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ABSTRACT 

The thesis seeks to challenge the existing approach to teacher development in 
Cyprus. To do this it reports an action research project in which a group of art 
teachers were brought together to tackle problems which they had experi- 
enced in their own classrooms and, as a consequence, to reflect both upon the 
centrally devised curriculum and also the extent to which they are able to em- 
ploy their own professionalism to contribute to the on-going development of 
their specialist area. 

The research is reported in three sections: Introduction, Intervention, and Con- 
clusions. The Introduction provides a situational analysis in which the existing 
state of art teaching in Cyprus is reviewed, including an account of present 
practices with regard to the in-service education and training of teachers. 
There is also a review of current thinking about the nature of teacher devel- 
opment and its connection to the task of curriculum improvement. This is fol- 
lowed by a chapter on methodology which examines the adequacy of action 
research as a means for engaging the active and productive participation of 
teachers in the solution of professional problems. 

In the Intervention section, Phase I describes the search for willing participants; 
Phase 11 describes the formation of a group prepared to undertake the work; 
and Phase III describes the implementation of the action research process. 

The Conclusion seeks to evaluate what has been achieved and to consider the 
implications for the successful management of curriculum change. 

A central purpose of the research has been to enable the group members to 
adopt the role of active agents and decision makers. This approach represents 
a major challenge to existing practices in Cyprus where change is for the most 
part policy-driven and teachers are expected to adopt a purely passive role in 
relation to the development of both the curriculum and their own teaching 
skills. 
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Chapter 1 

Establishing the Problem, Describing the Context, The Pur- 
pose: Research Questions 

In the following chapter I wish to explore the establishment of the problem 
for this research. My concerns about particular areas of the educational scene 
in Cyprus will be indicated followed by the emerging arguments. These 
will be supported through detailed and accurate description of the con- 
text with reference to the problematic nature of the role of the art 
teacher in Cyprus; the art curriculum itself, and the current teacher devel- 
opment schemes. This will lead into a clarification of the purposes of this 
study which I shall seek to define as research questions. 

EstablIshing the Problem 

I have been involved in the educational system in Cyprus as an art teacher. 
However due to my interest in curriculum development I was seconded part 
time to the Curriculum Development Center of the Ministry of Education. I 
worked closely with art inspectors in the development of learning materi- 
als for art teaching in Cyprus. This included the planning and the promot- 
ing of new art teaching strategies in art and art history. 

Besides my active involvement in committees on art curriculum develop- 
ment, I was assigned, as a staff member of the Curriculum Development 
Center, to write a work-book for the art class to be used by students in 
junior high schools throughout Cyprus. This was an attempt to improve art 
teaching by organizing artistic experiences and setting objectives in the 
teaching of art. This aimed at helping the teachers by supplying the students 
with reading and rich visual material regarding the explanation and under- 
standingof artistic concepts. 

This however, proved to be a superficial attempt since the book was sent 
out to teachers without any type of support in the form of changes in 
teaching strategies or curriculum changes in order to facilitate the imple- 
mentation of the book. Iwasnothappywiththe relationship I was permit- 
ted to have with the teachers in reference to the teaching materials that I 
was developing. I was not allowed by the system to approach art teach- 
ers at their schools and discuss with them how the program could be im- 
plemented in their classrooms. I was to think and write what was appro- 
priate, sent it out to the schools and allow teachers to do what they 
thought with it without being allowed to assess the impact of the book relating 
to actual classroom teaching. Needless to say a very limited amount of this 
development work actually reached the art students in schools. 
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Even though I was active as a teacher and a developer in the area of art 
education in secondary schools, my efforts did not meet my expectations. 
I felt that things were not changing. I was confronted with a variety of 
many-sided problems which became increasingly complicated as I became 
farther involved in the process of teaching. After sixteen years in educa- 
tion and not withstanding the insecurity and confusion I was experiencing, 
I decided to challenge the existing situation even though this challenge 
was not as yet f ully def ined. 

Due to my training in the curriculum of art education in the United 
States, I was increasingly sensing a tension between my perceptions of 
what directions art education should be taking in the Cypriot public 
schools and the directions offered through the official policies of the art 
inspector and the curriculum. Art teaching methodologies stressed mainly 
theteaching of art techniques with very limited attempts to deal with the 
creative aspects of teaching art to schoolchildren. Even though I was placed 
inaposition where I could offer alternatives as a developer, I wasneverthe- 
less forced to modify my aspirations to measure up to officially prescribed 
policiesof the Ministry of Education and the art inspector. 

The imposed directions handed-down by policy-makers to schools proved ir- 
relevant to the Cypriot educational scene since they seem to apply to a 
context in which there is scope for teacher initiative, a social environment 
which stimulates learning, and where teachers are more developed as pro- 
fessionals. Policy-makers prevent teacher development courses from being a 
learning and growing experience for these concerned because seminars are 
mainly theory-based, teachers are not permitted to exhibit original thinking 
nor challenge imposed directions or established theories by citing practical 
teaching problems. This secures for the policy-makers a total control over 
teachers. 

This total control does not permit teachers to perceive clearly the signif i- 
cance of what they experience in classroom practice. They merely see an il- 
lusion of what they experience thus creating a tension build-up between the 
imposed-theory and what the practitioners are experiencing in the class- 
room. 

Briefly stated, the practitioner's own perceptions of his/her practical *ex- 
perience in the classroom are denied. This denial of teachers' own practical 
experience creates problems in the teaching of art and furthermore, it 
stops any improvement from taking place by shutting-of f doors to alter- 
natives. The gaps existing between imposed directions and teachers, be- 
tween teachers and the art curriculum, create a negative environment not 
conducive to effective learning experiences for both teachers and students. 
What seems to prevail is a continuous denial of problems. 
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It appears that the discussion above affects various aspects of education such 
as the teacher, the student, the curriculum and teacher development courses. In 
addition various obstacles are cited: imposed policies and established teaching 
theories, lack of communication between teachers and the system, and finally 
an inappropriate teacher development scheme. 

Considering the above, an appropriate area for research was sought. What 
should be involved in my investigation into the problems already outlined? I 
needed a way in; what would be a key area of investigation to address my 
concerns? 

Originally, I focused on my concern over the serious lack of learning exhib- 
ited in students of secondary education in the subject of art. This was clearly 
indicated through students' negative responses when they were asked about 
what they remembered from last year's art class. Furthermore, no build-up 
of any skills nor any development of awareness about artistic matters seemed 
to be taking place in the art room. I suspected that this lack of learning was 
mainly attributed to the ineffectiveness of teaching methods and the inappro- 
priateness of the art curriculum since in most classrooms teaching is based on 
a monologue conducted by the teacher. Students are not actively involved. 
Thus my original idea for an investigation centered on the student and his/her 
ineffective learning in art. I felt that the objective of showing that students 
are not learning properly in art might motivate teachers into "seeing" the need 
for changes in their teaching methods by suggesting the need for changes in 
the curriculum and also that they become more critical of their own limitations. 

The other factor which originally urged me to focus - on the students was 
that I felt it would be too difficult to approach the teachers themselves 
becausein the Cypriot educational scene the practitioners seldom collabo- 
rate. They do not accept new ideas easily. They prefer to keep them- 
selves within the limits of their own ideas and not use ideas of other col- 
leagues. As a rule, outside intrusion is refused by practitioners because it 
presents irrelevant imposed theories which they dismiss as inappropriate 
to their teaching needs. Therefore, I felt that the best alternative would be 
to investigate limitations in student learning, and attempt to reach the 
teachers through enhancing their awareness of these limitations. 

However, further examination and questioning of what I wanted to achieve 
suggested that the problem could be approached more effectively if the 
teacher himself/herself was confronted instead. Reflection on the main dis- 
turbing areas discussed above, the center of attention shifted towards the 
teacher's lack of awareness of the issues and the problems stemming 
therefrom. Students' lack of learning, as it appeared now, was the prod- 
uct of the problem, not the problem itself. Staying with the question of 
the lack of learning in students would have left many essential questions 
unanswered. I now saw that the main problem was more likely to be a ques- 
tion of a lack of learning in teachers rather than in students. 
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I further questioned myself on the problem. Will teachers be able to see 
that there is a problem of student learning and more importantly, will 
they be able to act on it? Demonstrating the lack of student learning would 
not necessarily serve as an immediate invitation to search for a possible 
solution to the problem. Merely showing that student learning is ineffective 
does not offer a solution to that lack. It did not mean that action can and 
will be taken on the problem. It seemed more appropriate to shift to the 
question of teacher awareness. The lack of learning in teachers and the 
need to develop their awareness turned this into a teacher development 
problem. Making teachers aware of their own teaching and conscious of the 
problematic areas in their own practice, became more important than 
showing that one specific problem exists. 

I finally decided that I wanted to go farther than merely to collect docu- 
mentation on the problem; rather, I wanted to seek ways of motivating 
teachers into taking action towards solving the problem. The drawback 
however, was the limited scope of teachers' thinking. Teachers in Cyprus are 
not accustomed to reflecting on their teaching in a pedagogical manner. 
Once I confronted a colleague of mine with the following question: "Under 
what type of circumstances do your students learn best; what lessons do 
they enjoy most"? She was surprised at this question and she replied; "Oh, 
I never thought about that"! 

I detected a lack of awareness on the part of the teacher about what was 
happening in her art room. Overall, teachers just do not consider as signif i- 
cant the activity that takes place in their art room. They are simply not 
encouraged to question their teaching through teacher development courses 
nor by contact with the inspectors. They merely evaluate the final product 
of student work without questioning the process nor any ancillary out- 
comes of the process i. e. student learning. 

Thus the final definition of my research problem developed from a general 
feeling of uneasiness. It finally focused on the need for developing teachers. 

DescrIbing the Context 

The following section seeks to clarify the issues by introducing the role of 
the art teacher in Cyprus, the structure of the art curriculum and the ex- 
isting teacher development schemes. The discussion provides us with an un- 
derstanding of why the proposed change is needed. 

The role of the art teacher in the public schools of Cyprus 

Art teachers in Cyprus are people who studied some form of art or received a 
degree, a diploma or a certificate in a discipline relating directly or indirectly to 
the fine arts. These disciplines vary widely from civil engineering to interior 
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decorating to designing costumes and stages for the theater (theatrical design). 
Having a certificate in education, is not a requirement for someone to be apply- 
ing for a position in the teaching of art (nor in any other subject) in public 
schools. Moreover, a teacher who studied only one form of art (painting or 
sculpture or printing, or arts and crafts, or art history, etc. ) is required to teach 
all of them, or at least the basic ones: painting, drawing, printmaking, sculpture, 
and art history, without necessarily possessing an adequate knowledge of 
them. Thus a very limited number of art teachers are experts in their trade. 

A further limitation is that a large number of art teachers do not practice 
any type of art themselves; yet they are asked to evaluate student artistic 
work in their teaching practice. For example, a teacher who studied archi- 
tectural or furniture design is required as part of his/her teaching, to evalu- 
ate paintings created by the students. This is highly irregular, since this 
teacher is not trained in what he/she is asked to evaluate in theirstudents' 
work. The teachers do not realize their limitations and imposed theories 
inhibit any type of self-awareness to develop. As a result, students are taught 
a narrow and misinterpreted definition of art since an interior decorator 
will see art as merely decoration, a sculptor as form, an architectural de- 
signer as realistic and rigid forms of the world around us. As a conse- 
quence, teachers do not develop in students aesthetic values and a wide 
artistic awareness. 

Adding to these problems is the difficult working schedule of art teachers. 
An art teacher teaches between twenty-four and twenty-eight periods a week. 
A teaching period consists of forty-five minutes. Each classroom contains thirty 
to thirty-f ive students. Many secondary schools do not even have an art room 
for the students to work in. The teaching of art takes place in their own regular 
classrooms. Resources and facilities are limited and of very poor quality. The 
teachers always run out of paper and paints before the school year is over. 
Printing presses and kilns for ceramics classes are not provided (indeed ceram- 
ics is not offered in the art curriculum). Such art rooms as exist are simply large 
rooms with long rectangular tables. No other special facilities are provided. It 
becomes difficult, almost impossible, to work with any materials other than 
paints, brushes, pencils, oil pastel and collage. 

A more difficult aspect of teaching art in Cyprus is that art is not offered as an 
elective in the Cypriot educational system. 16 junior high school, all the students 
are required to take art. First and second-graders take art for ninety minutes a 
week (two teaching periods) while the third-graders spend only forty-five min- 
utes in the art class (one teaching period). Not all the students who are required 
to take art in junior high school, however, exhibit an interest in the subject. On 
the contrary, a very limited number of students show some type of interest in 
art while the majority create disciplinary problems. 

The fourth-graders in senior high school, (sixteen-year olds) are again required 
to take art for one teaching period a week. For the two upper grades of senior 
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high school, art is offered as an elective for two teaching periods a week. The 
problem in the upper grades of senior high school is that students are not en- 
couraged by their advisors to take art as their elective because it does not offer 
any significant knowledge to be used later on in their studies abroad. Moreover, 
it is common knowledge that most art teachers teaching elective courses 
in senior high school are not highly qualified. Most students who elect art in 
the last two grades in senior high school, do so because they feel it is an 
easy subject and they will not have to work very hard to get a good grade. 

Therefore, the art teachers' image emerging from the discussion is one of lim- 
ited teachers within a limited teaching setting. 

The structure of the art curriculum 

The general structure of the curriculum is art-centered. This means that it 
is based clearly on criteria which apply more to professional artists rather than 
to students. A brief outline of what the curriculum covers is set out below. 
This outline applies to the art curricula of both elementary and secondary edu- 
cation. 

" Art techniques: drawing, painting, printmaking, three-dimensional work 
or sculpture, mixed-media and art history. 

" Art topic : still life, human figure, portrait, landscape, imaginative and 
abstract art. 

" Artistic problems and objectives: understanding the artistic elements and 
principles. The artistic elements are: line, shape, color, texture, form and 
value. The artistic principles are: contrast, rhythm, balance, repetition, har- 
mony. Also the development of aesthetic appreciation in students through 
the study of art history. 

The curriculum does not offer detailed course descriptions for specific 
ages/grades. Nor does it offer any variety of course or scope for teacher selec- 
tion or student choice. 

The undifferentiated curriculum outline gives the teachers no suggestions 
about the proposed content for each year group nor does it indicate the 
intended progression through those years. This general approach to the 
art curriculum suggests a lack of concern about the needs of the students 
themselves due to its lack of consideration for the audience it seeks to address. 
There is no consideration for the pedagogical aspect of teaching art to chil- 
dren. This makes it difficult for students to comprehend and even achieve the 
objectives set by the curriculum, thus diminishing their interest. Moreover, 
there is no sense of continuity in learning. It limits the teachers in the way 
it offers selections of material to teach. The alternative to this could be to 
specify the subject matter for each grade or specify the progression in 
artistic development for each grade. 
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To illustrate the description and comments above, I set out below (Documents 
1.1 and 1.2) sections taken from the art curricula of elementary, junior and 
senior high schools listing the objectives and evaluation criteria for painting. 
Presenting sections of the three curricula will facilitate the discussion in 
showing that there are: 

similarities in objectives in all three curricula; no recognition of children's 
age and 

*contradictions within the same curriculum between objectives and 
evaluation criteria. 

Document: 1.1 Painting - general objectives 

I 
0 :: Elementary School ------: ýJtinior:: -Hlgh. Scho' V, 

The student is to enjoy The students are to The students should be 
color through a variety of paint a unified compo- able to interpret the 
experimental works. sition in which nature is colors of a topic in val- 

interpreted as colored ues of only one color. 
forms and not as col- This is called mono- 
ored drawings. chromatic painting. 

The student is to discover The students are to in- The students should be 
his/her own way of ex- vestigate thoroughly able to create similari- 
pressing himself/herself painting media and ties and contrasts be- 
through the use of color. tools. tween colors through 

simplif ication. 
The student should be able The students try to ex- The students should be 
to use color with ease. press themselves in new able to use contrasts of 

ways. warm and cool colors. 
The student should be able The students try to The students should be 
to mix colors and to create maintain their personal- able to interpret a land- 
a variety of color hues. ity in their painting. scape though atmos- 

pheric colors. 
The student should be able Students learn to ap- 
to paint the human form preciate works of art 
and objects. aesthetically and accept 

painting as a very old 
form of expression. 

(translated from: a) the art curriculum of elementary education, 1990; b) the art 
curriculum for junior high school, 1973; and c)the art curriculum for senior high 
school - an elective course, (no date), Ministry of Education, Nicosia, Cyprus). 
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Document: 1.2 Painting - evaluation criteria 

Is the student exhibiting The student work needs Students should achieve 
interest in his/her works? to be exciting, f resh, in- the objectives. 

teresting, unif ied, to 
posses rhythm and 
movement, to have 
lively, intense color rela- 
tionships, unity in the 
composition, personal 
style, original solutions 
to the painting problem. 

Is there a difference from Is the work painterly? Student work should 
previous works? (of the exhibit a rich and sensi- 
same student). tive use of media. 
Is the student expressing Is the work complete Student work should 
himself/herself with ease? with unified relation- exhibit unity. 

ships of colors, shapes, 
lines? 

Is the student using colors Is there a conscious ef- Student work should 
with ease? fort on the part of the exhibit originality and 

student to show a vari- imagination with un- 
ety of colors, shapes usual harmonies and 
and textures? abstractions of natural 

forms. 
Is the student work rigid Student work should 
or does it exhibit flexibil- exhibit a powerful ef- 
ity? f ect. 

Student work should 
exhibit rhythm, clarity 
and expression. 
Student work should 
exhibit his/her personal 
style. 

(translated from: a) the art curriculum of elementary education, 1990; b) the art 
curriculum for junior high school, 1973; and c) the art curriculum for senior high 
school - an electiveCOUTse, (no date), Ministry of Education, Nicosia, Cyprus). 

In Document 1.1 only the objectives for one particular area of the three 
curricula; painting, are given. There are similar ambitious lists of objectives 
for drawing, printmaking, mixed-media, sculpture and art history. It is im- 
possible to achieve these within the limited time provided, by limited 
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teachers and limited facilities and therefore no art teacher ever tries to. 
Furthermore, the curricula does not specify for which children's audience 
these objectives are suitable and when these objectives should be reached. 

The objectives given relating to the painting course in the three different 
curricula seem to be similar in what they ask of students to achieve. For 
example, both elementary and junior high school painting objectives ask the 
students to experiment with the media and to express themselves in a personal 
style. The objectives for junior high school students are relatively more difficult 
than the ones for the elective course for senior high school which should be a 
more demanding course. Moreover, the elementary painting course asks the 
students to be able to paint the human form and objects, which is a very dif f i- 
cult task for young children, while it asks the older students of senior high 
school to simply experiment with color problems. 

