; using materials that are environmentally aware
and sustainable.
Other teachers referred to the relationship between issues of sustainability
and the economy. For example: economic growth whilst taking care of natural
resources; problems that we’re causing in the environment around us, while
we are growing economically.
Some teachers referred to the relationship between present times and future
times or generations. For example: development that meets the needs of the
present without compromising the ability of future generations; development
that meets the needs of the present without compromising the ability of
future generations to meet their own; developing things in a way that does
not negatively affect the future; making progress and development without
causing damage for future generations.
Others referred to social issues and agency. For example: the promotion
of social agency and responsibilities; issues which matter to have a fairer,
cleaner and a healthier world; issues that tackle poverty, population growth
and the well being of humanity with relation to the environment; creating a
better society by helping people acquire important life and social skills.
Question 7b
The environment in general, and climate change, global warming and
pollution in particular, featured strongly as issues associated with SD.
Reflecting the finding in 7a, of lesser mention are issues related to poverty,
inequality and social justice. There were very few attempts to link both
challenges together (e.g. climate change and poverty).
Most issues mentioned were general and reflect a global context, with very
few seemingly reflecting a local context (e.g. high-rise buildings). Issues
linked to migration - that are predominant in the news and social media got no mention here. Except for one general reference to use of pesticides
(which can be both on food and non-food items), there are no references
to food security, food sovereignty, and other issues linked to food, such as
agriculture, and access to healthy, clean and fair food.
A few approached sustainable development issues not from the approach of
listing environmental or development challenges, but rather from a thought
or educational process perspective e.g. thinking of the future or education
in creating sustainable art. Cultural issues in general were largely absent for
the list of SD issues, reflecting the finding in 7a, indicating that SD is still
tied to the three pillar approach (economic, social and environmental), at the
expense of the 4th pillar, and what some would argue are other pillars, such
as politics and governance.
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All respondents consider integrating Sustainable Development issues in
their teaching as important, ranging from moderately to extremely important,
with three-quarters considering it very or extremely important (M=3.12). This
only changed marginally when it came to addressing SD conflict issues.
Nearly three quarters consider the whole school approach to be very or
extremely important (M=3.06). There was a slight shift to the left (towards
less important) when it came to collaboration with local stakeholders.
This slight smaller proportion (57%) of teachers consider as ‘very’ or
‘extremely important’ ‘collaboration with local stakeholders’ as opposed
to in collaboration with the community with students. This can be hard to
interpret, but can reflect both pressures regarding time, as well as a rather
individual approach to resolving SD issues, as opposed to a collective
approach. This observation merits further probing, as well as can be
addressed in training and capacity building programmes, to further approach
ESD as both an individual and collective approach to empowerment.
Table IS8.1: Approaches for addressing SD issues
Q8: Answer the questions below, in light of the definition
you gave in the previous question:
How important is it for you as an educator to …

not
at al

slightly

moderate

very
extremely
important important

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

Integrate Sustainable Development issues in your
teaching

0%

0%

24%

39%

36%

3.12

0.78

2.

Address Sustainable Development conflict issues

3%

6%

24%

33%

33%

2.88

1.05

3.

Use whole school approaches for addressing
Sustainable Development issues in school

3%

3%

21%

30%

42%

3.06

1.03

4.

Collaborate with local stakeholders / actors /
parents for addressing Sustainable Development
issues in the community with your students

6%

9%

18%

30%

36%

2.82

1.21

5.

Collaborate with local stakeholders / actors /
parents for addressing Sustainable Development
issues in school

6%

12%

24%

18%

39%

2.73

1.28

Tables IS8.2 and IS8.3
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There is an overall strong perception that VAE and ESD share common goals.
There is almost unanimous agreement that ESD can support VAE goals
and vice versa, with some more emphasis on the latter (M=3.09 and 3.31
respectively). This is an interesting observation as it frames VAE as at the
service of ESD goals.
Tables IS9.2

The barriers that are perceived as the most serious obstacles to participation
in professional development in the domain of Visual Arts were lack of
relevant professional opportunities (54%), ‘conflicts of PD activities with work
schedule’ (53%) and that ‘professional development is not readily accessible’
(50%).
The least frequently reported barriers to participation in Visual Arts Education
professional development, were the lack of prerequisites (19%) and poor
quality of professional development (9%). offered being of.
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Table IS10.1: Barriers for participation in professional development
Q10: How strongly do you agree or disagree that the
following present barriers to your participation in Visual
Arts Education professional development?

Disagree
a lot

Disagree

Not sure

Agree

Agree a
lot

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

I do not have the prerequisites (e.g.,
qualifications, experience, seniority).

38%

13%

31%

16%

3%

2.34

1.23

2.

Professional development is too expensive.

0%

29%

48%

16%

6%

3.00

0.86

3.

There is a lack of employer support.

6%

19%

34%

28%

13%

3.22

1.1

4.

Professional development conflicts with my work
schedule.

13%

19%

16%

31%

22%

3.31

1.36

5.

I do not have time because of family
responsibilities.

13%

34%

6%

38%

9%

2.97

1.28

6.

There is no relevant professional development
offered.

3%

6%

38%

22%

31%

3.72

1.09

7.

There are no incentives for participating in
professional development.

3%

9%

41%

28%

19%

3.50

1.02

8.

The professional development offered is of poor
quality.

6%

13%

71%

6%

3%

2.87

0.76

9.

Professional development is not readily
accessible to me.

3%

6%

41%

28%

22%

3.59

1.01

Tables IS10.2

All suggested professional development activities had more than 80%
(from 84% to 100%) agreement among teachers that very’ professional
development activities are moderately to extremely useful. What scored
highest as extremely useful were observation visits to museums, or public
organizations, or non-government organizations (M=3.70), indicating a
preference for a hands-on approach as opposed to a more theoretical
approach. Observation visits to other schools also scored extremely high in
very to extremely useful, reinforcing the preference for a hands-on approach,
and indicating a willingness for more cross-fertilisation across schools, and
possibly the adoption of a peer-mentoring approach. The latter tallies with a
very high score given to peer and/or self-observation and coaching as part of
a formal school arrangement, though this also presents some resistance.
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The concept of the teacher as researcher finds significant support, with both
education conferences where teachers and/or researchers present their
research or discuss educational issues and reading professional literature,
getting support as very or extremely important with nearly three quarters of
respondents.
There is overall a preference to courses attended in person when compare to
online courses.
Table IS11.1: Preferences on professional development activities
Q11: To what extent do you consider the following
professional development activities useful?

1.

Courses/seminars attended in person

Disagree
a lot

Disagree

Not sure

Agree

Agree a
lot

0

1

2

3

4

%

%

%

%

%

3%

0%

22%

25%

50%

M

S.D

3.19

1.00

2.

Online courses/seminars

9%

6%

21%

30%

33%

2.73

1.26

3.

Education conferences where teachers and/or
researchers present their research or discuss
educational issues

3%

6%

18%

33%

39%

3.00

1.06

4.

Observation visits to other schools

0%

3%

9%

45%

42%

3.27

0.76

5.

Observation visits to museums, or public
organizations, or non-government organizations

0%

0%

6%

18%

76%

3.70

0.59

6.

Peer and/or self-observation and coaching as
part of a formal school arrangement

6%

6%

9%

24%

55%

3.15

1.20

7.

Participation in a network of teachers formed
specifically for the professional development of
teachers

0%

6%

13%

25%

56%

3.50

0.93

8.

Reading professional literature

3%

6%

15%

27%

48%

3.12

1.08

Tables IS11.2
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Summary/ Concluding remarks
The questionnaire findings for in-service teachers indicate that the
participants thought that many tasks were important in their ideal school
curriculum (all tasks in Q1 had a mean of above 3.3). Tasks related to
opportunities for self-expression and the presentation or communication
of ideas were considered the most important; however, the provision of
opportunities for talking on social and environmental issues was, interestingly,
considered to be the least important.
In Q2, self-expression, self-esteem and self-sufficiency were considered to
be priorities in the participants’ teaching while, relatively speaking, looking
at and being aware of traditions within local culture(s) was considered to
be a lesser priority (M=3.03). In their responses to Q3, which dealt with
feelings of self-efficacy when teaching about certain issues, local art
once again was ranked relatively low, followed by contemporary art, while
participants felt that they were able to deal most effectively with the viewing
and interpretation of artworks. This confidence with art-related factors in
art education was again reflected in the participants’ responses to Q4,
which required them to rank items according to their need for professional
development. In-service teachers gave relatively less weight to courses in
art materials and techniques and more weight to courses on the national
curriculum, ICT and teaching pupils with special needs.
In Q5 and Q6, participants felt moderately confident in teaching about ESD
issues. They felt best equipped to address ESD issues related to the cultural
dimension and least prepared to deal with economic issues. In their response
to Q7a, Q7b, Q8 and Q9, participants showed that they believe that VAE and
ESD share common goals and that the integration of SD in teaching art is
important; however, overall there seems to be a narrow conception of what
ESD refers to, with a focus on global environmental rather than social or local
issues.
In Q10, what emerged in some responses was an overall uncertainty about
the quality of professional development courses currently on offer. Responses
to Q11 showed a preference for hands-on professional development courses
featuring observation visits to museums, or public organizations, or nongovernment organizations.

Pre-service teachers’ views –
Questionnaire results
A. Sample

The sample of participants who responded to the questionnaire consisted
of 8 art education students enrolled at the University of Malta. Among the
participants, 5 (63%) were women and 3 (38%) men. All the participants
had an undergraduate degree in an art-related area and were studying art
education at postgraduate level. One of the participants (13%) also had
a Masters degree in an art-related area. Most participants (7 or 88%) had
compulsory courses and also had elective courses in relevant areas during
their undergraduate studies.
All the participants had some teaching experience during their practicum.
The majority (7 or 88%) had their practicum in a public school while one
participant (13%) experienced the practicum in a church school. This
overrepresentation of public schools is due to the fact that the state sector
offers most placings for prospective art teachers during their practicum.

B. Results

The first warm-up question was intended to look into the value of specific
tasks associated with art education, as perceived by the respondents. All
items received a mean score of over 3.3, which indicates that all listed
items were considered to be important by the respondents. The item which
was considered to be most important was ‘Developing students’ abilities
to present and communicate their ideas’ (Q 1.3, mean 4.00), followed by
‘Providing opportunities for self-expression’, ‘Developing students’ ability to
experiment’ and ‘Promoting students’ attitudes of acceptance and open-87-

mindedness’ (respectively Q 1.1, mean 3.88; Q1.5, mean 3.88; Q 1.7, mean
3.88). The least important according to the respondents was ‘Providing
opportunities for talking on social and environmental issues’ (Q 1.9, mean
3.38).
Table PS1.1: Views regarding art education’s role
Q1. What are your views regarding the importance of
the following tasks of art education in your ideal school
curriculum?

Disagree
a lot

Disagree

Not sure

Agree

Agree a
lot

0

1

2

3

4

M

S.D

%

%

%

%

%

1.

Providing opportunities for self-expression

0%

0%

0%

13%

88%

3.88

0.35

2.

Providing opportunities for acquiring knowledge
regarding art & culture

0%

0%

0%

25%

75%

3.75

0.46

3.

Developing students’ abilities to present and
communicate their ideas

0%

0%

0%

0%

100%

4.00

0.00

4.

Developing students’ ability to critically interpret
images/ artworks

0%

0%

0%

13%

88%

3.87

0.35

5.

Developing students’ ability to experiment

0%

0%

0%

13%

88%

3.87

0.35

6.

Developing students’ skills in using art
techniques/tools/materials

0%

0%

0%

25%

75%

3.88

0.46

7.

Promoting students’ attitudes of acceptance and
open-mindedness

0%

0%

0%

13%

88%

3.88

0.35

8.

Providing opportunities for collaborative work

0%

0%

13%

25%

63%

3.50

0.76

9.

Providing opportunities for talking on social and
environmental issues

0%

0%

13%

38%

50%

3.38

0.74

Table PS1.1: Views regarding art education’s role

In Question 2, the pre-service teachers were asked which items they would
give most importance to. All items in Q.2 received a mean score of not less
than 2.75. All the interviews felt that ‘Creative self-expression of the child’
(Q 2.1, mean 4.00) and ‘Experimentation’ (Q 2.7, mean 4.00) were extremely
important (see Tables 2.2 and 2.3), while the least important was the item that
referred to ‘Looking at and being aware of traditions within local culture(s) (Q
2.3, mean 2.75). Another item considered to be a priority was ‘Development
of children’s self-esteem and self-sufficiency’ (Q 2.9, mean 3.88).
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Table PS2.1: Priorities in art teaching
Q2. If asked to teach art, to what extent, if any, the
following would be priorities of your teaching?

Disagree
a lot

Disagree

Not sure

Agree

Agree a
lot

0

1

2

3

4

M

S.D

%

%

%

%

%

1.

Creative self-expression of the child

0%

0%

0%

0%

100%

4.00

.00

2.

Looking at and being aware of the richness of art
and culture(s)

0%

0%

13%

50%

38%

3.25

.71

3.

Looking at and being aware of traditions within
local culture(s)

0%

0%

50%

25%

25%

2.75

.89

4.

Looking at and being aware of art globally
throughout art history

0%

0%

25%

38%

38%

3.12

.84

5.

Presentation and communication of ideas

0%

0%

0%

38%

63%

3.63

.52

6.

Understanding of images/ artworks

0%

0%

13%

38%

50%

3.38

.74

7.

Experimentation

0%

0%

0%

0%

100%

4.00

.00

8.

Development of artistic and manual skills

0%

0%

0%

13%

88%

3.87

.35

9.

Development of children’s self-esteem and selfsufficiency

0%

0%

0%

13%

88%

3.88

.35

10. Promotion of acceptance and open-mindedness

0%

0%

0%

25%

75%

3.75

.46

11. Collaborative work and social competencies

0%

0%

25%

50%

25%

3.00

.76

Tables PS2.2

Question 3 asked about pre-service teacher’s self-efficacy: to what
extent they felt able to deal with a variety of issues during art lessons. The
responses to this question were more spread out than the responses in
Question 1 and Question 2, with an overall higher standard deviation. The
ranking of two of the items was relatively low based on the mean score:
‘Local art and culture(s)/ artists’ (Q. 3.3, mean 2.25) and ‘Integration with
other subjects of the curriculum’ (Q. 3.14, mean 2.25). This indicates that
these items have a low reported self-efficacy. The issues that pre-service
interviewees felt most confident with were ‘Presentation and communication
-89-

of ideas’ (Q. 3.6, mean 3.67), followed by ‘Experimentation’ and ‘Problem
solving and development of imagination’ (see Tables PS3.2 and PS3.3).
Table PS3.1: Feelings of self-efficacy in art teaching
Q3. To what extent do you feel you are able to deal
effectively with the following issues in teaching art
lessons?

1.

Creative self-expression of the child

Disagree
a lot

Disagree

Not sure

Agree

Agree a
lot

0

1

2

3

4

%

%

%

%

%

0%

0%

0%

88%

13%

M

S.D

3.13

.35

2.

Art vocabulary / Learning artistic language

0%

0%

25%

38%

38%

3.12

.84

3.

Local art and culture(s)/ artists

0%

0%

75%

25%

0%

2.25

.46

4.

Global art and culture(s)/ art history

0%

0%

25%

38%

38%

3.13

.84

5.

Contemporary art

0%

0%

38%

38%

25%

2.87

.84

6.

Presentation and communication of ideas

0%

0%

0%

33%

67%

3.67

.52

7.

Viewing artworks and images / art interpretation

0%

0%

25%

50%

25%

3.00

.76

8.

Experimentation

0%

0%

0%

50%

63%

3.63

.52

9.

Art making / the process of production

0%

0%

13%

38%

50%

3.38

.74

10.

Knowledge of/ experiences with art materials/
techniques

0%

0%

25%

38%

13%

2.88

.64

11. Problem solving and development of imagination

0%

0%

0%

38%

63%

3.63

.52

12. Critical enquiring and thinking

0%

0%

0%

50%

50%

3.50

.54

0%

0%

38%

13%

50%

3.13

.99

14. Integration with other subjects of the curriculum

25%

0%

38%

0%

38%

2.25

1.67

15. Promotion of acceptance and open-mindedness

0%

13%

0%

50%

38%

3.13

.99

16. Collaborative work

0%

0%

38%

38%

25%

2.87

.84

13.

Development of children’s self-esteem
and self-efficiency

Tables PS3.2
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Question 4 required participants to indicate the areas in which they
considered they needed professional development (PD). Table IS4.1 presents
participants’ responses for each listed area in question 4 (percentages for
each response, means and standard deviations for each area). The ranking
of the areas requiring PD are based on their mean score, starting with the
area that received the highest mean score and ending with the item that
received the lowest mean score. Overall, participants indicate that they
needed PD in all areas; all listed areas received a mean score of “1.8” and
above. However, PD is more needed in two particular areas, which received
a mean score larger than 2.5 (thus approaching number “3” which represents
that participants’ consideration of areas in which they ‘very’ much need
PD. These two areas are: ‘ICT skills for teaching VAE’ (Q4.8, mean=2.66)
and ‘Teaching students with special needs’ (Q4.11, mean=2.70). The areas
perceived as least needed for their PD ‘understanding of art materials (30%),
‘Individualized learning’ (27%), and ‘Student behaviour (27%).
Table PS4.1: Needs for professional development
Q4. For each of the areas listed below, please indicate
the extent to which you need (further) training.

Disagree
a lot

Disagree

Not sure

Agree

Agree a
lot

0

1

2

3

4

M

S.D

%

%

%

%

%

1.

Knowledge and understanding of art
(local art, global art, contemporary art, material
culture(s), etc.)

0%

13%

25%

50%

13%

2.63

.92

13%

25%

38%

25%

0%

1.75

1.03

2.

Knowledge and understanding of visual
competence
(partial visual competencies include describe,
analyze, interpret, experiment, create, present)

3.

Knowledge and understanding of art materials/
techniques

0%

25%

50%

25%

0%

2.00

.76

4.

Knowledge and understanding of Education for
Sustainable Development (ESD)

0%

13%

25%

38%

25%

2.75

1.04

5.

Pedagogical competencies in teaching Visual
Arts Education (VAE)

0%

0%

38%

38%

25%

2.88

.84

Knowledge of the VAE curriculum

0%

0%

38%

38%

25%

2.88

.84

Student assessment practices in VAE

0%

0%

13%

63%

25%

3.13

.64

8.

ICT (information & communication technology)
skills for teaching VAE

0%

13%

25%

50%

13%

2.63

.92

9.

Student behavior and classroom management in
VAE classes

13%

0%

50%

25%

13%

2.25

1.17

Approaches to individualized learning

13%

0%

50%

25%

13%

2.25

1.17

Teaching students with special needs

13%

0%

25%

38%

25%

2.63

1.30

Teaching in a multicultural or multilingual setting

13%

13%

38%

13%

25%

2.25

1.39

13.

Teaching cross-curricular skills
(e.g., creativity, critical thinking, problem solving)

25%

13%

38%

0%

25%

1.88

1.55

14.

Teaching cross-curricular themes
(e.g. sustainable development issues)

0%

25%

13%

50%

13%

2.50

1.07

Analysis and use of student assessments

0%

13%

63%

25%

0%

2.13

.64

Implementation of national/state curriculum
standards or Common Core standards

0%

25%

38%

13%

25%

2.38

1.19

6.
7.

10.
11.
12.

15.
16.
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Tables PS4.2

Question 5 asked participants to state how confident they felt to include ESD
aspects in their future art teaching on a scale ranging from ‘0’ for not at all to
‘4’ for very confident. Pre-service teachers replied that they are moderately
confident (50% opted for ‘2’, see Tables PS5.1 and PS5.2).
Table PS5.1
Q5. How confident do you feel to include aspects of
Education for Sustainable development in your future
art teaching?

0: not at
all

1

2

3

4: very
much

M

S.D

0%

0%

50%

38%

13%

2.63

.74

Table PS5.2
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Question 6 sought to find out the pre-service teachers’ perceived
confidence in addressing the different dimensions of SD in their teaching.
The participants felt moderately to extremely confident in addressing all
the issues (see Table PS6.1). They felt most confident addressing the
environmental dimension (M= 3.25), then the social dimension (M=2.75) and
then the economic dimension (M=2.5).
Table PS6.1: Confidence in addressing dimensions of SD
Q6. How confident do you feel to address issues from
the following dimensions of sustainable development
in your teaching?

Disagree
a lot

Disagree

Not sure

Agree

Agree a
lot

0

1

2

3

4

%

%

%

%

%

1.

Environmental dimension
(e.g. biodiversity, climate change, pollution)

0%

0%

13%

50%

2.

Economic dimension
(e.g. decent work and economic growth,
sustainable production and consumption, )

0%

0%

63%

Social dimension (e.g. inequalities, poverty)

0%

0%

50%

3.

M

S.D

38%

3.25

.71

25%

13%

2.50

.76

25%

25%

2.75

.89

Tables PS6.2

Question 7 sought to find out what pre-service teachers understood to
be sustainable development issues by asking for a brief definition of such
issues. Participants’ definitions included issues regarding environment,
construction development, climate change economy, social strategy. The way
humans care for the environment, the importance of integrating a sustainable
development mindset in education and global issues and aspects that could
improve lifestyle were also mentioned.
Question 7a When you hear the term ‘sustainable development issues’,
what does it mean to you? Please write a brief definition and name three
issues that you believe are sustainable development issues. - Brief definition:
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Development challenges or problems.
Education thought through the mindset of sustainable principles in mind
Issues regarding environment, economy, social strategy, etc
Issues relating to how humans care for the environment.
Issues that affect the globe and the climate change
The current situations that humanity is facing globally and what should be done to improve our lifestyle.

Participants were further asked what they considered to be the most
important SD issue. Climate change was the issue most mentioned
while the environment was also mentioned in terms of environmental
impact, environmental awareness, affordable clean energy, deforestation,
infrastructure logisitics and environmental protection, which are all connected
issues. Economic growth and poverty were also mentioned even if to a
lesser degree to include housing and social strata, fair trade and ethical
consumption.
Question number 8 sought to find out which different approaches for
addressing SD issues pre-service teachers considered important. The
approaches pre-service teachers considered most important (see Table
PS 8.1) were integrating Sustainable Development issues in their teaching,
addressing Sustainable Development conflict issues and using whole
school approaches for addressing Sustainable Development issues in
school (M=3.38). Collaborating with local stakeholders / actors / parents for
addressing Sustainable Development issues in school was also considered
an important approach (M=3.00).
Table PS 8.1: Approaches for addressing SD issues
Q8. Answer the questions below, in light of the
definition you gave in the previous question:

Disagree
a lot

Disagree

Not sure

Agree

Agree a
lot

0

1

2

3

4

%

%

%

%

%

Integrate Sustainable Development issues in your
teaching

0%

0%

0%

63%

Address Sustainable Development conflict issues

0%

0%

13%

3.

Use whole school approaches for addressing
Sustainable Development issues in school

0%

0%

4.

Collaborate with local stakeholders / actors /
parents for addressing Sustainable Development
issues in the community with your students

13%

5.

Collaborate with local stakeholders / actors /
parents for addressing Sustainable Development
issues in school

0%

1.
2.

M

S.D

38%

3.38

.52

38%

50%

3.38

.74

13%

38%

50%

3.38

.74

0%

13%

50%

25%

2.75

1.28

13%

13%

38%

38%

3.00

1.07
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Table PS 8.1: Approaches for addressing SD issues

In question 9 the pre-service teachers’ opinion was sought as to whether
they perceived a connection between ESD and VAE. In reply to the question
whether VAE and ESD have no common goals, most disagreed with this (see
Table PS9.1). Participants all agreed that VAE can support the achievement
of ESD (3.62) and also that ESD can support the achievement of the VAE
goals (M= 3.5).
Table PS9.1: Perceptions on connection of ESD and VAE
Q9. To what extent do you think that the following
statements apply?

Disagree
a lot

Disagree

Not
sure

Agree

Agree a
lot

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

Visual Arts Education and Education for
Sustainable Development have no common goals

25%

38%

13%

13%

13%

1.50

1.414

2.

Education for Sustainable Development can
support the achievement of Visual Arts Education
goals

0%

0%

0%

50%

50%

3.50

.535

3.

Visual Arts Education can support the
achievement of Education for Sustainable
Development goals

0%

0%

0%

38%

63%

3.62

.518
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Tables PS9.2

Question 10 sought to find out to what extent pre-service teachers
would consider different professional development activities useful. The
most popular PD activities were observation visits to museums,/public
organizations/non-government organizations (M= 3.71) and peer and/or selfobservation and coaching as part of a formal school arrangement (M= 3.25).
Online courses were the least preferred (M= 2.25, see Table PS10.1).
Table PS10.1: Preferences on professional development activities
Q10. To what extent do you consider the following
professional development activities useful?

Disagree
a lot

Disagree

Not
sure

Agree

Agree a
lot

0

1

2

3

4

M

S.D

2.75

1.28

%

%

%

%

%

Courses/seminars attended in person

13%

0%

13%

50%

25%

2.

Online courses/seminars

13%

13%

25%

38%

13%

2.25

1.28

3.

Education conferences where teachers and/or
researchers present their research or discuss
educational issues

0%

0%

25%

38%

38%

3.13

.84

Observation visits to other schools

0%

13%

13%

25%

50%

3.13

1.13

5.

Observation visits to museums, or public
organizations, or non-government organizations

0%

0%

14%

0%

86%

3.71

.76

6.

Peer and/or self-observation and coaching as
part of a formal school arrangement

0%

13%

0%

38%

50%

3.25

1.04

7.

Participation in a network of teachers formed
specifically for the professional development of
teachers

0%

0%

25%

75%

0%

2.75

.46

Reading professional literature

0%

25%

0%

38%

38%

2.87

1.25

1.

4.

8.
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Tables PS10.2

Summary/ Concluding remarks
Even though the sample of pre-service teachers who replied to this
questionnaire was small, the overall results are still relevant because they
give a good indication of views on VAE and ESD held by upcoming teachers
of Art in Malta. In fact, the sample constituted a large percentage of students
(80%) enrolled in the MTL Art Education degree at the University of Malta in a
single year (2020).
While many tasks were considered important in an ideal art curriculum, it
was interesting to note that the least important item for pre-service teachers
was ‘Providing opportunities for talking on social and environmental issues’
(Q1). Also relevant are the results for Questions 2 and 3, respectively about
priorities in art teaching and feelings of self-efficacy. In both cases, the lowest
ranked items referred to local traditions, artists and culture, showing that
pre-service teachers consider this to be a lesser priority than other aspects
of art and feel less confident in teaching about these areas. In their response
to both questions, participants felt more comfortable with global rather than
local art and also ranked ‘experimentation’ higher than local art and culture.
When asked to what extent they felt they needed training in some areas,
some participants stated that they needed professional support in
education for sustainable development (M=2.75). However, judging from the
participants’ responses to the first four questions, it is clear that the most
important criteria for the participants were more art-related or art educationrelated issues, such as student assessment and pedagogical competences
(Q4), presentation and communication of ideas (Q1 and Q3), self-expression
and experimentation (Q2). In accordance with these results, 50% of the
participants said that they were moderately confident to include ESD issues
in their future art teaching (Q5). This corresponded with the participants’
responses to Q6, in which participants largely felt moderately confident with
including social and economic dimensions of ESD in their art teaching, but
felt more confident with environmental issues. The participants’ emphasis on
environmental rather than social issues emerged again in Q7a and b, in which
they were asked to define sustainable development issues and to name three
issues. Sustainable development was defined largely in environmental terms,
with terms like climate change, sustainability and the environment emerging,
while the listed issues included primarily environment-related categories
like deforestation and biodiversity and, to a lesser degree, social issues like
education and equal rights.
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When asked about approaches to addressing sustainable development
issues in their teaching (Q8), approaches listed like addressing conflict
issues, using whole school approaches and integrating SD issues in their
art teaching were largely considered to be ‘very important’ or ‘extremely
important’. This corresponded with the participants’ perceptions about
connections between ESD and VAE (Q9), with most participants agreeing that
the goals of the two areas can support each other in teaching.
In the final question included in the questionnaire about participants’
preferences in relation to professional development courses, most
participants opted for observation visits to museums and other institutions,
followed by observation and coaching in a school environment.

Pre-service and in-service Primary
teachers’ views – Interview results
A. Sample
Several in-service teachers and pre-service teachers studying for a Masters
degree in Teaching and Learning Art were contacted and invited to participate
in the study through a semi-structured interview. Seven art teachers and
five pre-service teachers agreed to participate. The art teachers were all
B.Ed. Art graduates, two of them also have a Masters, one in Leadership
and Management and one in Creativity and Innovation. All of them have
been teaching Art for 3-12 years, three of them at primary level and three of
them at secondary level while the other one has been a peripatetic teacher
(primary level) in Art for ten years. All the pre-service teachers are first year
students at the University of Malta following a Masters in Teaching and
Learning in Art Education. All have an undergraduate degree linked to Art
(Digital arts, History of Art and Architecture, Fine Arts, Ceramics and glass
design and visual arts). Three of the pre-service teachers have some teaching
experience.