Some concepts are too difficult to be understood by students of secon- 
dary education. TheWOTding is difficult, ambiguous and misleading. The ob- 
jectives in both the elementary and secondary painting course are quite difficult 
to be achieved by children of that age. Since the objectives are too sophisti- 
cated forboth students and teachers to fully comprehend and too ambitious 
to be achieved within the time provided, then they are ignored by the art 
teachers. They merely seek to achieve a pretty result in student work through 
any means they can. Since the objectives cannot be considered then the proc- 
ess of learning is ignored as well. The product is more or less emphasized. This 
eliminates the concern for a progression in artistic development in the art cur- 
riculum. 

In Document 1.2 the evaluation criteria appear not to be evaluating what is 
implied in the objectives. Perhaps they were designed as two separate enti- 
ties. The development of a personal style; exhibiting in the work rhythm, clar- 
ity, expression, unity and originality in the elective (i. e. senior high school) art 
course are not specified as part of the objectives, and yet they are part of 
the evaluation criteria. The objectives merely include a set of exercises dealing 
with color problems: monochromatic painting, color simplification, contrasts 
between warm and cool colors and atmospheric colors. There is a definite 
gap indicated between what is given as objectives and what is evaluated 
in student learning at the end of the course. 

Moreover, it seems that to meet the criteria presented in the evaluation 
above would require more time than is provided in the school schedule. This 

gap explains why art teachers do not work towards achieving specific ob- 
jectives in their teaching through the art curriculum but rather organize 
their teaching around themes and artistic media. For example, for one se- 
mester the class might work on drawing the human form and a still life using 
oil pastels and the next semester move on to the human face and a land- 

scape using the pencil. Art teachers merely organize a variety of unrelated 
activities for their students with no special concern for continuity in learning. 
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Most art teachers, let alone their students, find the evaluation criteria in all 
three curricula extremely difficult to understand. Since most art teachers are 
not qualified to teach art, are not trained in education, and do not exercise any 
form of art themselves, it becomes highly unlikely that they could deal effec- 
tively with the dual problem of first comprehending the artistic concepts them- 
selves and second interpreting them into teaching material in order for their 
students to grasp them. The concepts of creating a unified whole, achieving 
clarity and expression, exhibiting rhythm and harmony in a work of art are 
highly sophisticated concepts which take years to master by a well-trained 
artist. A well-trained artist, however, who is a master of these concepts cannot 
transfer them to students successfully if he/she is not trained in pedagogical 
matters. An interpretation is needed for children. 

Evaluation of student work does not follow these specific criteria. Good 
marks are simply given to students with nice, tidyand realistic workwitha 
pretty effect. Even though abstracting realistic forms and using one's 
imagination are a big part of creating art, teachers prefer to remain 
within realistic work because they are not equipped to evaluate ab- 
stracted nor imaginative work by students. 

Though not providing age-related course descriptions nor ones which exhibit 
development in artistic progression, the official documents do give some illus- 
trative examples of lesson planning. Set out below are specific lessons taken 
from the existing curricula for elementary and secondary education: Docu- 
ment: 1.3 - Working with cloth; a lesson suggested for elementary students and 
Document: 1.4 - Drawing; a lesson suggested for senior high school students 
(elective course). 

Document: 1.3 Working with cloth - elementary school 

THEME Working with cloth 
GENERAL OBJECTIVES 

-The child is to develop the capacity for using mixed media in a rich and sensi- 
tive way in order to express himself/herself through a specific theme. 
SPECIFIC OBJECTIVES I SKILL 

-To be able to compose shapes and colors. 
-To develop the capacity of cutting, selecting, composing, and making a picture 
out of cloth. 
MEDIA - MEANS - ACTIVITIES 

-Creating the appropriate setting. Exhibiting previous student work on the 
same theme and copied works of various artists. 
-A collection of materials in a variety of shapes ( triangles, squares, rectangles, 
circles etc. ). 

- Paper, glue. 
-The child experiments with the materials. Investigates the possibilities of the 
cloth. Tries shapes and colors. 
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- The child tries to make houses, boats, trees, f igures with cloth. 
- The child puts together works with themes. 
EVALUATION 
- Does the child explore the possibilities in the media to express himself/herself? 
- Is he / she using the media in a sensitive way? 
- Does the child feel joy and satisfaction? 
(translated from the art curriculum for elementary education, 1990, Ministry of 
Education, Cyprus) 

Many unanswered questions arise from this example: when is this particular les- 
son to be taught during the school year? Which age-group of students in ele- 
mentary education is it referring to? For how long is it to be taught? What do 
students need to know before taking on this new experience with cloth; what 
did they do before this lesson, is this a follow-up or is it an isolated lesson; what 
if it is repeated by the art teacher next year; are the children going to keep 
doing this lesson all year around? Therefore, such examples are thus of little 
practical help to the teachers since it is not clear of how to relate it to their 
teaching schedule. The curriculum simply offers a set of unrelated activities. 

The following document (14) illustrates the manner in which the policy docu- 
ment offers content as well as the teaching strategy for a drawing lesson in the 
elective course for senior high school. 

Document: 1.4 Drawing - senior high school (elective) 

UNIT DRAWING 
MEDIA pencil, ink, charcoal sticks and pencils, paper of various qualities 
THEMES: human figure, face, landscape, still life, composition 
EXERCISES-(1 teaching period = 45 minutes) 
1. Placing the theme on paper -1 teaching period 
2. Sensitive outlines -1 teaching period 
3. Character of the object -1 teaching period 
4. Movement (axles of the object) -1 teaching period 
5. Analyze the object in planes -2 teaching periods 
6. Values and chiaroscuro -2 teaching periods 
7. Space -3 teaching periods 
8. Proportions -2 teaching periods 
9. Detailed study -3 teaching periods 
SPECIFIC OBJECTIVES: 
To achieve sensitive placement. 
To be aware of negative space. 
To express light - shadow or texture through the outline of the object. 
To be aware of the character of one shape as compared to another. 
To use the axles of one object. 
To analyze the theme in levels which posses shape, axles and movement. 
To analyze the theme as values and chiaroscuro. 
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To use ways of creating space. 
To teach students to look at the relationships between shapes. 
To achieve a realistic reproduction. 
EVALUATION- 
Students drawings are evaluated as to the: 
1. attainment of the specific objectives; 
2. sensitive use of media; 
3. sensitive presentation of the whole; 
4. original solution to the problem; 
5. powerful effect of the work; 
6. attainment of rhythm and powerful expression; 
7. development of the student's personal style. 
(translated from the art curriculum for senior high school - an elective course, 
(no date), Ministry of Education, Nicosia, Cyprus). 

Document 1.4, implies that a set of very rigid directions need to be followed by 
teachers. These predetermine what is supposed to happen in the classroom 
and how long it should take for students to comprehend each skill. But the ob- 
jectives given are far too many and too ambitious to achieve within the limited 
time provided by a few lessons. Drawing is only a small section of the lessons 
suggested for the entire year. The objectives suggested would need a complete 
course on drawing spread two years. The evaluation criteria are again out of 
context, since time does not allow the student to achieve all these in his/her 
work nor does it consider students' level of interest and understanding. There- 
fore, according to this drawing lesson, the art teacher will be expected to 
evaluate in student work quality criteria that he/she has not actually taught 
them. 

Some general questions arise from the curricula critique above: 

" what is communicated through the structure of the curricula? 
" for which teaching context? 
" what is taken-f or-g ranted through the curricula? 

It would appear that the art curricula are not geared towards the real needs of 
students and teachers nor the context in which they will be implemented. The 
art curricula are not in any sense student-centered. They take for granted the 
limited teachers. 

The ineffectiveness of the art curricula has been discussed here to serve three 
purposes. The first one is the purpose of setting the context of art teaching in 
Cyprus; second is to raise certain issues relating to change; and the third is to 
set the scene for an exploration of the theme of teacher development. 
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Current teacher development schemes 

The existing teacher development schemes for teachers in Cyprus consist of 
seminars and workshops which originate either at the Pedagogical Institute 

of the Ministry of Education, or with the inspectors, or within schools during 

staff meetings. It also includes shor *t courses abroad. The table below seeks to 
summarize the sources, types, objectives and duration of each scheme fol- 
lowed by discussion with brief documentation. 

Table: 1.1 Teacher development schemes in Cyprus 

1. Pedagogical a)Compulsory Toupgradenewly- 62 sessions, meet- 
Institute courses appointed teach- ing twice a week 

ers for one year 

b)Voluntary To offer knowl- 3-4 days for 2 
seminars and edge and skills on hours and 45 min- 
workshops the subject matter utes each day 

2. Inspectors a)Compulsory Introduction of One meeting in 
seminars year's objectives. September for 

two hours. 

b)Voluntary To offer teaching 3-4 days for 2 
Workshops strategies on the hours and 45 min- 

subject matter utes each day 
3. School's staff Directives given Teaching im- Meeting once a 

meetings. to staff members. provement month for an hour 
and a half. 

4. Short courses Lectures, work- Informing of new Up to four weeks. 
abroad (not shops and visits developments in 
f requent) to experimental education. 

schools II 

1a) The Pedagogical Institute of the Ministry of Education is responsible for 
the major in-service training courses for teachers in Cyprus. Since teachers 
are not required to have a certificate in education in order to be ap- 
pointed to teaching positions, thecompulsory course designed by policy- 
makers at the Institute aims at bridging the gap. Those responsible for teach- 
ingthe course, however, are simplyteachers with no higher qualifications such 
as graduate degrees or experience in educational research. They are simply 
teachers with seniority. They teach theoretical courses containing material as 
specified by the permanent staff of the Pedagogical Institute which consists 
of a limited number of people appointed to the Institute many years ago. These 
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people have been away from classroom teaching for a long period of time and 
therefore possess no up-to-date knowledge of classroom problems. 

Document: 1.5, is a translation of parts of a questionnaire (three questions taken 
from pages five, six and seven) which was designed by the department of re- 
search and assessment of the Pedagogical Institute in 1996. It was sent out 
to a sample of randomly-chosen teachers who took the one-year compulsory 
in-service training course. The document in question consists of seven pages 
and teachers are asked to offer responses to sixteen questions relating to the 
benefits they gained as a result of completing the course as well as suggestions 
as to its improvement. The questions translated below are representative of the 
type of questioning used. 

Document: 1.5 Pedagogical Institute's evaluation questionnaire 

1. The topics taught at the Pedagogical Institute during the in-seTvice training 
course are given in the table below. State what should be done for each by 
putting an x in the appropriate box. 

... ... .... ...... 
76" lkr4ase: the*, practf4W 

ý.. Tolricrdasethdlheio' eti t ical. part-:,,, r aina em S s'*. ':::::.:::: 
........ . .. 

TOPIC.:::: *.. `. --. '----*--. 
....... ............. . ... ........... 1. Principles and aims of education 

2. Psychology of learning and principles of teaching 
3. Teaching as mutual understanding 
4. Criteria of effective teaching 
5. Computers in your subject and other subjects 
6. Lesson planning 
7. Teaching methodologies - Current perspectives 
8. Learning to do research 
9. Evaluation - testing 
10. Technology in education - Visual aids 
11. Classroom management 
12. Experimental teaching 
13. Problem-solving 
14. Teaching through discovery 
15. Collaborative learning 
16. Adolescent Psychology 
17. Socialization of Adolescents 
18. Problems in learning and ways to confront them 
19. Ef f ective questioning 

- 20. The teacher as a program developer 
21. Group dynamics 

122.1 
Educational systems 
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23. Teaching concepts 
24. Applying school subjects in every-day life 
25. Creating relationships between school subjects 
26. Writing a research paper 

127. 1 Presenting a research paper 
128. 1 Learning to do projects 

2. State to what degree you wish the following to occur during your train- 
ing at the Pedagogical Institute: 

1: abýolute 
vie"' 'We .... e 

....... .... XX ....... . ..... .... ............ . ... ....... . 
4.13 To observe teaching by colleagues of various disciplines :. -l 2 -3 ýi 
4.14 To observe teaching by other teachers at your school . .:: l::: .-.. 4 5`;: 
4.15 To observe teaching by the Pedagogical Institute's staf f 

membersat your school 
3.;, 

To observe teaching by the inspectors at your school 

3. Evaluate to what extent the following factors helped in the develop- 
ment of your own personal teaching style. 

satisfactorg degree.: ': '**., *,:: ': *: 

5.1 Inspectors 
5.2 The headmasters at the various schools I taught 
5.3 Coordinators of my school subject 
5.4 Colleagues of my subject 1: -ý 2 

.:: '3 
5.5 Colleagues of othersubjects :: 3:: 
5.6 The course offered at the Pedagogical Institute 3".: 
5.7 Other seminars offered by the Pedagogical Institute 
5.8 a] study and experience Person 4:: ': 5 

(translated from the questionnaire issued by the department of research and 
assessment of the Pedagogical Institute, 1996, Ministry of Education, Cyprus). 

The sixteen questions in the questionnaire are distributed in four categories. 
The main category deals with asking the teachers to fit their way of working in 
the classroom into the established teaching methodologies taught (the word 
taught is used in the questionnaire) during the course. These are: lecturing in 
class, teaching towards discovery in learning, discussion (dialogue with stu- 
dents), and experimental teaching. Also how often do they use visual aids, as- 
sign projects, use written lesson plans, give student work-sheets, and how often 
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teachers use certain types of testing: subjective tests, objective tests, or a 
combination of both. 

The second category seeks teachers' opinions with regard to the theoretical 
and practical aspects relating to the twenty-eight topics taught at the course 
and whether more sessions will be needed in the future. The twenty-eight topics 
taught during the course, as listed in the first question above, are to be dis- 
cussed in sixty-two sessions. Sixty-two sessions do not seem to be sufficient to 
cover that many important issues. 

The third category refers to observed teaching as a way of improving one's 
teaching practice. This is a main procedure for in-service training courses to 
help teachers develop. The choices given (in the second question above) refer 
to observing teaching of other colleagues as well as by inspectors and Peda- 
gogical Institute representatives. It is worth mentioning that the teachers whose 
teaching is to be observed are well chosen by the Pedagogical Institute officials. 
They feel that these are good teachers and others will benefit by watching 
them teach. The objective on observed teaching, as it is used in the course, is 
not for teachers to exercise reflective thinking by making critical comments, 
but rather to be offered a formula of effective teaching. 

The fourth category, relating to the third question above, refers to the teach- 
ers 9 personal teaching style and how they acquired it. Again, in the choices 
given (inspectors, head masters, coordinators, Pedagogical Institute seminars, 
colleagues and personal study and experience) officials of the ministry take 
precedence. 

Based on topics the questionnaire seeks to evaluate, certain outcomes emerge. 
It seems that the course is theoretically biased since the emphasis is on distin- 
guishing established teaching strategies. It does not evaluate teachers' profes- 
sional issues but rather how well they remember and how often they use estab- 
lished teaching procedures they were taught at the course. It does not refer to 
improvement of teaching or how all these can solve problems in teaching. It 
asks that the general theory be applied to teachers' way of teaching instead of 
trying to solve unique problems through what they learned at the course. This 
seems to exhibit the general approach of the course since it ignores the unique 
character of classroom problems. No reference is made to the teacher's or to 
the students' needs. 

The teachers are not asked to comment on their own teaching. This ignores the 
significance of the teacher experiencing himself/herself since the emphasis is on 
observing others not on personal experience. Moreover, it emphasizes the in- 
f luence of outsiders on the teachers' personal teaching style. Inspectors and of- 
ficials of the Pedagogical Institute are a major part of the choices given. This 
question ignores the context since a personal teaching style is not approved by 
the inspectors. 
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A further criticism seems to be that the language used focuses mainly on the 
vocabulary of theoretical educational rhetoric. Moreover, it does not specify 
how the outcomes of the research will be used; how it will feedback into 
the system and whose criteria of value are being applied: the teachers 
who took the course, or the researchers. It is not clear how or whether the 
information gathered will be used. 

1b) Workshops 1 and 2 set out below, illustrate the type of voluntary art work- 
shops designed by the Pedagogical Institute. 

Workshop 1: Technical drawing for art teachers 
Duratio :4 days for 2 hours and 45 minutes 
Content* The workshop includes theory and practical work. 
- Introduction to technical drawing 
- Exercises 
- Teaching strategies (methodological procedures) 
- Designing lesson plans 
(translated from the booklet of the Pedagogical Institute on teacher develop- 
ment workshops for secondary and technical education, 1993, Nicosia) 

Workshop 2: Technical and realistic drawing 
Duratio :4 days for 2 hours and 45 minutes each day. 
Cbmtant: The workshop includes theory and practical work. 
-Suggestions by the inspector on the relationships between technical 
drawing and realistic drawing. 
-Teaching strategies offered by inspector or a Pedagogical Institute staff 
member. 
-The participants will design a lesson plan and present it totheotherpar- 
ficipants. The inspector will evaluate their lesson plans. 
(translated from the booklet of the Pedagogical Institute on teacher develop- 
ment workshops for secondary and technical education, 1995, Nicosia) 

My criticism of these type of workshops is that they concentrate on matters 
which are not part of art education. The topic of technical drawing is part of 
the curriculum of design and technology not art. Despite this, art inspectors 
made it part of art teaching for the sake of creating more teaching hours for 
their own teachers in senior high school. Technical drawing is offered as an 
elective in the two upper grades of senior high school. This though, seems to 
take precedence over their main, and more difficult objective which is the 
creative teaching of art concepts to school children. Technical drawing is ar- 
chitectural drawing which follows formulas, and yet most of the workshops of - 
f ered by the Institute the last eight years center on this subject. This reflects the 
weakness of the Pedagogical Institute's art representative (the person who is 
attached there for the subject of art who is simply an art teacher with seniority) 
and the art inspector to recognize the priorities of art in schools. 
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2. a) The character of the art inspector's compulsory seminars will now be in- 
dicated through a description of two seminars which took place in Septem- 
ber in two different school years: 1991-92 and 1992-93. The topics are raised 
and presented exclusively by the art inspector. Their aim is to introduce to 
the teachers the year's objectives as specified by the Ministry of Education 
as well as any other issues the inspector would like to introduce as her ob- 
jectives for art teaching. Notices informing the teachers of the place and 
time of the seminars are sent out to all schools in Cyprus early in September. 

School year: September, 1991-92, places students' art center, time. - 2: 00-4800- 
The inspector began bypassing out sheets of paper with written informa- 
tion without informing the participants about the content. The paper had 
written on it five factors to consider (based on inspector's suggestion) as 
criteria for evaluating student woTk. The relative importance of each in de- 
termining the final grade: 

1. completion of the work 50% 2. Composition of the work 20% 
3. Originality of the work 10% 4. Sensitivity in the use of media 10% 
5. Color combinations 10% 

The introduction by the inspector seemed somewhat abrupt. It took the 
participants completely by surprise. They were unprepared to discuss the 
issue. Evaluation criteria for student work had never before been intro- 
duced as a serious issue for discussion at an art seminar. This created con- 
fusion among the participants who reacted in an aggressive manner ref us- 
ing to discuss the inspector's five criteria for evaluating student work. 
Their main argument was that completion of the work as a factor in 
grading the work is valued very highly at 50% of the total grade since 
they learned from their teaching experience that not all students work at the 
same pace. 

If a student wishes to put more quality into his/her work, it might take 
longer to finish. That does not mean that this student will be given a 
lower grade simply because he/she is aiming for a higher standard. A teacher 
commented that she graded a student's unfinished work with an A be- 
cause she felt that the work, even though it was unfinished, nevertheless, 
possessed great artistic potential for a student of that age. Another teacher 
commented that there is no point in discussing the issue further since 
most of the art teachers feel that composition is the major factor in stu- 
dent artwork and not its completion. The majority of teachers felt that stu- 
dents should be graded mainly on their imagination and effort rather than 
completion of work. The overall atmosphere of this annual seminar was thus 
tense and unfriendly. 

no-C eDleml) 
13C dents' art center. tlmeý 2: 00--4-OC 

Issues were again initiated by the inspector. The participants were not ac- 
quainted with the issues beforehand. The inspector initiated the talk and 
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introduced the issues one by one. Four items were introduced in a two- 
hour monologue by the inspector. A new art history book was introduced 
by the inspector. The teachers were told that all the students in the first grade 
of junior high school would be given one and the art teachers should use it as 
part of their teaching. No implementation strategy was offered however and 
no discussion was allowed on the issue of introducing a new book in one's 
teaching. 

Another issue relating to the talented student in art, was introduced through 
an American survey which the inspector copied for each of the teachers. 
The survey being in English was not understood by most of the partici- 
pants. Moreover the survey was outdated and based on data from American 
schools. The participants were asked to respond to the question of "who do 

you consider to be the talented student in your art classes"? Only three 
participants (out of 35-40 participants) offered responses. Two of them 
were immature since they limited their definition of the talented student to 
the one who can copy realistically from nature. The other response which in- 
cluded the qualities of creativity, originality and independence in its definition 
was not allowed by the inspector to elaborate on her definition and simply 
moved on to another issue. When the inspector was asked by the art 
teachers to offer reasons for raising this particular issue for discussion, she 
simply replied that the discussion had really no essential purpose; simply an 
issue for the teachers to think about. 

2. b) The inspector in cooperation with the Pedagogical Institute is permit- 
ted to plan workshops for art teachers on a voluntary basis. These are 
advertised in a booklet (relating to all school subjects) and sent out to 
schools in early September. Due to its voluntary status, however, only six or 
seven teachers attend; sometimes even less or none. Most often the work- 
shops are canceled due to lack of teacher attendance. In reference to this type 
of workshops the Pedagogical Institute staff members always complain 
that teachers are not attending these activities and inspectors complain that 
what they give to teachers who attend the workshops is not reflected in their 
classroom teaching. The lack of teachers' interest in attending these types of 
workshops, however, was never investigated by the inspectors. It was simply 
blamed on teachers' lack of interest. 

It is possible thatteachers' negative response to the art workshops is due to the 
purely artistic nature of the content. This means that the teachers are merely 
to observe a new way of teaching color or composition or a new art tech- 
nique such as printmaking and sculpture. The task of translating what is 
learned at the workshops into student-learning material is never an issue for 
discussion. The skills gained at these workshops are always applicable to adult 
artists and not to students of secondary education who share no particular in- 
terest in art. 
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3. The third form of teacher development strategy identified in Table: 1.1 is the 
introduction of pedagogical matters by the head masteT/mistress, during staff 
meetings, where other school business is discussed as well. At one such 
meeting, the suggestions were copied by the head-mistress from books on 
the philosophy of education and handed-out to the teachers. These included: 
I$ thepTinciples of good teaching"; "how to achieve discipline in the classroom"', 
"the teacher and his/her responsibilities towards his/her students" and 
"teacher self-evaluation". The papers were given at four different staff 
meetings. A translation of part of the paper on good (the word good was 
used) teaching is set out below (Document: 1.6). This included twenty-six pTin- 
ciples. They were to be read by teachers so they could presumably become 

good teachers. 

Document: 1.6 Principles of good teaching 

The teacher- 
1. does not acquire knowledge from the course book he/she teaches from; 
2. acquires knowledge as well from other scientific writings; 
3. designs a plan as to what he/she will teach and hQwý 
4. motivates student interest; 
5. motivates active involvement of students; 
6. emphasizes the main points distinguishing them from secondary points 
of importance; 
7. helps students understand with the appropriate questioning; 
8. uses the blackboard effectively; 
9. uses visual aids during teaching; 
10. promotes at normal pace what needs to be covered; 
11. prepares and checks students' home-work; 
12. communicates properly with the students, creating favorable conditions 
for learning; 
13. encourages students to ask questions; 
14. tries not to use the monologue in his/her teaching. 

The list included a total of twenty-six items. The information was simply 
given to the teachers as formulas for success to befollowed in order to be- 
come good teachers. The head-mistress asked whether any of the teachers had 
any questions and simply moved on to other school matters because there 
was limited time. The handing-out of written information copied from edu- 
cational books without any further discussion or teacher involvement is a 
customary procedure in efforts to promote teacher development. In the case 
described above, the entire procedure of the pedagogical moment took only 
fifteen minutes; just enough time to hand out the papers. The teachers obvi- 
ously exhibited no particular interest in the paper and simply cast it aside 
and moved on to another item of school business. 

4. A fourth strategy in developing teachers is sending them on short courses 
abroad. These are used for a very limited number of people who are attached 
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to various services of the Ministry of Education, such as the Curriculum Devel- 
opment center and the Pedagogical Institute. Again, the problem with these 
courses is that what is gained abroad, is not made applicable to the Cypriot 
scene, thus rendering this new knowledge inadequate to teachers. 

On the basis of the descriptions of the different forms of planned training ac- 
tivities set out above, it is possible to formulate a set of assumptions which ap- 
pear to inform teacher development in Cyprus. These are: 

" teachers will talk willingly at the seminars and offer their opinions freely 
on issues discussed; 

" teachers will exhibit interest and enthusiasm for innovative ideas intro- 
duced by seminar lecturers; 

" teachers will accept and adopt what is said at the seminars without 
reservations; 

" they will automatically change their ways and improve their teaching; 
" schemes can safely ignore the Cypriot educational context; 
" there is no serious lack of communication between the teachers and the 

system; 
" only inspectors and officials of the Pedagogical Institute are experts in 

offering issues for discussion and possess formulas for successful teaching; 
" becoming a good teacher means listening to others, observing others, 

reading and following a set of rules on how to be a good teacher with 
no need for interaction and participation; 

" teachers' practical experience and views on the issues are of no practical 
relevance. 

These assumptions may seem bleak and even naive, but I shall seek to demon- 
strate their reality by exploring modes of teacher development based on dif- 
feTent premises. As it is, the practitioners leave seminars and workshops 
with a set of unanswered questions: 

" What am I supposed to know from the course, seminar/workshop? 
" How am I supposed to implement it? 
" How do I monitor my actions? 
" Who will tell me whether or not things are going in the right direction? 
" Why do my own views not matter? 
" What about my practical experience? Does it matter at all? 

These questions create unfavorable conditions for teacher growth and 
learning and make it extremely difficult for any knowledge gained at the 
seminars to be fed back into theimprovement of teaching. 
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The Purpose: Research Questions 

The description of the problematic areas in the educational setting in Cyprus 
clearly supports the notion that there is a stalemate in the area of teacher im- 
provement. The current teacher development scheme, the art curriculum and 
art teacher role described above, seem to suggest a lack in both active teacher 
participation and a serious consideration of their real problems. 

Even if the teachers manage to reach some form of implementation on a 
policy, many questions still remain unanswered: is this right; how do I know it 
is right; who will tell me whether this is right; why should I keep on doing it; 
who will check and see whether I am implementing this? In short, there is no 
accountability and therefore no coordinated progress. 

My intention in this thesis was therefore to shift the emphasis from the devel- 
opment of policy and the disappointing progress in implementing those policies, 
whether good or bad, to the development of the teacher. For it appears that it 
is the failure to engage the teacher in meaningful curriculum development 
which is the central problem within the Cypriot educational system. 

These concerns resolve themselves into a series of research questions which are 
set out below and which inform and control the shape of the discussion which 
follows. 

" What is the nature of teacher development? 
" How can teacher development be supported (especially in the case of art 

teachers in Cyprus)? 
" What is the relationship between teacher development and curriculum de- 

velopment (especially in relation to the art curriculum in Cyprus)? 

These issues are the main focus of this thesis. 

In this chapter an attempt has been made to describe the problematic ar- 
eas of teacher development, art curriculum and the role of the art 
teacher focusing in on a main area of investigation and formulating a set of re- 
search questions to guide the investigation. Many questions needed to be an- 
swered at this stage. Since the main issues involved in the thesis were teacher 
development, its link to curriculum development and their relationship to ef- 
fective management of change, an investigation on recent thinking of these is- 
sues and interrelated ones was proposed. The following chapter seeks to ex- 
plore teacher development and its link to curriculum development from a vaTi- 
ety of perspectives. 
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Chapter: 2 

Investigating Perspectives on Teacher Development, 
Investigating Curriculum with regard to Teacher 

Development 

Many questions needed to be answered at this stage. Since the main issues in- 
volved in the thesis were teacher development, its link to curriculum develop- 
ment and their relationship to effective management of change, an investiga- 
tion on recent thinking of these issues was proposed. 

In vest1ga ting PerspectIves on Tea cher De velopment 

In light of the earlier commentary on the limitations of existing teacher de- 
velopment schemes in Cyprus, I begin by reviewing recent thinking about the 
nature of teacher development and the means by which it can be supported. 
This will be done by way of exploring traditional as well as alternative ap- 
proaches to teacher development. 

Traditionalapproaches to teacher development 

Hargreaves and Fullan, eds. (1992) refer to the traditional form Of teacher de- 
velopment as "knowledge and skills-based" teacher development. They point 
out that this approach is the prominent one in schools today because it is prac- 
tical, "clearly focused, easily organized and packaged, and relatively self- 
contained", (p. 3) takes less time and it is not messy. Despite its popularity, 
however, the skills-based method is highly criticized because many believe that 
instead of solving problems, it creates them. 

They offer a critique of "skills-based" teacher development procedures by ar- 
guing that they ...... are usually imposed on teachers on a top-down basis by 
'experts' from outside their own schools" (p. 3). Programs based on knowledge 
and skills, "... fail to involve the teacher, and therefore run the risk of not secur- 
ing their commitment and generating teacher resistance" (p. 3). Teachers' lack 
of initiative and control over the development process tends to inhibit their 
willingness to learn. Teachers' practical knowledge is not considered in the de- 
velopment of classroom skills. 

Hargreaves and Fullan argue that an overconfidence in educational research 
findings of skills-based training creates problems in that it uses data irrelevant 
to teachers. A skills-based approach is imposed on teachers rather than devel- 
oped with them. The skills acquired by teachers at the seminars are irrelevant 
to their needs as people, to their professional objectives and to their particular 
classroom setting. Thus when teaching strategies and new knowledge are im- 
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posed on teachers by outsiders, it is unlikely to lead to school improvement 
through teacher improvement. 

Moreover, "... failure generally occurs because the programs are typically car- 
ried out by distant rationalists well removed from classroom activity. What has 
also become abundantly clear is the importance of teachers being actively en- 
gaged in the process and the need for them to gain control and power over the 
projects that they are to implement. But such teacher control, or ownership, 
has not been easy to generate. To do so requires new perspectives on staff de- 
velopment" (Wideen in Wideen and Andrews, eds., 1987, p. 2). 

Kemmis (in Wideen and Andrews, eds., 1987) refers to teachers' lack of in- 
volvement through the traditional procedures as critics of their own working 
settings which would allow them to improve on and restructure their work- 
place. "The establishment of critical communities thus runs directly counter to 
the ideas of staff development and school improvement which express a bu- 
reaucratic ideology... " (p. 81). 

"Seldom are teachers involved in decisions about the content and structure of 
the workshops they have to attend. They are expected to change their prac- 
tices after only brief demonstrations of what is required, with few opportunities 
to compare their ideas with other teachers, and little substantial follow-up. 
Scant consideration is given to how teachers' work circumstances help or hin- 
der the complex process of altering what they do". (Thiessen, in Hargreaves 
and Fullan, eds., 1992, p. 85). 

Thiessen presents a list of assumptions regarding the teacher's role which he 
argues, underpin many traditional approaches to teacher development. 

"Among the most prominent of these assumptions are that teachers are: 
" not learners in their own classrooms; 
" incapable of determining what and how they should develop; 
" in need of special training only available through organized sessions outside 

the workplace; 
" responsive to changes which are broken down into easily applied steps, and 

work efficiently and immediately; 
" best served with instruction that requires initiation into something new, un- 

complicated procedures, and immediate reinforcement and reward" 
(ibid., p. 91). 

Fullan (1991) gives reasons for failure of much of in-service education, which 
are relevant to the problems of teacher development in Cyprus. 

1. "One-shot workshops are widespread but are ineffective. 
2. Topics are frequently selected by people other than those for whom the in- 

service is intended. 
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3. Follow-up support for ideas and practices introduced in in-service programs 
occurs in only a very small minority of cases. 

4. Follow-up evaluation occurs infrequently. 
5. ln-ýservice programs rarely address individual needs and concerns. 
6. The majority of programs involve teachers from many different schools 

and/or school districts, but there is no recognition of the differential impact 
of positive and negative factors within the systems to which they must re- 
turn. 

7. There is a profound lack of any conceptual basis in the planning and imple- 
menting of in-service programs that would ensure their effectiveness (Fullan, 
1979, p. 3)" (quoted on p. 316). 

Rudduck (1991) suggests that teacher development procedures need to sup- 
port the uniqueness of the participants' teaching settings. Referring to the one- 
day INSET sessions, she writes: "The problem is, therefore, to harness the po- 
tential of the conference in the everyday professional worlds of the people who 
attend. The conference is like a cultural island; it is often far removed, geo- 
graphically and stylistically, from the mainland habitats of the conference 
members, and thought has to be given to the ways in which the experience of 
the cultural island of the conference can feed the activity of the mainland habi- 
tat, the classroom" (p. 80). 

The views offered by Rudduck and Fullan emphasize the principle of unique- 
ness in the teacher's workplace or teaching context when attempting to de- 
velop teachers. Issues discussed must relate to that unique character. 

Another important issue concerns the inadequacy of traditional approaches to 
abolish strong elements which are obstacles to teacher growth. 

"Authority, management and history are formidable forces to overcome in the 
pursuit of change, learning and participation. 

Our argument is that staff development is severely circumscribed by such an 
intimidating array of forces. Traditional approaches are inadequate to dislodge 
them, instead pre-service and in-service programs generally play a dutiful role 
in their maintenance" (Gibbons and Norman in Wideen and Andrews, eds., 
1987, p. 103). 

Lieberman, ed. (1988) makes the case for building a professional culture in 
schools in order for any improvements to take place. Teachers are simply not 
valued as professionals being told what to do at every step of the way. She ar- 
gues for the need to restructure schools by building professional cultures of 
teachers instead of merely designing more workshops and courses for develop- 
ing them. 

The authors, whose views has been discussed above, suggest the need for al- 
ternative approaches to teacher development by way of arguing the inade- 
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quacy of traditional approaches. The main factors highlighted to support this 
argument are: 

1. programs are designed by outsiders who are not acquainted with classroom 
activity; 

2. teachers are not involved in any decision-making regarding their develop- 
ment; 

3. teacher development programs are most often imposed and top-down; 
4. the teachers are not perceived as professionals and the value of their practi- 

cal knowledge is not considered in their development; 
5. time is never given to teachers to understand new ideas; support and follow- 

ups are never offered; 
6. experts on educational research and their outcomes are more valued than 

the teachers' perceptions of their practical work; 
7. information offered at seminars does not accommodate the uniqueness of 

each school or classroom. 

Overall, it is argued that traditional teacher development is "de-skilling" (Apple 
and Jungck, in Hargreaves and Fullan, eds., 1992) teachers instead of develop- 
ing them and empowering them. "As employees lose control over their own ]a- 
bour, the skills that they have developed over the years atrophy" (p. 22). Apple 
and Junk perceive teaching as a labour process. Their argument is relevant, be- 
cause teachers are not allowed to grow through the development of their own 
abilities in order to bring about improvement in classrooms and schools. 

In the critiques of teacher development discussed so far in this section, certain 
terms occur frequently all of which are indicating harmful characteristics in cur- 
rent INSET practices. The terms 'outsider', 'expert in educational research', 
'imposed', 'top-down' seem to take precedence over terms such as, the 
'teacher', the 'professional', the'classroorn work', 'the student'. 

Recognizing the need to search beyond traditional forms of teacher develop- 
ment, I turn now to alternative ideas which are centered on teachers and their 
needs. These alternatives suggest that neglected terms such as teacher, pro- 
fessional, classroom work, and student should be considered in programs re- 
garding teachers and their development. 

Alternative approaches to teacher development 

Through the perspectives of various educators, on alternative approaches, 
four main themes emerge in regard to the nature of teacher development as it 
relates to the teacher and his/her work which examine some deeper aspects of 
teachers and their development: teacher empowerment; supporting teachers 
through the development process; teacher development and the process of 
change; sustaining teacher development. These are explored below: 

34 



teacher empowerment The teachers' direct involvement in their development 
is argued as an essential factor in empowering self-motivated improvement. In 
this non-traditional approach to professional development, the teacher is given 
an image of a researcher critically reflecting on his/her classroom practice, im- 
proving his/her practice through a self-directed, self-motivated development. 

Development through empowerment is referred to in various ways by different 
writers: a) teacher-researcher, b) critical ref lector; c) self-directed teacher de- 
velopment through self -understanding, d) classroom-based teacher develop- 
ment. 

a) "In short, the outstanding characteristics of the extended professional is 
a capacity for autonomous professional self-development through system- 
atic self-study, through the study of the work of other teachers and 
through the testing of ideas by classroom research procedures" (Stenhouse, 
1975, p. 144). 

Hopkins (in Wideen and Andrews, eds., 1987), comments that "... as a concept 
teacher research embodies features that value responsibility, critical reflection, 
and the exercise of professional judgment. These characteristics reflect on the 
individual teacher's ability to be, in Stenhouse's phrase, 'autonomous in profes- 
sional judgment'. In this scenario, a major factor becomes the teacher's ability 
to theorize about practice and to think systematically about what he or she is 
doing. Central to this activity is the self-conscious reflection upon classroom 
experience, to understand it and to create meaning out of that understanding" 
(p. 112). 

Schon's reference to the crisis of professional knowledge is relevant to this 
discussion of teacher as researcher. He argues that such knowledge has be- 
come inadequate to meet the needs of the professions in the modern world. 
When problems fall outside ordinary expectations, ordinary professional 
knowledge is not adequate. One must seek ways to find new methods. 
One must seek to understand a problematic situation before making value 
judgments. "An artful teacher sees a child's difficulty in learning to read not 
as a defect in the child but as a defect "of his own instruction. " So he 
must find a way of explaining what is bothering the pupil. He must do a 
piece of experimental research, then and there, in the classroom... He must 
be ready to invent new methods... " (Schon, 1983, p. 66). In order to invent 
new methods, however, the need arises to shift from "technical rationality" to 
it reflection-in-action". "When someone reflects-in-action, he becomes a re- 
searcher in the practice context. He is not dependent on the categories of 
established theory and technique, but constructs a new theory of the unique 
case" (Schon, 1983, p. 68). 