B. Summary of views
B.1 Views about visual arts teaching
Q1. Could you talk about your experiences with visual art teaching?
Q2. Do you combine/integrate visual arts curriculum with the curricula
of other subjects? And, when talking about ‘combine’, we refer to crosscurricular teaching.
Q3. What, in your opinion, is unique about visual art education?
Q4. What challenges do you encounter (if any) when teaching visual arts?
The interviews explored views of VAE teaching through probing pre-service
and in-service Art teachers’ main teaching philosophy, job satisfaction and
challenges when teaching VAE. These participants were also asked about
their experience of cross-curricular teaching, integrating VAE curriculum
with the curricula of other subjects. An interview question elicited these
participants’ perception of the uniqueness of teaching VAE. In view of
the broader question concerning participants’ insights of VAE, a thematic
analysis revealed three key themes, categorised under the headings of “VAE
as Fun and Liberating”, “Cross-curricular VAE” and “Challenges of VAE”.
VAE as Fun and Liberating
When asked about their main VAE teaching philosophy, most participants
mentioned the fun aspect of VAE. An experienced in-service teacher
sustained that her “principal aim when teaching art is that students come to
the art room to enjoy themselves” (T1). Similarly, a pre-service teacher said: “I
just want them to enjoy the lesson” (S1). Another pre-service teacher referred
to herself as “not a standard teacher”, since she believes “a lot in play-based
learning” (S5) and thus, she considered her teaching-practice challenging as
she felt she could not fit in within the current school system.
Most in-service teachers said that they enjoy teaching, because they
considered the VAE subject as “the thing that keeps them going and
educating was through art” (T2). Besides the common response of all pre-98-

service and in-service teachers that teaching art is enjoyable and fulfilling, it
was interesting to note their association of VAE with a sense of liberation for
both students and teachers, as confirmed below:
“so we have a curriculum… like a set of rules. But really and truly one can
deviate. And that’s pretty unique. That’s free…” (S1)
“visual arts is a very liberating experience, for the teachers and also for the
students.” (S2)
“what’s special and unique about it, is your freedom.” (S4)
“like any other subject, one has a curriculum and criteria to reach but the art
subject is so flexible and vast that it allows you to adapt lessons according to
the students in front of you and according to the current situations” (T1)
“It’s very vast…you lose track of time during art and it gives freedom as well.
If you’re not good at art but you try, you’re just free to do whatever you like.”
(T4)
Cross-curricular VAE
All participants said that they teach VAE combined with other subjects. One
sustained that “art cannot be taught separately from other subjects” (T1),
while another argued that due to VAE’s flexible aspects “we integrate art with
other subjects without even knowing that we’re doing it.” (T6)
Although all in-service teachers vouch for teaching VAE on a cross-curricular
level, they emphasised the art teachers’ dependency on the class teachers’
attitude towards VAE, as follows:
“I tried cross curricular and when I do try it with some teachers, some do
actually like it…some prefer to keep it separate.” (T2)
“I integrate art with other subjects a lot, especially with certain teachers that
are open to this because some of the teachers are more like …closed up.”
(T5)
“I think class teachers have a different perception of the visual arts as a
subject of its own, where children go to have a fun art activity. At the end of
the day, we have to work with the class teacher to have a cross-curricular
experience.” (T7)
A pre-service teacher mentioned the need to feel confident in other subjects
with which he combines VAE (S2). When encouraged to give examples of
their ways of integrating VAE with other subjects, the rest of the interviewees
also mentioned that they preferred to combine art with subjects they felt
familiar with. For instance, S1 explained: “I was a biology student and also
a solo geography student. I really love combining these three subjects -art,
geography and biology.” Meanwhile, S2 suggested that art teachers can
consult with subject teachers or experts in areas they wish to combine VAE
with. He provided his own example during teaching-practice at secondary
level, where he consulted with a fellow colleague to link art with mathematics,
an English language teacher to link art with poetry and a Music teacher to
link art with music. His suggestion can still be applied with primary school
teachers. Besides the fact that some primary school teachers are qualified in
specific subject areas, when a collaborative teaching approach is cultivated,
teachers would be inclined to contribute their expertise. For instance, an
in-service teacher explained that at primary schools, art teachers have an
advantage to collaborate with others. He recounted his experience of being
approached by class teachers to combine VAE with other subjects as:
“in the primary school, when the students are doing a topic about symmetry,
the teachers may approach you and ask you: can you do something with
this? Or can you do something related to them? …teaching art at the primary
school, you can find yourself in a position that you’re teaching Science or
Maths or English combined. I combine a lot of art and literature lessons or art
and media when they do a flipbook or optical illusion…so, we’re dealing with
science.”
Several other interesting examples of VAE’s integration on a cross-curricular
level were mentioned by the interviewed pre-service and in-service teachers.
They all emphasized the importance of a collaborative teaching approach. An
experienced in-service teacher explained how at times she ends up planning
VAE’s integration with other subjects unexpectedly. She mentioned that while:
“talking with a class teacher of Year 4 and he was mentioning the theme he
was doing with his class on ‘Food’ and to continue with his theme, in art, we
did the play-dough and students formed plates with chips, peas etc... the
class teacher was very helpful and supportive so we could collaborate on this
project together.” (T1)
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Another in-service teacher suggested a collaborative teaching approach as
the way forward for VAE at cross-curricular level as follows:
“With Year 5, class teachers were doing Egyptian history. So we mummified
oranges and then we designed the coffins and we created them with papiermache, mummified oranges and then after a while, like after, I think… two
months, we dug them up from the garden and we could see how they were
still mummified. It was quite interesting. So with teachers who want to work...
they tell me listen, can we work on this during this week?” (T5)
“I used to teach art at schools with no art rooms… teaching a lot of lessons
and I used to end up carrying a box of art materials from one classroom
to the next and when the school day is over, other teachers and students
go home while I had to remain at school to wash palettes and clean up
resources in the toilets.” (T1)
Two pre-service teachers considered that the main problem when teaching
VAE is lack of “resources in terms of a variety of materials” (S2), especially
since students do not “bring their stuff, not even their papers” (S1). An inservice teacher also referred to a lack of resources as highly problematic
when teaching VAE. She argued: “my projector doesn’t work, so resources
are the main thing” (T5). Another in-service teacher suggested the need
for art teachers to provide their own resources or to plan well ahead. He
explained:
“if you’re planning to do something outside the school framework, you have
to think about your own resources. For instance, if you plan to do clay, either
you ask school to get money for the clay or else you can even bring lumps of
clay, then you divide that by the classes” (T6).
The same teacher continued explaining that resources for VAE also depend
on the head of schools, where “some of them trust you and give you
whatever you ask for, others may ask to tick in the quantity”. He sustained
that this is not ideal when having to teach six lessons after each other, as one
has no time to get materials and resources, unless one arrives at school early
in the morning to make arrangements for all resources required throughout
the day.
Insufficient time allocated for VAE
Some in-service teachers consider time restrictions for art lessons as most
challenging in teaching VAE, feeling that they need to struggle in “the race
against time” (T6) on a daily basis. A participant explained that having “only
45minutes lesson rather than double lessons” (T2) is not practical for an
effective art education. She argued that children “need time to gear up and
settle down, then understand and until then, the lesson is almost over...
so every time when I start the next lesson each time, it’s always the same
process. Continuation is limited” (T2). Another teacher voiced the students’
concern, declaring that “students really wish they had more time” (T3).
Lack of funds for VAE
The interviews revealed that the lack of funding to invest in VAE is either due
to schools’ administration who underestimate the value of VAE or due to the
local education system itself that has always treated art as a less significant
subject. As observed by a pre-service teacher, “funs are limited and art
can often take the backseat… whereas other subjects get priority over art”
(S2). Most participants sustained that both the time and funds allocated to
the art subject reflect the education directorate’s attitude towards the art
subject. Consequently, this has a ripple effect as school administration, other
subjects’ teachers, parents and students also start seeing the art subject as
less important.
Class-size
Some participants explained that having to teach large groups of students
is a big drawback in VAE as art activities necessitate the provision of
individual attention. An in-service art teacher who works in three different
primary schools, mentioned that while at one school he teaches groups of
23 students, at other schools the groups consist only of 12 students. He
sustained that it “depends on the schools… sometimes other students come
to your class because their teacher is absent” (T6). This not only adds to
the class size but also changes the dynamics of the group and the planned
activity.
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B.2 Views about ESD elements within VAE
Q5. What, in your opinion, is the potential for ESD to enhance VAE?
Q6. Overall, do you have any experiences/involvement in projects with ESD
goals?
For these two questions on ESD, the following predetermined codes
were used: learning to know, learning to do, learning to be, learning to
live together, systems thinking competence, futures thinking (anticipatory)
competence, values thinking (normative) competence, strategic thinking
competence and interpersonal (collaboration) competence. During
the interviews, the following ground-up codes emerged: Collaboration
among teachers, a form of protest, time-table limitations, art education as
“malleable” and ESD and VAE in conversation.
In-service and pre-service teachers are unanimous in seeing both a
connection and a potential in the relationship between VAE and ESD, with
one student seeing them as in conversation with each other.
The interface of ESD and VAE creates a new opportunity among teachers and
other educators to collaborate among themselves. This is in line with an evergrowing recognition of teachers mentoring each other in order to become
more effective in the provision of ESD.
Themes explored are mostly soft green themes such as recycling and
reusing. Health is also a growing concern. There is no mention of darker
green issues such as reducing, refusing, and repairing, though there was one
interesting mention of upcycling. There is overall observed a strong emphasis
on values and the development of normative competencies. Interpersonal
competencies are inferred from the interviews, yet there is no strong
reference to the collective empowerment and collective solutions as per ESD
principles.
There are some references that reflect the development of systems thinking
competences, in particular among students. This might reflect the fact that
the training of the current cohorts of students is more focused on SD issues
than that of previous cohorts.
Combining the limitations to some extent in systems thinking competencies
with the reflection on more emphasis on soft green issues, teachers overall
(with some exceptions) reflect more a technocentric paradigm, where
change is more linked to tinkering with the present status quo, rather than a
radical overhaul of the current system, that would reflect more of an ecocentric (or emerging) paradigm. Yet there is an awareness of the need for
change, as reflected in (inferred) references to both strategic and normative
competencies. Official commitments such as the Sustainable Development
Goals can be important reference points and entry points for teachers and
are useful in developing strategic competencies. Furthermore, taking the
interviews as a whole, there is a clear balance regarding environmental
issues, as opposed to social and development issues, and social justice
perspectives. This is an issue to be addressed in any capacity building
programmes for teachers, and here again the SDGs can be a soft entry point,
to then gradually move to other perspectives, such as pertaining to social
justice, and to other themes that are so relevant to the Malta and Europe awe
are in, such as migration.
The potential is sometimes deemed to be limited by constraints such as
time-table limitations. While this is a reality that one has to live with in the
way schools are structured in Malta, it might also point out to the need to
provide further training in lesson plan design, to show case examples of good
practice where the infusion of ESD across the curriculum does not contribute
necessarily to increased time, but is rather a different approach of how one
can do what one is already doing. On the other hand, a pre-service teacher
pointed out that art education is more flexible than other subjects and thus
can easily lend itself to opening up various spaces where one could insert
notions of sustainable development into the teaching practice itself.
B.3 In-service training
Q7. Have you participated in any in-service training about the visual arts
subject? Could you talk about it?
Q8. Was the ESD aspect part of the VAE training?
Q9. Did you have any training at ESD?
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Q10. What would you change in terms of context of the training and in terms
of the form of delivery?
Q11. Are there any other specific areas that you would like to have a training
on?
The interviews aimed to understand the role of professional development in
VAE and ESD, presenting in-service and pre-service teachers with questions
about training they had already received in the two areas and other training
they would like to be exposed to should they be able to follow other courses.
The thematic analysis elicited three key themes related to the broader
question of in-service training. These themes are similar to those analysed
in the stakeholders’ interviews, and can be categorised under the headings
“Professional Growth”, “Deficits” and “Collaborative Teaching”. Several
readings of the transcripts helped to establish the validity of these themes,
including comparisons between one theme and another.
Professional Growth
This theme is defined by the participants’ understanding of in-service
training as a form of personal growth within a wider community of visual arts
educators, linking private interests with the broader goals of professional
development. The interviewees understand continuous professional
development as a necessary component in one’s career, leading either to
the acquisition of new skills in the visual arts, or transversal skills, or one’s
knowledge in the field of sustainable development. A few interviewees
referred to specific examples of continuous professional development
courses they had recently attended, such as Community of Professional
Educators’ sessions (CoPE) and the International Society for Education
through Art (InSEA) seminar organised by the Department of Arts, Open
Communities and Adult Education (University of Malta) in Valletta in 2019.
Three sub-themes emerged during the analysis of this theme: the need for
more training in the arts or specific media, the need for more training in ESD
and finally, the importance of personal development either as an individual,
as a teacher, or both. In-service and pre-service teachers stated that they
would like to follow development courses in various art media and art forms
like sculpture, installation art and drama. Other responses referenced ESD,
in order to learn how to “accommodate these themes in our classroom with
the language of visual arts” (S3). A few teachers referred to a CoPE session
organised by the Malta School of Art in Valletta, which focused on linkages
between art lessons and ESD skills. When probed about this CoPE session,
one teacher spoke of “textures of natural objects and also the different
species, different creatures that live in the geology of the Maltese islands”
and Maltese rock layers (T6). Apart from specific skills and knowledge that
can be gained from in-service courses like this, some interviewees referred
to pedagogical and personal qualities that could be developed. According
to some interviewees, in-service courses should also “help you grow as
a teacher and as an individual” (T7) and to develop skills in motivating
disengaged pupils (S3).
Deficits
Despite the few references to CoPE sessions and the InSEA seminar, the
majority of interviewees said that they did not attend any ESD or VAE inservice courses in recent years. Some art teachers in the primary sector
stated that they had never attended an in-service course in their subject
or in ESD. Pre-service teachers stated that the training they received was
mainly restricted to their university studies and the InSEA seminar organised
by their university department. Some in-service teachers stated that their
school sometimes invites guest speakers but these talks are usually related
to general educational matters, not art. A few teachers associated this
with the lack of an Education Officer (E.O.) for Art in the state sector, which
means that there is nobody to lobby for the subject at an official level or to
offer support to teachers. Other ‘deficits’ mentioned by in-service teachers
included lack of resources for teaching art and lack of training.
Collaborative Teaching
In-service teachers referred to the broadening of one’s perspectives through
training, linking collaboration and exchange of ideas to the theme of
“Professional Growth” described earlier:
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You can see what others are doing...you can share what you are doing.
And through such collaborative practices, I think you can learn much more.
So you don’t just close yourself in your art room in your bubble and you
pretend or you expect that what you do is enough, there’s always room for
improvement. (T3)
B.3 Other
Q12. How do you expect that a project like CARE can support you in your
teaching eventually?
Interviewees were also asked to suggest any benefits they perceived in
a project like CARE. Many participants considered in-service courses
and projects like CARE as an opportunity to reach out to colleagues for
support and to expand one’s “awareness” (S2) and knowledge of areas
that fall outside one’s subject specialisation. One of the in-service teachers
also felt that the value of a project like CARE resides in the possibility of a
collaborative dimension in pedagogical situations, bringing teachers together
to discuss and exchange ideas (T4). However, a more dominant theme that
emerged in answers to this question revolved around the “Social Dimension”.
Social Dimension
The connection of art with real-life issues in CARE was understood as
a positive characteristic by interviewees; one of the in-service teachers
specified that a project like this could help pupils to “connect art with their
own lives, how to make art relevant” (T6).
A thematic analysis also indicated that in-service and pre-service teachers
feel that an important development emerging from an association between
VAE and ESD in continuous professional development courses would be
reflected in a changed attitude in teachers and pupils. A project like CARE
could encourage participation, activism (T2) and “experience-based learning”
(S5), and could redefine art education in a way that focuses less on the
production of objects and more on a philosophy that “brings people together
and helps them to understand each other and to be more human” (S3).
Q13. Are there any other issues that you feel are important for the
implementation of art education that we haven’t discussed?
At the end of the interviews, participants were asked whether there was
anything else they wanted to add which they consider important providing
qualitative art education to children. The key themes that emerged from the
thematic analysis were:
1. the importance that art connects to real life
2. stakeholders’ diverse perceptions of art education and the need for
		 better training to counteract this
3. lack of resources and inadequate length of art lesson slots
4. the need for lessons plans and online support
The second theme was the dominant theme in this last part of the interviews,
branching off into the other themes.
Art connects to real life: holistic education
They repeatedly stressed that art classes should not be merely limited to
“issues with the art education system” but “are related to the way things are
going on in the world” (S2).
Teachers mentioned how VAE teaches key values of solidarity and respect as
well as getting to know each other and ourselves better: “art teaches us how
to take care of each other. That’s kindness, respect, you know” (S4).
Participants also mentioned how VAE teaches important team-working skills,
social skills and that art classes shed light on the different intelligences and
attitudes of a child:
I have never experienced this attitude of his in class or his attitude comes out
much better in his art or in his in the way he works in pairs and during group
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work in Art (T3).
Art connects to life and lends itself to integrating with other subjects and
moreover, teaches aesthetics, instilling a mentality which will impact their
choices in life.
It should be there, as a mentality. And this happens because when we grow
up, we end up with people building buildings that look like Lego blocks, and
not actual buildings which are integrated to our culture. That’s the difference
when you don’t have Art. Art is important. (T2)
Stakeholders’ diverse perceptions of Art Education and the need for better
training to counteract this
Participant policy makers and teachers in this study expressed their
frustration at the fact that not all educators and educational authorities had
the same mentality, perception and attitudes towards VAE: “there is the
mentality or the attitude towards the arts by other educators who might put it
aside or think it’s not as important as the core curriculum subjects.” (T3)
One pre-service teacher put this difference in attitude down to different
backgrounds and cultural baggage and suggested better teacher training and
ongoing professional development courses to ensure a similar vision for art
education:
my colleagues, for example, we all have different backgrounds. And basically
you do not start from zero...you should have this knowledge, and then we
go specifically into each subject. But I think there should (be training) to
introduce all these backgrounds ...diversity is good, but then (because of this)
diversity, everyone does something completely different, it is not ok. (S4)
Most of the interviewees complained about a generally poor perception of
VAE: “Art is there not just to decorate, when you need a decoration or when
you need some kind of a pretty wall” (T2).
Lack of resources and inadequate time allocated for Art lessons
The fact that educational authorities’ and the school administration’s attitudes
toward Art Education vary is reflected in the budget allotted to resources and,
at times, to the time for the art slot in the time-table. T1 complained that
“It is useless that we come up with really good, innovative ideas which would
be beneficial for students but if the Art teachers have no resources to work
with, like basics...unfortunately there are schools where not even the basics
are provided...for example, no sketch-pads, drawing-books, pencils.”
Lack of time is another issue that was mentioned as a result of educational
authorities/administrators’ mentality; not enough time is allotted to Art on the
time table: “the practice (ends up being) just 25 minutes, maybe...which is
not enough.” (T4)
The need for lesson plans and online support
Pre-service teachers also mentioned the need for a supply of Art lesson
plans and more effective training to “train the teachers how to construct their
lessons”(S1). Linked to this, one teacher suggested a local online support
platform where local teachers could ask for help and be assisted by more
experienced teachers.
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Closing remarks
The National Curriculum Framework in Malta presents ESD as a crosscurricular theme. This transdisciplinary slant is also reflected in the approach
of the University of Malta’s Centre for Environmental Education and
Research, which promotes the infusion of ESD across different subjects.
In theory, this should mean that ESD should present few, if any, barriers to
an enrichment of different curricular areas, reflecting the significance of all
SDGs.
Since very few generalist primary teachers were involved in this study, it is
not clear how they feel about this infusion of ESD in VAE. To some extent,
the participants in the in-service and pre-service teachers’ interviews, almost
all of whom were art specialists, seem to confirm that a VAE-ESD infusion is
a real possibility in art education, given that they state that VAE is a flexible
area that encourages ‘deviations’ and cross-curricular work. Responses in
the questionnaires indicated that VAE and ESD are seen to share common
goals, and that the integration of SD issues in art teaching is important.
The social dimension of art education was also considered important by
stakeholders, while some pre-service teachers referred to the significance of
real-life issues and linkages between art and the community. This connection
between art and real life was seen as one of the advantages of CARE.
However, many participants referred to various deficits that affect art
education negatively and therefore might slow down any substantial evolution
of the area in schools. Amongst these challenges, some which emerged
quite often were insufficient time for the subject, lack of resources and space
for art, the absence of an Art Education Officer and administrators’ narrow
understandings of the goals of art education. Generalist class teachers were
occasionally described as a possible barrier to cross-curricular work. Clearly,
many see VAE as a rather marginal discipline in the Maltese educational
system, and feel that this marginality is institutionalized.
Besides, participants in the questionnaires (especially in-service teachers)
only felt moderately confident about including aspects of ESD in their
pedagogy. Very few of the interviewees said that they attended courses that
were specifically about ESD, even though all teachers are expected to attend
yearly in-service courses. In the questionnaire, in-service teachers were
also quite uncertain about the quality of professional development courses
on offer, which could refer to a lacuna in CPTD or lack of communication
between the organisers of such courses and teachers. Many participants
tend to define ESD mainly in environmental terms and give less importance
to issues of social justice and challenges affecting local sustainable
development. Besides, while whole school approaches for addressing SD
issues are considered important, a preference for individual or interpersonal
competencies over collective solutions also emerged.
In practice, it is likely that the holistic and social values of VAE are upstaged
by the more technical aspects of VAE. This is the view of one of the policymakers who was interviewed for this study, but it seems to be corroborated
by the fact that both in-service and pre-service teachers ranked ‘Providing
opportunities for talking on social and environmental issues’ as the least
important item in response to a question about matters they considered
important in an ideal curriculum. Items they considered more crucial included
creative self-expression, the presentation and communication of ideas, and
experimentation. Local art and culture were also not considered as priorities,
and both in-service and pre-service teachers were relatively less confident
about teaching these areas than the cultivation of self-expression or the
development of children’s imagination. While VAE was not portrayed as a
politically neutral subject – given various references to ‘community’ and ‘real
life’ – it is still largely seen as a ‘fun’ and free activity that caters less for
‘social reconstructionist’ approaches than for the development of children’s
imagination and creative self-expression.
This indicates that the value attributed to real-life issues in a project like
CARE, though generally supported by interviewees, is still not considered
to be as relevant to VAE as more specifically ‘artistic’ characteristics like
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self-expression and experimentation. However, this could also indicate a
direction for a project like CARE: by placing an emphasis on the significance
of the local in the goals of ESD within a VAE backdrop, linking local SD
issues with work by local contemporary artists. The ‘cultural’ manifestations
of the local in the work of contemporary and socially engaged artists, its
SD manifestations in challenges like migration and problematic issues of
urban development and the overlaps between artistic and more ‘political’
engagement, need to find a more solid place in VAE, despite the various
institutional deficits referenced earlier. This is also why educators need to
work to strengthen professional learning communities, in order to explore
collective rather than individual approaches to the infusion of ESD into VAE.
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CHAPTER 3:

Art education policies and
practices in Greece
MARTHA IOANNIDOU AND CHRISTODOULA MITAKIDOU

Policy documents
A. Visual Art Education (VAE)
A.1 VAE: Summary of current curriculum policy
The current curriculum, which is meant to work in a cross-thematic
(interdisciplinary) framework, is decided nationally by the Institute of
Educational Policy (IEP), a state agency attached to the Greek Ministry
of Education and Religious Affairs. According to the official description:
“The general aim of teaching Visual Arts in compulsory education is to
provide pupils with opportunities to become familiar with and develop
their understanding and appreciation of art through activities that get them
involved in investigation and artwork, providing them with the necessary skills
in order to enjoy art and artworks both as artists and as viewers.
More specifically, through the teaching of Visual Arts, students will be given
opportunities to:
- develop their creative imagination, produce their own works of art and
participate in activities involving visual arts and artwork;
- become familiar with and experiment with a range of materials, media, tools
and re-sources in the various forms of visual art;
- respond to, appreciate, understand, analyse and evaluate artworks and art
in general;
- relate art to its cultural context and realize its contribution to civilization
through time.”
The national curriculum for VAE describes analytically the purposes,
techniques and expectations for all grades of Primary and Secondary School.
For the realisation of its concept, it combines printed books for students
and the teacher, who can follow the guidelines but also allows the freedom
to develop the chapters and engage in activities in the best way the teacher
finds more constructive for the students. Furthermore, the website of the
IPE offers links as well as online material and interdisciplinary suggestions of
usage.
Cross-Curricular/Thematic Framework for art consists of: (i) general
teaching/learning aims for the subject (ii) detailed guiding principles that
determine the content of lessons (iii) detailed general goals referring
to skills, knowledge, attitudes and values that should be achieved by
pupils (iv) indicative fundamental cross-thematic concepts e.g. ‘material’,
‘colour’, ‘balance’, ‘culture’, ‘tradition’, ‘space’, ‘similarity’/’difference’, etc.
Additionally, there is the Individual Subject Curricula for each school subject
that in the case of visual arts education consists of: (i) cognitive, affective
and psychokinetic objectives that constitute the guidelines for planning the
content of lessons and assessment of student achievement; (ii) detailed
teaching units, the content of which is arranged in a spiral way in order to
avoid overlapping and repetition from each grade level to the next. These
include examples like plasticine, art forms, local art, contemporary art,
comics, illustration, digital photography, etc; (iii) indicative learning activities
classified as either subject-oriented or cross-thematic activities; and (iv)
supplementary cross-thematic projects that contain broader thematic units,
such as ‘Illustrating a traditional fairy-tale’ (Grade 2). The Curricula for art are
quite formalistic.
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Web link/s:
o http://www.pi-schools.gr/content/index.php?lesson_id=20
o http://photodentro.edu.gr/lor/simple-search?locale=en&newQuery=yes
#q1=/q2=/q3=2/q4=/q5=/sb=0/rd=ASC/rp=10/st=/rq=/rqc=/q6=/q7=/q8=/
q11=/q9=/q10=/q12=
o http://iep.edu.gr/en/arts
A.2.VAE: Summary of schools’ common practices in delivering primary
VAE
Within the Greek cross-thematic national curriculum, visual arts and the
relevant skills are meant to play a critical role in primary school culture and
pedagogy. However, in practice, for decades till recently (National Curriculum
changed in 2003) the generalist teachers had to organise and deliver the
art lessons, often misinterpreting these hours as a ‘play’ activity. The lack
of special knowledge and confidence, as well as the lack of structure
and consistency in art curricula led many Greek generalist teachers to
concentrate mainly on two-dimensional practical work (drawing, painting,
collage, constructions with paper and wood). In that context, the official
“Teacher’s Guidebook for Aesthetic Education” (1985), which was in use until
2003, recommended practical activities and provided practical guidelines
for using media and techniques, while it neglected art /cultural history, art
appreciation and aesthetics.
In the current national curriculum everyday practice has shown that Individual
Subject Curriculum (ISC) expands on the Cross-Curricular/Thematic
Framework’s (CCTF) aims: Emphasis on art appreciation, skills development,
creativity, familiarity with media, materials and techniques, analysis and
interpretation of art works, along with art’s relationship to culture. Objectives
and thematic units are in a detailed way described especially in ISC. CCTF/
ISC does not encourage teachers to plan their own art lessons as it provides
‘easy’ answers and recipes. However, art teachers or the generalist teachers,
wherever the first ones are available, accentuate nowadays equal importance
to creative expression and performance, art perception, appreciation as well
as to learning about the historical and cultural contexts of artworks. With
the aid of CCTF/ISC many also seek to extend the range of subject matter,
to include more diverse forms of arts (e.g. comics, photography, and digital
imagery), to expand the role of art in real-life issues (everyday life, community,
environment) and to enhance art lessons by using students’ life experiences
and knowledge from the perspective of other disciplines.
Unfortunately, cultural learning is still limited to learning mainly about
Greek arts and culture. Modernist, formalist approaches to art education
predominate in the student textbooks for art for Grades 1-2, 3-4 and 5-6,
while art interpretation and appreciation as well as aesthetics are neglected.
Art history is recommended only for Grades 5-6, and most artists mentioned
are the well-known ones from Europe, Greece and the USA. The content
focuses on ‘high’ art and Western art movements. Brief references are made
to everyday forms of cultural production like commercial art, comics, and
graphic design, or to art from other (less dominant) cultures. Student books
ask them to engage in practical activities like drawing, painting, collage,
paper and wood construction, clay-making, printing and mask-making and
provide them with how-to-do guidelines. They also include examples of
children’s works. These often lead students to copy ideas or works presented
in the books and produce unimaginative, homogeneous outcomes.
Due to the impact of the recent socio-economic crisis as well as the
uncontrollable environmental changes, primary generalist teachers may feel
more comfortable in getting students to criticise social relations, institutions
and traditions that contribute to the production of visual culture and
maintenance of cultural values, beliefs, norms, and models than they used to
do.
Web link/s:
http://www.pi-schools.gr/programs/depps/index_eng.php
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B.Synergies between VAE & ESD
One of the general aims of teaching Visual Arts in the national art curricula
is the opportunity given to students “to relate art to its cultural context
and realize its contribution to civilization through time”. Furthermore in the
general goals for each grade of the elementary school teachers are guided
to assist students -among other things- to “develop an awareness of the
fact that works of art express views, values and ideas of their culture and of
other cultures” (Grades 3-4); to develop the ability to use their knowledge
of visual arts to solve problems related to other curriculum subjects (Grades
5-6). Additionally, 6th graders are expected to “develop an awareness and
understanding of how art is related to its historical context; develop an
awareness of the diversity of viewpoints and suggested solutions regarding
artistic issues; develop an awareness of the role and importance of art in
different cultures;”
To give an example: in course material for Grade 4-5, in the thematic unit
under the title “my room” the guidelines suggest: “Pupils express emotions,
explore and are concerned about issues related both to the place of their
own residence as well as that of their fellow beings. Through the viewing
of photographic material by artists and professional photographers, they
enrich their experiences and create with recyclable materials or digitally
various types of rooms. Throughout the unit an attempt is made to raise their
awareness in issues of acceptance and respect for fellow beings of other
cultures and living conditions.”
Further down in the description of the unit goals clearly associated with
sustainability are listed:
“Goals for Sustainability
8) refine their judgment about people’s living spaces through artistic research
		and action
9) observe and creatively/artistically use the room and the school
		environment space
10)transform artistically the schoolyard and their own room, seeking to
		 improve the quality of their lives
11)cultivate teamwork and problem solving through creativity partnerships
		and actions
12)understand the purposes and messages of the images, objects and their
		 connection to the environment and real-life issues
13)cultivate respect for fellow beings of other cultures and their living
		conditions
14)grow further their environmental consciousness”
Web link:
https://docplayer.gr/4482347-Enotita-stis-eikastikes-tehnes.html

C.Education for Sustainable Development [ESD]
C.1 ESD: Summary of current curriculum policy
Education for Sustainable Development (ESD) is considered the successor
of Environmental Education (EE), which has been for almost thirty years the
main vehicle for raising the environmental awareness of students, seeking to
change their attitudes and behaviours in relation to the environment.
According to the official report from the Ministry of Education “the UNESCO
Global Action Plan on ESD (GAP) provides the overall framework for ESD
implementation in Greece, linking policies and activities with the UNECE
strategy for ESD as well as the Mediterranean Strategy on ESD. The Hellenic
Ministry of Education Research and Religious Affairs promotes policies and
measures at all education levels, for their integration of the basic principles
of sustainable development, in line with the overall national education policy,
and implements interventions at all levels of education.
A new legislative framework for ESD has been designed, which integrates
all related thematic areas (Environmental Education, Health Education and
Cultural Issues) into a common sustainable whole-school approach (Law
4547/18). A new Directorate has been established, in 2018, responsible for
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the “Support of School Programs and Education for Sustainability”, with the
aim to better coordinate related activities at all levels and support further the
notion of ESD in Greece. An Inter-ministerial Working Group on Education of
Sustainable Development has been formulated initially on an ad hoc basis
but is planned to be officially formalized to operate and convene regularly as
a horizontal coordination platform.
Inclusive education programmes are also implemented in Primary and
Secondary Special Education Schools, in which the objectives and themes
of ESD are integrated in the educational programmes as in general schools:
promoting equality, social cohesion, respect of people diversity, human rights
and human dignity.”
Web link/s:
an example of programmes offered by private and public sectors toward this
direction http://www.medies.net/articles.asp?cID=8
C.2. ESD: Summary of schools’ common practices in delivering primary
ESD
Despite official declarations and intentions, ESD is not yet a separate course
in Greek primary schools, neither are the principles, characteristics of
sustainability in all their aspects clear. In the learning material as well as on
the web site of IPE or other official educational institutions, general guidelines
and ideas on how teachers can implement ESD in order to enrich the content
and scopes of other school subjects of the national curriculum are offered,
along with advice on how to engage pupils effectively in relevant discussions,
actions and practices. The Institute of Education Policy has not adopted yet
fully and compulsory the ideals and objectives of ESD, but through a variety
of subjects it attempts to shape this approach in order to use education and
learning as tools of change towards sustainability (mainly environmental
issues).
The generalist teachers as well as art teachers have a vague idea of the
various parameters of ESD. We are still acting on symptoms or depend on
the individual’s willingness to challenge the way students in a primary school
think.
To add our personal view, we are critical on whether it would function better
if it was a separate subject. It would be preferable if the principles and
practices of ESD permeated the curriculum.
Web link/s:
• http://cretaadulteduc.gr/blog/?p=1057
• http://en.ellet.gr/