Through the teacher-as-researcher perspective, emphasis is placed on under- 
standing what is going on in the teacher's particular practice. This aims at un- 
covering the problems directly in the workplace and what is causing them 
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through experimental work in order to solve them. The act of looking into the 
work setting and trying to understand classroom experiences allows the 
teacher to use his/her professional judgment and develop awareness of what 
he/she is involved in. 

"It is the liberation of teachers from a system of education that denies individ- 
ual dignity by returning to them some degree of self-worth through the exercise 
of professional judgment" (Hopkins in Wideen and Andrews, eds., 1987, p. 113). 
With this approach the teacher's perceptions of his/her classroom become cen- 
tral to the enterprise while the traditional approach ignores teachers' percep- 
tions and simply refers practitioners to theories for solving problems. 

Stenhouse's, Hopkins' and Schon's arguments attach importance to three 
themes: the activity within the workplace; teacher's perceptions of that activ- 
ity; and the use of professional judgment which gives value and respect to the 
teacher as a professional. 

b) Kemmis (in Wideen and Andrews, eds. 1987) advocates critical reflection as 
the basis of teacher development and school improvement; "... the staff of a 
school must establish itself as a critical community of enquirers into the school's 
educational program. And also requires that staff adopt a critical and reflective 
stance on their own understanding of their work, their practices and their 
working situation. 

Critical reflection is not only practitioner enquiry into practitioners' practices; it 
involves a form of critique which is also capable of analyzing and challenging 
the institutional structures in which practitioners work" (p. 75). 

"A central aspect of critical reflection in education is always to examine the ex- 
tent to which educational institutions sustain, and the extent to which they 
make vulnerable, the educational values and traditions they are intended to 
serve" (ibid., p. 79). 

Kemmis' arguments have implications on the work of teachers and schools. His 
perspective adds a new dimension to the meaning of teacher development by 
linking teachers' development to their capacity to judge educational values and 
work towards achieving them; not merely in their classrooms but in their 
schools as well. This perspective reaches beyond the traditional training of 
teachers in technical skills. His views, however, imply a function of critical re- 
flection by teachers on a much wider scale which reaches beyond the im- 
provement of personal teaching practice. 

c) Other writers attach importance to the notion of self-directed development. 
Clark has written: "My simple message has three parts: (1) there is much more to 
teaching than meets the eye; (2) the enriched image of teachers as reflective 
professionals is a good place to start in rethinking professional development; 
and (3) experienced teacheTS can become designers of their own personal pro- 

36 



grammes of self-directed professional development" (Clark in Hargreaves and 
Fullan, eds., 1992, p. 75). 

Clark asks of how professional development programs can be improved on. 
"The answer is deceptively simple: we must give the responsibility for profes- 
sional development to teachers themselves" (p. 77). This is his interpretation of 
self-directed professional development. Clark feels that ...... adult development is 
voluntary - no one can force a person to learn, change or grow. When adults 
feel that they are in control of a process of change that they have voluntarily 
chosen, they are much more likely to realize full value from it than when co- 
erced into training situations in which they have little say about the timing, the 
process or the goals" (ibid., p. 77). Clark goes on to comment that due to the 
unique character of each teacher, it is impossible to design a teacher develop- 
ment program to accommodate this uniqueness. 

Clark, presents a set of principles for a self -directed professional development 
which urge the teachers to wake up to their own beliefs and make them ex- 
plicit; to select teacher development approaches which help them show-off 
their strengths or good points; to ask inquiring questions about the everyday 
events in their classrooms; to ask for support and to make public to their col- 
leagues the progress of their self-directed development. "What a teacher 
knows and believes about teaching, about learning, about curriculum, and 
about herself and her students are quite important to professional develop- 
ment" (ibid., p. 78). 

d) "Classroom-based teacher development (CBTD) is an orientation which situ- 
ates the professional growth of teachers within the daily realities of classroom 
life" (Thiessen, in Hargreaves and Fullan, eds., 1992, p. 85). "In response to the 
often imperceptible erosion of teachers' influence on their own development, I 
propose classroom-based teacher development (CBTD) as an alternative ap- 
proach. CBTD is an orientation which both reconceptualizes how teachers im- 
prove their professional effectiveness in the work place and builds on the rela- 
tionships that matter most to teachers in their development: their relationships 
with their students" (ibid., p. 86). 

Thiessen offered criticisms on traditional approaches of teacher development 
in the previous section. Here he offers a contrast with an alternative which he 
explains above. "By contrast, the conditions of CBTD recognize that teachers 
are co-learners in their own classrooms. In CBTD, teachers root their develop- 
ment in the classroom. They pursue changes which are practical but which also 
have personal, educational and social priority. And they participate in reflective 
and collaborative experiences which ultimately empower and transform how 
teachers and students interact" (ibid., p. 91). 

Doyle (in Wideen and Andrews, eds., 1987) suggests that ....... teachers' under- 
standings are shaped in fundamental ways by the tasks they encounter in class- 
rooms and the habitual ways they have gone about trying to accomplish these 
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tasks. Insights into teachers' cognitions can be gained, therefore, by under- 
standing the tasks posed by classroom environments. It follows, then, that ef- 
fective staff development must be based on a consideration of teachers' work 
in classrooms and the ways in which they understand that work" (p. 49). 

Classroom-based teacher development perceives the teacher's development 
from the realistic view of his/her workplace. This approach considers the im- 
portance of the workplace as a source of learning and as the place to build bet- 
ter student-teacher relationships. The students take on significance as co- 
learners and partners in the improvement of classroom teaching. The im- 
provements are practical and relate directly to the unique problems of the 
classroom. 

Traditional approaches, on the other hand, seek to develop teachers by taking 
them away from their classrooms and proposing issues that are irrelevant to 
their working situations, while simultaneously ignoring feedback from students. 
This approach avoids the uniqueness of each situation and the views of the 
people involved in that situation; students and teachers. 

Thus Hopkins, Schon, Kemmis, Clark, Doyle and Thiessen all make the case for 
teacher development as the development of the capacity to change existing 
limited working settings by developing new structures for classrooms and 
schools, inventing new methods to deal with unusual problems, and creating 
better relationships with students. The classroom is emphasized as the 
teacher's best learning environment. The teacher learns how to improve 
teaching within his/her workplace not away from it. 

Supporting teachers through the development process: Despite the arguments 
offered above that teachers should be directly involved in their development 
through research, critical reflection and self-directed development, many writ- 
ers nevertheless argue the case for on-going support. 

Rudduck (in Wideen and Andrews, eds., 1987) suggests that the purpose of this 
support is to help experienced teachers to "bring back freshness of vision" (p. 
130) to routine classroom teaching. She offers a stimulating definition of pro- 
fessional development which raises issues reaching beyond what could 
possibly be offered in one-day seminars. "Professional development is about 
the capacity of a teacher to remain curious about the classroom; to iden- 
tify significant concerns in the process of teaching and learning; to value 
and seek dialogue with experienced colleagues as support in the analysis 
of data; and to adjust patterns of classroom action in the light of new 
understandings" (ibid., p. 129). 

Rudduck proposes that an outsider as partner can help experienced teachers 
to see beyond the routine of every-day teaching practice and "to loosen the 
hold of habit" (p. 130). "Immersion in the world of routine practice can tend 
over time to reduce the capacity of the practitioner both to contemplate alter- 
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native courses of action and to continue to gain insight from everyday events. 
As insight goes, so some of the intellectual excitement of teaching goes 
too ...... Thus, partnership supervision helps experienced teachers to achieve a 
new understanding of everyday classroom events and interactions" (p. 130). 

Rudduck argues for the importance of developing an awareness on classroom 
activity from a fresh perspective in order to improve it. She emphasizes the im- 
portance of support in helping teachers to develop this awareness. 

teacher development and the process of change. Issues of change and innova- 
tion appear to be closely related to teacher development. Improvement and 
change seem to be associated with teachers' willingness to try new ideas. 
Teachers, however, are not always willing to become involved in innovative 
ideas unless the appropriate conditions exist for them. This section deals briefly 

with arguments about motivating teachers to change. 

"The majority of staff development experiences do not work because they fail 
to incorporate the characteristics of effective change processes. The bottom 
line is one of change, development, improvement. Staff and professional devel- 
opment Is change - in learning materials, in skills and practices, in thinking and 
understandings.... There is no single strategy that can contribute more to 
meaning and improvement than on-going professional development. Success- 
ful staff development..., like successful change, requires great skill, sophistica- 
tion, and persistence of effort" (Fullan, 1991, p. 318). 

Fullan quotes Stallings who argues "that teachers are more likely to change 
their behavior and continue to use new ideas under the following conditions: " 
(quoted in Fullan 1991, p. 319). Teachers need to feel the need for change; what 
they learn at workshops must be adapted to their classroom teaching; when 
they try something new, an evaluation of the effect needs to follow; they ob- 
serve each other's classroom teaching and discuss it; a group to report to is 
available; discussion of classroom problems and their solutions is possible; 
teachers learn to plan for the future. 

Stallings' arguments are directly relevant to the Cypriot strategies for teacher 
development because they throw light on the question of what issues are con- 
ducive to change. She suggests that a teacher is ready to accept an innovative 
idea and make it a permanent part of his/her teaching practice if he/she first 
becomes aware of the need to improve by looking critically at his/her own 
teaching effectiveness. Recognizing limitations in oneself makes room for im- 
provement to come in and take root. The other important theme is the need to 
adapt workshop ideas to work in the teacher's own classroom and school. This 
allows knowledge gained at the workshops to feed back into the classrooms in 
a way that is useful to the teacher as well as to the students. And Stallings im- 
plies throughout that collaboration in the form of classroom observation and 
shared reflection on classroom experience is essential. 
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The case is made by Fullan (1991) that teacher development should not be lim- 
ited to one-day workshops, but should be a continuous, career-long process of 
learning and development. Brause and Mayher, eds. (1991) argue for "a never- 
ending cycle of professional growth" (p. 23) based on a "process of inquiry" (p. 
25) consisting of self-assessment leading to problem-identification exercising 
reflective thinking while seeking support by other colleagues by getting out of 
isolation. 

sustaining teacher development In this final section on alternative approaches 
to teacher development, I propose to emphasize two related ideas well sup- 
ported in the literature on teacher development. The first of these concerns the 
contribution of collaborative cultures (integrated school environments) and the 
second the creation of appropriate opportunities for teachers to learn. "The 
process and success of teacher development depends very much on the con- 
text in which it takes place" (Hargreaves and Fullan, eds., 1992, p. 13). 

Collaborative cultures, it is argued, help to avoid situations in which change is 
inhibited by teacher isolation. "Collaborative cultures facilitate commitment to 
change andiMpTovernent. They also create communities of teachers who no 
longer have the dependent relationships to externally imposed change that 
isolation and uncertainty tend to encourage... In collaborative cultures, teachers 
develop the collective confidence to respond to change critically, selecting and 
adapting those elements that will aid improvement in their own work context, 
and rejecting those that will not" (Fullan and Hargreaves, 1992, p. 67). This con- 
trasts to individualistic cultures, where: "Like caged birds, teachers within the 
culture of individualism, it seems, stick with what they know. They are reluctant 
to fly free, even when given the opportunity" (Hargreaves and Fullan, eds., 
1992, pp. 220-221). 

Effective forms of collaboration create conditions where teachers can raise 
and address critical professional issues. However writers, particularly Har- 
greaves, have warned against what they called contrived collegiality. "In con- 
trived collegiality, collaboration among teachers was compulsory, not volun- 
tary; bounded and fixed in time and space; implementation - rather than devel- 
opment-oriented; and meant to be predictable rather than unpredictable in its 
outcomes .... 

Two of the major consequences of contrived collegiality, it was 
found, are inflexibility and inefficiency - in terms of teachers not meeting when 
they should, of meeting when there is no business to discuss, and of being in- 
volved in peer coaching schemes which they have misunderstood or not been 
able to work through with suitable partners. In this respect, the sad thing about 
the safe simulation of teacher collaboration that I have called contrived colle- 
giality is not that it deceives teachers, but that it delays, distracts and demeans 
them" (Hargreaves, 1994, p. 208). 

Hargreaves (in Hargreaves and Fullan, eds., 1992) ref ers to weak forms of 
teacher talk in isolated schools where "... in these staffrooms, educational the- 
ory, long-term plans, discussions about basic purposes and underlying assump- 
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tions are virtually absent features of teacher talk. Sharing is confined instead to 
stories, tips and news - to things that will not intrude upon or challenge the 
autonomous judgment of the classroom-isolated teacher" (p. 221). 

The problem is thus how to ensure that collaboration is effective rather than 
contrived. Little (1990) refers to joint work such as, team teaching, planning, 
observation, and action research, as the strongest form of collaboration. "Joint 
work implies and creates stronger interdependence, shared responsibility, col- 
lective commitment and improvement, and greater readiness to participate in 
the difficult business of review and critique. This says Little, is the kind of col- 
laborative work and culture most likely to lead to significant improvement" 
(quoted in Fullan and Hargreaves, 1992, p. 64). 

"An integrated environment frames performance and accomplishment as a 
group (not just as an individual) responsibility: the group's purpose drives indi- 
vidual actions. Thus collective rather than individual accounting for school out- 
comes characterizes an integrated environment; problems with a teacher's per- 
f ormance are regarded as the responsibility of the group rather than failure on 
the part of the individual teacher" (McLaughlin and Mei-Ling Yee in Lieberman, 
ed., 1988, p. 32). 

"Colleagues, in short, provide both the stimulation central to opportunity and 
the feedback and comment that enhance individual capacity or power" (ibid., p. 
35). "Isolated teachers, in contrast, lose out on a very special source of growth 
and motivation - their colleagues - and are left effectively to their own devices 
to create satisfaction or to forge a teaching career" (ibid., p. 36). "A problem- 
solving environment is characterized by a strong sense of group purpose .... that 
encourages teachers to reflect on their practice and explore ways to improve it 
on an ongoing, rather than episodic, basis. It is an environment in which it is safe 
to be candid and to take the risks inherent in trying out new ideas or unfamiliar 
practices" (ibid., p. 36). 

The second issue to which I wish to refer is the creation of appropriate oppor- 
tunities for teachers to learn. "Two individually experienced, position-related 
factors emerge consistently from research on teaching and from organizational 
research as critical to an individual's effectiveness, satisfaction, and growth: 
level of opportunity and levelof capacity" (ibid., p. 26). "Levelof opportunity 
means the chance to develop basic competence; the availability of stimulation, 
challenge, and feedback about performance; and the support for efforts to try 
new things and acquire new skills. Level of opportunity is central to an exper- 
tise-based notion of career because it determines the extent to which an indi- 
vidual can develop increasing degrees of professional competence and reach 
new levels of mastery. Level of opportunity means much more than the avail- 
ability of weekend workshops or af terschool staff development sessions" (ibid., 
pp. 26 - 27). 
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"A collegial environment provides multiple opportunities for interaction and 
creates expectations of colleagues as regular sources of feedback, ideas, and 
support. A collegial environment enhances both level of opportunity and level 
of capacity for teachers, because it serves as a critical, essential source of 
stimulation and motivation" (ibid., p. 34). 

'ýFor our schools to do better than they do we have to give up the belief that it 
is possible to create the conditions for productive learning when those condi- 
tions do not exist for education personnel" (Sarason, quoted in Fullan, 1991, p. 
315 ). "The impact of professional development depends on a combination of 
motivation and opportunity to learn 

.... 
I use the word opportunity in an active 

sense to refer both to the availability of professional development and to how 
the educational system is organized structurally and normatively to press for 
continuous teacher development" (Fullan, 1991, pp. 326 - 327). 

"Teacher development is a complex process whose success depends upon a 
favorable context for learning and practical, engaging activities. Availability of 
resources, flexible working conditions, support, and recognition can make all 
the difference in the desire of teachers to refine their practice. Similarly, staff 
development experiences that build on collegiality, collaboration, discovery, 
and solving real problems of teaching and learning summon the strength within 
a staff, instead of just challenging them to measure up to somebody else's stan- 
dard... When staff development emphasizes an idea or an approach without 
considering the person(s) who will implement it, the design and results are 
weakened" (Louks-Horsley, Harding, Arbuckle, Murray, Dubea, and Williams, 
1987, quoted in Fullan, 1991, pp. 318 - 319). 

"The key is that unless the teacher is developing, development in schooling will 
not occur. The corollary is that teachers will develop only when there is a need 
and opportunity to develop, and when the rewards go to those who become 
involved in the process. Our model is designed to create those conditions. 

What do we mean by development, and how do we propose to cultivate it sys- 
tematically? Development, as we use the term, involves a set of attitudes, skills 
and practices. The attitudes or proclivities include clarity of purpose, openness 
to possibilities, the confidence to act and the determination to prevail. The de- 
veloper has the expectation that he will be creating programs and practices, 
and has the initiative to create and implement them. The skills include analysis, 
goal-setting, planning, program evaluation, and teamwork. The practices in- 
volve personal, professional and team designed programs of development. 
Through the practice of developing and implementing such programs the 
teacher, in turn, develops the attitudes and skills central to continuing growth, 
growth that is central in turn to the evolutionary development of schooling" 
(Gibbons and Norman, in Wideen and Andrews, eds., 1987, pp. 105-106). 

The authors above perceive teacher growth and on-going learning as interre- 
lated. This continuous learning, however, must be provided within the work- 
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place through various opportunities such as, gaining new skills for continuing 
improvement, an atmosphere of collaboration, offering stimulation and chal- 
lenges to teachers as well as constructive feedback on their teaching practice. 
Successful integrated school environments can facilitate teacher development. 
Colleagues are suggested as a substantial source of feedback to teachers' 
growth. 

A summary of the literature on teacher development 

The literature on teacher development has shed some light on the following 
matters: 

" the nature of teacher development 
" the strategies which help teachers help themselves 
" the conditions which support and sustain teacher growth 
, 7, L 

- 

, ne nature of teacher development The literature suggests that the traditional 
procedures of teacher development are rarely successful in achieving their 
aims. It is assumed that teachers will solve teaching problems, improve teaching 
practices, grow as professionals and implement the required curriculum by 
simply supplying them with theories, offering one-day seminars and discussing 
issues not proposed by teachers. But a wall of ignorance exists among teach- 
ers, about their teaching, their students and their classrooms and this needs to 
be dealt with first. It would appear, however, that the traditional approaches 
ignore this wall and go directly for imposed change. This prevents the teachers 
from becoming aware of what to improve in their classrooms and schools, why 
and how. 

In place of such methods, experts have suggested that teachers are asked to 
intervene in their own development as researchers in classrooms, reflectors on 
practice, inquirers and decision-makers. Such approaches, it is suggested, make 
it possible to restructure classrooms, construct new theories, build new rela- 
tionships between students and teachers, examine and build educational values 
in classrooms and schools. 

The strategles which help teachers help themselves. - These alternative strate- 
gies imply that teacher development is a process of learning. It should lead to a 
growth in the teacher's capacities: a capacity to understand classroom experi- 
ence, a capacity to remain curious of classrooms, a capacity to self- 
development, a capacity to theorize about practice. It is suggested that teacher 
development should develop capacities in teachers through modes of inter- 
vention which provide learning experiences in order for teachers to finally bring 
the change needed in their own teaching context. The imposed appears to 
leave teachers out of their own development process. In fact no development 
process appears to exist in the traditional procedures of teacher development. 

43 



Conditions which support andsustain teachergrowth The teacher-researcher, 
critical-ref lector and the self-motivated teacher will not flourish unless the 
proper environment exists. For the environment to be conducive to teachers' 
development, it must offer security, support, opportunities to learn and to de- 
velop teachers closer to the realities of their workplace. The development of 
professional teacher cultures (Lieberman, 1988) in schools; collaborative cul- 
tures (Hargreaves, 1992,1994); critical communities (Kemmis, 1987), and inte- 
grated school environments (McLaughlin and Yee, 1988) is suggested. It is ar- 
gued that these supportive work settings empower teachers to feel as profes- 
sionals, be critical of the structure of their setting and collaborate in changing 
the structures of their school in order to improve them. 

The alternative approaches commended in much of the literature attach new 
meanings and establish a new image to the procedures of developing teachers; 
66 ... staff development has come to take on quite different meaning in recent 
years from the traditional notion of in-service" (Wideen in Wideen and An- 
drews, eds., 1987, p. 3). 

The image of staff development that emerges from this investigation led me to 
the notion that teacher development needs to follow a procedure where the 
teachers are not simply to be trained on new teaching strategies, but instead to 
be presented with appropriate learning opportunities to develop themselves. 
This image tends to attach to the teachers the role of the professional by allow- 
ing them to think for themselves (exercising professional judgment) instead of 
being dictated to. 

Moreover, the traditional approach does not answer the questions about the 
relationship between the teacher's work and the teacher's development, since 
development takes place away from the workplace. Development requires that 
the teacher examines his/her work in order to recognize problems and solve 
them. The new image, however, tends to offer alternative answers by suggest- 
ing development within the teacher's workplace by the teacher himself/herself, 
embedded in the solution of practical problems. 

In vestigating Curriculum with regard to Teacher Development 

I turn now to the links between teacher development and curriculum develop- 
ment. In chapter 1, the ineffectiveness of the art curriculum in Cyprus was de- 
scribed as part of the problem, creating ineffectiveness in the teaching of art. It 
appears to lack a sense of progression in learning experiences as well as being 
unsuccessful in addressing the student audience it seeks to teach. In view of 
these factors, the question is raised of how might the development of teachers 
stimulate awareness of curriculum planning and development? A brief refer- 
ence will be made to traditional forms of curriculum development leading into 
an examination of alternatives with regard to the teacher, the classroom and 
the student. 
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Traditionalapproaches to curriculum development 

Miller, (in Sears and Marshall, eds., 1990) makes the following comments on 
traditional forms of curriculum development: "Most teachers initially speak of 
curriculum as "content that we must cover or squeeze into" predetermine 
structures of time, measurement, assessment, or knowledge. One teacher 
spoke of her feeling that she and her students were "galloping across the cur- 
riculum" to reach the objectives that the "learning specialists" had specified. 
Other images that emerge in teachers' definitions of curriculum include those of 
entrapment or enclosure: They speak of feeling " boxed-in" or "confined" by the 
curriculum; some describe their work as looking for ways "out of" or "around" 
or "beyond" the mandated texts and performance objectives" (p. 87). His 
comments reflect the uncomfortable feeling the imposed curriculum creates for 
teachers. They try unsuccessfully to fit it into their working schedule. 

According to Klein, (in Sears and Marshall, eds., 1990) the traditional approach 
to curriculum development "... emphasizes the role of organized subject matter, 
often in the form of the disciplines, in the outcomes and processes of curriculum 
development. The outcomes desired deal primarily with predetermined, logi- 
cally organized skills or bodies of knowledge that all students are to learn and 
with the development of their intellectual capacities. The importance of the af- 
fective domain is noted in rhetoric, but is usually conspicuously absent in prac- 
tice" (p. 7). "Goals and objectives are determined; content is selected and logi- 
cally organized, often in the form of a textbook; teachers are trained to present 
it efficiently and effectively; and student learning is objectively measured as to 
a way to determine the effectiveness of the curriculum" (pp. 7-8). 

According to Klein others feel that the "deprofessionalization" of teachers is 
accomplished "... through some of the practices of the traditional approach, 
such as building "teacher-proof" curricula, defining teaching as a technology, 
developing curricula at levels beyond the school and classroom that are to be 
implemented regardless of local conditions and values, and imposing on all stu- 
dents a common core curriculum, as usually defined" (p. 11). 

In reference to the traditional approach to curriculum development, Wood (in 
Sears and Marshall, eds., 1990) writes that teachers "... resist the current trends 
in school reform that are designed without reference to the democratic mission 
of schools" (p. 99). "The clear intent is a continuation of attempts to separate 
the conception and execution of curriculum - to disempower teachers" (p. 100). 

Alternative approaches to curriculum development 

I now propose to examine four themes concerning the link between curriculum 
research and development and the development of teachers as it relates to the 
teacher, the classroom and the student: curriculum and teacher control; curricu- 
lum as a shared process between students and teacher; curriculum develop- 
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ment as the study of classrooms; curriculum development as a process of 
teacher development. 

Curriculum and teacher control- "Real curriculum development .... will not be 
achieved by teachers who feel so used and acted upon. They have got to feel 
some control over the situation and, in order to feel a sense of control, they 
have to recognize what it is in schools, classrooms and in themselves that they 
want to change. They have to understand, at the level of principle, what they 
are trying to achieve, why they are trying to achieve it, and how any new pos- 
sibilities might match the logic of their analysis , of the need for 
change"(Rudduck, 1991, p. 92). 

Klein (in Sears and Marshall, eds., 1990) in his discussion presents a number of 
alternative approaches to curriculum that exist today and urges the reader to 
question and consider all possibilities especially the ones which do not simply 
consider subject matter but also the teacher, the students and the development 
of teachers while developing the curriculum. Klein suggests some alternative 
theoretical positions which include curriculum as self -understanding and focus 
on the role of the teacher in curriculum planning. He writes "... the teacher is a 
very powerful influence on what students learn. Attempts in the past have tried 
to by-pass the teacher by introducing programmed and "teacher-proof" mate- 
rials, but with little success. The influence of the teacher on curriculum and the 
teacher as a source of fundamental curriculum knowledge is beginning to be 
recognized and seriously studied. Scholars sharing this perspective emphasize 
the practical knowledge and wisdom about curriculum that teachers develop 
as they make myriad classroom decisions daily. These scholars clearly recog- 
nize the teacher as a major curriculum decision maker and reject views of the 
teacher as merely a technician who is supposed to implement a curriculum 
planned on high. They advocate helping teachers become even more skillful 
curriculum developers... " (p. 10). 

"Many of us are critical of our reality but we are not empowered to do any- 
thing to change matters. This leads to a good deal of frustration and conflict, as 
we experience contradiction between our values and social reality. We will not 
improve the quality of our practice if we are passive to these contradictions or 
if we accept that external authority can entirely dictate the course of curricu- 
lum development" (Gurney in Lomax, ed., 1989, p. 15). 

"The agenda in class is not merely to study curricular forms but to make cur- 
riculum. We engage in building democratic alternatives that teachers can ac- 
tually use in their classrooms" (Wood, in Sears and Marshall, eds., 1990, p. 108). 
Wood refers to the Institute of democratic curriculum where teachers collabo- 
rate and combine their efforts to develop their own curricula. 

The authors above suggest that teachers' control regarding the curriculum has 
implications on improvement of their practice. Control is suggested in the form 
of understanding what to change in the curriculum and why. External authority 
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on the curriculum is not suggested because it makes the curriculum inadequate 
for classroom use. 

Curriculum development as a shared process between students and teachers. - 
Ainscow and Tweddle (1988), make the point that students are a substantial 
part of curriculum development in the following respects: a) teachers most of- 
ten need to adjust their pre-planned lessons when they implement them in ac- 
tual classroom conditions. These adjustments must consider what students al- 
ready know, the skills they posses, interests and their previous experience. Also, 
b) students need to understand the teacher's decisions regarding what they are 
expected to learn, why and how to carry out their tasks and how the classroom 
will be organized to allow them to do that. "Understanding has a positive effect 
on motivation" (p. 24). Ainscow and Tweddle believe that students need to be- 
come part of the evaluation process'of classroom work by being allowed to 
take part in discussions and negotiations to help them understand their work. 
They must be encouraged to comment on and interpret from their own per- 
spectives the material they will be taught and the ways in which their learning 
will take place. 

"This concern with students having choice and control over the curriculum 
generates a number of crucial ingredients for democratic life. First, children 
come to see themselves as having control over knowledge and information: 
They produce rather than memorize knowledge. Second, students gain a sense 
of their own wisdom - their own ability to think, make judgments, and act. 
Third, they come to believe that they have the right to order their own world. 
Students so engaged in choosing and directing the curriculum may come to see 
themselves as citizens with the right and responsibility, as well as the skill, to 
participate in democratic governance" (Wood in Sears and Marshall, eds., 
1990, p. 103). 

Wood makes the case for students being allowed to share the responsibility in 
developing their classroom curriculum. He points out that "... students decide as 
a team how to approach issues and manage the class. In many respects the re- 
sponsibility for making the classroom "work" is assumed by the students ...... 
(ibid., p. 105). 

"Finally, teachers need to see curriculum as a shared process ..... Curriculum is a 
process in which teachers and students engage to order and make sense of the 
world. As such, it requires that teachers have a deep respect for the work of 
children ...... 

(ibid., p. 107). Wood argues that students should experience the 
concept of democracy by sharing in the process of developing a curriculum. 

Curriculum development as the study of classrooms: Stenhouse (1975) implied 
"... that a curriculum is a means of studying the problems and effects of imple- 
menting any defined line of teaching .... all well-founded curriculum research and 
development ...... is based on the study of classrooms. It thus rests on the work 
of teachers" (p. 143). Stenhouse argued ...... that effective curriculum develop- 
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ment of the highest quality depends upon the capacity of teachers to take a re- 
search stance to their own teaching. By a research stance I mean a disposition 
to examine one's own practiceCTitically and systematically" (p. 156). 

Elliott (1991) argues that when the curriculum is evaluated and researched by 
"insiders" (teachers themselves), this can very well be perceived as a solution to 
the theory and practice problem. Moreover 

. 
..... curriculum development is not a 

process which occurs prior to teaching. The development of curriculum pro- 
grammes occurs through the reflective practice of teaching. The improvement 
of teaching is not so much a matter of getting better at implementing an exter- 
nally designed curriculum, but of developing one;... " (Elliott, 1991, p. 54). 

Ainscow and Tweddle (1988) suggest " .... that merely to analyze what is being 
taught and match this to the attainments of the learner is too narrow a per- 
spective. We are proposing, instead, an analysis of the learning environment In 
particular, we are suggesting that such an analysis should focus on objectives, 
tasks and activities, and classroom arrangements; and that these should beTe- 
viewed in terms of pupils' knowledge, skills, interests and previous experience, 
and their understanding of our decisions" (pp. 17 - 18). 

They argue that classroom evaluation should be an important aspect of 
teaching. "Evaluation is a continuous process which involves Tef lecting upon 
and interpreting events and activities in the classroom, as they happen .... We are 
arguing simply that we look for ways of improving our capacity to learnfTOM, 
and respond to, our own classroom experiences" (Ainscow and Tweddle, 1988, 
p. 19). "Classroom evaluation is a process of monitoring and reviewing these 
aspects as the curriculum is planned and enacted" (ibid., p. 25). 

"We define curriculum as the organized pattern of learning events that actually 
occurs when students and teachers meet. The reality in classrooms is that 
teachers establish that curriculum. And its substance may or may not have 
much to do with curriculum guides, texts, district policy, or targeted innova- 
tions from outside or above" (Gibbons and Norman in Wideen and Andrews, 
eds., 1987, p. 105). 

What is emphasized above is that curriculum is what is happening in the class- 
room rather than a predetermined curriculum. Classroom teaching needs to be 
studied, evaluated, criticized with regard to curriculum development. 

Curriculum development as a process of teacher development- Rubin, (in 
Wideen and Andrews, eds., 1987) makes some useful comments regarding cur- 
riculum and teacher development. "Our notions about the relationship between 
curriculum and staff development have undergone major upheaval. We once 
assumed that expert minds should select instructional content, and teachers 
should then be trained to use appropriate methods for conveying this knowl- 
edge. Determining objectives and teaching objectives were viewed as separate 
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responsibilities. There was also an implicit belief that teachers, for a variety of 
reasons, were ill-equipped to engage in curriculum decision-making" (p. 170). 

"As developments continued, however, a number of circumstances became 
clear. First, teachers can indeed contribute to curriculum design, especially with 
respect to such things as instructional sequence, pacing, and the kinds of learn- 
ing activities which best accommodate particular instructional aims. 

Second, as teacher involvement in curriculum decision-making increased, we 
also discovered that teachers can carry on significant, reality-based, research 
on various curriculum problems ....... 

Third, as more and more teachers participate in instructional planning, it has 
become apparent that involvement in curricular issues, in itself, is a healthy 
form of staff development" (ibid., p. 170). 

Later Rubin identifies some additional principles in the process of linking staff 
development and curriculum. These include: linking directly teacher develop- 
ment schemes and particular objectives for curriculum; teachers and adminis- 
trators need to collaborate; continuous teacher development should be treated 
as an essential in curriculum evaluation; teachers and administrators need to 
collaborate in curriculum evaluation; staff members should be allowed to solve 
curriculum problems; staff members should be helped to command subject 
matter; emphasize reflective thinking on teaching. 

According to Stenhouse, (1975) "... the uniqueness of each classroom setting 
implies that any proposal - even at school level - needs to be tested and verified 
and adapted by each teacher in his own classroom. The ideal is that the curricu- 
lar specification should feed a teacher's personal research and development 
programme through which he is progressively increasing his understanding of 
his own work and hence bettering his teaching" (p. 143). 

Stenhouse also discussed issues relating curriculum and teacher role 
through research and experimentation. He suggested a research model of 
curriculum design and an alternative role to the curriculum developer. "In 
order to move from product or process models of curriculum develop- 
ment towards a research model, it is necessary first to cast the developer 
not in the role of the creator or man with a mission, but in that of the in- 
vestigator. The curriculum he creates is then to be judged by whether it 
advances our knowledge rather than by whether it is right. It is conceived 
as a probe through which to explore and test hypotheses and not as a 
recommendation to be adopted" (p. 125). 

Stenhouse argued for the Popperian view of policy regarding the curriculum. 
This suggests "... that policies evolve and improve continuously and progres- 
sively by the study of their shortcomings and their gradual elimination. On 
such a view the concepts of success and fi-iflure, become irrelevant" (p. 125). 
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The Stenhouse research model for curriculum is thus not a static set of rules 
which are given from above as a formula to good teaching practices. 
Classroom situations are always changing, evolving to conditions that a 
rigid curriculum cannot accommodate. The curriculum developer is per- 
ceived as one who explores problems through an on-going reflection on 
his/her own practice and not one who merely offers solutions. 

A summary of the literature on curriculum development 

My concern at this stage was to establish a link between curriculum develop- 

ment and teacher development. Overall, the arguments presented suggest that 
traditional forms of curricula are designed out of context and away from the 

realities of classrooms and are therefore difficult to implement. What is sug- 
gested is that the participation of teachers can make the curriculum applicable 
to particular students' needs and unique classroom situations. It is argued that 
this participation should be in the form of building a curriculum (a democratic 
curriculum, a personal curriculum, a workable curriculum) not merely trying to 
implement an imposed one. The curriculum is to be build by activating certain 
capacities within the teacher as a researcher and a reflector on practice, in col- 
laboration with students and other colleagues. 

Overall the achievements thus far dealt with defining the problem in chapter 1 
which centered on the concern of an inadequate teacher development scheme 
in Cyprus. Some useful ideas about teacher development and its relationship to 
curriculum development were identified as part of an attempt to clarify the na- 
ture of teacher development and the way it stimulates curriculum development 
through an investigation on recent thinking of the issues. 

The investigation opened the way to alternatives which emphasized the 
teacher and his /her classroom work in his/her development. Becoming aware 
of new possibilities which could sustain teacher growth, the next step was to 
proceed to form the methodology in order to plan the intervention into the 
Cypriot educational scene and answer the research questions formulated in 
chapter 1. 
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Chapter: 3 

Methodology: Action Research 

I needed a methodology to help me answer My research questions, while consid- 
eTing the context where these questions would be researched. To be more specific, 
how could I intervene in the Cypriot educational system? what would be accept- 
able to Cypriot teachers? could this methodology satisfy concerns expressed over 
teachers' lack of awareness about the issues and teacher isolation? would it be a 
suitable too] to challenge the existing teacher development scheme in Cyprus? In 
addition, I hoped to select a strategy which might stimulate awareness on CUTricu- 
lum research and development in Cyprus. I wanted to incorporate the new mean- 
ings of teacher development while showing a way to intervene in the educational 
system in Cyprus. I needed an approach which would encourage teacher paTtici- 
pation. Ideally, the procedure chosen should allow the teacher to research, criti- 
cally reflect, and develop self-understanding within the workplace. 

The following chapter therefore explores the suitability of action research as a 
methodology to examine teacher development processes for this research and as 
a possible too] to challenge the existing approach to teacher development in Cy- 

prus. 

A ctlon Research 

In this section I shall discuss how various authors define actionTesearch and ar- 
gue for it as a mode of inquiry in education which can deliver effective teacher 
development. A presentation of a variety of perspectives on action research 
procedures and action research models follows leading into an interpretation 
of an action research model appropriate for this particular project. I conclude 
by arguing that a more traditional research methodology would have been less 
appropriate for this particular study. 

Both McNiff (1988) and Hopkins (1985) describe how action research was OTigi- 
nated by Lewin as a method of researching social problems in improving In- 
dustrial situations. Lewin believed that the best way to get people to move ahead 
was to change them in their own lives stressing the "Importance of democratic 
collaboration and participation" (McNiff, 1988, p. 22). "He saw this sort of partici- 
patory procedure as much more effective in solving problems of human interrela- 
tionships than an imposed, structured process, into which people were expected 
to fit-The action of action research., whether on a small or large scale, implies 
change in people's lives, and therefore in the system in which they live" (ibid, p. 3) 

Lawrence Stenhouse- (1975) saw a connection between action research and his 

own notion of the teacher as the researcher in his own classroom. Later John 
Elliott's Ford Teaching Project (1991) made more known the procedures of 
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action reseaTCh in doing Tesearch in one's claSSTOom. He eventually established 
the ClaSSTOOm Action ReseaTch NetWOTk (CARN). 

Definitlons and Rationales for Action research 

In the section which follows I shall review the ideas of some of the more important 
writers concerning action research. 