D. Initial teacher education [ITE]
D.1 ITE: Summary of current policy
The Central Directorates for Primary and Secondary Education Personnel
within the Ministry of Education are responsible for the selection and
employment of teachers at all national primary and secondary schools. Initial
Teacher Training for elementary school teachers is compulsory nationally
at the various Pedagogical Departments found across Greece. All national
teacher programmes conform to standards provided by the Greek Ministry
of Education and all teacher candidates follow the same strict national
curriculum and go through the same process in achieving their accreditation.
Training for secondary school teachers is provided by the respective
university departments, i.e., classical studies, physics, mathematic, history,
literature, foreign languages, philology or theology department. Although
nationally organised, each University Department or Educational Institution
decides locally on the structure, hours, credits etc. In addition to core
courses in the disciplines sought to teach, teacher candidates also complete
courses in teacher instruction or teaching methods courses. Participation
in internships, that is, attending and teaching in schools, in all four years
of study, is mandatory for obtaining the degree. Once placed in schools,
candidates are expected to follow the Guidelines for the Curriculum and
Instruction for Teaching Elementary and High School, prepared by the Greek
Ministry of Education.
In that context, for example, the Faculty of Education, School of Primary
Education of Aristotle University of Thessaloniki gives considerable
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importance to the practical training of students, in their preparation for their
future roles as primary education teachers and therefore dedicates five
compulsory courses in the field of Pedagogy and Social Exclusion: one in
the first year, one in the second, one in the third and two in the fourth year
offering 6 ECTS each. At the same time, the Optional Practical Courses
offered in the final year of studies give an option to every student for further
specialization in two subject areas of their interest, through internships in
schools, museums and more. Each Compulsory Practical Optional Course is
credited with 5 ECTS.
In the first three years, the practical courses are integrated into the
introduction to the subjects, concepts, methods and basic questions
of Pedagogy. At the same time, students are taught basic educational
theories and their applications in teaching and familiarize themselves with
the operation of schools through in situ observation and short tuitions they
prepare, starting from a week up to a month during which the students
acquire actual practical skills. In the final year of study, a six-month
practicum is held within the compulsory courses “Preparation, Conduct and
Assessment of Teaching: Student Assessment and Practical Exercises” and
“ Preparation, Conduct, and Assessment of Teaching: Pedagogical Theories
and Practices”. In these courses, students are taught the positions (in terms
of purpose, content, methods, forms and means of teaching) of five modes
of pedagogical thinking and aspects of the assessment issue (theoretical
starting points, pedagogical function, criteria, forms, techniques, results),
while teaching for 8 days for two weeks and then for another 6 weeks (4 days
a week) in schools.
D.2 Extent to which VAE is required/ included in ITE
Visual Arts Education is not included in the Initial Teacher Education
(generalist teachers). In recent years, the Ministry of Education has received
several demands for the imposition of compulsory internships for Fine Arts
graduates and for all those wishing to acquire teaching qualifications to be
appointed to schools.
In Pedagogy departments pre-service generalist teachers use the visual arts
as a means of enriching the teaching scenarios and practical applications
they prepare for the various syllabus lessons. To be more specific, at the
School of Primary Education (AUTH) students in the final year of their studies,
along with their practicum, attend the course: Learning through the Visual
Arts and Museum Education. Workshops and practice in schools, museums
and galleries.
Furthermore, new courses have been introduced this year concerning art
and sustainability, the multimodal use of the visual arts etc., with the aim of
highlighting the importance of VAE and generally of the arts and culture and
enhancing its holistic use in education.
D.3 Extent to which ESD is required/ included in ITE - and whether this
is nationally or locally decided
Education for Sustainable Development is not included compulsorily and
nationally in the Initial Teacher Education. In the new analytical curriculum,
more and more issues of sustainability are integrated into various school
subjects.
In Pedagogy departments pre-service generalist teachers focus on
sustainability either in environmental education or as a means of enriching
the teaching scenarios and practical applications they prepare for several
other subjects. Additionally, new courses have been introduced this year
concerning art and sustainability, environmental sustainability both in
graduate and postgraduate level. In general, the concept of Sustainable
Development in terms of culture and language, social and school behaviour,
inclusion and human relations is evident throughout the programme of
studies and crosses almost all disciplines.
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E. Continuing Teacher Professional Development
(CTPD)
E.1 CTPD: Summary of current policy
Currently in-service training is delivered through PEKES (Regional Centers
of Educational Planning) which is made up of school advisors of primary
and secondary level, with one of them playing the role of Organizational
Coordinator. The latter are required to research the expressed needs of
teachers and undertake the role of responding to those needs and supporting
teachers through visits in schools and workshops.
For primary school teachers the directives allow 2 whole day seminars a
year for the whole school, one seminar a year for specific grades and as
many seminars a year are deemed necessary in after school hours. For the
secondary level, the directives allow seminars for specific specialties (i.e.,
mathematicians, philologists) between 12.00-14.00 and in after school hours.
Part of the teacher training is provided by KESY (Centres of Educational
and Advisory Support) which operate under the supervision of PEKES and
are staffed by specialist teachers with additional post graduate degrees or
training mostly in special education. Their role is to guarantee the inclusion of
students considered at risk for failure in school. They are responsible for the
diagnosis of students with disabilities, the design of intervention programmes
and the support of teachers regarding at risk students (with disabilities,
refugees, etc.). KEA (Centres of Education for Sustainability) have been
announced but have been inactive so far.
Web link/s:
• http://www.opengov.gr/ypepth/?p=3869
• http://iep.edu.gr/en/teacher-training
• https://www.esos.gr/arthra/53613/perifereiaka-kentra-ekpaideytikoyshediasmoy-kentra-ekpaideytikis-symvoyleytikis
E.2. To your knowledge, extent to which VAE course are available within
CTPD
Visual Arts are often nowadays the subject of continuing teacher professional
development. Apart from programmes addressing specialist issues for art
teachers, training programmes for appreciating and understanding the value
of the arts and their multimodal use in education and school life are offered
for the generalist teachers as well. Regional Centers of Educational Planning
as well as other institutions, such as the universities, museums and cultural
organizations are responsible for organising such events and for offering
certification. At the same time, more and more European programmes tend to
include teachers or schools in their research and training activities.
Web link/s:
• https://www.esos.gr/katigories/synedria-ekdhlvseis
• https://www.art-teachers.com/
E.3. To your knowledge, extent to which ESD courses are available
within CTPD
Sustainable Development is often the subject of continuing teacher
professional development. Environmental education centres and relevant
institutions organise events, conferences and training programmes for
teachers. The ecological footprint, recycling, issues about climate change,
inclusion, refugees and migration etc. are raised in training programmes
offering specialist knowledge as well as guidelines on how to implement such
issues in all subjects of primary education. Regional Centers of Educational
Planning as well as other institutions, such as the university departments, are
responsible for organising such events and for certifying attendance. At the
same time, more and more European programmes tend to include teachers
or schools in their research and training activities.
Web link/s:
• https://www.esos.gr/katigories/synedria-ekdhlvseis
• http://dipe.ima.sch.gr/gray/?cat=12
• https://www.semifind.gr/seminaria/view/Seminario/6010/E-Learningekpaideysi-gia-tin-aeiforo-anaptyxi
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F. Other policies of possible relevance to this project e.g., cultural education, creativity etc. -and the extent
to which these are nationally or locally decided
In terms of non-formal education, the exploitation of the arts, but also of
sustainability is often the aim and object, directly or indirectly, of a variety of
educational programs and events in museums and cultural organizations.
Web link/s:
• https://www.piop.gr/en/
• https://www.snfcc.org/en

General facts on Sample and Methodology
The main research method employed was semi-structured interviews,
conducted with 16 participants. One additional research method was
employed: 109 questionnaires in total (see Questionnaires’ analysis). All
of those gathered a wide range of data, which were analysed in order to
provide answers to a variety of the programmes’ aspects under investigation
(VAE & ESD). We followed the model of thematic analysis (Clarke, Braun &
Hayfield, 2015) which allows greater theoretical flexibility, while observing the
epistemological framework. However, in order to draw the final conclusions,
a combination of inductive and productive analysis was also employed
(Fereday & Muir-Cochrane, 2006).
Participants were selected based on ‘purposive sampling’ (Bryman, 2008˙
Krathwohl, 1998˙ Mason, 2002), based on the relevance of individuals with
SD diffusion through VAE. Therefore, participants included a) 4 Stakeholders:
individuals who formulate or influence policy making in visual arts education
(e.g. art inspectors, art advisors, academics), b) 6 In-service primary school
teachers and c) 6 Pre-service teachers. The interviews were based on a
protocol - interview guide, which included a structured list of questions,
allowing ample flexibility and structured questions based on research in the
following sections: 1) Views about visual arts teaching, 2) Views about ESD
elements within VAE, 3) In-service training. An open question at the end
offered the chance to participants to share any additional information relevant
to the subject they felt might be contributing to our research on policies,
strategies, needs etc. regarding VAE and ESD in our country.
In particular, the interview focused on participants’ views and beliefs
regarding VAE, ESD and their association if bridged within the framework of
sustainability, as well as on the factors influencing their decision to select and
make use of the specific educational action.
The meetings with the participants took place outside the school, in nonworking time during the period from 21/2 2020 till 6/3/2020. Prior to the
interview, participants were informed of the University’s Code of Ethics and
agreed to contribute to the research. All interviews were recorded followed by
their written transcript, so that recorded data could be available for detailed
analysis. On average, each interview lasted about an hour; at the end of each
interview, we kept reflective notes with data concerning the conduct of the
interview, the general feeling etc.
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Stakeholders’ views
A. Sample
Greece has a centralized educational system. Four Stakeholders, three
women and one man, were interviewed; they were all in one way or another
involved in formulating the policy in art education. All of them were public
officers of the Ministry of Education, 1 art inspector from the Institute of
Educational Policy (IEP), 1 art advisor in public primary education and 2
academics.
Average age: 55 years
Education: Doctoral or Post-doctoral degrees
Years in Education/ teaching: more than 25 years

B. Summary of Views

B.1 Views on policy
The first couple of questions of the interview schedule inquired participants’
views on the national visual arts curriculum and their contribution to its
development.
All participants commented favorably on the tangible effort being made lately
by administrators as well for the endorsement of VAE by the educational
community for the more integral inclusion of VAE in the primary education
curriculum. Their view was based on the recruitment of specialists-teachers
who are well versed in the subject and can deliver adequately the offered
material.
All participants put great emphasis on the limited time being devoted to the
subject of VAE in the school programme, as well the inadequacy of proper
substructures, equipment, material, etc. However, the Art inspector of the
Ministry of Education expressed a more moderate criticism and appeared
hopeful for the initiatives taken gradually for securing prominence of VAE in
schools. They all agreed of the necessity to prolong the time of practice for
pupils, as the nature of the subject demands (preparation stage, teaching
process, free creative expression of children).
On the basis of the participants’ experience and research, they reported
that children express a great love for the arts and the subject of arts; the
arts advisor as well as the academics confirmed that they receive relevant
messages from teachers asking their contribution in order to change policies
in the teaching practice, to increase teaching hours, to improve conditions,
etc. Their data confirmed the significance of VAE in varied areas of children’s
development, their self-concentration and self-expression, their attraction to
the school environment which, in their opinion, becomes a happier place for
them. Their suggestion was 2-3 consecutive hours of implementation.
Evaluating the available material, the associates of the Ministry (school
advisor and art inspector) and partly the academics agree that there is a wide
spectrum of goals and aims pursued through the acquaintance of pupils
with VAE, also opening routes for their association with other themes, such
as sustainability. Participants commented on the relevant flexibility of the
national curriculum and the ameliorations –the openings for cross-thematic
orientations in the last few years. The Ministry’s suggestions for revision
of the arts education textbooks and in the webpage of the cross-thematic
approach focus on humanitarian themes and reflections regarding the global
community, thus attempting links with the goals of sustainability. The targets
of the curriculum focus on the acquisition of theoretical knowledge about
art and culture, however, as academics claim, without consistency and
without pedagogical goals. Also, intention is expressed for the cultivation of
practical skills and cross thematic reflection. As the arts inspector pointed
out “suggestions for interrelations indicate an effort to facilitate pupils to
associate what they are learning in arts education with their everyday life and
topics of general interest, such as the environment, society, cultural heritage,
language and popular art, health, wellness and nutrition, aesthetics in town,
in school, at home, etc.”
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In general, the curriculum was considered quite open to allow the specialist
teacher to take initiatives and make the best of it: to select units, to fathom
into some of them he/she feels more inclined to, alone or in collaboration
with the generalist teacher, to expand on the basis of the available material
or find and/or create his/her own. The school advisor stressed “the rich
imagination and limitless creativity of the arts specialist teachers, who
usually do not follow the textbook closely. On the contrary, they are keen
on expanding the curriculum, creating their own additional material, making
use of internet resources and being innovative. Even if the material is mainly
orientated towards hands-on activities, unfortunately, the lack of appropriate
space, material, equipment etc., restricts the adequate development of these
activities. They constitute a group limited in numbers, teaching time and
working space, nevertheless, dynamic, with remarkable work and excellent
prospects, if properly supported by the state.”
A common comment of both the arts school advisor and the academics was
the absence of a definite framework of collaboration between arts specialist
and generalist teachers. This only depends on the personal/individual will,
while co-teaching is not recommended, even if, as they all explained, coteaching would be extremely helpful especially for younger children or for
subjects that demand additional knowledge, such as sustainability. The
school advisor additionally noted that through such processes, we could
achieve experiential professional development and would set an excellent
example of collaborative work for children.
B.2 Views on requirements for policy implementation
The Ministry associates and mostly the arts school advisor had the upper
hand here. First, they described the current prevalent situation: “there are
good and dynamic teams and a network has been formulated the results of
which, even with the current difficulties of implementation, are very optimistic.
There is coordination, professional development individually or in groups; it
just needs to be more organized, official and cover a variety of topics.” It was
particularly stressed that teachers’, specialist and generalist, participation
in professional development meetings must be organized centrally by the
Educational Authorities and not be left to individual volunteer participation.
Recently, a three-day seminar has been organized for all art specialist
teachers; additionally, some professional development days are organized,
mostly in Athens and partly in Thessaloniki. At the same time, interdisciplinary
professional development has been attempted grouped according to place
and level of education, while school advisors have suggested interdisciplinary
collaborations in the schools of their jurisdiction. The school advisor believes
that “much better work could be done, if the professional development
framework was organized so that it would allow the teacher to participate
without professional restrictions. The professional development plan should
be based on long-term planning that would include both a large number of
teachers and a significant and challenging thematic variety directly linked to
contemporary social and global issues.” The academics expressed similar
views stressing the significance of experiential programmes/seminars/
meetings with the collaboration of all stakeholders and the participation of
specialist and generalist teachers, so that a circle of on-going, harmonious
collaboration might be established.
The Ministry associates stressed the crucial role teachers can play to the
success of their professional development if they contribute with ideas
and suggestions to planning training programmes, so that they better
accommodate their needs. Most comments attribute negative connotations
to the extensive use of distance learning, mostly due to the character of VAE
that demands experiential procedures. Guidance and training in theoretical
aspects of the subject, such as Art History, or reflections on pedagogical
practices, assessment, etc. might be covered with frequent online meetings.
However, everyone put a lot of emphasis on shared and experiential training.
Finally, both academics and the arts school advisor insisted on the essential
and continuous link between the school and the university, as well as with
cultural institutions, museums, etc., so that the provided support, inspiration
and “cross-thematic openings” acquire stability in the lives of teachers and
pupils. In addition, the academics expressed their regret because they had
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made numerous attempts to make such initiatives more systematic, but
they encountered resistance on the part of colleagues of other levels who
understood their role as “interfering”. They explained that “such a partnership
would create many chances of improvement for everyone involved, would
increase the potential for assessment of research and praxis and would
constitute a very crucial approach to science through everyday issues, an
opening to society.”
B.3 Views on the link between VAE and ESD
Several of the questions explored participants’ views concerning the
connection between VAE with ESD. The views expressed concerning the
importance of the two subjects in education concurred, characterizing them
“two fields working as communicating vessels”. Participants partly agreed
that directly or indirectly ESD has begun to be incorporated dynamically in
the curriculum and the visual arts subject. However, most references, for
example, in professional development meetings, in programmes, etc., put
emphasis on environmental issues, which generated the question if finally,
the pillars of sustainability are included in the curriculum or not. The reports
mostly by the Ministry associates confirm that several programmes on the
environment have been successfully completed through ministerial initiatives
as well as through the old Centers of Environmental Education in the past.
Gradually, many interesting small-scale, individual initiatives have been taken
in school communities (yards, exhibitions, activities of the local community)
which have included other aspects of sustainability, such as the ones
triggered by the refugee and immigration predicament. In training meetings,
some elements are incorporated, even if not systematically, as well as small
acts of opening up to society are attempted (e.g., painting in public spaces
by school children or land-art activities). The arts school advisor explained
that “lately some cooperative activities have been attempted that involve
school children and students of the School of Fine Arts so that children
can change their schools. Yet the state organization, the funds and the
substructures are missing. However, there are always principals and teachers
who make touching efforts, take their own initiatives and accomplish
excellent incorporation of the school into society and vice versa.”
They all justified the attachment to the environmental aspect of sustainability
as a reasonable consequence of the programmes on environmental
education that existed for many years and stressed the need to encompass
all dimensions, with prominence to those of social justice and solidarity.
Moreover, they agreed that school textbooks include a significant number of
references to the environment, in general and problems/issues related to it,
specifically. Most of these references appear in the textbooks Study of the
Environment and Geography. Academics added a harsher comment that the
examination of school textbooks reveals that there is no cohesion, crossing
or horizontal, in the organization of the references.
Particularly, in the same textbook, references either belong to the same
thematic axis, but without sequence or they refer to different thematic axes.
The result is that certain issues or problems are not approached holistically.
Moreover, important issues, directly related to student life that could
contribute to the formulation of responsible stances and behaviours are
scarcely mentioned or are mentioned indirectly in the school textbooks, while
the roots and consequences of the problems are not adequately examined.
Consequently, it is up to the teachers, in accordance to their experience and
the degree of their training in Education for Sustainable Development, to
compose or expand and make the best use of these references, by planning
and then implementing relevant programmes.
With reference to this point, the school advisor pointed out that many
specialist teachers “take pains and make a lot of personal effort in order to
incorporate sustainability issues, e.g., land-art, recycling, posters related to
the refugee issue). They offer their personal space or/ and make use of the
school or community (i.e., the Town Hall) space so that they can work with
and inspire the children, trying at the same time to involve them in initiatives
of the local or the wider community, as well as in projects, competitions,
exhibitions, etc. All of these constitute individual initiatives and not official
and consistently organized activities.”
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Finally, the Ministry associate appeared more “optimistic for current
initiatives/programmes that basically bridge the two parameters and take
the first step so that the network spreads, if other areas also attempt it.” She
referred extensively to the National Program “Greek Sustainable School”
of the Hellenic Society of Environment and Culture. She explained that
the Program is based on ESD’s framework of 8 pillars of operation and
aims at undertaking training initiatives and networking of schools wishing
to be transformed. The program also aims at creating original supportive
educational materials and school certification bodies that meet the criteria of
the transition.
Additionally, she provided current information on this issue: “The Local
School Network “Sustainable schools in the A΄ Directorate of Elementary
Education of Athens” echoes an initiative from 3 Agencies of School
Activities (Environmental Education, Health Education and Cultural Affairs
Education). Joining their forces, the three Agencies put emphasis on the
holistic school approach methodology and support 16 Primary Schools and
16 Kindergartens, which decided and committed themselves for at least
two 2 years to aim towards their transformation into sustainable schools.
This initiative is supported by a Scientific Committee and several partners
who have put their expertise at the service of the Network. The Steering
Group is trying to cope with the isolation of teachers and to create a learning
community. This learning community is composed of Network Coordinators,
School Principals and Coordinators of Schools, Educators who implement
programs and Partners; it aims to explore the possibility of planning and
implementing the “whole school approach” methodology that integrates
unified teaching and learning in socio-organizational and technical-economic
aspects of school practice. The creation of this learning community explores
in a participatory way training needs, networking, records its strengths and
supports each other by exchanging best practices. The learning community
adopts the action research as a tool of observation and reflection and aims
at lived community experience in order to be able to convey it to the reality
of school and then to the local community. The learning community also
searches for all possible synergies among education officials, universities,
local governments and civil society aiming at strengthening the school’s
decision to be transformed into a sustainable organization.”
B.4 Views on assessment
Everyone started the discussion with negative comments for the lack of
concrete official policy for assessment of both specialist teachers and pupils.
Referring to the current situation, a lot deliberation was observed
concerning the way teachers are asked to assess their pupils in the VAE
class; participants stressed that grading is a hard framework that does
not correspond to experiential learning. Their suggestions focused on
exploring alternative forms of assessment. According to the advisor and
the academics “assessment is necessary, but grading is not.” The advisor
suggested children’s self-assessment “in experiential artistic environments
that will teach them how to construct knowledge and feel who they are and
what they wish to accomplish –where they want to reach, as well as reflect
independently.”
A common observation of all participants was that it is generally difficult for
senior teachers to “overthrow” their outlooks vis-à-vis issues related to visual
arts education, to the role of arts in general; it is difficult for them to change
their teaching habits. As they noted, younger teachers are more susceptible
to the adoption of alternative teaching methods, enriched study objects, as
well as the cross-thematic material included in the Ministry website, as their
basic education corresponds more to the demands of the VAE field.
B.5 Other
Participants were asked to offer any additional information regarding the
topics discussed or other topics related to VAE and ESD they considered
important or even express their expectations about the contribution of a
project such as CARE to the development of VAE. They all agreed on the
usefulness of the project and expressed their interest in keeping them
informed about the results of the study, as well as training or any other
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activity. They also stressed the need that training has an experiential form, is
on-going and really contributes to the formulation of a network of continuous
communication and collaboration among all stakeholders (the Ministry, the
Institute of Educational Policy, the university and school units, --advisors,
principal, teachers) that will continue to offer professional development as
well as opportunities for action with clear openings to society. They remarked
that it would be very useful if the educational material that CARE would
produce became available online.
In- service and pre-service teachers’ views - Questionnaire results
Sampling method/ data collection procedure
In this section, the In- & Pre-service teachers’ questionnaire findings for
the Greek case are presented. This section includes the description of the
sample and the sampling method as well as the presentation of the results
with a summary of the findings given at the end of the section.
As we were interested to reach participants who had a special interest in art
education, two groups were approached. The majority were our pre-service
final year undergraduate students as well as our post-graduate students,
who are trained in art and museum education. The second group included
generalist primary school teachers as well as specialist art educators
in public schools, who collaborate with the Faculty of Education for the
realization of the practicums in their classes. It is worth noting that the
questionnaires were given in compliance with the Ethics Regulation and all
participants volunteered both to complete the online questionnaire as well
as to participate in interviews. We decided to offer only the online version
of the questionnaire as during our preliminary research this form seemed
to be preferred by all participants. We managed to collect 108 completed
questionnaires in one week. Most of our participants expressed the wish to
be kept in the loop and be informed about the CARE project as well as about
the training course.

A. In-service teachers’ Questionnaire analysis
A.1 Sample
18 primary school teachers, working in Thessaloniki and Central Makedonia,
completed the online questionnaire. 12 (67%) women, 4 (22%) men and 2
(11%) were individuals who preferred not to define their genre. The mean age
of participants was 48,7 years (28 to 56 years old) and all but one worked
in public schools. This was expected, as1 there is a small number of private
primary schools in Thessaloniki, Greece.
Although most of the participants had experience in art teaching, the majority
(16 out of 18, 89%) were class/generalist teachers and only 2 (11%) taught
exclusively art as qualified art educators. Especially, during the current school
year that the study took place, 11 out of the 18 participants (61%) taught art,
9 as generalist teachers and 2 as special art educators.
In terms of school hours per week in general, most of them (11, i.e., 61%)
taught visual arts one hour per week, 2 engaged in visual art teaching 6
hours/a week and the other 2 taught 3 hours/a week. There were only 2
educators who taught 8 & 23 hours/a week correspondingly. Finally, there
was 1 teacher who taught no art classes at the time.
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1

According to Hellenic
Statistical Authority there
are 737 Public and 24
Private Primary Schools
in Central Macedonia
https://www.statistics.gr/
el/statistics/-/publication/
SED12/2014

Regarding training in VAE, 13 out of 18 participants (72%) had followed
compulsory courses during their undergraduate studies and 14 out of 18
participants (78%) attended elective art education courses during their
undergraduate studies. Five participants (28%) had a postgraduate degree
in cultural studies and education and 1 participant had also an MA and a
PhD in Art Education. Further, 2 participants followed art teaching courses
(History of Art and Education through the Arts) during their post-graduate
2-year teacher training course, 1 followed a painting course in a 2 years
programme organized by the Municipality and another one followed classes
in a programme organized for school teachers (undefined).

A.2 Results
The analysis of the Greek teachers’ responses to the questionnaire examined
here and their subsequent comparison with the results drawn from our
partner countries will be cross-checked to yield a solid basis for the design
and implementation of a training programme attuned to practitioners’
expressed needs.
The first question of the questionnaire ¬was a warm-up question aiming
to understand teachers’ views about the potential of art education’s role in
schools. All nine tasks/items of Question 1 were considered very important
for the majority of participants (see Table 1). All items received a mean score
above 3.10 in a scale ranging from ‘0’ for “not at all” important to ‘4’ for “very
important”, indicating that they were all considered as very important tasks of
visual art education.
The most important task for the participants was ‘providing opportunities
for acquiring knowledge regarding art & culture’ (Q1.2, mean 3.56), followed
by ‘developing students’ ability to critically interpret images/artworks’ (Q1.4,
mean 3.44). The last item in teachers’ views (although still very important, i.e.,
with a high mean score 3.11) was the task of ‘developing students’ ability to
experiment’ (Q1.5) (see Figure 1), which implies that teachers saw all areas of
development through visual arts of utmost importance.
Question 1 dealt with participants’ views in an imaginary situation, whereas
in Question 2 participants were asked to state their priorities in practice.
Table 2 records participants’ responses in each item of Question 2, stating
percentages as well as means for each response. Figure 2 ranks the items
based on their mean score, starting with the item that received that highest
mean score and ending with the item that received the lowest mean score.
All items of Question 2 received a mean score above 3.10. The most
important priorities in participants’ visual art teaching were the ‘creative selfexpression of the child’ (mean 3.72), the ‘promotion of acceptance and openmindedness’ (mean 3.61) and the ‘development of children’s self-esteem and
self-sufficiency’ (mean 3.56). Last, but certainly not least, in their priorities
were activities related to looking at and being aware of the richness of art and
culture(s) (mean 3.11).
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Table 1: Views regarding art education’s role
Q1: What are your views regarding the importance of
the following tasks of art education in your ideal school
curriculum?

not at all

slightly

moderately

important

very
important

M

0

1

2

3

4

%

%

%

%

%

17

72

3.39

6

83

3.56

22

61

3.22

17

72

3.44

17

56

3.11

28

61

3.28

22

67

3.39

1.

Providing opportunities for self-expression

11

2.

Providing opportunities for acquiring knowledge
regarding art & culture

6

3.

Developing students’ abilities to present and
communicate their ideas

11

4.

Developing students’ ability to critically interpret
images/ artworks

6

6

5.

Developing students’ ability to experiment

6

6

6.

Developing students’ skills in using art
techniques/tools/materials

11

7.

Promoting students’ attitudes of tolerance and
open-mindedness

6

8.

Providing opportunities for collaborative work

11

11

11

67

3.22

9.

Providing opportunities for talking on social and
environmental issues

11

6

22

61

3.22

6
6

17

6

Figure 1: The most important art education’s roles

Question 3 deals with estimations of self-efficacy regarding different
aspects/issues of VAE. The participants were asked to state the extent to
which they felt competent in dealing effectively with a variety of issues.
Teachers stated that they felt ‘very’ to ‘extremely’ confident in strategies
related to general teaching issues, such as ‘collaborative work’, ‘development
of children’s self-esteem and self-efficiency’ and ‘promotion of acceptance
and open-mindedness’. At the bottom of the ranking, indicating that teachers
were ‘moderately’ or ‘less confident’, are issues related specifically with
understanding art works, such as the issues of ‘local art and culture(s)/
artists’, ‘global art and culture(s)/ art history’, ‘art vocabulary/learning artistic
language‘ and ‘contemporary art’ (see Figure 3). Τeachers in general seemed
less confident of dealing with issues related to visual art understanding and
teaching, which implies a need for support to empower them in this aspect of
their practice.
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Table 2: Priorities in art teaching
Q2: In practice, to what extent, if any, the following are
priorities of your teaching during art classes.

not at all

slightly

moderately

important

very
important

M

0

1

2

3

4

%

%

%

%

%

22

17

61

3.39

22

72

3.61

6

17

72

3.56

6

39

56

3.50

28

11

56

3.17

11

39

50

3.39

1.

Creative self-expression of the child

2.

Looking at and being aware of the richness of art
and culture(s)

6

3.

Looking at and being aware of traditions within
local culture(s)

6

4.

Looking at and being aware of art globally
throughout art history

5.

Presentation and communication of ideas

6.

Understanding of images/ artworks

7.

Experimentation

11

11

22

56

3.22

8.

Development of artistic and manual skills

11

11

28

50

3.17

9.

Development of children’s self-esteem and selfsufficiency

0

17

39

44

3.28

6

11

50

33

3.11

6

17

78

3.72

10. Promotion of acceptance and open-mindedness

6

11. Collaborative work and social competencies

Figure 2: Priorities in art teaching

Q3 deals with estimations of self-efficacy regarding different aspects/issues
of VAE. The participants were asked to state the extent to which they felt
competent in dealing effectively with a variety of issues.
Teachers stated that they felt ‘very’ to ‘extremely’ confident in strategies
related to general teaching issues, such as ‘collaborative work’, ‘development
of children’s self-esteem and self-efficiency’ and ‘promotion of acceptance
and open-mindedness’. At the bottom of the ranking, indicating that teachers
were ‘moderately’ or ‘less confident’, are issues related specifically with
understanding art works, such as the issues of ‘local art and culture(s)/
artists’, ‘global art and culture(s)/ art history’, ‘art vocabulary/learning artistic
language‘ and ‘contemporary art’ (see Figure 3). Τeachers in general seemed
less confident of dealing with issues related to visual art understanding and
teaching, which implies a need for support to empower them in this aspect of
their practice.
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Table 3: Estimations of self-efficacy in visual art teaching
Q2: In practice, to what extent, if any, the following are
priorities of your teaching during art classes.

not at all

slightly

moderately

important

very
important

M

0

1

2

3

4

%

%

%

%

%

5.56

38.89

22.22

33.33

2.83

33.33

38.89

11.11

11.11

1.89

38.89

27.78

16.67

16.67

2.11

44.44

33.33

11.11

11.11

1.89

33.33

38.89

16.67

5.556

1.83

11.11

22.22

38.89

27.78

2.83

5.56

50.00

16.67

22.22

2.44

1.

Creative self-expression of the child

2.

Art vocabulary / Learning artistic language

3.

Local art and culture(s)/ artists

4.

Global art and culture(s)/ art history

5.

Contemporary art

6.

Presentation and communication of ideas

7.

Viewing artworks and images / art interpretation

8.

Experimentation

16.67

38.89

22.22

22.22

2.50

9.

Art making / the process of production

5.56

5.56
5.56%

11.11

33.33

27.78

27.78

2.72

Knowledge of/ experiences with art materials/
10.
techniques

22.22

27.78

27.78

22.22

2.50

11. Problem solving and development of imagination

11.11

38.89

27.78

22.22

2.61

12. Critical enquiring and thinking

16.67

27.78

27.78

27.78

2.67

Development of children’s self-esteem and
self-efficiency

5.556

22.22

33.33

38.89

3.06

14. Integration with other subjects of the curriculum

11.11

27.78

22.22

38.89

2.89

15. Promotion of acceptance and open-mindedness

5.56

33.33

22.22

38.89

2.94

16. Collaborative work

5.56

22.22

22.22

50.00

3.17

13.

Figure 3: Estimations of self-efficacy in VAE
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Question 4, one of the most crucial of the questionnaire, required
participants to state the areas in which they felt they needed further
professional development.
Quite expectedly, participants indicated that they needed professional
development in some areas more than others; nine items received a mean
score of “2” and above (2 = moderate need). The two out of the 16 items
that received the highest mean scores were items 11 and 12 (2.66 and 2.50
respectively), which indicates participants’ urgent need for professional
development in teaching SN students and students of linguistic and cultural
minorities, in other words, managing mixed ability classes or tutoring
students with special educational needs in special classes. The nine areas as
indicated in the ranking of Figure 4 are the following:
• ‘Teaching students with special needs’ (Q4.11)
• ‘Teaching in a multicultural or multilingual setting’ (Q4.12)
• ‘Knowledge and understanding of Education for Sustainable Development
(ESD)’ (Q4.4)
• ‘Knowledge and understanding of art materials/ techniques’ (Q4.3)
• ‘ICT (information & communication technology) skills for teaching VAE’
(Q4.8)
• ‘Knowledge and understanding of art (local art, global art, contemporary art,
material culture(s), etc.) (Q4.1)
• ‘Student assessment practices in VAE’ (Q4.7)
• ‘Knowledge and understanding of visual competence (partial visual
competencies include describe, analyse, interpret, experiment, create,
present)’ (Q4.2)
• ‘Analysis and use of student assessments’ (Q4.15)
Table 4: Needs for professional development
Q2: In practice, to what extent, if any, the following are
priorities of your teaching during art classes.

not at all

slightly

moderately

important

very
important

0

1

2

3

4

%

%

%

%

%

27.78

27.78

38.89

5.556

M

1.

Knowledge and understanding of art (local art,
global art, contemporary art, material culture(s),
etc.)
5.556

22.22

33.33

38.89

2.

Knowledge and understanding of visual
competence (partial visual competencies include
describe, analyse, interpret, experiment, create,
present)

3.

Knowledge and understanding of art materials/
techniques

5.556

22.22

27.78

27.78

16.67

2.28

4.

Knowledge and understanding of Education for
Sustainable Development (ESD)

33.33

16.67

33.33

16.67

2.33

5.

Pedagogical competencies in teaching Visual
Arts Education (VAE)

16.67

33.33

22.22

16.67

11.11

1.72

6.

Knowledge of the VAE curriculum

22.22

11.11

38.89

22.22

5.556

1.78

7.

Student assessment practices in VAE

22.22

55.56

11.11

11.11

2.11

8.

ICT (information & communication technology)
skills for teaching VAE

11.11

11.11

33.33

33.33

11.11

2.22

9.

Student behaviour and classroom management
in VAE classes

11.11

33.33

38.89

16.67

10. Approaches to individualized learning

5.556

33.33

44.44

11.11

5.556

1.78

11. Teaching students with special needs

5.556

16.67

16.67

27.78

33.33

2.66

22.22

33.33

16.67

27.78

2.5

12. Teaching in a multicultural or multilingual setting

2.22

2.06

1.61

13.

Teaching cross-curricular skills (e.g., creativity,
critical thinking, problem solving)

16.67

22.22

38.89

16.67

5.556

1.72

14.

Teaching cross-curricular themes (e.g.
sustainable development issues)

5.556

38.89

27.78

11.11

16.67

1.94

15. Analysis and use of student assessments

11.11

16.67

50.00

5.556

16.67

2

Implementation of national/state curriculum
16.
standards or Common Core standards

33.33

22.22

16.67

16.67

11.11

1.5
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Figure 4: Needs for professional development

Questions 5 to 10 addressed various issues regarding Education for
Sustainable Development (ESD).
Specifically, Question 5 was a warm up question. It was a single question
asking participants to declare how confident they felt to include aspects of
ESD in their teaching. Teachers appeared to be moderately confident (mean
= 2.39). In particular, 11% responded ‘slightly’, 50% noted ‘moderately’, 28%
noted ‘very’ and a small percentage, 11%, noted ‘extremely’ confident.
Figure 5: Self-confidence to include aspects of ESP in teaching

Question 6 inquired teachers’ estimations of their competence, taking in
consideration the four different aspects of SD in their teaching.
Overall, the participants were ‘moderately’ confident and above. They
felt most confident to address the social dimension (mean 3.01) and the
dimension of culture (mean 2.99). These two items, receiving a mean score
approaching number “3”, demonstrate that participants felt “very” confident
to address these issues in their teaching. Then came the environmental
dimension (mean 2.74) and finally the economic dimension of SD (mean
2.16). Participants appeared less confident to address the economic
dimension (see Table 5).
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Table 5: Confidence in addressing dimensions of SD
Q6: How confident do you feel to address issues from
the following dimensions of sustainable development
in your teaching?

not at all

slightly

moderately

important

very
important

0

1

2

3

4

%

%

%

%

%

M

1.

Environmental dimension (e.g. biodiversity,
climate change, pollution)

16.67

16.67

45

22.22

2.74

2.

Economic dimension (e.g. decent work and
economic growth, sustainable production and
consumption)

27.78

38.89

22

11.11

2.16

3.

Social dimension (e.g. inequalities, poverty)

11

11

45

33.33

3.01

4.

Cultural dimension (e.g. local culture, heritage)

11

22.22

22

44.44

2.99

Question 7a: Definition of the term ‘sustainable development issues’
In their effort to define and explain the term “sustainable development
issues”, participants in Q7 refer to a total of 42 elements [we kept the
participants wording] that can be grouped into 5 general categories that
largely correspond to the following dimensions:
Environmental dimension (17 references /40%)
1. Development with respect to the environment
2. Development by protecting the environment
3. Environmental awareness
4. Ecological sustainability [sub issues: Natural resource management so
		 that future generations will inherit our planet at least at the same level,
		 if not better. / Not over-exploitation of natural resources / Reduction
		 of problems that have already been created and concern the depletion
		 of natural resources and all that this entails for humanity (social inequality,
		 poverty, epidemics, migration, etc.)
5. Ecology
6. Organic farming
7. Return to traditional methods
8. A school that respects the environment
9. Design & implementation of programmes related to environmental
		protection
10.Opportunities to learn, create, act, choose with the aim of defending the
		 environment & the right to live in conditions of environmental sustainability
11.Critical approach to issues aimed at raising awareness & educating
		 people. A holistic adoption of behaviours that provide citizens with
		 ecological sustainability awareness.
Social dimension (12 references/ 28%)
1. Mutual respect
2. How we will work collectively and coexist in this world
3. How we will walk and coexist in this world with mutual understanding
4. Critical approach to issues aimed at raising awareness and educating
		 people. A holistic adoption of behaviours that provide citizens with
		 awareness of social, personal sustainability
5. Issues that concern the societies of the world: both the local communities
		 and the whole planet, the holistic management of which concerns all of us
		 and the future of all of us depends on it
6. How to manage human resources so that future generations can find the
		 world at least at the same level, if not better
7. Issues concerning society and promoting its development as a whole
8. Topics that touch on the eternal change of knowledge and learning
9. A happy school
10.A school promoting values such as justice
11.Integration of children in the new complex social structures
12.Opportunities to learn, create, act, choose with the aim of defending the
right to live in conditions of social sustainability
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Economic dimension (4 references /10%)
1. Critical approach to issues aimed at raising awareness and educating
		 people. A holistic adoption of behaviours that provide citizens with
		 economic sustainability
2. The economic approach to SD presupposes economic development
		 and acquisition of financial resources and goods without degrading the
		environment
3. Renewable energy sources
4. Opportunities to learn, create, act, choose with the aim of defending the
		 right to live in conditions of economic sustainability
Cultural dimension (4 references/ 10%)
1. Approach culture in respect of the environment
2. Critical approach to issues aimed at raising awareness and educating
		 people. A holistic adoption of behaviours that provide citizens with cultural
		 sustainability
3. A way of managing cultural heritage so that future generations can find the
		 world at least at the same level, if not better
4. Opportunities to learn, create, act, choose with the aim of defending the
		 right to live in conditions of cultural sustainability
General references to the element of sustainability (5 references/ 12%)
1. Practices that aim to meet current needs, while considering the needs
		 (protection of resources) of future generations, in an attempt to reduce the
		 problems that have already been created
2. SD supports me first as a teacher and then my students to get the right
		 attitude and values
From the above thematic analysis of the various definitions of sustainable
development issues, it appears that the participants emphasize primarily the
environmental and secondarily the social dimension. After all, sustainable
development is an evolution of environmental, which may account for
participants’ emphasis on the environmental dimension. On the other hand,
based on the number of relevant responses, participants also stressed
the cultural and economic dimension of sustainable development issues
interconnecting them with general references to the sustainability element
that characterizes these issues.
Question 7b: Sustainable development issues
In their attempt to name 3 issues that they consider crucial for sustainable
development, participants refer to a total of 48 issues, which can be grouped
into 5 general categories, largely corresponding to the same dimensions
encountered in the previous section, Q7a.
Environmental dimension (21 references /44%)
1. Environment (management / respect)
2. Ecology & ecological consciousness
3. Natural resources (exploitation / rescue / prudence in use)
4. Climate change
5. Pollution (prevention / reduction)
6. Biodiversity
7. Organic crops
8. Survival of tropical forests
9. Waste management
10.Uncontrollable use of fertilizers & pesticides
Social dimension (9 references/19%)
1. Respect the different from self
2. Awareness & substantial help in the inclusion of sensitive social groups
3. Maintaining dignity
4. Social behaviour
5. Social inequalities
6. Human rights
7. A just society
8. Equal opportunities
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Economic dimension (7 references/15%)
1. Proper management of energy sources
2. Balanced development
3. Production in harmony with consumption
4. Overconsumption
5. Reduction of fictitious needs
6. Recycle of materials
7. Renewable energy sources
Cultural dimension (6 references/12%)
1. Cultural heritage management
2. Preserving culture
3. Cultural diversity
4. Destruction of unknown cultural elements of indigenous cultures around
		the world
5. Multiculturalism
6. Interculturalism
General references (5, 10%) are related either to general issues of SD,
such as globalization and sustainability (“sustainability with the best socioeconomic & environmental outcome”) or suggest a slogan (“Sustainability
no indifference!”). Furthermore, one participant suggests that “sustainable
development issues should be included in education”, while another
considers it useful to record the purposes of the relevant Curriculum (“ • The
main purpose of the Study Program of Environmental Education / Training
for Sustainable Development is the formation of a sustainable school, that
is a school which is a model of an organization that promotes sustainability
and adopts it in school life. It seeks to create in the school a long-term and
gradual environmental culture & a sustainability-oriented ethos. The main aim
is to make the school a learning context in which all those who participate
will be able to learn, create, act, and choose based on values such as the
protection of the environment & the right of all of us to live in conditions of
economic, cultural, social and environmental growth.”).
To sum up, in defining issues that they consider belonging in SD, participants
focus primarily on those related to the environmental and, secondarily, to the
social dimension of SD. The economic and cultural dimensions of SD issues
appear last in participants’ relevant responses, an element that agrees with
the findings on the analysis of Q7a.
Question 8 inquired the use of specific approaches participants might
adopt regarding the way SD issues might be addressed in accordance
with their responses in Q7. All items of question 8 received a mean score
above 2.60 in a scale ranging from ‘0’ (not at all important) to ‘4’ (extremely
important), indicating that all were accepted as very important approaches
for addressing SD issues in teaching. The most important approach for the
participants was ‘integrate SD issues in their teaching (Q8.1, mean 3.17),
immediately followed by their willingness to ‘use whole school approaches
for addressing SD issues in school’ (Q8.3, mean 3) and equally followed
by ‘collaborate with local stakeholders/actors/parents for addressing
Sustainable Development issues in school (Q8.5, mean 3). The majority felt
that strategies like collaborating ‘with local stakeholders/actors/parents for
addressing SD issues in the community with your students’ (Q8.4, mean 2.94)
and ‘addressing SD conflict issues’ (Q8.2, mean 2.61) (see Table 6) were
slightly less important (although still very important, mean 2.94 and above)
(see Table 6).The approach that received a comparatively lower mean (2.61)
is the one that requires their dealing with SD conflict issues; however, the fact
that it still moved between the moderate and very important categories of
answers probably indicates the teachers’ inexperience of such issues.
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Table 6: Approaches for addressing SD issues
Q8: Answer the questions below, in light of the
definition you gave in the previous question:
How important is it for you as an educator to …

not at all

slightly

moderately

important

very
important

0

1

2

3

4

%

%

%

%

%

27.78

27.78

44.44

3.17

M

1.

Integrate Sustainable Development issues in your
teaching

2.

Address Sustainable Development conflict issues

11.11

33.33

38.89

16.67

2.61

3.

Use whole school approaches for addressing
Sustainable Development issues in school

5.56

27.78

27.78

38.89

3

4.

Collaborate with local stakeholders / actors /
parents for addressing Sustainable Development
issues in the community with your students

27.78

50.00

22.22

2.94

5.

Collaborate with local stakeholders / actors /
parents for addressing Sustainable Development
issues in school

27.78

27.78

38.89

3

M

5.56

Question 9 (see Table 7) explored participants’ perceptions of the connection
of ESD and VAE. Participants felt very strongly that the statement “VAE and
ESD have no common goals” did not apply at all (mean 0). Consequently,
they strongly supported the statement that ‘VAE can support the
achievement of ESD goals’ (mean 3.44). Interestingly, even though they highly
supported that the opposite is feasible too – that is, ESD could support the
achievement of VAE goals – they appeared somewhat less persuaded (mean
3.20) of the positive impact of ESD on VAE.
Table 7: Perceptions on connection of ESD and VAE
Q9: To what extent do you think that the following
statements apply?

not at all

slightly

moderately

important

very
important

0

1

2

3

4

%

%

%

%

%

55.56

38.89

1.

Visual Arts Education and Education for
Sustainable Development have no common goals

2.

Education for Sustainable Development can
support the achievement of Visual Arts Education
goals

22.22

3.

Visual Arts Education can support the
achievement of Education for Sustainable
Development goals

16.67

Question 10 aimed to identify barriers that might prevent teachers from
participating in professional development activities. Table 8 reports their
perceptions on this issue. Figure 6 presents the ranking of the statements
of question 10, starting with the one that received the highest endorsement
(mean score). High endorsement was noted in the following items (all of them
related to external factors):
• there is a lack of employer support (mean 3.61)
• professional development is not readily accessible to me (mean 3.11)
• there is no relevant professional development offered (mean 3)
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5.56

0

33.33

44.00

3.20

22.22

61.11

3.44

Table 8: Barriers for participation in professional development
Q10: How strongly do you agree or disagree that the
following present barriers to your participation in Visual
Arts Education professional development?

totally
disagree

disagree

not
sure

agree

strongly
agree

0

1

2

3

4

%

%

%

%

%

22.22

33.33

22.22

16.67

5.56

M

1.

I do not have the prerequisites
(e.g., qualifications, experience, seniority)

2.

Professional development is too expensive

44.44

22.22

33.33

3.

There is a lack of employer support

11.11

27.78

50.00

4.

Professional development conflicts with my work
schedule

5.56

50.00

27.78

16.67

2.56

5.

I do not have time because of family
responsibilities

16.67

38.89

38.89

5.56

2.33

6.

There is no relevant professional development
offered

5.56

38.89

11.11

38.89

7.

There are no incentives for participating in
professional development

11.11

33.33

11.11

44.44

2.89

8.

The professional development offered is of poor
quality

38.89

44.44

16.67

2.78

9.

Professional development is not readily
accessible to me

16.67

33.33

27.78

11.11

2.5
2.89

11.11

5.56

11.11

3.61

3

3.11

Figure 6: Barriers for participation in professional development

Question 11 inquired participants’ preferences on professional development
activities. Percentages and mean scores are reported in Table 9. Figure 7
presents the mean scores of the statements of Q11. Participants showed
their highest preference in the activity ‘reading professional literature’ (mean
3.17), followed equally by the activities ‘participation in a network of teachers
formed specifically for the professional development of teachers’ (mean
3.11), and ‘courses/seminars attended in person’ and a lower degree of
preference to the activity of participating in ‘education conferences where
teachers and/or researchers present their research or discuss educational
issues’ (mean 3.00) (see Figure 7).
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Table 9: Preferences on professional development activities
Q11: To what extent do you consider the following
professional development activities useful?

totally
disagree

disagree

not
sure

agree

strongly
agree

M

0

1

2

3

4

%

%

%

%

%

27.78

33.33

38.89

3.11

5.56

22.22

38.89

27.78

2.78

5.56

22.22

38.89

33.33

3.00

11.11

22.22

38.89

22.22

2.61

33.33

27.78

38.89

3.06

1.

Courses/seminars attended in person

2.

Online courses/seminars

3.

Education conferences where teachers and/or
researchers present their research or discuss
educational issues

4.

Observation visits to other schools

5.

Observation visits to museums, or public
organizations, or non-government organizations

6.

Peer and/or self-observation and coaching as
part of a formal school arrangement

11.11

27.78

44.44

16.67

2.67

7.

Participation in a network of teachers formed
specifically for the professional development of
teachers

5.56

11.11

50

33.33

3.11

8.

Reading professional literature

16.67

50

33.33

3.17

5.56

5.56

Figure 7: Preferences on professional development activities

Q11 was an open-ended optional question, answered by 22 out of 90
(24%) pre-service teachers in total. It aimed to identify the ways in which
participants expected to be supported by a training seminar in shaping their
future teaching approaches for the successful combination of VAE and ESD
in class. All participants, who completed Q11, emphasized the importance
of creating ‘authentic’ learning opportunities, based on real-life experience.
Their suggestions for the content of such a training included:
• “Practice in real conditions, so that what is said in theory would be applied
by ourselves”
• “Co-operation with scientists and in-service teachers who already apply the
visual arts in an interesting way to formal and informal education of children,
adults and minorities”
• “Open discussions -Exchange of ideas and experiences”
• “Participation in conferences”
• “Provision of useful educational material along with practical advice
(applicable ideas on how to include in the teaching the wider social
environment (family, municipalities, etc.)”
• “Specific examples and teaching suggestions”
• “Acquisition of the basic theoretical principles and a relevant bibliography
on both of the topics (what exactly they stand for /various teaching
methods, etc.)”
• “The critical study of the analytical programme in Greece and other
countries on the basis of VAE & ESD”
• “Ways to implement VAE & ESD through ICT”
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A.3
Summary /concluding remarks
Overall, the questionnaire fulfilled its purpose as a needs’ assessment
tool, providing important findings related to participants’ views on visual
arts education, education for sustainable development, their connections,
barriers for professional development and their preferences of professional
development activities.
The findings indicate that the participants acknowledged the many different
roles VAE can play in the school curriculum (Q1). They especially valued the
opportunities that visual arts offered for self-expression, for development
of personal abilities, for presenting and communicating ideas, as well as
for collaborative work. The data related to actual practice revealed that
pre-service teachers put different weight on the diverse roles that visual
arts could play in their everyday practice (Q2). As it appears the three tasks
constituting the top priorities in their future teaching were: ‘children’s selfesteem’, ‘self-sufficiency and self-expression’, along with ‘the promotion of
acceptance and open-mindedness’. In general, tasks related directly with the
art component of visual arts education rated last in their priorities.
Participants reported moderate levels of self-efficacy on issues related to
general teaching issues, such as ‘collaborative work’ and ‘development
of children’s self-esteem and self-efficiency’ (Q3). On the other hand, they
appeared below moderately confident with aspects directly related with their
ability to deal with the visual arts education component in their teaching
(global art and culture(s)/ art history/ contemporary art). Participants’
responses reflect the general low level of readiness they seem to have in
delivering visual arts classes and this is further indicated in the expression
of their need for professional development in all the areas stated in Q4. An
extra emphasis on their inadequacies is made when referring to teaching
SN students, working in a multicultural and/or a multilingual setting and
applying ICT skills when teaching VAE, concerns also expressed by
experienced practitioners (in Q4 of their responses). Overall, pre-service
teachers expressed their apprehension in dealing with their future praxis
most probably due to their inexperience. It appears that student teaching
that could test future teachers’ theoretical knowledge and could give them
confidence in their professional life is rather insufficient.
Regarding ESD, pre-service teachers appeared to be not very confident in
including aspects of ESD in their teaching (Q5). Again, as in the case of
in-service teachers, participants stated they felt more confident in including
the dimension of social, followed by cultural and then by the environmental
dimension rather than the economical dimension of SD in their teaching (Q6).
This may be due to the limited attention given on these aspects of SD in preservice educational programmes.
A critical cross-check of the results of subsections, a & b, of Q7 in
conjunction with the results of Q6 revealed an interesting point also found in
the teachers’ results: Most pre-service teachers (80%) stated that they would
be able to include in their teaching topics concerning the cultural dimension
of SD (see Q6, graph) to a moderate or higher degree; however, it seems that
the majority apprehend SD in its environmental rather than its cultural aspect.
One may assume that this indirectly highlights the need for the inclusion
of this aspect of SD in their preservice education and/or ongoing teacher
training so that these aspects of SD can be incorporated into their teaching
practice as well. In addition, most of the participants’ comments are limited
to general concepts (e.g. environment, society, economy), which may indicate
a vague perception rather than a more thorough, theoretical and practical
insight into SD issues.
Pre-service teachers appeared more confident in implementing SD issues in
their future teaching (Q8), with a preference in ‘integration and collaboration
with local stakeholders/actors/parents’ over “whole school approaches for
addressing SD issues”. Participants largely felt strong that VAE could support
the achievement of the ESD goals. But they were not that strong supporters
of the view that ESD could enrich the achievement of VAE goals (Q9). When
asked to choose from the suggested forms of professional development
activities, participants showed a high preference for more innovative forms
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of training, such as observation visits to museums/cultural organizations
and schools and energetic participation in a relative network of teachers. Of
course, they put face-to-face training rather high in their choices, considering
its traditional nature. Last in their preferences came the attendance of online
courses/seminars. Very interesting suggestions were made in the final Q11
where participants tried to suggest issues that would empower and make a
training course on VAE & ESD successful and helpful. Most of them preferred
experiential training, as this would aid them to “understand better the
partnership between the two subjects (VAE & ESD) and feel more competent
to apply this knowledge in their future work.” Coupled with their answers in
Q3, student teachers expressed their concern for inadequate practicum time
in their pre-service years.
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In-service and pre-service teachers’ views
– Interview results
A. In-service teachers’ views
A.1. Sample
Six in service teachers were interviewed, 3 men and 3 women. Apart from
one who works in the private sector, all others work in public primary
education schools of Thessaloniki, Greece.
• 4 generalist and 2 art specialist teachers
• Experienced (10 years and above, mean 17.8 years)
• Generalist teachers all graduated from a Teachers’ College or a School of
Primary Education, one is an MA holder and is also a PhD candidate and
one is currently attending a post graduate programme.
• Art specialist teachers are graduates of a School of Fine Arts; one of them
has earned an MA degree.
A.2 Summary of views
This section offers a summary of the participants views on the issues
discussed during the interviews.
A.2.1 Teaching VAE: Views and experiences
The first theme of questions of the interview schedule inquired in-service
teachers’ views and experiences of teaching VAE (QA1-4).
All participants considered VAE “particularly useful in every respect” and that
it “has a lot to offer to the school.”
All generalist teachers expressed very positive views about teaching visual
arts classes; they had experiences of VA teaching either because their
teaching obligations required it or because they wanted it themselves.
Therefore, they had extensively used VAE teaching strategies, but without
a specific VAE teaching goal, because they recognized they neither have
the required cognitive level, nor the relevant experience. As one of them
admitted, “I have often devoted the teaching hour to another subject, but I
promised myself I will never do it again, this is another important subject that
I have to teach.”
The two arts specialist teachers maintained that VAE constitutes “a collective
experience in that we inspire children to express themselves on a subject in
their own way, we invite them to collaborate and produce a beautiful result
from which they can draw pleasure.” Children draw pleasure and happiness
from VAE. A basic factor for this is the fact that teachers serve at the same
school for many years, so “this continuity creates a very good basis, it has
established a very good communication and a reciprocal relationship with
both colleagues and children.”
Considering the advantages of VAE (QA3), teachers reported:
• Its wide outlook that makes it “not quite a lesson but it can simultaneously
be all subjects together, … you can talk about everything through the arts.”
• Creativity (“it is beyond our thinking …” “a new discovery each day.”)
• The involvement of all children’s senses, the stimulation of their imagination
and personality, the development of cooperation among them.
• The empowerment of children “who do not have typical intelligence,”
pupils with learning difficulties or “different” children. VAE for these children
constitute “the big key” in order to approach and communicate with their
classmates. Through the visual arts, these pupils have the chance “to be
empowered, their self-esteem is raised…” (experiences about a refugee
child and a child with autism are shared here)
Generalist teachers recognized that “the visual arts class permeates every
school subject,” “is associated with every subject”, and its cross-thematic
nature “is very good for the children,” while it also signals their own
transformation “from a teacher-centered programme to one that allows our
students a lot of self-motivation” (QA2).
Contrary to the stakeholders’ outlook and especially the school advisor’s
view, generalist in-service teachers reported that they often cooperated with
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their school’s art educators especially during the so-called flexible zone and
in grades 1-4. Art educators confirmed this collaboration, marking that “it is
difficult in its execution. When it happens, however, it is very functional and
helpful.” They stressed, however, that there is a constant search for extra
time outside the school programme and they proposed “extra hours should
be given so that we can communicate with teachers, when they need our
support in a subject.”
Considering the challenges faced during VAE teaching (QA4a), they mainly
focused on the lack of substructures and materials. All teachers agreed that
with proper classrooms their work becomes easier, while on the contrary,
“you feel very restricted …in fact you suffocate and you keep pressing the
limits, you cannot act, and neither can children.” VAE teachers noted that
the existence of an appropriate space allows for “continuity in what we do”
and leads to “more emphasis on the laboratory part, children come more
motivated, complete their work, sometimes we move to other material, we
expand in space…”
On the contrary, the lack of an arts room causes difficulties in space
management, because in a 45-minute teaching session, its arrangement
needs to change, “you have to carry colours, temperas, there is no running
water so that children can wash.” The situation is further complicated by the
fact that according to the teaching schedule, the time allocated for VAE in
primary school is a two-hour session for the first two grades, while for the
rest 4 grades only one hour, which “is very little time.”
Moreover, “the materials also pose problems” because they “…keep being
reduced and in the end, I can only show them on the computer…” and “we
are limited to the use of cardboard, glue, scissors, maybe some plasticine.”
The scarcity of funds for schools directly affects the provision of materials for
the arts classes, so teachers “do very little, since we have no resources, we
have no options.”
The situation worsens because there are children “who cannot afford to
bring their own materials”, “the parents have difficulty in contributing…”. To
ameliorate the problem, teachers explained, they intensify their collaboration
with other teachers and “save any material that we lay our hands on,
whatever can be saved, even small pieces; when a sixth grader leaves
school, we never discard the materials he/she left behind.” They make every
effort and if they cannot come up with materials, they make up for the lack
“with all kinds of tricks,” which can inhibit the pupils’ creativity.
In view of the pupils’ behaviour in the visual arts lesson (QA4b), all teachers
agreed that it is one “of their favourite lessons,” “they like it a lot,” “they like
it very, very much,” “they simply cannot wait for the visual arts class,” “they
are happy, they want it, they eagerly expect it,” because they draw pleasure
from this class, “they are liberated through the arts,” “they come in touch
with something totally different and creative, while they see immediate results
of their work.”
A.2.2 Attitudes about the link of ESD and VAE
A couple of questions inquired participants’ attitudes towards the link of
ESD and VAE. All participants seemed to deal with the issue of sustainability
“only in a positive way,” “something that leads us to better paths” and “must
become an experience across the curriculum.” They understand ESD as
a broader concept, they seem to believe it may saturate their educational
activity beyond the scope of the curriculum, mostly in the framework of
Flexible Zone, which relates to issues of nutrition, the environment, traffic
education and wise use of school libraries and local cultural institutions.
However, comparable to stakeholders, in-service teachers also shared the
view that “sustainability is more involved with the prudent management of
materials, energy saving, environmental problems rather than ideas.”
All in-service teachers appeared convinced that ESD may reinforce VAE
and they thought possible and equally, if not “more interesting” the reverse.
However, they expressed the reservation as to “how they can achieve this in
the one teaching hour a week allocated to ESD.” (QB1).
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All teachers had experiences/involvement with programmes/projects that
bridged goals of ESD with VAE, either individually or in collaboration with
other teachers of the school (QB2). Of course, most of these programmes
dealt with the environmental aspect of ESD (e.g., recycling). However, they
also referred to programmes related to the social dimension (refugees,
human rights, social justice, diversity), as well as to cultural aspects such as
literature and visual arts, cultural identity of the Jews in Thessaloniki).
A.2.3 In service training
In terms of professional development in VAE (QD1), 3 of the generalist
teachers, had participated in relevant seminars and appreciated them greatly
(“in Didaskaleio I attended all relevant to the arts courses; this was a unique
experience for me, because they opened a new, unknown world to me.”).
The other 3 teachers, despite their expressed interest in the topic, had not
managed to attend any relevant courses, either in their basic studies (“at
the university I had never taken any arts courses, they were not compulsory,
they were elective”), nor later in their professional life did they have a chance
to attend relevant training (“…I was never involved nor did I ever have any
training in visual arts alone”). One of the reasons of this lack of training was,
as they claimed, the limited relevant in-service training programmes, which
were addressed only to VAE primary teachers
The two VAE educators in the study participated in visual arts training, which
however, included exclusively the environmental aspect of ESD, with which,
as one of the teachers recognized, “the concept of sustainability has been
identified.” Finally, all teachers claimed they had not attended any special
instruction in ESD (QD3).
Concerning the teachers’ expectations from a training programme on ESD
and VAE (QD4-5), teachers showed preference:
As to the form
• Distance learning, as “it can be done at a time and place convenient for
everyone”
• The need for practical/experiential part (“to live it, to be involved in it…
words are good, but I want to see how what we say may be implemented in
realistic conditions. In other words, I want to see someone teach, to see the
difficulties, not an artificial lesson”)
• The possibility of generalist teachers’ participation
As to the content
• Topics (“about culture in general and the arts of other people and how this
is related to the teaching of classes”
• The combination of VAE with other subjects (cross-thematic,
interdisciplinary approaches)
• The study of terms and associations between visual arts and sustainability,
because “we do not exactly comprehend the concepts or their dimension,
we simply go towards one side […] Because they are concepts, we have not
discovered yet…”
A.2.4 Other
Regarding the support teachers expect to have from a programme like CARE
(QD6), expectations focus on:
• Feedback, communication with a network of teachers “where problems they
encounter in practice are discussed” (“It is crucial to have communication as
a follow up, we can upload material, other schools can also upload material
to a site or a blog”).
• Dissemination of knowledge and experience to the wider community/
involvement of pupils and their families (“Surely parents’ involvement can
have nothing but positive impact,” “…Thus it will be more efficient.”).