McNiff (1988) defines action research as "-an increasingly popular movement 
in educational research. It encourages a teacher to be reflective of his own 
practice in order to enhance the quality of education for himself and his pu- 
pils. It is a form of self-reflective enquiry that is now being used in school- 
based curriculum development, professional development, school-improvement 
schemes, and so on, and, as such, it actively involves teachers as participants 
in their own educational process", (p. 1). She further connects it to the issue 
of theory and practice. "Action research approaches education as a unified 
exercise, seeing a teacher in class as the best judge of his total educational 
experience. It is a powerful method of bridging the gap between the theory 
and practice of education; for here teachers are encouraged to develop their 
own personal theories of education from their own class practice" (p. 1). 

"The social basis of action research is involvement; the educational basis is im- 
provement. Its operations demand changes. Action research means ACTION, 
both of the system under consideration, and of the people involved in that system" 
(p. 3). "-action research is probably more useful to the needs of teachers in the liv- 
ing systems of their own classrooms than theories that are often more sociological 
than educational" (p. 10). 

Elliott ( 1991 ) also claims that, through action research the teacher is helped 
to resolve the gap that exists between theory and practice. He presents a use- 
ful discussion on imposed theory as not being valid educational knowledge and 
thus useless to teachers. He cites a number of arguments which clarify issues re- 
lating to the relationship between theory and practice. "First, teachers feel 'theory' 
is threatening because it is produced by a group of outsiders who claim to be 
experts at generating valid knowledge about educational practices-Theory 
for teachers is simply the product of power exercised through the mastery 
of a specialized body of techniques.. - To bow to a 'theory' is to deny the 
validity of one's own experience-based professional craft knowledge" (Elliott, 
1991, pp. 45-46). Elliott emphasizes practice rather than external theory 
which is general and irrelevant to unique situations. 

Another point he emphasizes in relation to action research is the improve- 
ment of practice through a continuous process of reflection. "This kind of 
joint reflection about the relationship in particular circumstances between 
processes and products is a central characteristic of what Schon has called 
reflective practice and others, including myself, have termed action research" 
(ibid., p. 50). 
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Elliott argues that ".. such activities as teaching, educational research, curriculum 
development and evaluation are all integral aspects of an action-research proc- 
ess- The fundamental aim of action research is to improve practice rather than to 
produce knowledge" (ibid., p. 49). 

"Evaluation is an integral component of action research ... curriculum development 
is not a process which occurs prior to teaching. The development of curriculum 
programmes occurs through the reflective practice of teaching-From an action- 
research perspective, the improvement of teaching and the development of 
the teacher are integral dimensions of curriculum development. Hence the 
saying that'there can be no curriculum development without teacher devel- 
opment'--. it implies that curriculum development in itself constitutes a process 
of teacher development" (ibid, 54). 

"Teachers' attempts through action research to improve the educational 
quality of pupils' learning experiences necessitates reflection about the ways 
in which curriculum structures shapepedagogy. 'Educational' action research 
implies the study of curriculum structures, not from a position of detach- 
ment, but from one of a commitment to effect worthwhile change" (ibid., 55). 

Also, "I would argue that the widespread emergence of collaborative action 
research as ateacher-based form Of curriculum evaluation and development 
is a creative response to the growth of technical-rational systems of hierar- 
chical surveillance and control over teachers' professional practices . (ibid., p. 
56). Elliott clearly relates curriculum development to teacher development and 
the issue of being committed to change. He attaches to the teacher the role of 
creator and evaluator of the curriculum. 

Elliott brings into focus the need for the teachers themselves to reflect on 
their own teaching practice without external interference which can appear to 
be threatening. My concern to foster teacher awareness about classroom mat- 
ters or teaching practice was reinforced by Elliott's comments on teachers re- 
flecting on their own practice. 

Somekh (Scottish Council for Research in Education, Edinburgh) the co-ordinator 
for CARN (Collaborative Action Research Network), University of East Anglia, 
offers the following rationale in defense of action research. "Since a major aim of 
action research is to develop the practical wisdom or situational understanding of 
the practitioner researcher, it constitutes a powerful means of professional devel- 
opment. The process of change is integrated with the development of new under- 
standings of the implications of personal action, in particular of the unintended 
consequences of habitual or routinised behaviour. The nature of the change, and 
the strategies for bringing it about, are under the control of the practitioner .. -" (from a paper in the British Educational Research Journal, Vol. 21, No. 3,1995, p. 
J'+a). 

Hopkins (1985) refers to "this form of research in which teachers do research 
in their own classrooms for the purpose of improving practice, teacher re- 
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search. The phrase, teacher research, has the advantage of being simple and 
identifies the major actor and the process involved" (p. 25). He further links 
teacher research to self-study which binds it to professionalism and emand- 
pation. "Not content to be told what to do or being uncertain about what it 
is one is doing, teachers who engage in their own research are developing 
their professional judgement and are moving towards emancipation and 
autonomy" (p. 25). "Action research combines a substantive act with a research 
procedure; it is action disciplined by enquiry, a personal attempt at understanding 
whilst engaged in a process of improvement and refore (p. 32). 

Hopkins argues, that a number of gaps Occurring in the teaching process, can be 
bridged through classroom research. These include the gap between what the 
teacher asserts as his/her teaching philosophy in public and the way he/she be- 
haves in the classroom in order to implement that philosophy. Furthermore, there 
is mention of the existence of a gap between the teacher's objectives for a lesson 
and the way the lesson is taught in actual classroom conditions. Hopkins refers 
to yet another discrepancy which is created between the teacher's account of 
the lesson and what others see in his/her lesson. "All of these discrepancies 
reflect a gap between behaviour and intention and are a source for classroom 
research problems. The Ford Teaching Project, for example, monitored the per- 
formance gap between teacher's aspirations and their practice" (p. 48). According 
to Hopkins, through classroom research, the teachers could identify a teaching 
problem and at the same time think of ways through which this problem could be 
remedied. "It is this gap between what is and what could be that is an important 
source of motivation in classroom research by teachers" (p. 49). 

Oja and Smulyan (1989) emphasize collaboration as a key characteristic of 
action research. "Four basic elements of action research are its collaborative na- 
ture, its focus on practical problems, its emphasis on professional development, 
and its need for a project structure which provides participants with time and 
support for open communication" (p. 12). 

Stenhouse, as McNiff writes, contributed immensely to the promotion of action 
research. Stenhouse was director of the Schools Council Humanities Project from 
1967-1972 The project's objective was to try new roles for teachers and students 
in order to create a better relationship between the two. He sought to attach more 
flexibility to the teacher's authoritarian role by allowing more freedom to the stu- 
dents. "His central message for teachers was that they should regard themselves 
as researchers, as the best judges of their own practice, and then the natural cor- 
ollary would be an improvement of education" (McNiff, 1988, p. 25). 

Procedures and models of action research 

The strategy of action research involves an action reflection cycle which con- 
sists of a Series of steps. The original cycle of Lewin has been given many varia- 
tions through the years. In the following section, McNiff (1988) describes and criti- 
cizes the models designed by Kemmis, Elliott and Ebbutt and offers her own alter- 
native. 
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According to McNiff, Lewin described action research as a spiral of steps. Each 
step had four stages: planning, acting, observing, reflecting. The first step of plan- 
ning, acting, observing and reflecting moves on to another step of re-planning, 
acting, observing and reflecting. This way the person doing the research can pro- 
duce a series of steps. Lewin! s model is illustrated In Figure: 1.1. 

Figure: 1.1 Lewin's model (McNiff, 1988, p. 23) 
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McNif f suggests that Kemmis encouraged teachers "to be reflective researchers of 
their own practice" (p. 29). He based his model on the "self-reflective spiral of 
planning, acting, observing, reflecting, re-planning as the basis for a problem- 
solving manoeuvre" (p. 26). He based his model on the concept offered by Lewin 
but applied it to education, using the term educational action research. Kemmis' 
model is illustrated in Figure: 12. The diagram illustrates "the movement from one 
critical phase to another, and the way in which progress may be made thTOughthe 
system" (p. 26). 

Elliott's model illustrated in Figure: 1.3, is more complex. It consists of three cy- 
cles of steps which include identifying the Initial idea, 'reconnaissance, general 
plan of three action steps, implement action step 1, monitor, explain any fail- 
ures to implement and revise general idea; implement next action steps and 
repeat the same procedure. McNif f argues, that he "agrees with the basic idea of 
sequential action-reflection steps running into cycles, as elaborated by Kemmis. 
His schema is more elaborate, however, allowing for greater fluidity between the 
stages, and he has produced a more refined diagram" (p. 29). 

According to McNiff, Ebbutt does not see a spiral as appropriate in which to de- 
scribe the action reflection process. Instead, he offers the diagram in Figure: 1.4 
which consists of cycles of steps where the general idea is revised after the re- 
searcher tries to explain the failure to implement the amended plan. After the idea 
is revised the researcher tries again. 

55 



Figure: 1.2 Kemmis' model (McNiff, 1988, p. 27) 
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McNiff ( 1988 ) highlights four criticisms directed to the models. "Teachers 
should be aware, however, of the uses and possible limitation of the schemes in 
practice. The points are: 
1. There is movement away from Lewin's Original notions. 
2. The schemes tend to be rigid and confusing. 
3. They cannot deal with novel situations within the main focus. 
4. They are not in themselves educationar (p. 33). 

She points out that the models of action research suggested by Kemmis, 
Elliott and Ebbutt tend to be more 'prescriptive' than 'descriptive'. Also she ar- 
gues that they are not educational because they lack flexibility and cannot ac- 
commodate spontaneous episodes. "in their efforts to portray a stylised reality, 
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the authors have opted for systems resting on an intellectual basis, and the visual 
representations reflect this mental reality rather than class reality" (p. 35). She ar- 
gues that Kemmis' spiral is not flexible enough to allow for related problems that 
might come up during the process of doing research on the original problem. A 
major limitation is that Kemmis' model assumes that life moves on one step at a 
time, ignoring that other classroom problems will arise and redirect the main focus 
of the research. The natural move would be for the teacher to move on to the new 
problem and then return to the Original one. His approach does not accommodate 
this flexibility. 

Figure: 1.3 Elliott's model (McNiff, 1988, p. 30) 

CYCLE I CYCLE2 
IDENTIFYING 
INnUL IDEA 

4 
'RECONNAISSANCE' 
(FACT FINDING A ANALYSIS] 

GENERAL 
PLAN 
ACTON 
STEPS I 

ACTON 
STEPS 2 

ACTION 
STEPS3 

T IMPLEMENT 
ACTION 
STE I 

MONrl`OA 
IMPLEMENTATION A 
EFFECTS 

'RECONNAISSANCLE REVISE GENERAL IDEA 
(EXPLAIN ANY FAIUJARE 
To IMPLEMENT. AND 41 
EFFECTS1 I-AMENDED I 

PLAN 
ACTION 
STEPS I 
ACTON 
STEPS 2 
ACTION 
STEPS 3 

CYCLE3 

ý ýNsiý-Ryq 

I/ MONITOR 
IMPLEMENTATION & 
EFFECTS 

'RECONNAISSANCE' 
[EXPLAIN ANY FAIWRE 
M IMPLEMENT, AND 
EFFECTS) 

REVISE GENERAL DEA 

-4 
AMENDED 

PLAN 
ACTION 
STEPS I 

ACTION 
STEPS 2 

ACTON 
STEPS 3 

PAPLEMENT 
ý_EXT ACTION 

MONITOR 
IMPLEMENTATION 
EFFECTS 

i 
IIECONNAISSANCE' 
PMAN ANY FALURE 
To IMKEMEW. AND 
EFFECTSI 

57 



Figure: 1.4 Ebbutt's model (McNiff, 1988, p. 32) 
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In support of her case, McNiff quotes extensively the work of Whitehead. Ac- 
cording to McNiff (1988), Whitehead "-feels that Kernmis, Elliott and Ebbutt are in 
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danger of moving away from the reality of educational practice. He is keen to 
keep the teacher-practitioner at the center of the enquiry. Unless we keep the liv- 
ing T in our educational discussions, he maintains, action research loses touch with 
reality and becomes an academic exercise- He maintains that the focus of educa- 
tional research should be to improve the relationship between educational theory 
and professional development" (p. 37). He used an approach (when he worked 
with a small group of teachers) "that suggested that improvements in class were 
sustained by the teachers' self-evaluation of the differences between their ideas 
and their practice" (p. 37). 

According to McNif f, in an attempt to make the action reflection cycle more 
meaningful to teachers and their classroom realities, Whitehead restructured the 
steps of the cycle into statements. These statements offer to teachers a systematic 
way through which practical educational problems can be confronted. They are: I 
sense that a problem exists because my values as an educator are denied in prac- 
tice; I think of a possible solution to the problem; I test this imagined solution and 
evaluate the outcome; the evaluation helps to re-formulate the problem. 

"The thrust of Jack 'Whitehead's argument is that action research must of itself be 
educational. It must help teachers try to make sense of their normal, everyday 
practice. 

This action-reflection spiral is a basis for teacher self-improvement. It can be tied 
in with a set of questions which act as a starting point to curriculum reform: 
1. What is your concern? 
2. Why are you concerned? 
3. What do you think you could do about it? 
4. What kind of 'evidence' could you collect to help you make some judgement 

about what is happening? 
5. How would you collect such'evidence'? 
6. How could you check that your judgement about what has happened is rea- 

sonably fair and accurate"? (pp. 38 - 39). 

McNiff offers her own action reflection model. She argues that a theory with 
Is generative capacity" is needed ". -that could communicate the potential of 
one theory to create new theories. Rather than stopping at the traditional no- 
tion of a theory arising out of a specific set of circumstances and having relevance 
only to that setting, a generative approach views a theory as an organic device to 
create other theories that may be applied In other settings" (p. 43). 

She argues "_ that there was a need for a theory with generative capacity to al- 
low for spontaneous, creative episodes-The spirals of planning, acting, observ- 
ing, reflecting, re-planning, in the frameworks presented so far are able to deal 
with only one problem at a time. Action research should of fer the capacity to deal 
with a number of problems at the same time by allowing the spirals to develop 
spin-off spirals, just as In reality one problem will be symptomatic of many other 
underlying problems" (McNiff, 1988, pp. 43-44). 
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"Generative action research enables a teacher-researcher to address many differ- 
ent problems at one time without losing sight of the main issue" (p. 45). McNiff's 
cycle of generative capacity is illustrated in Figure: 1.5. 

Figure: 1.5 McNiff's model (McNiff, 1988, p. 44) 
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In contrast to the cycle concept, Hopkins (1985) offers a different perspective. He 
prefers the name 'classroom research by teachers' rather than 'action re- 
search' (p. 40) and criticizes the models of Kemmis, Elliott and Ebbutt because 

the tight specification of process steps and cycles may trap teachers within 
af rameWOTk which they may come to depend on and which will conse- 
quently inhibit independent action. The Original purpose of teacher research 
was to free teachers from the constrains of prespecified research de- 
signs. -They 

delineate a sequence of stages, but say little about the 'what' and the 
'ho%V within these stages-- At worst, they trap the practitioners within a set of 
assumptions that bear little relationship to their reality and, consequently, con- 
straintheir freedom of action" (p. 40). 

Hopkins offers a series of methods and techniques that can be used by teachers as 
alternatives to the cycle of steps suggested by Kemmis, Elliott and Ebbutt. These 
are: suggestions by which the teacher can identify and initiate research projects In 
his/her classroom; suggestions on ways by which data can be gathered on class- 
room activity; ways of interpreting and analyzing data from classroom research 
and ways in which the process of classroom research can be Supported. According 
to Hopkin's approach, the teacher is rather encouraged to identify a classroom 
problem; carry research on the problem in the classroom; experiment through a 
variety of possible solutions; gather and analyze data; make the research public. 

Somekh (1995), supports this view of not relying heavily on models of the action 
reflection cycle because people starting out on action research "-tend to interpret 
them too literally as representing a set of very distinct steps, rather than broad 
stages in an integrated process-The models are no more than graphical tools to 
help us to conceptualise the action research process and, used in this way, they are 
useful" (from a paper in the British Educational Journal, Vol. 21, No. 3, pp. 342- 
343). 
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Bassey (in Hustler, Cassidy and Cuff, eds., 1986) believes that action research does 
not need sophisticated methods. "The acts of defining needs, intentions, resources 
and strategies all entail decisions which, although involving value-judgements, can 
be illuminated by empirical data. And the collection of empirical data implies re- 
search" (p. - 19). He offers a list on types of data to collect on students, other teach- 
ers, parents and the self. These data he claims express "the scope for classroom 
research" (p. 19). 

Designing an action research methodology 

In the light of the discussion in the previous section in which I have outlined the 
major approaches to action research together with some significant Critiques, I 
now consider the decisions I reached in the process of designing my own strategy. 

Based on my teaching experience, I felt that an effective action reflection cycle 
needs to be more classroom-oriented. This would help the practitioner feel com- 
fortable while examining classroom activities without distorting the reality of the 
classroorn. The new problem that is created while investigating the main problem 
should not be separate (as McNiff indicates) but should be added to the main 
problem thus expanding the circles. I considered for my action reflection cycle a 
set of simple steps with flexibility and cumulative capacity to accommodate the 
unpredictability of classroom activity. 

The action research spiral should follow the character of the educational PTOC- 
ess which is a developmental one. The stages of the cycle should not be equal 
in size, as argued by McNiff, because as we go up the activity grows. There 
is a build-up of stages taking place. Each stage takes knowledge or information 
from the previous stage and adds to it. I perceive the action reflection cycle 
as a build-up of circles which become larger as they develop in an upward 
direction. As the circles move towards the outside they expand and become 
larger. This is illustrated in Figure: 1.6. It is shown in diagrammaticfOTm how the 
new interpretation perceives the relationship of the various stages or levels of 
action research when seen from an aerial view. They are a group of devel- 
oping interrelated circles. It is developmental in character and yet unified. As 
the cycle moves up, its stages hold together. They are not dealt with as separate 
entities. Each carries with it the previous stage and grows out of it. It is thus a 
unifying process which does not loose track of the original problem, but rather 
builds on it. 

A reflection cycle should be useful in solving classroom problems but also in offer- 
ing a flexible procedure in order for teachers to take time to comprehend what is 
taking place. An educational process such as the one illustrated in Figure: 1.6 needs 
to be developmental in order to allow for individual creativity to come 
through, to understand each part of the process, or even the option of stopping 
the process to rest. 
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Figure: 1.6 The action-research model developed for this study 
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By comparison, I suggest that the schemes of Kemmis, Elliott and Ebbutt tend 
to be rather mechanical, with an emphasis on the model itself as a procedure 
and not on its interpretation as a working tool in an unstable, constantly- 
changing classroom situation. There is no breathing space in between stages to 
provide for the particular factors which characterize student-teacher relation- 
ships in specific settings. My hope is that the new model might accommodate more 
effectively two elements: the unstable classroom situations and the necessary time 
for the teacher to develop while he/she is engaged In action research rather than 
simply going through the set procedure. 