-135-

B Pre-service teachers’ views
B.1 Sample
Six pre-service teachers were interviewed all of them women: 3 are currently
attending an MA course at the Faculty of Education, School of Primary
Education and 3 are undergraduate student teachers in the final semester of
their studies. All of them have successfully finished their general practicum
and 2 of the postgraduate student teachers work as tutors in the private
sector.
B.2. Summary of views
This section offers a summary of the participants views on the issues
discussed during the interviews. By and large, pre-service teachers
had a difficulty in focusing at the core of each question but were very
descriptive and unexpectedly (very positive feeling) critical in their views and
suggestions.
B.2.1 Teaching VAE: Views and experiences
The first theme of questions of the interview schedule inquired pre-service
teachers’ views and experiences of teaching VAE (QA1-4).
All participants, without exception, delved into the value of art in human life
and the multiple roles it plays in children’s development. Referring specifically
to the art classes and drawing primarily from their experience as schoolgirls
and later as student teachers, they explained how crucial the impact of this
subject has been on their personal development and how important they
consider it in expanding their pedagogical perspective (e.g. “it helps me
explore my potential and evolve elements of myself”).
Looking forward to their future role as in-service teachers, they all aimed
to help students “gain knowledge and experience through the arts about
life and its ‘phenomena’, but also to break away from stereotypes, which
are usually supported by school, family and society at large.” Most saw the
success of the art class as a prerequisite for creating a positive participatory
environment, where “students will be active protagonists and the teacher
will not hold the position of ‘judge’ imposing his/her views, tactics and
perceptions”.
Interestingly enough, almost all of them came up with a common conclusion
from their internship at public schools. They argued that in relation to
generalist teachers, whom in some cases they described as “rigid” and
“cautious”, specialist art teachers “seize the opportunity to come closer to
children in order to track their interests, preferences and needs.
Art teachers show respect to individual learning rhythms.” The interviewed
in-service specialist art teachers implied something similar, but they did not
dare to touch it directly, as the pre-service ones did. In fact, the observation
of the latter was supplemented by the negative remark that several times they
regretted the lack of cooperation between the generalist and the specialist art
teacher of the school. Pre-service teachers recognised the common field of
action the two of them had and the value of their cooperation. Comparably
to the specialist art teachers’ opinion on this matter, pre-service teachers
agreed that “the generalist teacher is the ‘key’ person to implement the
art lesson in his/her class -although he/she clearly lacks specialized visual
knowledge. Children’s response is great, and this course specifically is
offered for interdisciplinary connections and extensions with other courses.”
In addition, undergraduate participants had misinterpreted a small number
of “older” generalist teachers’ hesitation as prejudice against artists ability
in pedagogical issues. “They are reluctant regarding the cooperation with
specialist art teachers and reproduce stereotypes of the type ‘how to be a
proper painting’ or highlight the needs of the ‘main’ courses”. “They give the
impression that they only use art to serve their educational goals and not to
cultivate their students, develop their skills, self-expression, etc., although
they agree on the positive effects of children’s contact with art”.
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When asked if they felt competent to teach VAE, they all were positive in
teaching the subject if there would be no specialist art teacher available,
although the lack of specialized knowledge required by the course generated
feelings of insecurity and uncertainty. Ideally, they “wish to work along with
specialist art teachers and to open up interdisciplinary windows in various
subject matters so that children and can enjoy learning and we can continue
to find our role and profession interesting and challenging for many years to
come.”
An equally important issue raised was the cost of implementing what the
syllabus / textbook suggests. There has been intense concern in some
(through observations during the internship) of the danger posed by the
inexperienced in VAE generalist teachers who “in an effort to get by can
misuse the material leading to stereotypical reproductions, especially in some
activities that guide the child step by step in each action and do not leave
much room for free expression”. However, while most generalist teachers
admitted lack of knowledge and of sufficient time to study in detail VAE’s
material and prepare an activity every day, pre-service teachers described
the VAE’s textbooks and the indicative instructions on the Ministry’s portal
as useful tools and a source of ideas for the teacher, mainly because they
promote interdisciplinarity in teaching. “We needed something in order to
teach this lesson sufficiently”. “The book offers a ‘common strategy’ for
teachers and aids sequence in the implementation of the course”. “It’s
easier to teach the book, as it has rich material and offers a lot of ideas
to the teacher. However, it is important for the generalist teacher to have
the relevant foundation or training in order to meet the objectives of art
lessons.” Finally, influenced by their respective courses during their studies,
they expressed the need to “link the material of VAE with as many courses
of the analytical curriculum as possible, so that children can understand
the constant presence of art in real-life throughout the centuries and not to
consider VAE fragmentary and discontinuous.”
Pre-service teachers commented as well on the use of photocopies (copies
of art works or simple ready-made art exercises) as a means of “creative
activity” or as a complacency of teachers’ consciences that “they teach
VAE.” In the same vein, specialist art teachers have clearly emphasized their
strong opposition to the use of photocopying, both in terms of a typical
teaching tactic and in terms of the lack of a teaching goal and purpose.
Admittedly, all through their internship in schools, VAE classes were done
occasionally and often aimed to strengthen and consolidate other subjects
or school’s extra activities (e.g. national celebrations). Pre-service teachers
suggested that VAE “presupposes the implementation of a unifying
pedagogical attitude and the meeting of conditions that ensure children’s
unimpeded, experiential activity. Unfortunately, this is the case only in
some schools and, therefore, VAE faces in general many difficulties in its
implementation.” The lack of general provision for cultural education and
VAE affects the theoretical goals of its analytical curriculum that aspires to
“leave room for flexibility so that each child can explore, experiment and test
their skills, get to know the art world and get actively involved in the artistic
process without stylized suggestions and patterns.” All participants agreed
to the great difficulties that arise in the proper implementation of VAE due
mainly to the limited time offered in the school schedule as well as to the
lack of resources (materials, equipment, suitable rooms). It becomes obvious
through their answers that they directly connect the quality of VAE teaching
to teachers’ personal initiative.
B.2.2.

Attitudes about the link of ESD and VAE

Pre-service teachers were acquainted with ESD’s main goals. However, when
asked to give examples of participating in relevant programmes (educative,
training etc.), their reports were mostly limited to environmental issues (e.g.
recycling, natural resources, pollution, climate change). All participants
appeared convinced that ESD may reinforce VAE and they thought
the reverse very interesting. Additionally, they showed great interest in
parameters that they had not thought of in the past, such as e.g. the quality
of school-community cooperation for sustainable development through the
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arts, stating their need for further education, training and support in this field.
Everyone started the discussion with negative comments for the lack of
concrete official policy. Referring to ESD in the current school reality, they
focused on similar problems with the teaching of VAE (lack of time combined
with the abundance of material, lack of knowledge on creative ways to
connect the two subjects), a fact that justified in their opinion “teachers’
wariness of whether they can respond.” Participants stressed that the
provision of resources and infrastructures is a necessary factor for the
systematic approach of sustainability issues within the school. At the same
time, a limited number of pre-service teachers commented that generalistteachers aim at some personal benefit (their evaluation) when they choose
similar participations in programmes / actions or even trainings.
In general, pre-service teachers agreed that, although they felt comfortable
in discussing ESD issues, they didn’t feel competent to bridge ESD & VAE
in their teaching practice due to lack of experience and training during their
studies.
B.2.3 Training
For obvious reasons, answers in this section were brief and vague, due to
lack of experience and relevant knowledge. Everyone believed that the inservice teachers’ training is insufficient both in VAE as well as in ESD.
Particularly, participants commented that “the Ministry introduced the
teaching of VAE’s books without organising special training courses for
generalist teachers who are unacquainted with the subject by and large”.
Additionally, they stressed the need for official, routine, substantial training
courses offering opportunities for cooperation in between generalist and
specialist art teachers. They wished they were permitted to follow such
events at least in the final year of their studies or as graduates, even if not yet
in-service.
Finally, they did not have a clear picture of workshops and conferences
concerning VAE, but they expressed the wish to be informed and participate
in such actions.
B.2.4 Other
There was a warm expression of interest in the CARE program as a whole
and more specifically in taking part in the teaching training courses. In fact,
they declared how helpful it would prove for them if these courses adopted
a highly experiential- workshop character. They even suggested that trainees
could be organised in groups of three, that is a generalist in-service, a preservice and a specialist art educator, who would directly collaborate during
the workshops and transfer later all the experience and knowledge acquired
together in school classes.
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Closing remarks
All views, extracted by the analysed interviews and questionnaires, form
a very interesting picture of the participants’ attitude towards VAE and the
possible synergies with ESD.
Conclusively, one needs to stand on the a very positive response from all
teachers, generalists (in- and pre-service) and specialists, who hope and
claim from the Ministry to address these issues with seriousness.
Participants’ views are reported and discussed in the corresponding parts of
this analysis so that they are not repeated here; in conclusion, however, the
main views voiced by all participants are briefly highlighted here:
Generalist teachers (in- & pre-service) avoid teaching the VAE because
the lack of specialized knowledge required creates feelings of insecurity
and uncertainty. Teachers often feel ‘left alone’ to handle unfamiliar issues,
without any substantial support in a field that requires specialized knowledge.
The lack of appropriate spaces, equipment and materials in public schools,
along with a hectic schedule based on curriculum that informally classifies
the courses in “primary” and “secondary” orbit, does not facilitate the
systematic, experiential and creative implementation of VAE. In fact, VAE
occurs occasionally in school life and often aims to strengthen and support
other subjects or school activities.
The official state has introduced specific material (books, online information
etc.) without organising systematic, compulsory training for teachers
(generalists and specialists). Teachers and Ministry officials declared that
a rise in the employment of more specialist art-teachers, an increase in
teaching hours along with the provision of materials and appropriate spaces
would certainly strengthen the implementation of VAE. Equally important
they considered the organising of frequent experiential training seminars
for teachers on VAE and ESD, in order to offer educators, the necessary
support to connect effectively in their practice visual arts with the goals of
sustainability.
All participants understand the value of the two items, VAE & ESD, and
consider their synergy necessary in school life as well as in connecting
schools to real- life issues and to the community. Everyone expressed
positive views on the relationship between SD and VAE, as well as on the
relationship between sustainability and culture.
By and large, a wide discrepancy between the rhetoric and practice of VAE
& ESD is easily detectable through data analysis, and this reflects the lack of
political will to effectively recognize their multifunctional partnership and their
substantial role in sustainability and holistic learning. Participants mentioned
several conceptual (narrow perceptions, resistant stereotypes), as well
as structural and practical factors that affect teachers’ intention to bridge
Education for Sustainability with Visual Art Education. This difficulty is also
recorded in the international literature, where several researchers report the
lack of time and abundance of material as obstacles for the development and
promotion of similar actions (Gough, 2005· Czippan, et. al., 2010· Liarakou et.
al., 2014· Hands, 2010· Smith, 2015· Johns, et. al., 2000a).
It will be interesting to compare the Greek data analysis with the
corresponding results in partner countries so that the professional
development task of this project may be accurately mapped, and the offered
training services can correspond directly to practitioners’ real needs.
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CHAPTER 4:

Art education policies and
practices in England
EMESE HALL AND HARRIET WHITE

Policy documents
A. Visual Art Education (VAE)
A.1 Summary of current curriculum policy
There is a national curriculum (NC) in England, published by the Department
for Education (DfE) in 2013. It applies to learners aged 5-14 and covers
primary and lower secondary: key stage 1 (5-7), KS2 (7-11) and KS3 (1114) but only in maintained (government-funded) schools, which are not
‘academies’ or ‘free schools’ – these can implement their own curriculum.
There are over 16,769 primary schools in England and over a quarter of them
- as academies and free schools - do not have to use the NC. However,
some may choose to.
‘Art and Design’ is a subject in the NC, but the learning objectives set out
within it are few and lack detail (see below). It has been widely criticized by
art education experts as unambitious and demonstrating a lack of regard
to the value of the subject in schools – especially when compared to the
number of pages devoted to the core subjects of English, maths and science.
As with earlier versions of the NC, which was first introduced in 1988, art and
design continues to rather an afterthought on the part of policymakers. There
are only two pages devoted to primary art and design in the NC.
Some may see the NC learning objectives for art and design, because they
are very broad, as usefully flexible. However, this is only likely to be the
opinion of those teachers who are confident with the subject and know what
a good curriculum offer contains. No school would only use these learning
objectives to plan their teaching – they would have to elaborate upon them
for them to be meaningful and sufficiently focused. The National Society for
Education in Art and Design (NSEAD) has produced a 10 page version of the
KS1-3 NC (link below), setting out an ‘ideal’ version of the NC.
The words ‘creativity’ and ‘creative’ are used in the NC but without any
definition or exemplification. It is also unhelpful that there is no national
assessment guidance for primary schools to help them judge pupils’ learning
achievements within art and design; the same is true for other subjects. In
2014, the DfE removed the NC learning ‘levels’ which had been in place
since in 1988, so now schools have to decide on their own approach to
assessment, recording and reporting – this has led to ‘patchy’ practice.
Purpose of study
Art, craft and design embody some of the highest forms of human creativity.
A high-quality art and design education should engage, inspire and challenge
pupils, equipping them with the knowledge and skills to experiment, invent
and create their own works of art, craft and design. As pupils progress, they
should be able to think critically and develop a more rigorous understanding
of art and design. They should also know how art and design both reflect and
shape our history, and contribute to the culture, creativity and wealth of our
nation.
Aims
The national curriculum for art and design aims to ensure that all pupils:
- produce creative work, exploring their ideas and recording their experiences
- become proficient in drawing, painting, sculpture and other art, craft and
design techniques
- evaluate and analyse creative works using the language of art, craft and
design
- know about great artists, craft makers and designers, and understand the
historical and cultural development of their art forms.
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Attainment targets
By the end of each key stage, pupils are expected to know, apply and
understand the matters, skills and processes specified in the relevant
programme of study.
Subject content
Key stage 1
Pupils should be taught:
- to use a range of materials creatively to design and make products
- to use drawing, painting and sculpture to develop and share their ideas,
experiences and imagination
- to develop a wide range of art and design techniques in using colour,
pattern, texture, line, shape, form and space
- about the work of a range of artists, craft makers and designers, describing
the differences and similarities between different practices and disciplines,
and making links to their own work.
Key stage 2
Pupils should be taught to develop their techniques, including their control
and their use of materials, with creativity, experimentation and an increasing
awareness of different kinds of art, craft and design.
Pupils should be taught:
- to create sketch books to record their observations and use them to review
and revisit ideas
- to improve their mastery of art and design techniques, including drawing,
painting and sculpture with a range of materials [for example, pencil,
charcoal, paint, clay]
- about great artists, architects and designers in history.
Web link/s:
https://assets.publishing.service.gov.uk/government/uploads/system/
uploads/attachment_data/file/239018/PRIMARY_national_curriculum_-_Art_
and_design.pdf
NSEAD version of NC
http://nsead.org/curriculum-resources/downloads/PoS_ART_AND_DESIGN_
DFE_NSEAD_combined_version.pdf
A.2 Summary of schools’ common practices in delivering VAE in primary
education
As noted above, schools - whether using the NC or not – are expected to
have a ‘curriculum map’ covering learning expectations for each year group
in the school. This overview should then be used to inform the planning of
units of work (projects) that require further elaboration. Some schools design
their own curriculum content and others will use commercial schemes – and
some may use a combination of both. Many schools will have a teacher
in charge of art and design – the ‘Art Coordinator’. It is the art coordinator
who is assigned charge of overseeing and resourcing the subject within
the school, as well as offering advice and support to other colleagues e.g.,
regarding assessment and training activities. S/he may or may not be an
art specialist. It is atypical for schools to advertise specifically for an art
coordinator and sometimes the art coordinator is someone who does not
want the role.
It is normally the class teacher who teaches art. Not many state primary
schools have a teacher who solely teaches art, but this is commonplace in
independent (fee-paying) schools and also in ‘middle’ schools which span the
8-13 age range. (This contrasts with practice in primary music education,
where it is far more common for schools to employ an outside specialist.) A
few schools will have a dedicated art room and some may also have an artist
in residence. See links below to examples of inspirational schools where art
is given a great deal of attention.
It is useful to note that there is a regulatory body that has responsibility for
ensuring the quality of education in English schools through inspection: the
Office for Standards in Education, Children’s Services and Skills (Ofsted).
Recently Ofsted has published a new inspection framework for schools that
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places a strong emphasis on curriculum in terms of intention, implementation
and impact. When schools are visited by inspectors they will have a ‘deep
dive’ focus on a range of subjects, which may include art and design,
involving a conversation with the subject leader (e.g., art coordinator), lesson
observations of the subject, viewing pupils’ work and talking with some
pupils. This is a welcome change to previous inspections which focused
on pupil data, typically in English and maths. However, there is concern
amongst art educators that there is insufficient expertise amongst inspectors
to suitably judge the quality on the art curriculum.
On looking at Osfted reports on primary schools under the new inspection
framework, the vast majority of those who have had a deep dive into the art
curriculum have not fared well. (This agrees with the curriculum research
findings that Ofsted published in 2018 – see below). Inspectors have
recommended that schools access suitable subject-specific training to
enhance teachers’ confidence, skills and knowledge. Arts organisations are
seeing an increase in requests from schools for training courses in art and
design, whereas previously primary schools would have focused on English
and maths training – perhaps alongside broader areas, such as special
educational needs.
Ofsted’s (2009, 2012) subject reports into art and design summarise the
findings from visits over a three-year period to a wide variety of schools from
the early years (0-5) to further education (16+). They provide insights into a
range of practice, with case studies of good practice showcased. Below is
an excerpt from the 2012 report…
Sadly, there will be no new subject reports from Ofsted in the future.
Schools should:
- build on pupils” experiences and Creative development in the EYFS more
effectively in primary and secondary schools
- sharpen the focus in lessons and enrichment activities on developing the
skills, knowledge and understanding specific to the subject
- increase pupils’ confidence and creativity in drawing by Widening the
repertoire of teaching approaches, incl uding teaching adventurous d
rawing for all
- Strengthen links With related subjects, particularly design and technology,
and build sustained partnerships with art galleries and creative practitioners
- improve the quality of information, advice and guidance given to pupils,
parents and carers about external opportunities for subject enrichment
- ensure that different groups of pupils progress equally well in the subject,
benefiting from wider initiatives designed to improve participation or
performance
- support subject leaders in articulating and evaluating their specific
contribution to the creative and cultural development of pupils.
Web link/s:
Gomersal Primary
https://gomersal.schooljotter2.com/our-classes/art-mrs-barrett
Room13 Hareclive Bristol
https://www.room13hareclive.org.uk/
Ofsted Phase 3 findings of curriculum research https://assets.publishing.
service.gov.uk/government/uploads/system/uploads/attachment_
data/file/766252/How_to_assess_intent_and_implementation_of_
curriculum_191218.pdf
Ofsted 2009 ‘Drawing together: art, craft and design in schools’
https://dera.ioe.ac.uk/10624/1/Drawing%20together.pdf
Ofsted 2012 ‘Making a mark: art, craft and design education’
https://assets.publishing.service.gov.uk/government/uploads/system/
uploads/attachment_data/file/413330/Making_a_mark_-_art_craft_and_
design_education_2008-11.pdf
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A.3 Synergies between VAE & ESD
There are no explicit statements in the English NC that link VAE with ESD.
However, from the ‘purpose of study’ passage, there are these statements:
As pupils progress, they should be able to think critically and develop a more
rigorous understanding of art and design. They should also know how art
and design both reflect and shape our history, and contribute to the culture,
creativity and wealth of our nation.
One could argue that here is the opportunity for pupils to consider in some
depth why artists make work and how artists have looked at – and are
looking at – real life issues. It is an expectation that pupils learn about artists,
craft makers, architects and designers.
In terms of learning objectives, as KS1 (ages 5-7) there is scope to link VAE
and ESD here:
…use drawing, painting and sculpture to develop and share their ideas,
experiences
and imagination
And at KS2 (ages 7-11), there is some scope in this learning objective:
… create sketch books to record their observations and use them to review
and revisit ideas

B. Education for Sustainable Development (ESD)
B.1 Summary of current curriculum policy
Learning for Sustainability has had a high profile internationally, but there
has been little government policy support in England since 2010, with the
exception of the Global Learning Programme (Bourne et al 2016).
“Currently the policy context in the UK is characterised by disparities
associated with an increasing divergence of approach across the four nations
in their response to these agendas. A further concern is the impact of almost
constant change on the ways in which educators and schools engage with
global and sustainability issues within their practice (ibid)”
There is no mention of ESD, sustainability or Climate Change in the Primary
National curriculum. There are many opportunities to teach ESD through
the curriculum however, including in “ Spiritual, moral, social and cultural
development”, and possibly “Fundamental British values”. There is mention,
in geography, of climate zones, environmental regions, and in science of local
environments, habitats, animals, plants: “beginning to develop their ideas
about functions, relationships and interactions” “recognise that environments
can change and that this can sometimes pose dangers to living things”.
There were more reports on ESD during the last Labour government,
including Schools and sustainability (2008), Education for sustainable
development, Improving schools – improving lives (2009). They also
developed a Sustainable School framework, with 8 doorways to sustainable
schools. There was a report on the Evidence of Impact of Sustainable
Schools (2010). More recently the Government produced Top Tips for
Sustainability in Schools (2012); “We want schools to make their own
judgements on how sustainable development should be reflected in their
ethos, day-to-day operations and through education for sustainable
development. Those judgements should be based on sound knowledge and
local needs”.
Web link/s:
England’s Primary National Curriculum: https://www.gov.uk/government/
publications/national-curriculum-in-england-primary-curriculum
Sustainable schools Framework - the 8 doorways: http://www.se-ed.co.uk/
sites/default/files/resources/Framework%20Resource.pdf
Top Tips for Sustainability in Schools https://www.gov.uk/government/
publications/top-tips-for-sustainability-in-schools
Evidence of Impact of Sustainable Schools https://webarchive.
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nationalarchives.gov.uk/20130321081318/https://www.education.gov.uk/
publications/standard/publicationDetail/Page1/DCSF-00344-2010
Bourn, D., Hunt, F., Blum, N. and Lawson, H., (2016). Primary education for
global learning and sustainability.
B.1 Summary of schools’ common practices in delivering ESD in primary
education
There is a great deal of variation in this – due to no statutory requirements for
schools. The UK government, through DFID (Department for International
Development), currently funds two major strategic programmes which
support learning about global issues within schools: the Global Learning
Programmes in England, Scotland, Wales and Northern Ireland and the
British Council’s Connecting Classrooms programme (Bourn et al 2016).
Global Learning Programmes aims in England are “there is an emphasis
on learning about global and development issues and a specific focus
on encouraging a process of learning that moves learners from ‘a charity
mentality to one of social justice’” (Ibid)
Connecting Classrooms (see section on CTPD)
Some schools participate in the Eco-school programme, Eco-schools
have 19, 782 schools registered on their programmes, with 12, 529
schools awarded Bronze, Silver or Gold awards (at 3.12.19). The UK
National Commission for UNESCO (2013) published a report; Education for
Sustainable Development (ESD) in the UK – Current status, best practice and
opportunities for the future;
• Web link/s:
Teaching about the environment through the curriculum: http://naee.org.uk/
wp-content/uploads/2015/06/NAEE_The_Environmental_Curriculum.pdf
Education for Sustainable Development (ESD) in the UK – Current status,
best practice and opportunities for the future https://www.eauc.org.uk/file_
uploads/uknc_esd_policy_brief.pdf
Global Learning Programmes https://globaldimension.org.uk/chooseglp/glpengland-update/
“Good practice in ESD exists at all levels and in most learning contexts
across the UK. It is characterized by good teaching, enhanced learner
outcomes and linked to the professional standards and qualifications of
teachers who are part of innovative communities and networks of ESD
practice which communicate and share best practice. Nevertheless,
developments in ESD are still relatively small scale, mostly based on projects
within fixed time frames and resources, hence, the incorporation of good
practice in all sectors is uneven across the UK.”

C. Initial teacher education (ITE)
C.1 Summary of current policy
In England in order to gain Qualified Teacher Status’ (QTS), the individual
must demonstrate the expectations set out in the Teachers’ Standards see below. (These same standards apply to more experienced teachers,
who must continue to demonstrate them in their practice in order to stay
in post and receive an annual pay raise - this is quality-assured by a senior
colleague, such as the Headteacher.) There are currently many routes into
teaching, but all are broadly school- or university- led. Some routes are for
undergraduates, some for postgraduates, and some new proposals are for
an ‘apprenticeship’ route for over 16s – although this has been widely met
with criticism. Some of the school-based routes are paid, with the trainee
working as an unqualified teacher. There is also a route called ‘Teach First’
aimed at placing high-achieving graduates within schools that serve socially
disadvantaged communities, where teacher retention rates are low. Teach
First is a two year programme with a great deal of support offered to the
participants, who take almost full responsibility for a (demanding) class from
day one of the school year.
-145-

It is a national requirement that trainee teachers spend a minimum of 120
days in school during a Postgraduate Certificate in Education (PGCE/
PGCertEd), which is typically a one year full-time course, but can sometimes
be offered part-time over two years. 120 days equates to half the time
commitment of the course, with the other half perhaps being within a
university setting or covered via online training input and various nonclassroom-based activities in a school cluster. Trainee teachers must also
be given placements in at least two contrasting schools for the age phase
within which they are training (e.g., primary or secondary), as well as gaining
some experience in the key stage before and after the one in which they are
training. For example, our primary trainees will typically spend a week in
a secondary school. The PGCE comprises of two 30 credit masters-level
modules which make up the academic qualification accompanied by QTS.
In summary, the structure of ITE is nationally determined but the content is
locally decided.
Web link/s:
Teachers’ Standards
https://assets.publishing.service.gov.uk/government/uploads/system/
uploads/attachment_data/file/665522/Teachers_standard_information.pdf
Get Into Teaching
https://getintoteaching.education.gov.uk/
C.2 VAE in ITE/ HEIs (Higher Educational Institutions)
Within primary initial teacher education (ITE) – other than in courses that have
a single subject focus, e.g., maths, physical education or modern languages
- it is expected by the DfE that trainee teachers will be given opportunities
to enhance their subject and pedagogical knowledge in art and design.
However, as noted above, the nature and extent of this training is decided
locally by the training provider. For example, there is no minimum number of
hours input on VAE stipulated. Anecdotally, there is a wide variation in both
the quantity and quality of training offered in primary VAE. I have heard that
some providers only offer a single two hour session. (At Exeter there are four
two-hour sessions for all trainees, supplemented by additional self-directed
activities). In some clusters of schools which offer school-led training, it
might be an art coordinator who offers the training. In a university context,
it is more usually an academic tutor who provides the input – perhaps in
partnership with visiting school teachers or artists. It is more usual that the
training is covered as a discrete subject rather than in a cross-curricular or
topic-based approach.
The national expectation is that primary trainee teachers develop familiarity
with the NC for art and design, but as described above, this policy does not
apply to all schools. Indeed, some trainees may have placements in only
academy or free schools and never see the NC ‘in action’.
C.3 ESD in ITE/ HEIs
Provision in ITE is locally provided in England.
A review in 2010 (which although dated, reflects fairly accurately the position
today) stated:
“ In England, as elsewhere, ESD/GC in teacher education has often relied
on the commitment of individuals and groups, and the curriculum provision
for ESD/GC in initial teacher education (ITE) has therefore been patchy
across the country. The development of a more coherent provision has been
hindered by the fact that successive revisions of the Training Standards
for ITE (Training and Development Agency, 2007), which govern the ITE
curriculum in England have not made any explicit reference to ESD/GC. The
current Standards make no explicit mention of the need for new teachers to
develop knowledge, skills and attitudes in relation to these critical areas of
knowledge, skills and values. There is little to encourage those involved in the
training of new teachers to provide education for sustainable development
and global citizenship a central place in the training programme. However,
a group of ITE tutors committed to embedding ESD and global citizenship
within ITE have worked together to develop a set of contextual questions
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which enable tutors and students to think about the global dimension of
the Professional Standards (a group of ITE tutors and NGOs committed to
embedding ESD/GC within ITE have worked together to develop). At the
time of writing, it is not clear how the Standards for ITE might be revised
under the coalition government but what seems clear is that there will be
no explicit mention of the need for new teachers to receive training in ESD/
GC. The recent government White Paper on education makes no mention of
ESD/GC but emphasises, instead, the importance of new teachers receiving
more training in some areas, such as early reading and mathematics, special
educational needs and classroom management (DfE, 2010).”
Web link/s:
Inman, S., Mackay, S., Rogers, M. and Wade, R., 2010. Effecting change
through learning networks: The experience of the UK Teacher Education
Network for Education for Sustainable Development (ESD) and Global
Citizenship (GC). Journal of Teacher Education for Sustainability, 12(2), pp.97109. https://www.degruyter.com/downloadpdf/j/jtes.2010.12.issue-2/v10099009-0057-7/v10099-009-0057-7.pdf

D. Continuing Teacher Professional Development
(CTPD)
D.1 Summary of current policy
Once teachers have gained Qualified Teacher Status’ (QTS) there is no
national expectation for achieving any other teaching qualifications; indeed,
some schools (academies and free schools) do not require teachers to
hold QTS. This is a controversial issue. There is a national ‘standard’ for
professional development, introduced in 2016, but in reality this does not
have a great deal of impact. CTPD is more typically driven by schools’
development agendas rather than individuals’ interests, often because of
limited funds available for professional learning activities. However, there are
some exceptions to this and some schools allow teachers to pursue their
own CTPD interests using a delegated budget.
There is a relatively new national organisation in England called the
Chartered College of Teaching (CCT), which teachers can choose to join for
a fee. Membership gives access to training and networking opportunities,
such as events and online learning resources. The CCT runs a ‘Chartered
teacher’ programme over 15 months which is designed to recognise and
reward excellent classroom practice. There are also National Professional
Qualifications, promoted by the DfE and offered by a variety of providers,
designed for middle leaders (eg subject or phase leaders) and senior leaders
(eg headteachers). The NPQs can take up to 18 months. Although these
qualifications are nationally recognised, holding one does not necessarily
guarantee a certain rate of pay or a fast track to promotion; the same is true
for those who hold a masters degree.
Web link/s:
DfE Professional Development Standard
https://assets.publishing.service.gov.uk/government/uploads/system/
uploads/attachment_data/file/537030/160712_-_PD_standard.pdf
CCT Chartered Teacher
https://chartered.college/chartered-teacher
NPQs
https://www.gov.uk/government/publications/national-professionalqualifications-frameworks
D.2 VAE in CTPD
Nationally, there are numerous providers of VAE courses for qualified
teachers but it is not especially easy to access these, e.g., via an internet
search. It used to be a responsibility of local education authorities (LEAs) to
offer CTPD courses for teachers in their region, but the role of many of these
LEAs has changed due to lack of funding and privatisation of education
services. Nationally, the NSEAD offers some training courses in VAE and its
regional network groups also offer more informal training opportunities, via
meetings and workshops. Affiliated to the NSEAD is the national Sketchbook
Circle, which also attracts some teachers from abroad. This is aimed at
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personal art making and professional networking and has inspired smaller
regional sketchbook groups. Multi Academy Trusts offer their own courses
for teachers within their schools, but these are not usually for ‘outsiders’
and -again- one cannot find information about this training on the internet.
Additionally, regional arts education organisations, sometimes which are
charities, will offer VAE courses, such as training aimed to support subject
leaders and various other workshops and events for teachers in their locality.
Notably, there is regional variation in provision and teachers will often pay
for courses using their own money and in their own time. However, this may
change with the new Ofsted emphasis on curriculum, where schools are
being held to account for unsatisfactory primary art provision...
Web link/s:
NSEAD courses
http://www.nsead.org/cpd/conferences.aspx
Sketchbook Circle
http://www.sketchbookcircle.com/
D.3 ESD in CTPD
Connecting Classrooms is an international professional development
programme. The aim is to reach 45,000 teachers and 12,000 school leaders
worldwide by 2018, to encourage them to integrate a range of core skills into
the curriculum, with a focus on:
- digital literacy
“Support for international school linking, curriculum materials and teacher
training for ESD are also available to schools through two Governmentfunded programmes: DfID’s Global Learning Programme (GLP) and the British
Council’s Connecting Classrooms programme.” Bertrand. L. (2014)
- critical thinking and problem solving
- creativity and imagination
- student leadership
- collaboration and communication
- citizenship (British Council, 2015a).
This programme also makes reference to the International School Award
and provides some support for school linking initiatives. This programme
continues to offer online courses on topics which include Education for
Global Citizenship and these are being cross-linked to the new Core Skills
courses. (Bourn et al 2016)
The Sustainable Schools Alliance (SSA), coordinated by Sustainability and
Environmental Education (SEEd), organises the Sustainable Schools Initiative
in schools in England. This initiative had UK government support up to 2010
through DEFRA and DfE but since then, government financial cutbacks
have led to civil society organisations being required to take forward the
sustainable development agenda in schools. The vision of the Alliance is that:
Every child and young person experiences teaching and learning that enables
them to feel safe and cared for in a changing world, where they want and are
able to live sustainably and encouraging others to do the same (Sustainable
Schools Alliance, 2014).
Web link/s:
Bertrand, L (2014) https://se-ed.co.uk/edu/sustainable-schools/policy/
Sustainable Schools Alliance: https://se-ed.co.uk/edu/sustainable-schools/
sustainable-schools-alliance/
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Stakeholders’ views
A. Sample
A purposive sample of five stakeholders* were interviewed individually
by telephone, recorded by researcher notes. These stakeholders are
highly experienced art and design educators in different age phases, from
early years to higher education, with a wide range of subject-specific
qualifications. Currently all hold positions of authority in art and design
education in England, representing different professional organisations and
learning institutions and/ or acting as independent advisors to schools and
other educational settings. All stakeholders are based in a wide range of
geographical regions across the country and many travel nationally and
internationally to advocate for the subject and offer training. In the interest of
preserving anonymity, no specific details are given about each stakeholder’s
professional role nor the name of the organization for which they work.
* David, Larry, Lynette, Pippa and SMC (pseudonyms)

B. Summary of views
B.1 Views on policy
The stakeholders were asked: What is your opinion on the current primary
national curriculum for art and design in England? Unanimously, they
expressed their concerns about the national curriculum, noting various
failings. Comments included: ‘There’s no support for non-specialists’
(David), ‘[it’s] prescriptive without being helpful’ (Larry), ‘schools don’t really
know what to do with it’ (Lynette), ‘It’s a nothing document’ (Pippa), and ‘It’s
anachronistic, reductive, out of touch, minimal’ (SMC). Further, Pippa, said
she always tells trainee teachers not to waste their time looking at it. On the
positive side, Larry commented that: ‘[it] has space for creativity with [your]
own interpretation’; which reflects the policy’s widely perceived lack of detail.
The stakeholders were next asked: To what extent have you been involved
in the development of this curriculum - or any alternative models? David
had been involved in writing the National Society for Art and Design
Education’s [NSEAD] alternative curriculum model as well as a successful
commercial scheme for primary schools. Larry remarked that the NSEAD’s
alternative curriculum offers teaches an ‘alternative direction’ and expressed
disappointment that the NSEAD’s Expert Advisory Group’s advice had not
seen its way into the national curriculum. Lynette felt a ‘need to empower
the teachers’ and talked in some detail about her organisation’s teaching
resources (provided online), including a new exemplar primary curriculum,
which was proving to be very popular. Pippa explained that she had
provided comments on the consultation for the national curriculum but had
not seen the effect of these. Finally, SMC said that she had been involved
in creating two ‘quite prominent alterative models’ to the national curriculum
and she also referred to using NSEAD planning guidance in her consultancy
work, describing it as: ‘a microcosym of art, craft and design’.
B.2 Opinions about requirements for policy implementation
In response to being asked: What do you think are the most important
conditions for implementing a successful primary art curriculum? the
stakeholders provided quite detailed responses. For David, ‘knowledge
of skills and progression is really important’. He cited the need for ‘holistic
learning objectives’ to allow for children’s personal expression: ‘I think
there needs to be an element of direction from the teacher but openended outcomes so the children can apply it in a creative and original
way’. Larry also thought that teacher knowledge was vital, explaining that
there needs to be ‘confident practitioners’ who have good knowledge and
have experienced good art education and teacher training with a ‘chance
to develop pedagogical understanding’. For her, it was also important that
school leaders could see the value of art and design. Lynette remarked
that it should be about ‘risk taking, building vocabulary, access to materials
and repeated opportunity to practise and play’. Pippa described a ‘lost
generation of young teachers’, with no good experience of art in schools and
who are teaching in schools where art isn’t seen as important. She argued
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that teachers need to understand why it’s important and was pleased with
Ofsted’s new emphasis on a broad on balanced curriculum, which she felt
was starting to raise the status of art and design in primary schools. Like
Larry, SMC noted that support from senior leaders was key, along with the
promotion of professional development thought clusters and networks; also,
as Larry commented, SMC said that the teaching of art and design requires a
suitable physical space as only some schools have a ‘special room’ most are
restricted by a ‘tiny classroom’.
When asked: To what extent do you think these conditions currently exist?
David replied: ‘Art provision in primary schools – I’ve visited lots of them – is
very patchy’. He commented on a socio-economic divide where children in
less affluent areas missed out on a high-quality art and design education and
sometimes art was taught by teaching assistants as opposed to qualified
teachers. Larry was of the same opinion as David that art provision was
highly variable. She was concerned that the ‘majority of children are not
getting what they should’ and – like Pippa, noted that there’s a generation
of primary teachers who’ve not had access to art education. Lynette
believed that the surge in schools purchasing her organisations’ resources
was because they were ‘desperate’. Like the others, she also observed a
spectrum of provision, commenting that in some schools ‘work is shocking’
but in others ‘it’s phenomenal’. Also like the other stakeholders, Pippa
held ‘huge concerns about the conditions that exist (in schools) today’.
She mentioned poor initial teacher training and an overemphasis on core
subjects, even within early years settings. SMC also remarked on disparities
in provision and was especially worried about the availability and quality of
professional development. She said that teachers ‘don’t know what they
don’t know’ and ‘don’t know where to begin’, also noting that ‘some schools
are buying in awful schemes’ because they have no knowledge of good
practice in primary art and design education.
The next question was: Do you know of actions that have been taken to
improve VAE in primary schools? Like Pippa had noted, David said he could
see the positive impact of the new Ofsted focus on a broad and balanced
curriculum- i.e., schools paying more attention to their art teaching. He
explained that he was often invited into schools as a consultant and was
pleased to see the improvements within these schools. He also noted two
barriers to successful primary art and design education: unsuitable teaching
spaces and the physical demands of the subject, commenting that teaching
art can be ‘draining’ and maybe some teachers don’t have the energy to offer
any art in a busy week. Larry talked about the NSEAD’s impact, for example,
in offering hands-on professional development opportunities for primary
teachers. She explained that she was pulling together the expert group
again to revisit the NSEAD progression framework and the NSEAD had been
‘breathing down Ofsted’s neck’ to train their new inspectors. Lynette was
pleased to see new networks forming to support teachers and to be involved
in facilitating networking between schools. She assed: ‘it won’t take long to
get the balance back’ and explained that ‘small things’, like these networks
offer ‘a bit of hope’. Pippa explained that she runs CPD courses nationally
and has seen increase in numbers over the last year. In common with other
participants, she remarked that ‘it’s headteachers, senior leadership who
‘drive what happens’. SMC praised the work of Lynette’s art education
organisation and additionally spoke about her personal involvement in
networking to support teachers’ professional development. She suggested
that gallery links and social media had an important role to play.
B.3 Attitudes about the link of ESD and VAE
The stakeholders were asked: What, in your opinion, is the potential for ESD
to enhance VAE in primary schools? For David, Pupil Voice was central:
‘I think it’s about giving pupils a voice to express how they feel about the
world. I don’t think they get that much of a chance to do that’. He felt
that children typically don’t have enough opportunities to deal with difficult
issues and discuss these. Larry was very positive about the ‘enormous’
potential link between ESD and VAE, like David, seeing the opportunity
to empower children and promoting ‘pro-social behaviours’. She argued
that children ‘can make a big difference’ and was encouraged that both
small and large cultural organisations are interested in promoting children’s
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leadership and practice as artists. Lynette remarked that the UNESCO
definition of ESD ‘makes my heart sing’. She described how primary art can
develop all the ESD attitudes and can help children become more aligned
to those principles. Conversely, she was sad that that the positive, open
attitudes fostered at primary are often lost for teenagers, because of the
way secondary schools operate (e.g., exam pressures). Pippa saw the link
between ESD and VAE as ‘really integral’. Like David, she also mentioned
child voice -along with promoting respect, responsibility etc. She talked
about her work on two large European art and identity projects and noted
the challenge to include ESD into short art courses. Using contemporary
art and concept-based approaches, she argued, can address difficult issues
and help children visualise them and explore them. Pippa labelled this as
‘issues-based’ learning. SMC was keen to highlight that the Big Draw theme
for 2020 is called ‘A Climate of Change’, relating to ‘what’s going on in the
world’. She observed that she more frequently saw evidence of ESD work in
primary than secondary and noted the value of ‘outdoor learning’. She had
been involved in some art and ESD projects and could see the potential of
some new resources that Lynette’s organisation could develop.
The next question was: Do you know of how ESD is incorporated in any
way into primary art ITE or CPD? David gave some examples of relevant
project her had worked on, including the co-creation of some online learning
resources connected to a large exhibition and a current project for a museum
which has lots of ESD links through themes such as transport and homes.
Connected to the museum resources, he was currently training facilitators
to go into schools to trial the resources. Larry didn’t have any specific
examples but noted that the NSEAD wants to build empowered teachers
who can make decisions about children’s learning. She spoke of a need for
accessible resources rather than quick fix solutions using the ‘here’s one I
made earlier’ approach. Like Larry, Lynette also had no examples to share
but stated that she felt any training should be ‘holisitic’. Pippa talked about
there being ‘so much potential’, stating ‘it’s just so easy to bring in’ but
practice was probably ‘a bit ad hoc’. She gave one example of project she
had taught in ITE, linking art, geography and science with a water theme,
which involved looked at beach plastics etc. SMC thought there was ‘an
appetite’ for professional development in interesting topics. Further, she
commented that if buzz words such as ‘deep dive’, ‘cultural capital’ and
‘creativity’ were used, the training would be popular. However, she was not
personally aware of any ESD in primary ITE.
B.4 Opinions about assessment in art education
• All stakeholders were asked: How do you feel that primary art education
should be assessed? David answered: ‘Historically, I don’t think there’s
been any assessment in art at primary’, explaining that this was due to a
perceived lack of time. He explained that learning conversations should be
a regular feature of lessons and, rather than summative assessments made
at end of year for reporting to parents, he favoured the recording of a child’s
‘personal journey’, recognising their ‘metacognition and self-awareness’.
For Larry, assessment is ‘a difficult’ and ‘problematic’ area. She felt that
any assessment needs to be ‘appropriate’ and mentioned David Bomberg’s
argument that the success of a piece of art is its ‘personality’. She noted
that there isn’t a one size fits all model and identified a need to ‘embrace
progression as a part of learning’ - but not in the same way as in maths.
Lynette described the creative process are ‘sensitive’. Like David, she
noted the importance of dialogue and that there should be an ‘appreciation
of the process’ because the outcome is just ‘small part of the creative
journey’. She felt that teachers should learn to ask ‘gentle questions’.
Pippa commented that teachers seem to want ‘tick sheets’ as an easy
option. Again, like some others, she noted that assessment should be about
dialogue and observation and recording through sketchbooks. She explained
that good early years practice is a useful model with its typical emphasis
on process over outcomes; there should be ongoing observations, using
sketchbooks and gathering children’s written reflections. She argued that
teachers must know the reason for what they are teaching and that children
need to be ‘responsible for their own work’. In common with Larry, SMC saw
assessment as ‘such a difficult question’ and, like Lynette, she noted that
children learn in different ways. Any assessment, in her opinion, ‘should be
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holistic’. She remarked that ‘the problem is we’re a bit of a square peg in a
round hole’ and, connected, to this she explained how a sketchbook should
be assessed in a very different to an exercise book. Like Pippa, she believes
that many teachers have inadequate knowledge to effectively assess learning
in art.
B.5 Other
The next question was: How do you expect a project like CARE to contribute
to the development of VAE (& ESD)? David replied that there are ‘little
pockets of knowledge and it’s not disseminated’. He noted that some
teachers may be reluctant with art and at the other end of the scale there
are enthusiastic teachers – you need effective outcomes for both. He felt
there was a particular need to support NQTs, who might have unrealistic
expectations about what might be possible in their schools. For Larry,
project CARE is ‘really timely’ and could help to ‘reframe debate’ about what
art, craft and design is for; she remarked that sustainability has to be at the
heart of that debate. She felt that CARE has the potential to ‘provide a really
useful framework’. Lynnette observed that schools could be ‘overwhelmed’,
but she is personally ‘excited’ about any holistic approach. She explained
that her organisation’s progression plan aims to give opportunities to
‘explore everything’, to see that ‘everything is intrinsically linked’ - she could
see the synergy with CARE here. Pippa was equally enthusiastic, noting
that the potential of CARE seemed obvious to her. She stated: ‘schools
need to be more contemporary’ and that project-based learning offers
‘so much potential’. SMC hoped that CARE could share particular case
studies, visually illustrated to show ‘the real world, knowledge and theory in
application’. She said: ‘not just resources, as I can find my own resources.
Participants were then asked: In the current primary national curriculum for
art and design in England, there are no links to the concept of sustainability.
What are your thoughts on this? David was not surprised, but felt that ESD
is a ‘profoundly important issue’. For him, schools have to educate people
to be ‘self-aware consumers’…It’s about ‘meeting future needs, but ‘we
don’t do this as a society’ and ‘It’s the only way we can move forwards as
a species’. Larry replied that the national curriculum was ‘outdated’ even
when it was first produced; she said it was unambitious and ‘not relevant to
learners’ lives’. She was quick to contrast this with the Welsh curriculum,
which she explained had the future as its starting point. Lynette pointed out
that there have been ‘wider world changes’ and a ‘shift has to be made’ in
the curriculum/ school practice. Like Larry, Pippa praised the new Welsh
curriculum, which she saw as ‘really exciting and open ended’ - ‘expressive
arts comes first’. SMC’s remarks were: ‘It was written 8 years ago, it’s out
of touch, it’s out of time . It’s not a serious curriculum. Our DfE don’t care
(about art)’.
The next question was: In your experience, to what extent is the relationship
between the concept of sustainability and the visual arts visible in primary
schools? David gave a couple of examples, one project was when he had
been teaching at a school near a ‘huge industrial complex’ and they worked
with business leaders on project to develop ‘visions of the future’. The
other example was a national museum’s competition which his school won
-this involved looking at famous artists who had made responses to climate
change. Larry reported that she knew of various artist-led projects in her
local area and stressed that these are typically externally-driven rather than
instigated by schools. Lynette mentioned that she had seen examples of
projects in schools tied to wellbeing/ mental health/ mindfulness – what
she described as ‘the human side of sustainability’. Pippa explained that
trainee teachers at her university could choose to complete an art project
in school linked to sustainability. She said that problem-based learning in
the workplace is quite common so it makes good sense to use a similar
approach in schools: pupils can gain good experience/ skills. SMC answered
that she had seen ‘lots of stuff on animals, e.g. endangered species’.
However, she also noted that it was important to ask teachers what they
were aiming for, as, from displays, for example, you can’t always tell what the
learning intentions were.
The final question asked: How do you think trainee teachers’ ESD knowledge
and understanding could be assessed during their training? David was
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unsure if assessment was appropriate and instead suggested they should be
directed to appropriate readings and resources. Larry recommended using
‘practice-based approaches’, where trainees could be making themselves.
She shared a successful example of a project where trainee teachers put
together an exhibition for the local community. Lynette replied: ‘Not sure I’m
qualified to answer that’. Pippa thought that effective use could be made of
an optional assignment and the building of an ESD ‘evidence bundle’ during
teaching practice – to replace one with an English or maths focus. SMC, like
Lynette, was also unsure; she commented that we have the expectation that
young people (i.e., trainee teachers) have an awareness, but some haven’t
heard of Extinction Rebellion, for example. In terms of course content, she
said that there needs to be ‘objectives and criteria’ in order to assess ‘what
you want them to learn’.
Further comments from three stakeholders included the following… Larry
said she felt that current educational primary art and design context was
‘scandalous and I feel really angry about it’. She could see an opportunity
for CARE because she felt positively about ‘anything that speaks to what’s
relevant and real and speaks to children and young people about the future’.
For Lynette, art is ‘a moment of joy in a lot of schools’ and she, like Larry, felt
optimistic about the future. SMC added that: ‘What would worry schools
is that they start with the barriers’ – e.g., by asking: ‘How to fit it in?’. She
felt that it could link to an ‘integrated curriculum’ and gave the example of a
‘cultural manifesto’ project with a current CPD group, noting that anything
you do needs to be ‘transferable’ . her final comment was: ‘Don’t let Ofsted
get their hands on it!’

Pre-Service Primary teachers’ views –
Questionnaire results
A. Sample

Survey data was collected using an online questionnaire - using Microsoft
Forms - and distributed to trainee teachers at two different higher education
institutions in England, via an email link. 40 responses were collected
from 32 females and 8 males, with an age range of 18-56. 36 were on a
postgraduate training programme and 4 were on an undergraduate course.
The trainees’ current or most recent placement was identified as: maintained
school (academy): 16, church school: 12, maintained school (non-academy)
7, independent school: 5. Results were that 18 respondents had experience
in teaching primary art and 22 reported having no experience. In terms of
visual arts qualifications, 14 had completed compulsory courses during
undergraduate study, 3 elective course during undergraduate study, 1 held
a postgraduate degree in art, craft or design and 7 selected ‘other’, which
included responses listing GCSE, AS and A-level qualifications.

B. Results

Below descriptive statistics are given for each question posed, with
observable trends briefly noted.
Table 1 shows the responses to Question 1 regarding trainees’ view on visual
arts in their ideal primary school curriculum. Promoting students’ attitudes of
acceptance and open-mindedness was rated as the most important aspect
(Q1.7, mean 3.82 and SD 0.50), closely followed by developing students’
ability to experiment (Q1.5, mean 3.65 and SD 0.53) and, next, developing
students’ abilities to present and communicate their ideas (Q1.3, mean 3.63,
SD 0.63). Developing students’ ability to critically interpret images/ artworks
was seen as least important (Q1.4, mean 2.88, SD 0.94).

-153-

Table 1: Responses to Q1
Q1: Visual arts in your ideal primary school curriculum
– how would you rate the following?

not at
all

slightly

moderate

very
important

extremely
important

M

S.D

0

1

2

3

4

%

%

%

%

%

2.5

32.5

62.5

3.53

0.59

17.5

45

35

3.13

0.79

7.5

22.5

70

3.63

0.63

20

42.5

27.5

2.88

0.94

1.

Providing opportunities for self-expression

2.

Providing opportunities for acquiring knowledge
regarding art & culture

3.

Developing students’ abilities to present and
communicate their ideas

4.

Developing students’ ability to critically interpret
images/ artworks

5.

Developing students’ ability to experiment

2.5

30

67.5

3.65

0.53

6.

Developing students’ skills in using art
techniques/tools/materials

20

35

45

3.25

0.78

7.

Promoting students’ attitudes of acceptance and
open-mindedness

5.1

7.7

87.2

3.82

0.50

8.

Providing opportunities for collaborative work

17.9

20.5

61.5

3.44

0.79

9.

Providing opportunities for talking on social and
environmental issues

7.5

12.5

75

3.55

0.93

M

S.D

2.5

10

2.5

2.5

Table 2 shows responses to Question 2: If asked to teach art, to what extent
would the following be priorities for you? Development of children’s selfesteem and self-sufficiency was viewed as the highest priority in teaching art
by most respondents (Q2.9, mean 3.75 and SD 0.44), followed by creative
self-expression of the child (Q2.1, mean 3.73 and SD 0.50), with promotion
of acceptance and open-mindedness (Q 2.10, mean 3.72, SD 0.56) as a very
close third priority. The aspect seen as the lowest priority was understanding
of images/ artworks (Q2.6, mean 2.75 and SD 0.93).
Table 2: Responses to Q2
Q2: If asked to teach art, to what extent would the
following be priorities for you

not at
all

slightly

moderate

very
important

extremely
important

0

1

2

3

4

%

%

%

%

%

2.5

22.5

75

3.73

0.50

22.5

37.5

37.5

3.08

0.91

1.

Creative self-expression of the child

2.

Looking at and being aware of the richness of art
and culture(s)

3.

Looking at and being aware of traditions within
local culture(s)

2.5

22.5

45

30

3.02

0.80

4.

Looking at and being aware of art globally
throughout art history

7.5

20

47.5

25

2.90

0.87

15

37.5

47.5

3.33

0.73

42.5

25

27.5

2.75

0.93

5.

2.5

Presentation and communication of ideas

6.

Understanding of images/ artworks

5

7.

Experimentation

7.7

20.5

71.8

3.64

0.63

8.

Development of artistic and manual skills

17.5

47.5

35

3.17

0.71

9.

Development of children’s self-esteem and selfsufficiency

25

75

3.75

0.44

10. Promotion of acceptance and open-mindedness

5.1

17.9

76.9

3.72

0.56

11. Collaborative work and social competencies

12.5

32.5

55

3.42

0.71
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Table 3 shows the results related to Question 3 regarding self-reported
efficacy in teaching art. The spread of responses showed that the trainees
generally felt less confident with practical teaching skills in art than they did
in the strengths of their beliefs about the importance of teaching content.
Creative self-expression of the child was rated most highly (Q3.1, mean 3.17
and SD 0.71), followed by experimentation (Q3.8, mean 3.13 and SD 0.82),
then problem solving and development of imagination (Q3.11, mean 2.58
and SD 0.98). There were two aspects which were equally areas of lowest
confidence: teaching about local art and culture(s)/ artists (Q3.3, mean 1.98
and SD1.14), along with teaching contemporary art (Q3.5, mean 1.98 and SD
0.97).
Table 3: Responses to Q3
Q3: To what extent do you feel able to effectively
address the following aspects of teaching art?

not at
all

slightly

moderate

very
important

extremely
important

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

Creative self-expression of the child

2.5

10

55

32.5

3.17

0.71

2.

Art vocabulary / Learning artistic language

27.5

37.5

30

5

2.13

0.88

3.

Local art and culture(s)/ artists

17.5

40

20

10

1.98

1.14

4.

Global art and culture(s)/ art history

12.5

12.5

27.5

35

10

2.13

1.22

5.

Contemporary art

5

30

30

32.5

2.5

1.98

0.97

6.

Presentation and communication of ideas

5

22.5

57.5

15

2.83

0.75

7.

Viewing artworks and images / art interpretation

7.5

30

40

17.5

2.58

1.03

8.

Experimentation

5

12.5

47.5

35

3.13

0.82

9.

Art making / the process of production

5

35

40

20

2.75

0.84

10.

Knowledge of/ experiences with art materials/
techniques

17.5

25

40

17.5

2.58

0.98

5

20

50

25

2.95

0.82

2.5

40

45

12.5

2.67

0.73

Development of children’s self-esteem and
self-efficiency

2.5

20

47.5

30

3.05

0.78

14. Integration with other subjects of the curriculum

2.5

7.5

65

25

3.13

0.65

15. Promotion of acceptance and open-mindedness

2.5

15

45

37.5

3.17

0.78

16. Collaborative work

2.5

20

40

37.5

3.13

0.82

11. Problem solving and development of imagination
12. Critical enquiring and thinking
13.
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5

Table 4 relates to the trainees’ perceived professional development needs
in visual arts teaching (Question 4). The most popular identified area was
knowledge and understanding of art (local art, global art, contemporary art,
material culture(s), etc.) (Q4.1, mean 2.88 and SD 0.94), closely followed by
assessment of pupils’ learning in VAE (Q 4.7, mean 2.87 and SD 0.95), then
pedagogical competencies in teaching VAE (Q 4.5, mean 2.80 and SD 0.94).
The area regarded as least pressing was student behaviour and classroom
management in VAE classes (Q4.9, mean 2.13 and SD 1.22).
Table 4: Responses to Q4
Q4: For each of the following areas, please indicate the
extent to which you need (further) training.

not at
all

slightly

moderate

very
important

extremely
important

0

1

2

3

4

%

M

S.D

%

%

%

%

10

20

42.5

27.5

2.88

0.94

1.

Knowledge and understanding of art
(local art, global art, contemporary art, material
culture(s), etc.)
2.5

17.5

32.5

37.5

10

2.35

0.98

2.

Knowledge and understanding of visual
competence
(partial visual competencies include describe,
analyze, interpret, experiment, create, present)

3.

Knowledge and understanding of art materials/
techniques

2.5

20

35

27.5

15

2.33

1.05

4.

Knowledge and understanding of Education for
Sustainable Development (ESD)

5

10

35

22.5

27.5

2.58

1.15

5.

Pedagogical competencies in teaching Visual
Arts Education (VAE)

2.5

2.5

32.5

37.5

25

2.80

0.94

6.

Knowledge of the national curriculum for art and
design

5

22.5

37.5

22.5

12.5

2.15

1.08

7.

Assessment of pupils’ learning in VAE

2.6

5.1

20.5

46.2

25.6

2.87

0.95

8.

ICT (information & communication technology)
skills for teaching VAE

0.5

10

35

32.5

17.5

2.48

1.06

9.

Student behaviour and classroom management
in VAE classes

7.5

25

35

12.5

20

2.13

1.22

10. Approaches to individualized learning

5

17.5

27.5

40

10

2.33

1.05

11. Teaching students with special needs

7.5

15

25

27.5

25

2.48

1.24

12. Teaching in a multicultural or multilingual setting

10.3

10.3

25.6

25.6

28.2

2.51

1.30

13.

Teaching cross-curricular skills
(e.g., creativity, critical thinking, problem solving)

2.6

25.6

35.9

30.8

5.1

2.10

0.94

14.

Teaching cross-curricular themes
(e.g. sustainable development issues)

7.7

17.9

38.5

23.1

12.8

2.15

1.11

10.3

33.6

30.8

15.4

2.51

0.89

15. Analysis and use of student data
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Question 5: How confident do you feel to include aspects of Education
for Sustainable development in your future art teaching?			
Responses to the above question were as follows: 5% not at all confident,
17.5% slightly confident, 57.5% moderately confident, 17.5% confident and
2.5% very confident. The most popular response was therefore ‘moderately
confident’.
Table 5 shows the responses to Question 6: trainees’ perceived confidence
in addressing dimensions of ESD in their teaching. In order from most
confident to least confident, the results were: social dimension (e.g.
inequalities, poverty) (Q6.3, mean 2.58 and SD 1.03), culture dimension
(e.g. local culture, heritage) (Q6.4, mean 2.45 and SD 1.08), environmental
dimension (e.g. biodiversity, climate change, pollution) (Q6.1, mean 2.40 and
SD 1.03), and lastly the economic dimension (e.g. decent work and economic
growth, sustainable production and consumption) (Q6.4, mean 2.45 and SD
1.08).
Table 5: Responses to Q6
Q6: How confident do you feel in addressing issues
from the following dimensions of ESD in your
teaching?

not at
all

slightly

moderate

very
important

extremely
important

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

Environmental dimension
(e.g. biodiversity, climate change, pollution)

5

17.5

17.5

52.5

7.5

2.40

1.03

2.

Economic dimension
(e.g. decent work and economic growth,
sustainable production and consumption)

5

22.5

32.5

27.5

12.5

2.20

1.09

3.

Social dimension
(e.g. inequalities, poverty)

5

7.5

30

40

17.5

2.58

1.03

4.

Culture dimension
(e.g. local culture, heritage)

5

12.5

32.5

32.5

17.5

2.45

1.08

Question 7: definition of the term ‘sustainable development issues’ and
examples of issues
There were 34 responses to this open question, varying in length from a
short sentence to a long paragraph. Not everyone provided examples of
sustainable development issues, but the most commonly mentioned theme
was the environment (15 mentions), followed by the future (11 mentions)
and then 6 mentions of global, and 5 mentions each of the following: energy
production and use, resources, recycling, children, and looking after the
planet, closely followed by 4 mentions of plastics and 3 mentions of pollution.
Teaching was mentioned twice and learning not at all – although the question
was about sustainable development rather than ESD specifically. It was also
notable that culture was only mentioned twice and art once. This was the
statement that mentioned art:
Creating things using sustainable materials: i.e. recycling considering the
longevity of certain products considering social sustainability in cultural art
projects
The most detailed response was this statement:
It’s about the factors that need to be considered if we are to develop as a
population without impacting the ability of future generation to meet their
own needs and continue to grow. Examples include: 1) Pollution of both the
air and the oceans - getting children to look at their actions and how they
impact these biomes including attention to the need to for more renewable
forms of energy production and the need to reduce plastic usage 2) Social
responsibility and stewardship - engaging with the idea that we are the
planet’s stewards and have a responsibility to protect both for people living
in other areas of the world and for future generations 3) The scales of action
that can be taken - from recycling your goods to national and international
movements such as ending deforestation
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The trainee writing the above statement was clearly knowledgeable about
different aspects of sustainable development, highlighting both environmental
and social considerations. In contrast, 2 respondents stated that they were
unsure as to a definition and relevant examples.
Table 6 gives the responses to Question 8 regarding the perceived
importance of various approaches to addressing sustainable development
issues. The most common response for all five suggested approaches was
‘very important’, rated in the following order: use whole school approaches
for addressing Sustainable Development issues in school (Q8.3, mean 3.35
and SD 0.77), integrate Sustainable Development issues in your teaching
(Q8.1, mean 3.33 and SD 0.97), address Sustainable Development conflict
issues (8.2, mean 3.13 and SD 0.99), collaborate with local stakeholders/
actors/ parents for addressing Sustainable Development issues in the
community with your students (Q8.4, mean 3.05 and SD 1.08), and,
lastly, collaborate with local stakeholders/actors /parents for addressing
Sustainable Development issues in school (Q8.5, mean 2.98 and SD 1.21).
Table 6: Responses to Q8
Q8: In light of the definition you gave in the previous
question, how important is it for you as a future
educator to:

not at
all

slightly

moderate

very
important

extremely
important

0

1

2

3

4

%

%

%

%

%

M

S.D

1.