Action research versus traditional research 

Many authors defend action research by way of comparing It with traditional re- 
search which they claim is ineffective as a means of teacher development and as 
a useful research procedure for education These arguments are explored below. 
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A number of educational researchers have claimed that action research is not a 
valid form of research because it is not systematic and its results are not generaliz- 
able. 

McNiff (1988) presents an interesting series of questions and answers which 
seek to answer this challenge. She makes the case that, using an action research 
approach she can very well monitor her actions systematically. Her findings are 
made public. Detailed records are kept of her and her students' activities in the 
classroon-L This activity qualifies as research Research findings must be tested in 
classrooms to test whether they are adequate for unique situations. "If they do not 
fit I am entitled to conduct my own research into my own educational situation, 
and develop an alternative theory based on my own experience, that is grounded 
in the reality of my own teaching and validated by consultation with othere (p. 
122). 

McNiff argues that this is valid because she can demonstrate through practical 
proof that she can back up her claims. These claims will be about an improvement 
in her class practice, her students' learning and her own understandings. All of her 
theories are embedded in practice. She goes on to say that "Traditional research is 
all about scientific results which may be quantified, duplication of tests, replication 
of experiments, prediction of how the data will fall out. Action research is all about 
people explaining to themselves why they behave as they do, and enabling them 
to share this knowledge with others" (p. 124). 

McNiff (1988) argues that both the empiricist and the interpretive approaches 
to research are inadequate in solving educational problems. She explains the 
empiricist approach this way: "At the heart of this tradition is the idea of evidence 
being empirically tested: that is, the only valid data is what is directly experienced 
through the senses. Knowledge of educational practice is collected in terms of 
what can be observed. It is an assumption that data is gathered about other peo- 
ple's practice by an external recorder, and it is his interpretation of that practice 
that provides the substance of the research-The researcher is regarded as a reli- 
able interpreter of the action, since he is external to it and can therefore make 
objective comments about what is going on. Interference by the actor is regarded 
as contaminating, in that his personal opinion might skew otherwise objectively 
determinable facts" (p. 11). 

"The epistemology of the empiricist tradition is that theory determines practice. 
Teachers are encouraged to fit their practice into a stated theory, and this can of- 
ten lead to malaise" (p. 13). 

McNiff criticizes the interpretive approach as well because "-the methods of in- 
terpretive enquiry are more appropriate to sociological issues than educational; 
and that the notion of educational knowledge is seen as a controlled commodity. 
The methods of data collection, analysis and synthesis are different f rorn those of 
the empiricist tradition, one emphasising the quantitative and the other the quali- 
tative; but the concept of control by the researcher of the researchee is equally 
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apparent in both-.. the researcher is still imposing a framework into which the re- 
searchee must fit himself and his practice. The request of the interpretive Te- 
searcher is: 'Let me look at what you are doing here. I think I know what you are 
doing; but I will listen to what you think you are doing, and together we will work 
towards a true account of your practice! Such an approach is not by itself educa- 
tional, in that it does not encourage a teacher to review his own practice, to make 
suggestions as to how to move forward thatpTactice and his understanding of his 
own educational development" (p. 18). 

"Both the empiricist and the interpretive traditions are grounded in subjects other 
than educational practice. They do not allow for such questions as'How can I im- 
prove my class practice? or 'How can I account for my own educational devel- 
opment? '- first, because it is not part of their methodological design to ask such 
practical, problem-based questions, and second, because it is not part of their con- 
ceptual repertoire to answer them. They can make predictions and give descrip- 
tions of the phenomena of social settings. They cannot give educational explana- 
tions for the events within those settings. For that, another sort of approach is 
needed, one that will tackle the practical issues of why things happen as they do, 
rather than as they might" (p. 18). 

"What is needed is a new educational tradition, a coherent approach to the eve- 
ryday practice and problems of teachers in ordinary classrooms who are trying to 
understand and make sense of their professional and personal lives" (McNiff, 1988, 
p. 19). McNiff suggests that 'educational action research' as called by Carr and 
Kemmis (1986) "-is a possible answer to the deficiencies Of research traditions that 
have been Sociology, rather than education, -not only to observe, record and de- 
scribe the work in that field, but to widen the perspective and make the investiga- 
tion itself educational. Anyone who becomes involved in the enquiry is committed, 
and it is this act of commitment to improvernent and to reflect on consequences 
that is educationar (p. 20). 

Carr and Kemmis (1986) as well foster the notion that traditional research can- 
not solve educational problems. "Despite their differences, however, both the'in- 
terpretive' and positivist approach convey a similar understanding of educational 
researchers and of their relationship to the research act. In both approaches, the 
researcher stands outside the researched situation adopting a disinterested stance 
in which any explicit concern with critically evaluating and changing the educa- 
tional realities being analyzed is rejected" (p. 99). "Positivist theories, by failing to 
recognize the importance of the interpretations and meanings that individuals em- 
ploy to make their reality intelligible, fail to identify the phenomena to be ex- 
plained. In consequence, the kind of theories that are produced are often trivial 
and useless, even though they may appear to be sophisticated and elaborate" (p. 
103). 

"For the emphasis of the interpretive model on the subjective meanings of action 
tends to imply that social reality is nothing over and above the way people per- 
ceive themselves and their situation. But social reality is not simply structured and 
shaped by concepts and ideas. It is also structured and shaped by such things as 
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historical forces and economic and material conditions7 (Carr and Kemmis, 1986, 
p. 104). 

"The findings assembled through research and any new theories it may offer 
will have little educational validity if they are unrelated to the theories and 
understandings of educational practitioners. And they will have little educa- 
t1onal value if they do not enable practitioners to develop a more refined 
understanding of what they are doing and what they are trying to achieve. In 
this sense, the only legitimate task for any educational research to pursue is 
to develop theories of educational practice that are rooted in the concrete 
educational experiences and situations of practitioners and that attempt to 
confront and resolve the educational problems to which these experiences and 
situations give rise" (ibid, p. 118). 

Somekh (1995), argues that a main difference is that the findings of action re- 
search are fed back directly into practice with the purpose of achieving change. 
Furthermore, the people engaged in action research are directly involved with the 
setting being researched. 

Hopkins (1985) argues that "the most unfortunate aspect of traditional edu- 
cational research is that it is extremely difficult to apply its findings to class- 
room practice7 (p. 26). Teachers regard educational research as irrelevant to 
their world"-because of the differing conceptions of teaching held by teach- 
eTs and researchers" (p. 27). 

Elliott (1991) refers to the problem of theory and practice which cannot be re- 
solved through traditional forms Of research and experts on research. The tech- 
niques outside researchers use for teachers' practices "possess little resem- 
blance to the way teachers process information as a basis for their practical 
judgements" (p. 45). Furthermore, he comments that theory "is what outside re- 
searchers say about their practices after they have applied their special techniques 
of information processing. As such it is remote f rorn their practical experience of 
the way things are" (p. 46). 

According to Elliott, the generalizations produced by outside experts on research 
regarding teachers' practices appear threatening to teachers. "if it applies to all 
contexts of practice, then it implies that the experience of teachers operating in 
particular circumstances is not an adequate basis on which to generate profes- 
sional knowledge: this contradicts their own self-understanding. Generalization 
constitutes the denial of the individual practitioners' everyday experience. It rein- 
forces the powerlessness of teachers to define what is to count as knowledge 
about their practices" (p. 46). 

Gurney (in Lomax, 1989) cites some differences between traditional research 
and action research. In the latter, the teacher is a participant in the research 
and is central to the process. This is very different f rom other forms of re- 
search which diminish the role of the teacher. Moreover, %Aeachers need to 
be encouraged to move out of their submissive position and to take a much 
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more innovatory, as opposed to implementary, role in curriculum develop- 
ment. One way to do this is to adopt the perspective of researcher, since 
educational enquiry is a vital way in which we can improve our understand- 
ing of teaching and learning and thereby may improve our practice" (p. 15). 

Authors argue that traditional research does not resolve educational problems 
because it simply cites the problems without Providing the proper means by which 
to solve them. This simply does not motivate change. McNiff, Carr and Kernmis, 
Somekh, Hopkins, Elliott and Gurney in their defense of action research argue 
that the teacher is ignored in traditional educational research and generalized out- 
comes which result from traditional research, cannot be applied to unique situa- 
tions. 

In this section, I explored the adequacy of action research as a methodology for 
this study by way of investigating recent views and citing definitions and ration- 
ales, procedures and models as well as comparisons to traditional research. 

Conclusions 

Having reviewed in the first half of this chapter the rationales, procedures and cri- 
tiques of action research, it seems that a case can be made for the following asser- 
tions: 

1. action research seems to satisfy concerns expressed over traditional proce- 
dures of teacher development. 

2. through action research the teacher might answer questions which could im- 
prove on a problematic teaching situation; not simply set the problem. 

3. action research procedures motivate teachers to improve. 

I shall briefly discuss each of these claims. 

1. In the previous chapters, criticisms have been made of traditional forms of 
teacher development. In this, traditional forms of educational research have also 
been questioned. It has also been argued that action research has the capacity to 
resolve these concerns and deliver an improvement in teaching and better learning 
conditions for students. 

Concerns expressed over traditional teacher development schemes rest on four 
premises: 

a) traditional teacher development courses do not motivate teachers towards im- 
provement and a willingness to learn; 
b) seminars and workshops offered by teacher development courses are irrelevant 
to matters of classroom teaching and moreover, incapable of improving teaching 
practice. They are designed by outside experts not acquainted with classroom 
problems. Teachers are offered general theories which cannot be applied to 
unique problems; 
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c) teachers are stripped of their professionalism since their own perceptions of 
their teaching practice are denied; 
d) traditional forms of research produce findings which are irrelevant to classroom 
teaching and unacceptable to teachers. 

Action research aims to sustain teachers' commitment and willingness to learn by 
involving them in their own self-development and giving them control over the 
process of change. Teacher control is exhibited through self-study, self-reflective 
practice, and an assumption that teachers participate in decision making. This se- 
cures their willingness to learn and to take part in research; and this leads directly 
to empowerment. 

Since the problems studied are real classroom problems which teachers encounter 
in their practice, and the solutions sought are for improving those particular prob- 
lems, then it follows that what is gained through action research procedures, is di- 
rectly relevant to teaching and its improvement. Furthermore, the gap between 
theory and practice can be bridged by encouraging teachers to develop personal 
theories from their research on practice, rather than rely on general theories pro- 
duced by outside experts on research. 

Teachers seem to regain their self-respect as professionals by conducting their 
own research. Their professional judgement is enhanced by developing an under- 
standing of what they are doing in the classroom, what is wrong and how it might 
be improved. They feel themselves to be professionals since they are in charge of 
decision-making in their own classrooms and their perceptions matter. 

Since the research is conducted by teachers themselves (not outside experts) on 
crucial issues suggested by themselves, the data produced are relevant and usable 
to teachers in their classroom context. The action reflection cycle supports a flexi- 
ble, unfolding and slow process of research in the classroom, the findings of which 
can be applied directly to practice. 

Thus action research seems to satisfy a major part Of the concerns eXpTessed 
about traditional forms Of teacher development: the lack of teachers' commit- 
ment, the lack of professionalism and the irrelevant information taken back to 
classrooms that cannot be applied to solving teaching problems. 

2. Due to its experimentals-research character and the action reflection cycle, a 
teacher can slowly research into problems and experiment with solutions at his/her 
own pace until he/she finds what works. Moreover, the research allows teachers to 
work towards solutions of problems and not simply recognize their existence. 

3. It appears that, action research motivates teachers to improve themselves be- 
cause it clarifies for them the difference between what they hold as teaching phi- 
losophies and what is actually happening in their classrooms. The tragedy of edu- 
cation is that what teachers claim as the educational philosophies that they hold, 
are irrelevant to their actions in the classroom Action research suggests, however, 
that teachers can become aware of this gap and design a plan of action to dis- 
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cover why it exists and then act to improve on it. I believe that this awareness can 
be achieved through the systematic questioning of teaching practice by teachers 
themselves experimenting with various alternatives to discover solutions to dis- 
crepancies between their intentions and their achievements. 

The teacher is allowed to take on the role of researcher himself/herself and 
investigate the problems in his/her own unique situation. The problems are 
investigated and are known to the teacher before the answers can be found. 
This clarification between problems and their solutions makes it possible to de- 
velop clearer strategies for problem-solving. This motivates improvement. The 
above arguments are illustrated in Figure: 1.7. It describes the way in which I visu- 
alized the new alternative as it compared to the current teacher development 
scheme in Cyprus. 

A ctlon Research with Art teachers In Cyprus 

In this final section I intend first to justify my research design by summarizing the 
main reasons why action research seemed particularly appropriate; and then, fi- 
nally, to give some specific information about the project as implemented, includ- 
ing the various phases into which the action was divided. 

Justification for using action research 

My concern was to develop a research design which would answer the following 
questions: can it deliver good teacher development in a way that might answer my 
concerns expressed in chapter 1; can I intervene; and as compared to the existing 
teacher development scheme in Cyprus, can it accommodate my type of research, 
and finally, can it be used as a tool to challenge the existing teacher development 
scheme in Cyprus? 

Delivers good teacher devebpnAeent- Through reviewing the rationale f or action 
research it became apparent that this is a strategy for teacher development. It 
presents a strong bond between research and self-motivated improvement in 
teachers through a non-threatening procedure. A correlation began to emerge 
between the principles action research fosters and the problems raised in 
Chapter 1. This evident correlation suggested that action research might be 
an appropriate alternative to challenge the existing teacher development 
scheme in Cyprus. Considering the main issues involved in the study and a 
teacher development scheme in Cyprus based on a system of imposed poli- 
cies, I felt that a research procedure which allows for self-motivated devel- 
opment in teachers was an appropriate way to proceed. 
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Figure: 1.7 Negative and positive teacher development 
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Action research might help answer my concerns, McNif f (1988), def ined action re- 
search as a process which approaches education as a "unified exercise". Elliott 
(1991), sees teaching, educational research, curriculum development and evalua- 
tion as "integral aspects of an action research process". Action research thus ap- 
pears to be an integrated approach which can deal with a variety of issues 
simultaneously. This is useful, since my research questions deal both with teacher 
development and also its relationship to curriculum development and the man- 
agement of change. An integrated approach was therefore called for in order 
to tackle a variety of problems simultaneously. I felt that the flexible proce- 
dure of action research would help the issues in the research; minimize the 
prevailing obstacle of teacher isolation; allow me to work with people, not on 
people and to seek their support in validating my outcomes (to the system); 
and finally to seek for a permanent as opposed to a temporary and superf 
cial change in teachers. 

Action research might be more acceplabLe to Cypriot teachers; it allows me to in- 
tervene in the Cypriot educatlonalscenxThe focus on the teachermakes action 
research appear as a non-threateningand attractive procedure because it em- 
phasizes direct and active teacher involvement and control. Teachers can take 
thetimeto solve their own practical teaching problems. I felt that this might be 
more acceptable to the teachers in Cyprus since thus far teacher develop- 
ment procedures ignored teacher contribution and thus inhibited teacher 
growth. Collaboration, a strong element suggested by action research promoters, 
is a contributing factor to the non-threatening character of action research, 
allowing for open discussion of problems and a sincere dialogue between teachers 
sharing common interests, thus promoting teacher communication. 

This collaborative potential which invites many to contribute, thus neutralizes 
the fear and responsibility of failure. The investigation Into action research 
indicated emphatically the need to place the teacher at the center of atten- 
tion. I sought to follow this throughout and decided to use the bottom-up 
approach; working with teachers not the system; with teachers and not on 
teachers. This was a good way to intervene since official involvement would be 
threatening for Cypriot teachers, inhibiting their willingness to participate in the 
research project. I therefore needed to form a working group of teachers. I set- 
tled upon the form of collaborative action research as my mode of investigation. 

The pace in an action research process accommodates my type of research: 
In prospect the procedures of action research appear slow and flexible. They 
allow time for examining the process as it develops. Furthermore, this flexibil- 
ity would allow for my role to shift from being first the Initiator and then later a 
participant in the process. It would give teachers comfortable maturing time to 
develop. The procedures and cycles available through action research allow the 
teacher time to structure a flexible research process in examining closely 
his/her classroom problems with the purpose of improving them Action re- 
search Procedures seem to provide for the comfortable study of the realistic 
claSSTOom activity which is spontaneous, unpredictable and unstable. 
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Assumptions compared - Action research as a tool to challenge existing teacher 
development in Cyprus., The following comparison will clarify the difference be- 
tween the ineffectiveness of the current teacher development programs in Cyprus, 
with a more suitable alternative brought to light through the image of action re- 
search seeking to show that action research can be used as a tool to challenge the 
existing teacher development scheme in Cyprus. Examining some of the alterna- 
tives, the negative components of the existing scheme of teacher development 
in Cyprus became steadily clearer with reference to particular aspects as set 
out below. 

Existing teacher development relating to: 
" Teacher role: The teacher is not involved in his/her own learning, evaluation nor 

curriculum development. She/he is a passive receiver of ideas. 
" Classroom: There is no regard for the realities of classroom activity nor to the 

unique character of one. 
" Curriculum : It does not relate to curriculum planning, assessment nor is it in- 

volved in explaining its process of implementation. 
" Problem-solving: It does not relate to the solution Of Teal problems in the class- 

room. 

" Communication: There is no encouragement of communication between teach- 
ers, teachers and students nor teachers and inspector. Also there is no construc- 
tive dialogue going-on between teachers of the different disciplines. Each is 
isolated in his/her own fenced-out territory. 

" Student role: the student is not involved in any learning or evaluation proce- 
dures that relate to him/her. The student is never asked to give feedback on 
any teaching nor evaluation procedures. 

" Theory versus practice: An "unhealthy" relationship is created, since the teacher 
is asked to implement irrelevant and general theories to classroom practice. 

Action research, as the alternative, seems to offer more adequate possibilities: 
" Teacher role: The teacher is the center of attention and decision-maker. He/she 

develops awareness- of her own teaching effectiveness throughCTitical, reflec- 
tive thinking on practice. 

" Classroom : The teacher looks "in" her classroom reality and Investigates 
dd closely" classroom activity towards the improvement of teaching practice. 
Curriculum: It challenges the implementation of the written curriculum against 
its effectiveness in practice. The teacher can develop his/her own curriculum 
Problem-solving: Through the close investigation Involved in classroom re- 
search, the teacher is able to define and solve relevant problems existing in 
his/her situatiorL 
Communication: Classroom research is based on collaboration among teachers 
in seeking Support to problem-solving for the improvement of teaching. 

0 Student role: The student becomes involved in his own learning evaluation and 
classroom problem-solving. 
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Theory versus practice: Classroom research creates theory out of practice 
through the experimental investigation and solution to problems relevant to 
unique classroom situations. 

Figure: 1.8 attempts to clarify the impact of comparisons that the study seeks to 
achieve between the current teacher development scheme and an alternative 
which is represented by the methodology of action research. Assumptions tend to 
clarify the appropriateness of action research. 