Integrate Sustainable Development issues in your
teaching

2.5

5

5

32.5

55

3.33

0.97

2.

Address Sustainable Development conflict issues

2.5

5

12.55

37.5

42.5

3.13

0.99

3.

Use whole school approaches for addressing
Sustainable Development issues in school

2.5

10

37.5

50

3.35

0.77

4.

Collaborate with local stakeholders / actors /
parents for addressing Sustainable Development
issues in the community with your students

5

2.5

17.5

32.5

42.5

3.05

1.08

5.

Collaborate with local stakeholders / actors /
parents for addressing Sustainable Development
issues in school

5

10

12.5

27.5

45

2.98

1.21

M

S.D

Table 7 relates to Question 9: perceptions on the connection between
ESD and VAE. The strongest level of agreement was to the statement
Visual Arts Education can support the achievement of Education for
Sustainable Development goals (Q9.3, mean 2.69 and SD 0.78), followed
by education for Sustainable Development can support the achievement
of Visual Arts Education goals (Q9.2, mean 2.47 and SD 0.83). In response
to the statement: Visual Arts Education and Education for Sustainable
Development have no common goals. The statement with the strongest level
of disagreement was Visual Arts Education and Education for Sustainable
Development have no common goals (Q9.1, mean 1.56 and SD 0.99); as this
was a negatively-worded question, the view is positive.
Table 7: Responses to Q9
Q9: To what extent do you agree with the following
statements?

Strongly
disagree

disagree

Not
sure

agree

highly
agree

0

1

2

3

4

%

%

%

%

%

23.1

46.2

10.3

2.6

1.56

0.99

42.1

47.4

5.3

2.47

0.83

28.2

46.2

17.9

2.69

0.78

1.

Visual Arts Education and Education for
Sustainable Development have no common goals

17.9

2.

Education for Sustainable Development can
support the achievement of Visual Arts Education
goals

5.3

3.

Visual Arts Education can support the
achievement of Education for Sustainable
Development goals

5.1

2.6
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Table 8 shows responses to Question 10 concerning the usefulness of
various professional development activities. Courses/seminars attended
in person were deemed to be the most useful (Q10.1, mean 3.33 and SD
0.89). Observational visits to other schools were also seem to very important
(Q10.5, mean 3.15 and SD 0.89), next jointly followed by conferences where
teachers and/or researchers present their research or discuss educational
issues (Q10.3, mean 3.05 and SD 0.99), and Observational visits to
museums, galleries or other learning sites (Q10.5, mean 3.05 and SD 1.01).
Reading professional literature was regarded as the least useful form of
professional development (Q10.8, mean 2.07 and SD 1.04).
Table 8: Responses to Q10
Q10: To what extent do you consider the following
professional development activities useful?

Strongly
disagree

disagree

Not
sure

agree

highly
agree

M

S.D

0

1

2

3

4

%

%

%

%

%

12.5

32.5

52.5

3.33

0.89

1.

Courses/seminars attended in person

2.5

2.

Online courses/seminars

2.5

7.5

25

50

15

2.67

0.92

3.

Conferences where teachers and/or researchers
present their research or discuss educational
issues

2.5

2.5

22.5

32.5

40

3.05

0.99

4.

Observational visits to other schools

2.6

15.4

43.6

38.5

3.15

0.89

5.

Observational visits to museums, galleries or
other learning sites

2.5

5

17.5

35

40

3.05

1.01

6.

Peer and/or self-observation and coaching as
part of a formal school arrangement

2.5

32.5

42.5

22.5

2.85

0.81

7.

Participation in a network of teachers formed
specifically for the professional development of
teachers

2.6

7.7

20.5

35.9

33.3

2.90

1.05

8.

Reading professional literature

2.5

22.5

32.5

30

1.25

2.27

1.04

Finally, there was an open question, asking: In what ways would you expect a
training course to support you in successfully combining VAE with ESD? Can
you please briefly comment…?
40 responses were given and most of these were relatively short, i.e., only a
few words. Like the answers given to the other open question, there were
a couple of trainees who were unsure how to respond. Unlike the results of
the other open question, there were fewer clear trends in the themes touched
upon. However, notably, there was a reported need for practical examples
(11 responses) and a range of support (5 responses). There were 4 mentions
of teaching or pedagogy – which relates to the theme of practice, already
highlighted, and 3 mentions of the inclusion of research.
There were two more detailed responses, firstly:
Present a cohesive argument for the benefits of both and how we can
implement it within the current curriculum, giving clear examples and
continuing professional development opportunities around the subject.
And:
Ideally you would want to be given ideas to structure a course of teaching
that ensures progression and prevents it from simply being limited to the
occasional crossover with lessons such as geography and history. It needs
to provide ideas that teachers with no prior knowledge of either topic could
easily undertake, allowing anyone to feel comfortable in providing this
teaching.
One could argue that the second statement extends the ideas presented in
the first; that is, to provide a well-organised and accessible programme, with
built-in opportunities for further professional development and learning.
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Brief Summary of Results
- Promoting students’ attitudes of acceptance and open-mindedness,
developing students’ ability to experiment, and developing students’
abilities to present and communicate their ideas were seen as the three
most important aspect of visual arts in their ideal primary school curriculum.
- Development of children’s self-esteem and self-sufficiency, creative selfexpression of the child, and promotion of acceptance and openmindedness were rated as the top three priorities in their own (current) art
teaching.
- Trainees felt most confident in promoting the creative self-expression of the
child, experimentation, and problem solving and development of
imagination. The least confident areas were teaching about local art and
culture(s)/ artists, and teaching contemporary art.
- Perceived professional development needs in visual arts teaching were
most commonly in: knowledge and understanding of art (local art, global
art, contemporary art, material culture(s), etc.), assessment of pupils’
learning in VAE, and pedagogical competencies in teaching VAE). The
area regarded as least pressing was student behaviour and classroom
management in VAE classes.
- The majority of trainees regarded themselves as ‘moderately confident’ in
including aspects of ESD in their future art teaching.
- In their teaching, trainees reported feeling most confident in addressing the
social dimension (e.g. inequalities, poverty) and least confident in
addressing the economic dimension (e.g. decent work and economic
growth, sustainable production and consumption).
- Sustainable Development issues were most frequently described with
reference to the environment and the future.
- In terms of approaches to addressing sustainable development issues,
use whole school approaches for addressing Sustainable Development
issues in school was rated as most important and collaborating with local
stakeholders/actors /parents for addressing Sustainable Development
issues in school as the least important.
- Most felt VAE and ESD have some common goals and that VAE is more
likely to support the goals of ESD than vice versa.
- Courses/seminars attended in person were deemed to be the most useful
form of professional development, followed by observational visits to other
schools. Reading professional literature was regarded as the least useful
form of professional development.
- Finally, in terms of expectations from a training course to support
successfully combining VAE with ESD, the provision of practical examples
was regarded as especially important.
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Pre-Service Primary Teachers’ views –
Interview results
A. Sample
The participants in the interviews were ten trainee primary teachers at one
Higher Education institution in England, who volunteered to be involved in the
study following an email invitation to the wider PGCE cohort of approximately
90 students. All were female: Amelia, Cathy, Emily, Erica, Ginny, Kate,
Marissa, Rowan, Sally and Toni. (Some chose to select pseudonyms and
others were happy to be given one by the research team.) The interviews
were conducted on an individual basis and audio recorded.
The participants had a wide range of experiences with visual arts and
qualifications in the subject area, which are summarized below:
Amelia: Art GCSE and A level, enjoys making art for purpose of relaxation.
Cathy: Instinctive interest in art since childhood, numerous qualification
(GCSE art and textiles, art and textiles A level, art foundation, fashion
degree). On art specialist PGCE pathway.
Emily: GCSE Art, currently makes art for her own enjoyment.
Erica: No art qualifications, but personal interest in oil painting and visiting
museums and galleries.
Ginny: Art foundation degree, strong family interest in art and both parents
are art teachers.
Kate: Photography and art GCSE equivalents and Media Arts degree. On art
specialist pathway.
Marissa: GCSE Art, but negative school experience due to a controlling
teacher. Enjoys making art for herself – e.g., painting. No art teaching
experience in primary school.
Rowan: GCSE and A Level art, creative family and parents own an art-related
business.
Sally: Art GCSE and experience in teaching art to young children in Asia.
Toni: GCSE and AS-level Art.

B. Summary of views
B.1 Views about visual arts teaching
Q1. How do you feel about visual art education in schools?
An overall theme emerging from the response to this question was that VAE
is not as highly valued as it should be. For Amelia, art in primary is important
to allow children to ‘switch off’ and be creative. Cathy was frustrated by the
lack of emphasis on VAE, think the subject had a low value and its teaching
depending on the teacher’s interest. Emily thought that children have
opportunity of expression through art, but need adult guidance – Erica agreed
with this view, stating: ‘I want to successfully teach art, and by that I mean
teaching techniques in art and actually teaching them how to do something,
achieve something.’ For Ginny, art is about enjoyment. Marissa’s opinion
was that ‘art’s really special’ and she was disappointed not to have seen any
during her placement. Kate felt VAE was essential but that there are some
barriers: ‘From a lot of teachers I’ve seen who are non-art specialists they’re
very reluctant because they don’t feel like they have the support, they don’t
feel like they have the skills themselves, they don’t have the time, there’s
too much emphasis on maths and English and spelling…’. Rowan was also
of the opinion that there is not enough art happening in primary schools
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and she said she made point of referring to it in her job applications. Sally,
again, felt that VAE does not have a high status and the national curriculum
is limited in its guidance, also noting: ‘It is often taught for an outcome rather
than a process’. Finally, Toni commented that children enjoy art as it’s an
opportunity to be creative, but it’s often positioned as a ‘disposable’ subject
compared to English and maths.
Q2. Can you recall any experiences with visual arts that shaped your
perceptions of visual arts?
There was wide range of responses to this question. Amelia was concerned
that school art is very focused on an end product; this was her experience
when she was younger, and she did not want to teach in that same way. In
contrast, Cathy spoke about her positive and creative role models both at
school (teachers) and at home (parents), who encouraged her to experiment
and explore. Emily explained that she had little art experience at home or
school until she chose to study GCSE, stating: ’I’m not typically good at
art, but I chose to do it out of enjoyment’. Erica had not received any clear
direction from her teachers, describing her school art experiences as being
‘at sea’. Although she did not study for any art qualifications, she chose
to make art to relax in her own time. Ginny explained the influence of her
artistic family and their shared cultural experiences. Although she associates
art with relaxation, she dislikes its low academic status, adding: ‘Art
underpins everything we do, the clothes we wear and the world around us’.
Also from a creative home, Kate said her primary schooling had been ‘rich
in visual art’ and she looked carefully at everything around her. Like Amelia
and Erica, Marissa noted her negative school art experience and her exacting
teacher; it wasn’t until sixth form that she started to like making art as she
had more freedom. Sally remarked: ‘I loved art, I don’t remember it very well
at primary school, but I do remember it at secondary school, we got to work
with different mediums and that is when I started to enjoy it’. Toni mentioned
how she felt her study of art history during GCSE and A Level had been
influential on her thinking.
Q3. To what extent does the PGCE programme focus on teaching visual
arts?
Some of the trainees mentioned art-related activities within other subjects,
as well as referring specifically to the art course. Amelia commented that
she enjoyed the course content and its emphasis on process but would
have liked more art input overall. Cathy offered her perspective as an VAE
specialist: ‘It’s a great way of showing those that aren’t comfortable and think
‘‘I can’t draw’’, that it’s ok, that it’s all about experimenting, open-mindedness
and just giving people the opportunity to be expressive through the medium.’
Emily’s opinion was the PGCE programme reflects the subject balance in
the national curriculum, which “makes sense” (i.e., emphasis on core over
foundation subjects). Ginny remarked that artistic thinking and drawing
activities had been included within other subject teaching, such as in English
and science. In slight disagreement with Ginny, Kate would have liked to
see more cross-curricular art; however, she felt that the PGCE was more
creative than at some other universities. Marissa felt that subject balance
was a challenge: ‘there was so little art, relative to the other things…there just
weren’t enough hours in the day to get all of it done.’ Sally was of the same
belief: ‘I would have liked more, but there are time limits.’ Toni felt there was
enough art input and noted that there were some art-connected activities
within other subject sessions.
Q4. What things did you like most in the PGCE’s visual art lessons?
There was wide range of responses to this question. Amelia noted how
much she had enjoyed the artist videos and drawing activities, along with
the ‘reassurance that you don’t just have to create something fantastic all
the time’. Cathy replied that she liked using different materials and also ‘the
goals that we have so we can tie it into the curriculum…everything has a
sense of worth, it’s not a play session…we should give it the high standards
that it deserves…’. Emily liked having her own sketchbook, doing activities
that she could complete with children, and being in the art room as a learning
space. Erica noted that she liked the structure of the art input but was still
unsure about how best to assess children’s learning in the subject, especially
with the younger years. Ginny liked using artists as a foundation for the
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lesson, along with the printing activities, being able to experiment and work
at their own pace. Kate commented on the value of ‘taking on the role of
children so it allows us to think about visual arts education on a different sort
of level, not only as an artist and as an adult and trainee teacher myself but
also how children might experience that…’ Marissa especially enjoyed the
colour-mixing activities and said how she’d observed a boy following similar
thought processes during her placement. Rowan liked the organisation of
the sessions and also remarked on cultivating a positive attitude to risktaking: ‘I felt like I’m not brilliant at art but I felt comfortable doing it to my
ability, there wasn’t any judgement or any right/wrong’. Sally noted that she
enjoyed the practical aspects and feels that children get something from art
they do not get from maths or English. Finally, Toni stated: ‘I really enjoyed
our first lesson on mark making where we just made marks and then turned
our marks into landscapes as a group project because I think it was the thing
that we did that I thought was most helpful. I could see myself doing that
in a class more than a lot of the other things. It helped everyone to access it
because anyone can make a mark on a page.’
Q5. Any difficulties or inadequacies (in the above)?
More time for art input was the most frequent response to improving the
art course. Amelia’s response was: ‘With the time that there was it was
really well done!’ Cathy would have liked more sessions, more time for
experimentation and a session on textiles (her own area of expertise). Erica
felt that more examples of lesson planning would have been helpful to better
understand progression – Sally was of the same opinion. Kate thought more
time would have been useful and more art within other subject sessions.
Marissa and Toni also suggested more time. Rowan felt that some lessconfident students might benefit from more practical instruction, to give them
confidence in teaching art. Emily and Ginny had no critical observations.
Q6. What do you consider to be the main aims of the PGCE’s visual art
lessons?
Attitudes emerged as a particular area of note in response to this question.
Amelia remarked: ‘Definitely the ‘’I heart mistaks’’ thing has just stuck with
me through everything now in art and my lesson as well: it’s ok to make
mistakes!’ Cathy felt the main aims were about giving confidence and space
to experiment. For Emily it was about practical skills and ideas for teaching
– Erica also highlighted confidence and skill. Ginny mentioned inspiration
and contextualisation, also commenting: ‘maybe a broad foundation because
I know that some people are very confident with art, but others are not so
confident so there’s quite a spectrum and so from that you could pick and
choose’. Kate identified the skill of teaching techniques. Marissa remarked:
‘even if you’re not confident in it you should give it a go with your kids
because it’s so important for them…’ Rowan thought that exploration was
a key aim and that this is important to allow children to find their strengths.
Sally picked out inspiration, especially via artists’ work. For Toni, giving ideas
was an important aim so you could teach ‘regardless of your artistic ability’.
Q7. Which do you think is the most important of these aims?
Some of the trainees picked out just one important aim, but it was more
common that they selected several. Amelia identified the most important
course aim as exploration (time to be creative). Cathy noted freedom of
expression: ‘Teaching them the skills will then give them the confidence to
be expressive.’ Connected to Cathy’s reply, Emily thought that what was
essential was a balance between space for creativity and explicitly teaching
skills. Erica thought all the course aims were important – as did Ginny and
Sally. Kate mentioned looking and thinking more deeply: ‘recognising the
importance of art and how it applies to everything’. Marissa noted creativity
and art as a different type of learning for the children. Rowan, like Amelia,
thought exploration was essential.
Q8. How confident do you feel in organising & teaching this subject
yourself?
The trainees’ reported confidence levels varied. Amelia noted she had not
yet had the opportunity to teach art but felt she would be confident and
want to develop children’s positive attitudes towards the subject. Cathy
said she was very keen to do more art teaching and wanted to know more
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about digital media: ‘Digital media is part of children’s lives, so we need to
understand it’. Emily did not feel very confident but thought that mediumterm planning in schools should help teachers with ideas and where to start.
Erica regarded herself as quite confident but reflected upon the level of
organisation required and was worried about handling the mess. Ginny had a
quite a detailed reply and talked about a portrait lesson she had taught. She
concluded: ‘It’s more my confidence in knowing what they are capable of
doing. I’m happy to teach art but it’s more the intricate details (of teaching)
that I’m not yet confident with.’ Kate described herself as quite confident
and spoke about a successful art lesson that she’d recently delivered.
Marissa said she felt ‘ok’ with her confidence but had not taught any art and
was saddened she was not allowed to plan any art lessons for her year 6
class due to national assessment pressures. Rowan rated her confidence
level as follows: ‘From 1-5, probably 4 in a practical sense, in an art history
sense, a 3’. Sally thought she had average confidence but was not fully
certain of what a ‘top end’ art lesson might look like. Finally, Toni described
herself as quite confident in her subject knowledge and spoke about the art
teaching she had done as a teaching assistant, prior to the PGCE.
Q9. Have you participated in any visual arts programme or competition
with peers or with your class?
There were mixed responses to this question. Amelia said she hadn’t
participated in any competitions and didn’t like the idea of them due
to a focus on product over process – likewise, Kate stated that art as a
competition went against her values. Cathy wanted to explore competitions
for the art club she was setting up at school but hasn’t been involved in any
herself – nor had Emily. Erica mentioned a national painting competition
in which the children in one of her placements had been involved. Ginny
mentioned a Big Draw project that she had seen presented in an assembly
and Cathy spoke about being involved in the Big Draw at the university.
Marissa hadn’t participated in any programmes or competition but thought
these were ‘a lovely idea’. Rowan, Sally and Toni replied that they had no
experience in this area.
B.2 Visual arts curriculum – Cross-curricular teaching
Q1. Do you have any experience of cross-curriculum teaching through
the arts?
Most of the trainees had taught or observed lessons involving crosscurricular arts links. Amelia stated she had only seen ‘standalone lessons’.
Cathy answered in some detail about cross-curricular activities she had
experienced in school but cautioned: ‘art is written into the general timetable
however it sometimes feels like the art box is being ticked by those sorts
of…cross curricular links rather than being taught as an art lesson.’ Emily
mentioned she had seen lots of cross-curricular art happening in her previous
early years’ experience. Erica described a project where she had used art
linked to science to help understand mountain vegetation. Similarly, Ginny
described a science lesson looking at materials where children had explored
texture through making rubbings, adding: ‘as much as it was an opportunity
to record different materials and textures there was also a technique to
it – learning to make a rubbing by putting the wax crayon sideways’. Kate
explained she had taught a lesson that the class teacher did not want to
deliver, linking religious education to geography, art and maths by making
Rangoli patterns. Marissa talked in depth about a visiting author who
delivered a ‘magical’ day of art activities linked to a book she had written
about sea pollution. She was also keen to describe the ESD day that she
participated in at university as a science specialist, where her group ran an
activity making jelly fish in bottles using plastic bags. Like Amelia, Rowan
reported she had no experience of cross-curricular teaching through the arts.
Sally talked about some art and science projects she had helped to deliver in
her school experience prior to the PGCE. Likewise, Toni explained that the
school where she used to work as a teaching assistant delivered lots of art
activities linked to topic work.
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Q2. What is your opinion about this cross-curriculum teaching?
The trainees were generally positive about the value of cross-curricular arts
teaching but most also had some reservations. Amelia commented that
cross-curricular teaching can be good if it does not take away the integrity
of the individual subjects – Kate was of the same opinion. Cathy was keen
on cross-curricular links and felt these could enhance learner engagement.
Emily was of the opinion that this could be ‘powerful’ and that enabling
children to see links between subjects was an important skill for lifelong
learning. Erica declared that she quite liked it but thought a balance was
essential. Ginny replied in detail, saying that art could be a useful learning
tool but also noting: ‘I think it is important to have art lessons as an art lesson
as well as a cross curricular approach’. Marissa also had a lot to say on the
topic, replying that she loved making links and that was one reason for her
choosing to train as a primary teacher. She added: ‘Makes me sad that I
don’t see very much of it at all. Different parts of your brain get to connect in
different ways…’ Rowan spoke enthusiastically about how the art teacher in
her placement school always connected art activities to areas being studied
in other subjects. Like Ginny, Sally felt cross-curricular art links could help to
define a purpose for learning, but also believed a balance was required. For
Toni, cross-curricular approaches can help to make learning accessible for all
children.
B.3 Views about ESD elements within VAE
Q1. How familiar are you with the objectives and aims of ESD?
A few of the trainees had gained some familiarity with ESD through their
studies and work prior to the course. Amelia stated that although she was
aware of sustainable development goals, she did not know how to teach
about them. Cathy reported that, as she was new to teaching, she was
unfamiliar with ESD. However, she felt that it seemed very topical. Emily
said she wasn’t very aware about ESD. In contrast, Erica replied: ‘I’d like
to think I know quite a lot from my background. I used to head up a team
in DEFRA on the environment.’ Like Erica, Ginny had relevant previous
experience through gaining an environmental governance Masters, for which
she had researched ‘the social aspects of re-wilding and education’. She
noted, however, that the course and national curriculum did not give her
the opportunity to make use of this. Kate felt she did ‘not know enough’
about ESD. Marissa had a great deal to say in response to this question
and, similarly to Erica and Ginny, she had relevant previous experience and
qualifications (e.g., degree in sustainability and environmental management).
She felt she had good awareness of the aims and objectives of ESD and
had delivered some educational projects in her work prior to the course.
Rowan stated: ‘It’s something only recently that I’ve been looking into’. Sally
described herself as having ‘medium’ confidence, despite her degree in
security, conflict and development. Toni thought that she understood the
concept of sustainability through studying geography at school but was
unsure about ESD specifically.
Q2. Is the ESD aspect part of your teacher training? If yes, what did it
include?
The responses to this question showed that ESD was not a highly visible
aspect of their teacher training experience. Amelia thought that ESD was
part of the PGCE ‘as an undercurrent’. Cathy noted that ESD had been
mentioned in science. Emily stated it had been covered ‘a bit’ in the
teaching and learning pathway. Erica thought any coverage was ‘limited’.
Ginny commented: ‘It wasn’t taught as a topic on the PGCE’. Kate thought
ESD had been ‘touched upon’ in connection to talk about climate change.
Marissa said it had definitely been covered on the science specialist pathway
and gave some examples of activities, including Forest School. She also
added: ‘I was sad there wasn’t more of it but then it’s my thing…’ Rowan,
in contrast to Emily, stated that a whole session had been devoted to ESD
on the teaching and learning pathway and this had involved a school visit.
Sally remarked that it was touched upon, but not really given sufficient
attention, because it is not part of the national curriculum. According to Toni,
sustainable development was mentioned in humanities.
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Q3. How do you think Visual Arts Education can be affected by the
infusion/collaboration with Sustainability Education elements?
All the trainees could see potential for linking VAE with ESD. Amelia made
the observation: ‘I think that creative thinking and critical thinking is really
useful in ESD because we need children in the future that can think critically
about things and solve problems that either are existing or new problems that
we don’t even know are going to happen yet’. Cathy also emphasised the
value of critical thinking and thought that art could help children give voice to
their opinions, particularly about ‘crucial issues’. For Emily, there was clear
potential for making art from recycled materials. Erica commented: ‘I think
visual arts has its place, but I think are some stronger synergies’ and she
highlighted the more obvious role of geography and science. Ginny felt that
visual arts can help in communicating the issues of sustainable development,
both from interpreting photographs, for example, and children making their
own artwork. For Kate, art and creativity are critical to looking for new ideas
for a sustainable future. Marissa also had a positive view of art and ESD
links, mentioning opportunities for expression/ voice and links to futures
thinking. Like Emily, Rowan gave the example of how art can connect to
recycling and she also thought it presented good discussion opportunities
for children. Sally thought ESD should be in all subjects, but within art it can
have a big impact and help children learn ‘without scaring them’. Toni noted:
‘some people criticise art for being… kind of useless and just about looking
at pretty things so linking it with sustainability and things helps to give it more
gravitas’.
Q4. Have you ever tried this infusion/collaboration yourself?
Most of the trainees reported having no direct experience in this area. Amelia
said she had not connected VAE to ESD before; neither had Cathy but she
wanted to explore this in her future teaching. Emily had no experience in
this area and neither had Erica, but Erica mentioned a ‘journey sticks’ project
she wanted to teach, touching on the theme of biodegradability. Ginny said
she wanted to do something in this area in the future but remarked: ‘Also
it’s tricky because it is quite political in respect to climate change, but I feel
slightly uncomfortable about this. Maybe that is why it isn’t on the curriculum
at the moment.’ Kate reported that she had been involved with lot of extracurricular activities like scouts and Forest School. Marissa noted she had
had no opportunities other than the example project she described before
with the visiting author. Rowan said ‘It is something I would have to sit down
and really think about’. Sally talked about pictures made from rubbish during
a recycling week that she had helped children to create in her experience
prior to the start of the PGCE. Similarly, Toni replied: ‘yes we did a lot of work
on recycling so we had children bring in essentially rubbish from their homes
and then we used that to make things.’
Q5. What, in your opinion, is the potential for ESD to enhance VAE?
This question was not posed to all participants, but there was generally a
positive feeling about this potential connection. Amelia was unsure about the
potential for ESD to enhance VAE. Cathy was very enthusiastic and said she
would ‘champion it’, noting: ‘it’s important that we are given the opportunity
to lead young people into expressing themselves and to consider not just
political issues but also ecological issues and cultural issues as well – they’re
equally as important…’ Emily thought ESD was a topical area and the
connection might help children appreciate art a bit more, perhaps with Greta
Thunberg as extra inspiration. Erica thought that this connection could be
used to elicit understanding, or appeal to visual aesthetics. Ginny’s answer
was: ‘I think the two can work well together’. Toni felt that sustainable
development needed more curriculum time, so links with art would be a good
idea. She added; ‘for teachers who are less confident teaching the more
traditional techniques of art, giving them the sustainable development link
into it would possibly help some more people access it.’
B.4 Seminars/Workshops & Training
Q1. Have you participated in any seminars/ workshops or training
courses about visual arts education, combined or not with ESD?
There were no lengthy responses to this question. Amelia, Cathy, Emily,
Ginny, Marissa, Rowan and Toni said they had had no additional training
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in VAE, combined or not with ESD. However, Emily was keen to mention
the value of observing a visiting artist in her placement school, as well as
seeing the range of specialist art equipment, such as a laser cutter, during
a secondary school visit. Erica mentioned a workshop on journey sticks
during a PGCE fieldtrip. Kate noted that she had seen some interesting
courses advertised but cost and travel were prohibitive. Sally, like Erica,
had an example of an aspect of the PGCE course that she felt was relevant:
a session at a religious studies conference on making links to other subject
areas.
Q2. Are there any specific areas in VAE that you would like to have
training in?
The trainees mentioned a wide range of areas in response to this question.
Amelia identified art history as an area in which she would like some more
training. Cathy noted that a subject leadership course would be valuable.
Emily said she would benefit from input on planning longer projects,
especially related to ESD. For Erica, a better understanding of assessment
in art would be useful. Ginny answered in some detail that more training
on art in the early years would be welcome, along with how to make the
most of limited resources. Kate thought that training on how to make use
of contemporary art would be helpful, highlighting its relevance to ESD: ‘The
thing about contemporary art is that it’s very much about looking at everyday
issues’. For Rowan, learning how to best motivate reluctant learners would
be helpful. Sally mentioned wanting to know more about how to make use of
artists’ work and understanding their processes. Toni thought that additional
training on 3D art would be most helpful to her.
Q3. What would you expect from a training course specialising in the
infusion/collaboration of VAE with ESD?
Each trainee had a different opinion on this area. Amelia said that she would
expect to see explicit links and examples of how VAE and ESD support
each other. Cathy suggested a guiding framework and ‘being given a lot of
ideas in order to make it possible so it can fit into busy days’. Emily wanted
inspiration and ideas for practice. Erica commented: ‘Definitely what is it?
Why do we need to do it? Why is it important? What are the most important
contributing factors? Then ideas for how to teach it’. She felt that it was
important to give children a sense of agency and progressive understanding.
Ginny argued that providing clarity on ESD was essential, explaining: ‘I did a
geography degree and an environmental masters and I still don’t really know
what sustainability is. It can be interpreted in lots of different ways.’ Kate
was interested in ‘tips and tricks’, ideas for teaching and ‘logistics’. Marissa
replied in some detail, reflecting on her own experiences of delivering training
courses. She noted a need for useful communications and the building of
a community to boost everyone’s confidence. Rowan wanted examples
as initial inspiration that she could adapt for her class. Sally thought that
‘powerful messaging’ was important. Toni’s response was that a scheme
to follow would be useful with actual projects linked across the whole
curriculum.
B.5 Country-Specific Questions
Q1. To what extent have you seen evidence of ESD within your current
placement school?
Generally, the trainees felt there was some evidence of ESD in their
placement schools but also room for improvements. Amelia noted that
children are aware of issues from the media ‘like plastic pollution and bush
fires’ and there was a lot of informal discussion going on. Cathy explained
about a ‘coral reef project’ that involved video links with other schools and
scientists around the world that the children found very engaging. She
said: ‘That was a really interesting eye-opener for the children because they
were there questioning and listening to scientists talk about environmental
impacts on the coral reef.’ Emily mentioned a ‘one off’ assembly but also
that the children seemed interested in sustainability issues. She added:
’It’s really powerful because that’s the next generation; if they’re the ones
that are interested now then we’ll be ok!’ Erica said that her school looked
at recycling, and taking care of the environment, as well as offering an
‘ecoclub’. Ginny noted: ‘They do lots on recycling and things like that’,
adding that the older children led these actions and that her class teacher
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often had quite political discussions with the children about current issues.
Kate felt that there was a bit of evidence of this in her shoo, but mainly
‘posters about recycling’. Marissa talked about the topic from last term
about the environment that involved visitors, as well as an assembly where
a pupil read a ‘magical’ poem about trash never going away. Rowan said
that as her placement school was small, she felt that they talked about these
issues frequently with the children. Sally mentioned that there was recycling
in her school and a display in the library about sea plastic but ESD wasn’t
given as much attention as she would like. Likewise, Toni remarked that her
school did a range of recycling but that was mostly encouraged by an eager
pupil.
Q2. How do you think trainee ESD knowledge and understanding could
be assessed during the PGCE?
The trainees had some practical suggestions, typically connected to lesson
planning, but also identified a need for more input on ESD. Amelia felt that
a lecture on ESD could be useful but was unsure about assessing ESD
knowledge and understanding. Cathy suggested some mini projects and
lesson planning and, like Emily too, she though a single specific lecture
on ESD would be a good idea. Erica suggested planning and teaching a
lesson connected to ESD. Ginny felt that assessing trainee knowledge and
understanding of ESD would be difficult but thought it could be introduced
as a topic across all subjects. Kate thought that later in the course
they could prepare a lesson. Marissa said she felt ESD came up all the
time, everywhere, and could not be ‘put into a little box on its own’. Her
suggestion, like Ginny’s, was to thread ESD throughout the PGCE, ensuring
it was introduced into every subject area early on and continually reflected
upon. Rowan thought a short peer teaching activity in science could be
included, followed by a longer task later in the course. Sally proposed
an audit at the start and end of the course. Toni’s idea was to create a
framework task (a detailed exploration into a theme, using a ‘framework tool’)
or a lesson planning activity.
B.5 Final Comments
Are there other issues that you feel are important for the implementation
of primary art education (or ESD) that we haven’t discussed?
Four of the trainees had additional comments. Cathy said that she was
pleased at Ofsted’s focus on a broad and balanced curriculum. Emily wanted
to clarify that she felt space for children’s experimentation and creativity
was as important as teaching them specific art skills. Ginny had a detailed
response, which included the remark that: ‘I think the main issue is that ESD
is very broad and that’s an issue, but I think it is really important that people
understand it. Your reason for teaching about it needs to be clear to make
sure it’s not too political’. She noted that there were some action groups,
such as Extinction Rebellion, that were considered as extremist and this was
challenging as a teacher because you want children and parents to make up
their own minds. Sally wanted to emphasise that she thought ESD was not
given enough attention in schools, that ESD should be part of everything,
and children should learn about it and not be scared of these issues. Finally,
Toni wanted to comment on accessibility and that schools’ lack of resources
and funding should not pose a barrier to teaching about ESD: ‘I suppose it is
just making sure that lesson plans and ideas are easy to implement without
having a lot of specialist tools and resources available.’
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Closing remarks
This report, on the findings from the first stage of the research, demonstrates
considerable potential for a project linking VAE and ESD within primary
schools in England – especially for a project that aims to create detailed case
studies to provide teaching inspiration as well as reflective insights. Despite
various positive examples of VAE and ESD gathered from the interviews, it
is highly evident that both areas of learning would benefit from increased
attention within policy and practice. Ofsted’s new inspection framework for
schools is drawing attention to art and design in the primary curriculum and anecdotally - beginning to raise standards, but this scrutiny mainly applies to
learning in the subject not learning through the subject. As the stakeholders
noted, teachers need to know why they are teaching particular content as
well as how to teach it - in Ofsted’s terms, the subject’s curricular ‘intention’.
Knowledge and understanding of this intention should be supported by an
underlying belief in the value of the subject. Perhaps a useful starting point
for the next stage of the CARE project - the training programme - could be
to elicit the participants’ values and beliefs about VAE and ESD and use
these as a starting point for critical discussions. Elicitations could be via
art making, as well as in verbal form. Likewise, the research teams in the
different partner countries could reflect on their own beliefs and values and
examine the possible influence of these on the research. Discussions could
also link to the communities of practice strand (IO5).
Finally, the limitations of the survey are acknowledged as the sample size
(40) was considerably smaller than the original target (75) and therefore
less representative of the target population. However, it may be possible to
extend the sample by inviting the 20-21 cohort to participate when the new
term begins in the autumn…
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CHAPTER 5:

Conclusions

ERNST WAGNER AND NATHALIE BRINK

Introduction
This chapter summarizes the conclusions of the four country reports and
supports the following stage of the CARE project, which is the development
of teacher education programs. The aim is, to understand the current needs
through reporting on results (country reports and overall report). The chapter
have also the purpose to verify the quality of the project.

Quality
Quality can be understood under three aspects, quality of the input given,
quality of the process, and quality of results (output). As the main interest of
the project is related to the output, this document focusses on the results
mainly.

Input
Already before the kick-off meeting in Cyprus in December 2019 the
coordinator of CARE, Victoria Pavlou from Frederick University, introduced
a stimulating preliminary concept for the country reports to be developed
for Intellectual Output 1: Interview schedule for policy makers, interview
schedule for in-service and pre-service (students) teachers, questionnaire
for in-service and pre-service teachers. These research tools (see appendix)
were revised and the amended versions presented at the meeting in Cyprus.

Process
At the meeting in Cyprus two workshops took place with all partners on the
development of the Intellectual Output 1 research tools. On this base the final
concept for the country reports could be developed jointly by all partners
under ongoing consultation with ERC InSEA (formative evaluation). This
made it possible to develop a meaningful grid that meets the highest quality
measures and is accepted by all participants. The research was carried out
by all partners in the meantime that led to individual country reports. All of
them provide comprehensive, precise data gained through robust methodical
approaches on an excellent level. This fact shows that the operating
procedure chosen led to a result with high quality. It will form the solid and
promising base for the next steps to be undertaken in the project (summative
evaluation).

Results
Our (summative) evaluation shows what happens in VAE in the participating
countries in respect to ESD in a kind of mapping exercise, to make the data
from the four countries comparable. E.g., is ESD included in teacher training?
Which strategies are already used to successfully shape the interaction
between VAE and ESD, etcetera?
To develop the mapping, we coded all reports in respect to four categories:
I.		
Curriculum
II.
Visual Art Education (VAE)
III.
In-service courses
IV.
Education for Sustainable Development (ESD)
All results and findings from the country reports (chapters 1-4) were checked
with regard only to ESD (as the central topic of the entire project). The
perspective of the teachers (pre / in service) and stakeholders is always
present in all categories above to check how the topics can be assessed in
the actual implementation.
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Chapter 5 is using summaries and selected quotes from the specific country
reports and groups them along the five categories to allow comparison and,
based on this, conclusions for the next steps. Our leading questions that
triggered the selection of information from the reports have been:
1.Situation analysis and inventory in respect to the specific topic of
		 the category
2.Where are the challenges and the needs?
3.What are the visions? Are there new models?

Evaluation of the Country Reports
I. Curriculum
Situation analysis and inventory: Existence of a concept and
implementation of ESD in the curriculum
Malta: “ESD has been recognized in the Maltese National Curriculum
Framework as a ‘cross-curricular theme … essential for the education of all
students and for achieving the aims of education’. It specifies that ‘through
ESD, the learner’s environment (within and outside the school) becomes
a fundamental teaching resource that is locally relevant and culturally
sensitive.’”
Greece: “ESD is already fundamentally anchored in the Greek curriculum,
but is not specifically geared towards it. E.g. ‘develop an awareness of the
fact that works of art express views, values and ideas of their culture and of
other cultures.’ However, the school textbooks include a significant number
of references to the environment, in general and problems/issues related to it,
specifically.”
Whereas stakeholders say: “that directly or indirectly ESD has begun to be
incorporated dynamically in the curriculum and the visual arts subject.
Cyprus: “ESD is integrated in all subjects of the Cyprus curriculum and
‘sustainability’ is a key concept of the visual arts curriculum. There are
five Thematic Areas, which fall under the category of ESD: identity, culture
heritage, place & space, visual culture and society & life. Each school has
the opportunity and the possibility to approach each environmental and
sustainability issue with a focus on the specific school’s needs and aims.”
England: “The national curriculum has the subject ‘Art and Design’, but the
learning objectives set out within it are few and lack detail.” “There are no
explicit statements in the English national curriculum that link VAE with ESD.
However, from the ‘purpose of study’ passage, there are these statements:
‘As pupils progress, they should be able to think critically and develop a more
rigorous understanding of art and design. They should also know how art
and design both reflect and shape our history, and contribute to the culture,
creativity and wealth of our nation.’
In the stakeholder view, there is a need in the (English) curriculum for ‘holistic
learning objectives’ to allow for children’s personal expression. Stakeholders’
view: The national curriculum was ‘outdated’ even when it was first produced
it was unambitious and ‘not relevant to learners’ lives.”
“The development of a more coherent provision has been hindered by the
fact that successive revisions of the Training Standards for ITE (Training and
Development Agency, 2007), which govern the ITE curriculum in England
have not made any explicit reference to ESD/GC.”
Observations:
There is a broad spectrum regarding the implementation, ranging from
mandatory across all subjects (Cyprus, Malta) to complete absence
(England). Interesting are also the respective content-related profiles of
what is meant by ESD in each case. Here, the spectrum is relatively narrow,
focusing mainly the cultural dimension: from identitarian (England: our nation,
Cyprus) to intercultural approaches (Greece). Environmental issues such as
climate change do not seem to play an explicit role in any case.
Recommendations for CARE:
Define in writing what CARE understands as the ‘ESD-aspect’ within VAE in
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order to have a clear profile.
Challenges and needs
This aspect was not addressed in the survey under the point here.
Visions and models
Malta: The views expressed by the stakeholders in the interviews: “The
social dimension and connections between VAE and real life can materialise
through practical activities initiated in class, for example, by teaching pupils
how to recycle materials in different curricular areas.” “One of the policymakers linked the real-life aspect of CARE with the ‘Social, Environmental
and Economic/Democratic and Participatory pillars’ associated with ESD and
Global Education.”
A view expressed by an in-service teacher during the interview: “like any
other subject, one has a curriculum and criteria to reach but the art subject
is so flexible and vast that it allows you to adapt lessons according to the
students in front of you and according to the current situations”.
Greece: The views expressed by the stakeholders in the interviews: “In
general, the curriculum was considered quite open and flexible, leaving
room to allow the teachers to take initiatives: to select units, to fathom
into some of them, he/she feels more inclined to, alone or in collaboration
with the generalist teacher, to expand on the basis of the available material
or find and/or create his/her own.” The knowledge gained from the Inservice questionnaires: “The participants valued the links that the visual
arts offered in the curriculum are: providing opportunities for acquiring
knowledge regarding art & culture, developing students’ ability to critically
interpret images/artworks and promoting students, as well as in attitudes of
tolerance and open-mindedness’.” The findings of the pre-service teachers’
questionnaire: “Questionnaire indicates that the participants acknowledged
the many different roles VAE can play in the school curriculum. They
especially valued the opportunities that visual arts offered for self-expression,
for development of personal abilities, for presenting and communicating
ideas, as well as for collaborative work.”
Cyprus: Finding from the pre-service teachers’ questionnaire: “The
participants especially valued the opportunities that visual arts offered for
self-expression, development of practical skills and development of abilities
for presentation and communication of ideas.”
Observations:
We can identify two different understandings of what the basic task of VAE (in
general, unrelated to ESD) could be, a traditional, immanent concept (“selfexpression”: Greece, Cyprus) and a more political understanding (Malta).
The obvious freedom of teachers to design their lessons according to the
respective situation (“open and flexible”) opens up opportunities for actually
integrating ESD into the classroom.
Recommendations for CARE:
1) Focus on training teachers how to use the freedom in a responsible way.
2) The question arises how self-expression and communication skills can be
turned into a meaningful competence model that does justice to the different
national understandings.
3) Develop a competence model that includes attitudes and values (e.g.
tolerance and open-mindedness’ – Greece).

II. Visual Art Education (VAE):
Situation analysis and inventory
Greece “generalist in-service teachers reported that they often cooperated
with their school’s art educators especially during the so-called flexible zone
and in grades 1-4.” “In Greece the generalist teachers had to organise and
deliver the art lessons, often misinterpreting these hours as a ‘play’ activity.
VAE is not included in the Initial Teacher Education (generalist teachers).”
“In Maltese primary schools is the employment of either generalist primary
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teachers or specialist art teachers. Specialist art teachers can be either
based in a single school or work as peripatetic teachers in the state sector
(teaching art to children in two or more primary schools).”
“No specialist art teachers can be appointed in Cyprus. All candidates are
expected to be able to teach all school subjects, including VAE and ESD.”
“In England it is atypical for schools to advertise specifically for an art
coordinator and sometimes the art coordinator is someone who does not
want the role. It is normally the class teacher who teaches art.”
Observations:
It is obvious that the main problem is that VAE is taught by teachers who are
not or barely trained for this and who therefore cannot exploit the potentials
of the subject VAE. The problem becomes even more serious when it comes
to new, complex challenges such as the integration of ESD in VAE.
Recommendations for CARE:
Address this challenge through convincing and modest models that can be
used in daily practice and that are manageable and easy to handle – without
losing the required complexity out of sight.
Challenges and needs
Malta: The views expressed by the stakeholders in the interviews:
“concerning insights of VAE, a thematic analysis revealed four key themes,
categorised as Restrictions of National VAE curriculum (NVC) implementation;
Recommendations for a Relevant NVC; Deficits; and Collaborative Teaching.
The need for primary schools to provide spacious art rooms equipped
with art resources, the provision of adequate art rooms with art supplies
is an immediate requirement at schools. Challenges which emerged quite
often were insufficient time for the subject, lack of resources and space
for art, the absence of an Art Education Officer and administrators’ narrow
understandings of the goals of art education. Generalist class teachers were
occasionally described as a possible barrier to cross-curricular work. Clearly,
many see VAE as a rather marginal discipline in the Maltese educational
system, and feel that this marginality is institutionalized.”
Greece: The knowledge gained from the stakeholders interviews: “All
participants put great emphasis on the limited time being devoted to the
subject of VAE in the school programme, as well the inadequacy of proper
substructures, equipment and the lack of substructures, arts room and
material, etc.” The knowledge gained from the In-service teacher interviews:
“Most Greek generalist teachers admitted lack of knowledge and of sufficient
time to study in detail VAE’s material and prepare an activity every day.”
“VAE classes were done occasionally and often aimed to strengthen and
consolidate other subjects or school’s extra activities”
Cyprus: Findings from the In-service teachers Interviews: “One of the
Challenges been summed up:
- Equipment and infrastructure (e.g. materials quality; lack of equipment e.g.
video projector in the art classroom; rarely lack of special VAE classroom, or
sharing VAE classroom with other teachers).” “Interviewees commented on
the integration of ESD in VAE and identified areas that have to be addressed
in order to help them become more effective:
- Implementation (ESD in VAE) is not so clear. (Teachers implement according
to how they interpret ESD within VAE curriculum).”
England: Information gained from the in/pre-service teachers questionnaires:
“English trainees feel the least confident areas were teaching about local
art and culture(s)/ artists, and teaching contemporary art. In their teaching,
trainees reported feeling most confident in addressing the social dimension
(e.g. inequalities, poverty) and least confident in addressing the economic
dimension (e.g. decent work and economic growth, sustainable production
and consumption).”
Observations:
There is a high demand for resources with different priorities:
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- Equipment
- Time
- Space
- Teachers’ knowledge
- Teachers’ self-confidence
- Models, concepts that facilitate teaching
This deficiency shows that VAE is obviously a marginalized subject.
Recommendations for CARE:
Marginalisation is the flip side of the freedom of teachers to shape their
own teaching (see above I.3). Both are due to the lack of attention paid to
the subject by the higher authorities. A fixation of perception on (negative)
marginalisation always justifies inactivity, whereas an orientation towards
freedom motivates teachers to become active.
Vision and models
Cyprus: “Interviewees were able to describe several experiences they had as
teachers or projects they run with their students, where they approached SD
issues through VAE:
- Create pictures to enhance environmental or SD stories. (topic)
- Collection and use of waste-materials for the creation of art works, and
discussing the environmental benefit of their use
- 3D creations using waste materials
- Art activities in the framework of the ESD school policy – or whole school
ESD programmes.”
Greece: The knowledge gained from the Pre-service teacher interviews:
“pre-service teachers described the VAE’s textbooks and the indicative
instructions on the Ministry’s portal as useful tools and a source of ideas for
the teacher, mainly because they promote interdisciplinarity in teaching.”
Malta: Combining the limitations to some extent in systems thinking
competencies with the reflection on more emphasis on soft green issues,
teachers overall (with some exceptions) reflect more a technocentric
paradigm, where change is more linked to tinkering with the present status
quo, rather than a radical overhaul of the current system, that would reflect
more of an eco-centric (or emerging) paradigm. Yet there is an awareness
of the need for change, as reflected in (inferred) references to both strategic
and normative competencies. Official commitments such as the Sustainable
Development Goals can be important reference points and entry points for
teachers and are useful in developing strategic competencies.”
Observations:
There exists already a set of experiences that can be exploited and first
ideas for modelling new concepts, e.g. technocentric vs. holistic paradigm,
strategic vs. normative competencies (Malta).
Recommendations for CARE: The examples referred to can be discussed
in order to develop them further (e.g. in respect to a competence model),
to discover their limits (e.g. just using waste-materials for creation) and go
beyond those limitations.

III. In-service Courses / Further Training
Situation analysis and inventory: Concept of ‘Teacher professional
development’ and how that focuses on ESD
Malta: “Teachers in different levels are expected to participate in continuous
professional development courses every year. In agreement with the Malta
Union of Teachers, the Maltese government introduced a Community of
Professional Educators (CoPE) in 2017 as a broader version of CTPD,
involving participating teachers in school development planning sessions as
well as self-sought continuous professional development. The Ministry for
Education and Employment (MEDE) recognises three types of continuous
professional development sessions for teachers: professional learning
opportunities in a school/college setting, based on externally designed
programmes or based on self-development. A preference for hands-on
professional development courses featuring observation visits to museums,
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or public organizations, or non-government organizations.”
Greece: “Visual Arts are often nowadays the subject of continuing
teacher professional development. Apart from programmes addressing
specialist issues for art teachers, training programmes for appreciating and
understanding the value of the arts and their multimodal use in education
and school life are offered for the generalist teachers as well. E.g. a three-day
seminar has been organized for all art specialist teachers; additionally, some
professional development days are organized, mostly in Athens and partly
in Thessaloniki. The three most preferred professional development forms
are reading professional literature, participation in a network of teachers and
face-to-face training.”
The knowledge gained from the interviews with the In-service teachers: “The
two VAE educators in the study participated in visual arts training, which
however, included exclusively the environmental aspect of ESD, with which,
as one of the teachers recognized, ‘the concept of sustainability has been
identified.’
England: “Once teachers have gained Qualified Teacher Status’ (QTS) there
is no national expectation for achieving any other teaching qualifications;
indeed, some schools (academies and free schools) do not require teachers
to hold QTS. However, there is a relatively new national organisation in
England called the Chartered College of Teaching (CCT), which teachers can
choose to join for a fee.”
Cyprus: “Up to the present, universities in Cyprus do not offer short training
programs in the context of Continuing Teacher Professional Development.
They offer the opportunity for obtaining further qualifications in education in
the form of Master and PhD degrees. There are three types of programmes
of in-service training on ESD offered by the Cyprus Pedagogical Institute.
1. education and training for school principals and vice principals 2.
Compulsory ESD education and Training for Pre-primary and Primary school
teachers 3. Optional ESD education and Training.” “Cyprus Pedagogical
Institute (CPI) is the official body of the Ministry of Education, Culture, Sports
and Youth (MoE) responsible for teachers’ in-service training (INSET).” A view
expressed by an in-service teacher during the interview: “Only one teacher
mentioned one single 2 day INSET course, approximately 6-7 years ago,
delivered in one of the MoEC’s Environmental Education Centres on ESD and
VAE.”
Observations:
Three out of four countries offer officially and structurally anchored further
training programmes for the professional development of teachers. In one
case (Greece), there are obviously also training courses of thematic interest
to CARE.
Recommendations for CARE:
1) Collect examples like from Greece as good-practice.
2) Since situations differ so much, any strategy for implementing ESD into
VAE must be tailored to the specific situation.
Challenges and needs
Malta: “While this is a reality that one has to live with in the way schools
are structured in Malta, it might also point out to the need to provide further
training in lesson plan design, to show case examples of good practice where
the infusion of ESD across the curriculum does not contribute necessarily to
increased time, but is rather a different approach of how one can do what
one is already doing.” Information gained from the interviews with the inservice teachers: “The majority of interviewees said that they did not attend
any ESD or VAE in-service courses in recent years. Some art teachers in the
primary sector stated that they had never attended an in-service course in
their subject or in ESD.”
Greece: From the interviews with the in-service teachers: “Three barriers that
might prevent them from participating in professional development activities:
lack of employer support, limited access to professional development and
no availability of relevant professional development. The limited relevant
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in-service training programmes, which were addressed only to VAE primary
teachers was also one reason of the lack of training.” “All teachers claimed
they had not attended any special instruction in ESD.” The knowledge gained
from the In-service teachers interviews: “It was particularly stressed that
teachers’, specialist and generalist, participation in professional development
meetings must be organized centrally by the Educational Authorities and
not be left to individual volunteer participation.” “Concerning the teachers’
expectations from a training programme on ESD and VAE, teachers showed
preferences. In-service teacher expectations on ESD training:
As to the form
- Distance learning, as ‘it can be done at a time and place convenient for
everyone’
- The need for practical/experiential part (‘to live it, to be involved in it…
words are good, but I want to see how what we say may be implemented in
realistic conditions. In other words, I want to see someone teach, to see the
difficulties, not an artificial lesson’)
- The possibility of generalist teachers’ participation
As to the content
- Topics (‘about culture in general and the arts of other people and how this is
related to the teaching of classes’)
- The combination of VAE with other subjects (cross-thematic,
interdisciplinary approaches)
- The study of terms and associations between visual arts and sustainability.”
England: From the interviews with stakeholders:
“Using ‘practice-based approaches’”
“collaborating with local stakeholders/actors /parents for addressing
Sustainable Development issues in school”
“Expectations from a training course to support successfully combining VAE
with ESD, the provision of practical examples was regarded as especially
important.” The views expressed by the stakeholders in the interviews: “more
practical instruction, to give them confidence in teaching art.” “Typically
connected to lesson planning, but also identified a need for more input on
ESD.” “Input on planning longer projects, especially related to ESD / a single
specific lecture on ESD” “Make use of contemporary art would be helpful,
highlighting its relevance to ESD”.
Cyprus: Interviews with in-service teachers: “It appears that training needs
differentiation amongst art specialists and general teachers, as well as
according to the years of service of the teachers, due to changes in the
context of university curricula. Younger graduates for example are likely to
have received ESD training whereas teachers with many years of service
are highly unlikely to have done so. The infusion of ESD elements in VAE
curriculum, poses additional challenges to this group of teachers. Overall,
teachers explained that they need a balanced form of training, where some
background theory can build up their confidence. They mainly request
practical forms of training and extending training in school by implementing
and testing what they learn in their actual teaching.” “The expectations
expressed vary and reflect their educational needs and other support they
need in their work:
-Training for building a solid background and confidence
- Practical character of training
- Guidelines for implementation (with respect to ESD aspects) – Clarification
of ESD goals
- Connection with new technologies in VAE Basic steps to program – unit
development with respect to the new curriculum goals
- SD concepts
- External collaborations (e.g. with the university)
- Build a materials bank (e.g. videos)
- Collaboration between teachers, teachers and students, teachers and
artists or teachers and other agents outside school”
Observations:
Obviously there are many, country-specific barriers to attend existing offers,
not being accepted by teachers. Furthermore, there seem to be no or hardly
any relevant existing offers in the thematic interest of CARE. In respect to the
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latter we can find clear expectations:
Re content:
• E.g. good practice on how an orientation towards ESD can be done, which
for example does not require additional time (Malta).
• Factual information that is necessary, e.g. about art and culture (Greece).
The potential of contemporary art (England). What is ESD? (Cyprus)
• How does ‘cross curricular’ work? (Greece)
• How does local cooperation work? (England, Cyprus)
• How does project work go? (England)
Re form:
• Content has to be delivered very pragmatically tailored to the teachers’
needs in order to become relevant (Malta, England)
• Distance Learning, including new technologies (Greece, Cyprus)
• Video recordings of lessons, to be convincing (Cyprus)
• Differentiation according to target groups, e.g. generalist - specialist,
experienced - novices (Greece)
• Material pool (Cyprus)
Re goals :
• Self confidence (Cyprus)
Recommendations for CARE:
This is an excellent base for shaping teacher training.
Vision and models
Malta: From the interviews with the stakeholders: “Policy makers discussed
teacher training in VAE and the inclusion of ESD in training for visual arts
educators. The theme of ‘Collaborative Teaching’ emerged as one of the
links between ESD and VAE, evidenced by in-service training offered to art
teachers: ‘the training concerning learning outcomes promotes values like
collaborative teaching and learning’”
Greece: Interviews with the in-service teachers: “Concerning the teachers’
expectations from a training programme on ESD and VAE teachers showed
preference:
- Distance learning, as ‘it can be done at a time and place convenient for
everyone’
- The need for practical/experiential part
- The possibility of generalist teachers’ participation
- Topics (‘about culture in general and the arts of other people and how this is
related to the teaching of classes’
- The combination of VAE with other subjects (cross-thematic,
interdisciplinary approaches)
- The study of terms and associations between visual arts and sustainability”
England: “The Sustainable Schools Alliance (SSA), coordinated by
Sustainability and Environmental Education (SEEd), organises the Sustainable
Schools Initiative in schools in England.”
“Nationally, the NSEAD offers some training courses in VAE and its regional
network groups also offer more informal training opportunities, via meetings
and workshops. NSEAD’s impact, for example, in offering hands-on
professional development opportunities for primary teachers.”
Observations:
The answers match the answers in 2. Two more things to come: The role of
NGOs (England) and the idea of Collaborative Teaching’ (Malta)
Recommendations for CARE:
see above (2.)
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IV. Education of Sustainable Development (ESD)
Situation analysis and inventory: Concept and content of ESD
(in regard to VAE)
Malta: “The Centre for Environmental Education and Research (UM) has been
involved in offering tailor-made credits where students learn how to infuse
ESD across different subjects and years.”
From the interviews with the in-service teachers: “Sustainable development
was defined largely in environmental terms, with terms like climate change,
sustainability and the environment emerging, while the listed issues included
primarily environment-related categories like deforestation and biodiversity
and, to a lesser degree, social issues like education and equal rights.”
From the interviews with pre-service teachers: ”Themes explored are
mostly soft green themes such as recycling and reusing. Health is also
a growing concern. There is no mention of darker green issues such as
reducing, refusing, and repairing, though there was one interesting mention
of upcycling. There is overall observed a strong emphasis on values and the
development of normative competencies.”
Greece: “Education for Sustainable Development is not included
compulsorily and nationally in the Initial Teacher Education of Greece. It
is up to the teachers, in accordance to their experience and the degree of
their training in Education for Sustainable Development, to compose or
expand and make the best use of these references, by planning and then
implementing relevant programmes. Gradually, many interesting smallscale, individual initiatives have been taken in school communities (yards,
exhibitions, activities of the local community) which have included other
aspects of sustainability, such as the ones triggered by the refugee and
immigration predicament.”
Cyprus: “For the Department of Educational Sciences, on a graduate level
there are compulsory and optional courses on ESD for the Primary Education
Programme as well as the Pre-Primary covering SD content and ESD
pedagogy.”
England: “The initial teacher education curriculum in England have not made
any explicit reference to ESD/GC. The current Standards make no explicit
mention of the need for new teachers to develop knowledge, skills and
attitudes in relation to these critical areas.”
Observations:
In most cases there is obviously only a shortened understanding of SD
with a more or less exclusive focus on green issues (Malta). Social issues
(Malta), such as refugees (Greece) raise only a limited interest. With regard
to the modelling of competences the current state of the discourse is in view
(England) including the problem of normative values in this context (Malta).
Recommendations for CARE:
Especially in Malta and Greece there are obviously concrete experiences
of good practice, which should be a valuable resource for CARE (see as
well below, IV.3: ‘Greek Sustainable School’-program and examples from
England).
Challenges and needs
Malta: What we can learn from the in-service teachers questionnaire: “In their
responses to feelings of self-efficacy when teaching about certain issues
local art was ranked relatively low, followed by contemporary art. They felt
moderately confident in teaching about ESD issues. They felt best equipped
to address ESD issues related to the cultural dimension and least prepared
to deal with economic issues. In accordance with these results, 50% of the
participants said that they were moderately confident to include ESD issues
in their future art teaching. The participants largely felt moderately confident
with including social and economic dimensions of ESD in their art teaching,
but felt more confident with environmental issues. Many participants tend
to define ESD mainly in environmental terms and give less importance
to issues of social justice and challenges affecting local sustainable
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development. Besides, while whole school approaches for addressing SD
issues are considered important, a preference for individual or interpersonal
competencies over collective solutions also emerged.”
Greece: From the pre-service teachers’ questionnaire: “Pre-service teachers
appeared to be not very confident in including aspects of ESD in their
teaching.” “Most pre-service teachers (80%) stated that they would be able
to include in their teaching topics concerning the cultural dimension of SD to
a moderate or higher degree; however, it seems that the majority apprehend
SD in its environmental rather than its cultural aspect. Limited attention given
on the economical dimension of SD in pre-service educational programmes.”
England: In-service teachers’ questionnaire: “The in-service teachers stated
that they needed professional development in aspects of their practice
related to ‘knowledge and understanding of Education for Sustainable
Development (ESD)’. In general, the concept of Sustainable Development
in terms of culture and language, social and school behaviour, inclusion
and human relations is evident throughout the programme of studies (initial
teacher education) and crosses almost all disciplines.”
Observations:
Obviously there is a great need for fundamental clarifications in order to give
teachers security in a field that is unfamiliar to them (England, Greece, Malta).
Important to note that there is a clear gap between the different aspects of
ESD: The cultural dimension probably causes the least problems (Greece),
while the economic dimension is the most difficult (Malta, Greece). Obviously
there are also hardly any convincing approaches to environmental issues
that are familiar to the teachers. The whole school approach (Malta) marks a
special challenge.
Recommendations for CARE:
CARE has to clarify what the consortium’s understanding of SD is and which
dimensions can actually be sensibly dealt with in VAE. E.g. is the economic
discussion really a sensible subject in VAE?
Vision and models
Malta: Stakeholders’ point of view: “Transnational projects are acknowledged
as an important part in the infusion of ESD across arts, contributing to the
competence of learning to live together and to collaborative competencies,
while also intruding new concepts and ideas such as ‘feminist discourse
through Visual Art’. Design skills are an important component in Visual Arts,
that allows e.g. effective communication through graphic design. These skills
can be an effective mean of communication ‘for the environment’.
“A direction for a project like CARE: by placing an emphasis on the
significance of the local in the goals of ESD within a VAE backdrop, linking
local SD issues with work by local contemporary artists. The ‘cultural’
manifestations of the local in the work of contemporary and socially engaged
artists, its SD manifestations in challenges like migration and problematic
issues of urban development and the overlaps between artistic and more
‘political’ engagement, need to find a more solid place in VAE, despite the
various institutional deficits referenced earlier. This is also why educators
need to work to strengthen professional learning communities, in order to
explore collective rather than individual approaches to the infusion of ESD
into VAE.”
Greece: “There is a National Program ‘Greek Sustainable School’ of the
Hellenic Society of Environment and Culture echoes an initiative from 3
Agencies who support Primary Schools to aim towards their transforming into
sustainable schools.”
England: Examples of teaching ESD in VAE expressed by a stakeholder
during the interview: “teaching at a school near a ‘huge industrial complex’
and they worked with business leaders on a project to develop ‘visions of the
future’. The other example was a national museum’s competition which his
school won, this involved looking at famous artists who had made responses
to climate change.”
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Observations:
Functions of VAE: Support ESD through e.g. graphic design, connect the
local with the global, deal also with political themes (Malta).
SD Is a global issue that does not stop at national borders. Thus international
cooperation is important, also in VAE (Malta).
Recommendations for CARE:
The dialectic of local and global is indeed a central challenge that must be
considered when modelling concepts through CARE.
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