Figure: 1.8 Impact of comparisons 

TESTS NEW AND MORE EFFECTIUE 
RLTERNHTIUES 

Based on the comparison between action research and the existing teacher de- 
velopment programs it was indicated that the schemes in Cyprus are limited 
in the way they: 
" involve teachers; 
" treat teachers-, 

" consider teachers' views 

ThepTevious section has sought to justify the choice of action research. It has 
been argued that action research is a type of inquiry which seems to accommo- 
date new meanings within teacher development; it satisfies my concerns and sug- 
gests ways in which it would be possible to intervene in my system; it implies de- 
velopment not merely training; stimulates curriculum awareness; it implies change; 
suggests collaboration (group work). It will be used as a tool to challenge the ex- 
isting teacher development schemes in Cyprus and examine processes of effective 
teacheTdevelopment. Even though, collaborative action research was selected as 
a suitable methodology for this study, the value of its adequacy will be re- 
examined after the experience (in the concluding chapters), as well as the appro- 
priateness of the suggested action reflection cycle. 

FEEDS INTO THE SYSTEM NEW AWRRENESS 
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McNiff (1988) cites some cases where action research might not be the answer to 
an educational problem "-such as issues based on statistical analyses or compara- 
tive studies, where human unpredictability is not the issue, or where a straightfor- 
ward comparison between introductory and control situations is required-For 
enquiries that rest on a hard-nosed analysis of data, however, action research is 
inappropriate" (p. 7). Hopkins (1985) cites some concerns in implementing class- 
room research regarding issues relating to finding time in the regular teaching 
schedule and making proper decisions for data-collecting techniques. Also he ex- 
presses a concern about using a reliable methodology to formulate hypotheses 
and to develop strategies which apply to teachers' unique classroom situations. He 
comments that traditional researchers do not respect action research as a valid 
form of research because many who use it employ new teaching strategies which 
are not based on reliable data. Also he suggests that the problem to be researched 
must be a real problem whose solution is possible. Very difficult and complicated 
problems should not be tackled through classroom research. 

Finally, it was not so much the appealing qualities of self-reflective practice which 
attracted me to action research, but rather the close relationship that these quali- 
ties exhibited regarding my own teaching realities. It is not practice that is impor- 
tant but the ways through which that practice is examined by the person actively 
involved in that practice (teaching) and in what ways it affects the person; to un- 
derstand one's teaching f rom his/her own perspectives. Action research offers 
procedures to examine and improve the practice while the researcher grows as a 
professional. 

The Project as Implemented 

In the early chapters I posed three questions that I felt needed answering be- 
fore I could proceed with my plans. These were: 
" knowing how to ask the teachers certain questions; 
" daring to ask the questions; 
" knowing what to do with the answers and where to direct them in order 

to achieve my objectives. 

At this stage it became possible to discover answers to those questions. The 
questions needed to be asked in a way that they were not threatening to 
the teachers. Daring to ask the questions became less frightening for me be- 
cause I would invite the participants to be innovators not just implementers 
of an innovation. They would be part of the decision-making that would 
form the innovation. As far as the third question goes, I decided to proceed in 
the spirit of action research: further decisions would grow out of earlier activities. 

The next problem was to determine the tasks involved and the order in which 
they should be tackled. I decided that the first step should be to identify the 
structure of the research. Since I needed to deal with the persistent problem 
of teacher isolation in approaching teachers in introducing the innovations of 
action research, in collaborative work and f inallyfOTming and managing a group 
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of teachers, I felt that a three-phase strategy would be an appropriate course of 
action. This would provide for a flexible and developmental process. 

I decided to deal with the problems of approaching teachers in Phase 1. This 
would lead into Phase 11 where an attempt would be made to bring the paTt! Ci- 
pants togetheTas a coherent working unit. Finally the taskfOTPhase 111, would be 
to manage group work while conducting action research in classrooms. The 
phases were not planned to be equal in length nor content. Each would depend 
on input from the previous phase for shaping, redirecting and clarifying its 
structure, directions and objectives. In summary, the first phase was devoted to 
understanding, the second phase to uniting and the third phase to acting and 
reflecting. This is illustrated in Figure: 1.9. 

Questions concerning my ownTOle had to be confronted. Should I merely pose as 
a change facilitatOTand help teachers through the change process? Should I par- 
ticipate in the group work? Should I merely observe and collect data and what 
types of data-collecting techniques would be more acceptable in the educational 
scene in Cyprus? I decided that I needed to accommodate all three roles through 
role-shifting. In phase 1,1 planned to assume the role of the initiator who was 
acquainted with art teachers' problems and wished to introduce new ways of 
solving thosepToblems. In phase 11,1 would combine the Tole of the initiator 
with that of change-facilitator and participant. In phase III, when the major 
activity in classroom research would take place, I would act as a participant in 
classroom research as well as a participant-observer to the entire group ac- 
tivity. 

Since this approach presented a challenge to the established way of doing things in 
Cyprus, questions of ethics regarding confidentiality and anonymity of the group 
were discussed. Teachers expressed their fear of any official involvement espe- 
cially the inspector's. In Cyprus the inspector is considered the only authority on all 
issues concerning his or her subject. This clearly inhibits any teacher initiative. 
They felt that any official involvement would threaten their efforts. I made it clear 
to the participants that this was to be a long term commitment on their part. They 
were informed of the type of study to be undertaken and its duration. 

Further questions arose concerning data collection. This would clearly involve a 
variety of methods since the entire endeavor dealt with a complicated set of ac- 
tivities: introducing innovations; managing group work; monitoring classroom Te- 
search; and managing and examining thepTOcess of change and the growth of 
teachers through the chosen methodology of action research. Each phase would 
involve different objectives; confront different obstacles; use a different ap- 
proach and different methods of collecting data. 

74 



Figure: 1.9 The Three Phases 
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Phase I involved the search for willing art teachers. The purpose of this 
phase was to bring the innovation to the attention of the teacher, to make her 
aware of the meaning, process and principles of the innovation; and to get 
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her motivated towards a new way of working. The aim was to give time to 
the teacher to understand how this project would work for her within her own 
classroom. Two issues were my main concern at this stage. The first issue was 
to get teachers to listen to me and the second was to introduce action research 
in a way that teachers inCYPTUSwould be able to comprehend and be at- 
tracted to as a possible means of tackling problems within their teaching. 

During this initial crucial contact with teachers, I was confronted with a set 
of problems. These included teacher isolation, obstacles within the system itself, 
lack of teacher self-esteem, and suspicion about any innovation. As a result, I 
decided to approach teachers privately in their own homes, selecting the pro- 
cedUTe of semi-structured interviews as the most appropriate one. For this cru- 
cial initial contact, I settled upon seven questions in an open-ended question- 
naire. Eleven private interviews took place. As a result I selected six teachers 
as the final participants. The initial private interviews were taped, fieldnotes 
and photographs were taken. The six teachers chosen were encouraged to em- 
bark upon some individual enquiries. Many pieces of student artwork were col- 
lected as well as student questionnaires (some borrowed from books and some de- 
signed by the teachers themselves) as part of this preliminary work. 

Phase 
- 
II involved the long process of forming a coherent working group. 

Considering the lack of collaborative work among teachers in Cyprus, a pre- 
liminary stage was built into the collaborative effort. Teachers were approached 
and privately supplied with written information. They were given time to com- 
prehend the action research approach and the collaboration it involves on their 
own terms and at their own pace. Twenty-four private interviews took place 
followed by two joint sessions, which signaled the formation of a coherent 
working group. Fieldnotes and photographs were taken of meetings and class- 
rooms. 

Phase-M involved two tasks: a) the process of group work which led to the 
formation of a common task and the major activity in classrooms using ac- 
tion research procedures; and b) the summing-up of the entire experience for the 
participants. The group members were given time for reflecting on the experi- 
ence of action research. Each teacher was asked to assess its impact on her 
as a person and as a professional. Through open group discussion, each teacher 
evaluated how much growth has taken place in her own awareness of class- 
room activity and teaching effectiveness. How did each individual teacher 
interpret her experience and how would it be used in the future? Each 
teacher measured her own growth through reflection, evaluating outcomes and 
talking about permanent changes in her own teaching effectiveness. During 
this phase, many private, small (2-3 persons) and joint meetings of the group 
participants took place. 

The teachers used f ieldnotes on classroom research, took photographs of 
classroom activity, collected many student-questionnaires and much student 
artworks as feedback about their new teachingStTategies. 

76 



I transcribed interviews from tapes and notes that I took. The teachers had a 
chance to hear and confirm what they said. Teachers were asked about the accu- 
racy of my records by being allowed to see the notes or discuss them through 
telephone conversations. 

Figure: 1.10 The planning of the study 
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In this chapter I have endeavouTed to describe both the theory and practice of 
action research in order to demonstrate the origins of my research design. I then 
set out the activities undertaken and the way in which they developed over time. 
In the following chapters, I set out to describe the intervention itself. Figure: 1.10 
seeks to illustrate the entire planning of the study. 
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Chapter 4 

Phase I 
Initial Understanding of the Issues 

The main task of phase 1, was the search for willing participants. This task was 
achieved in three stages: approaching teachers (initial contact); introducing the 
innovation of action research; and motivating the participants to try out the 
new way of working during a trial stage in order to assess in what ways it re- 
lated to their own classroom reality. 

The entire activity of Phase I (January, 1,93 - July, 28,93) will be reported on in 
three stages: 

Stage A: Approaching and Questioning the Teachers - Searching 
for Participants (January, 1,93 - March, 23,93) 

Stage B: Introducing the Innovation (action research) (April, 4,93 - 
April, 28,93) 
Stage C: Getting Teacher Feedback from Trial Stage (May, 4,93 - 
July, 27,93) 

Stage A: Approaching and Questioning the Teachers - Searching 
for Participants 

At this initial stage, I was faced with a double predicament; getting teachers to 
listen and convincing them that action research might offer better alterna- 
tives to their teaching problems. This initial contact with the art teachers 
was crucial. The possibility that the teachers approached might find this new 
suggestion annoying or disturbing was an inhibiting and threatening factor to 
my efforts. Therefore, in order to ensure a better outcome, I needed to con- 
sider the type of relationship that I would establish with these teachers. In my 
attempt to approach the teachers at this initial stage, I developed the follow- 
ing concerns: 

1. establishing a role for myself that was non-threatening to the teachers; 
2. convincing the teacher that this particular innovation (action research) 

was worth her attention; 
3. convincing the teacher that I am not interfering in her classroom business; 
4. establishing a relationship of mutual trust and understanding with the 

teacher right through this initial stage; 
5. convincing the teacher that she is the center of attention and decision- 

maker in this project. 
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In order to satisfy my concerns, I proceeded by approaching teachers indi- 
vidually on a personal friendly note. I presented myself as a colleague who had 
come up with a good idea for improving teaching effectiveness in the subject of 
art and was seeking the valuable support of her fellow teachers in this en- 
deavor. The initial contact with each art teacher was assisted through a set of 
open-ended questions which focused on the following objectives: 

getting each teacher to talk about the issues; 
finding out how aware she is of her own teaching; 

" how she reacts to problems in class; 
" how she perceives her own particular classroom reality; 
" how the teacher interprets her own teaching effectiveness and the need for 

improvement. 

I was further helped to clarify my objectives for this initial contact through ref- 
erences. Fullan (1991) cautions the innovator against being too committed to a 
certain change. "Being deeply committed to a particular change in itself pro- 
vides no guidelines for attaining the change, and may blind us to the realities of 
others that would be necessary for transforming and implementing the change 
effectively" (p. 102). "The major initial stance should involve critical assessment 
of whether the change is desirable in relation to certain goals and whether it is 
66 implementable" - in brief, whether it is worth the effort, because it will be an 
effort if it is at all worthwhile. Several criteria would be applied: Does the 
change address an unmet need? Is it a priority in relation to other unmet 
needs? " (Fullan, 1991, p. 103). 

Recognizing the need for teachers to be awakened to their teaching by ex- 
pressing their views on the issues involved, a questionnaire seemed best suited 
for this initial contact. It was devised as a framework for the initial interview. It 
would further show that the effort was organized and the issues related di- 
rectly to the business of teaching and its problems. Furthermore, it would assist 
the teachers in organizing their thoughts during the semi-structured interview. 
At this stage I was clearly seeking to establish (through the questioning) the 
teacher's own reality, and simultaneously assess whether an innovation such 
as action research (that I was going to suggest at a later stage) would be seen as 
a priority (or an acceptable way of working) by the practitioners themselves. 

An initial assessment of the situation and teachers' interpretations were 
needed to be considered because "... educational change is a process of com- 
ing to grips with the multiple realities of people, who are the main participants 
in implementing change" (Fullan, 1991, p. 95). Moreover, "innovators need to be 

open to the realities of others: sometimes because the ideas of others will lead 
to alterations for the better in the direction of change, and sometimes because 
the others' realities will expose the problems of implementation that must be 
addressed... " (Fullan, 1991, p. 96). "Change will be most successful when its sup- 
port is geared to the diagnosed needs of the individual users" (Hord, Ruther- 
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ford, Austin and Hall, 1987, p. 6). "In other words, their interpretation of what 
the change means for'them influences what they subsequently do and how they 
do it" (Sikes in Fullan and Hargreaves, eds., 1992, p. 38). 1 was seeking to estab- 
lish the significance of this importance (teachers' views on change) through the 
initial private interviews. 

Considering the objectives, I settled upon four areas of questioning: 
" improvement on a teacher's practice; 
" problems in the teaching of art; 
" effective evaluation of one's teaching; 
" self-limitations in teaching practice. 

The following questionnaire (Data: 1.1) based on the above areas of questioning, 
was used as the basis for a semi-structured interview. 

Data: 1.1 Initial Teacher questionnaire 
General: 
Where does improvement on art teaching come from? 
1. From reading books on general pedagogy or art education pedagogy? 
2. From seminars at the Pedagogical Institute? 
3. From the teachers themselves who are critical of their own teaching prob- 

lems and limitations and try to solve problems from within the classroom? 
4. From other teachers teaching the same subjects? 
5. From student reactions and comments? 
6. From general theory on pedagogy or from practical experience? 
Who is responsible for problems in the teaching of art? 
1. The system in general which allows only for limited time for art in school, too 

many students in each classroom and so on? 
2. The students themselves and their limited background? 
3. Limitations in the teacher herself? 
Where does the most effective evaluation of one's own art teaching 
capacities and effectiveness come from? 
1. From the inspector? 
2. From students? 
3. From other teachers? 
4. From the teacher herself? 
Personal: 
1. How often do you present something new to your students; such as a new 

approach of presenting an old idea? Is this important, i. e. refreshing one's 
own teaching? 

2. How do you handle problems in learning in your own students? 
3. Do all students become involved in learning or just a few talented ones? 

The questionnaire was not sent out to the teachers before the interview. This 
would have appeared impersonal. They would not respond to the question- 
naire. I was aiming at a more personal contact which would have allowed them 
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to elaborate on the issues and emphasize the ones that concerned them the 
most. It had served as a basis for discussion. 

Ten art teachers were approached individually. Only four were slightly ac- 
quainted with me. However we had never embarked on a project together nor 
worked as colleagues at the same school. Their faces and names were familiar 
to me from the inspector's seminars. We had never talked seriously about what 
concerns us regarding our profession. I had contacted the four people by call- 
ing them at home or at their school. The other six teachers I had contacted 
through a third party. Ten semi-structured interviews were transacted which 
took place from January, 1,93 - March, 23,93. There was one interview with 
each teacher approached. For this initial contact there was no need for more 
interviews with each teacher. The main objective was to establish the will- 
ingness of teachers to be involved. 

The teachers contacted were willing to see me and talk to me. Their initial re- 
action to my call was an urge of curiosity to learn something new. At this stage 
I felt that the willingness exhibited by teachers to talk to me might be attributed 
to my role as a colleague acquainted with the problems of their profession. 

The initial interviews were taped. I was concerned about my role as an inter- 
viewer. The taped interviews gave me the opportunity to listen to myself in re- 
lationship to the interviewees. This would show weaknesses in my skills as an 
interviewer. Listening to the early taped interviews I discovered that I tended to 
talk more and listen less. This allowed me to become aware of the problem. I 
remedied the situation by giving more control of the interview to the teacher 
and allowing her to elaborate her thoughts. 

Walker and Adelman's (1975) pointers on interviewing students were helpful in 
interviewing teachers. Some of the most useful passages follow: "Be as encour- 
aging, reassuring and supportive as possible without influencing or biasing the 
content of what the student is saying. 

a. Be a sympathetic, interested and attentive listener, without taking an active 
conservative role; this is a way of conveying that you value and appreciate the 
child's opinion. 
b. Be neutralwith respect to subject matter. Do not express your own opin- 
ions ... on the subjects being discussed... 
c. Your own sense of ease is also important ...... 

(p. 140). 

The discussion allowed the teacher to bring out the issues that were more im- 
portant to her. The open dialogue with the teacher allowed some very impor- 
tant elements to surface: finding out how aware she is of her own teaching, how 
she reacts to problems in class, whether she is aware of her own limitations 
and how she feels about them. The ultimate objective of the questioning was to 
discover willing and open-minded teachers to form a group for testing the pos- 
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sibilities of classroom research. The notes below summarize the comments 
made during these ten interviews in response to my questions. 

Where does Improvement on art teaching come from? 

Soula: Interchanging with other colleagues helps one improve one's teaching. 
Seminars are mostly helpful when based on real conditions that concern art in 
Cyprus. Books are too theoretical, irrelevant, based on completely different 
conditions and facilities which other countries have. It is extremely difficult to 
apply them to art teaching in Cyprus. 
Tasia: Art teaching improvement comes from the teacher herself. She 
should be an open-minded person and not to hide behind a screen of isola- 
tion. I like to listen to new ideas and try them out. If one suggests a new 
idea that sounds good, why not try it? A teacher should try out new ideas and 
test their effectiveness and not reject them before they are even tried out; ex- 
periment with ideas. 
Carol: I am bored with my own ideas. I need feedback from other teachers. 
Improvement on art teaching comes from the teacher herself by experimenting 
in the classroom and finding out what works and what does not. Each class 
has a different atmosphere. I experiment to see what works; if it doesn't, I 
cross it off the list. I use an art educational journal from the United States 
to get ideas from, but it doesn't help. It's not what I'm dealing with here 
in Cyprus. 
Sophia P.: No pedagogical courses have helped me to improve my class 
teaching. Sometimes I do find ideas from other teachers if they are nice and 
collaborative. It does not happen often though. 
Niki: I learn through my own experience in classroom teaching and from other 
colleagues' experiences. I ask my colleagues how they handle certain problems 
in the art room when I am faced with a difficult situation. Experimentation is 
the better way, more correct. Each one of us is faced with a unique 
situation. Some teachers don't even have an art room to go to. Outside 
theory might help as a start, but not completely. Practical experience will 
tell you how it really works. 
Tasoula: We should work together to solve practical problems we are faced 
with every day in the art class. 
Xenia: The teacher learns from her own experience in the classroom. 
Sophia H.: Pedagogical courses have not helped me to be more effective in 
my teaching, but my personal experience in classroom teaching. I learned 
nothing from the Pedagogical Academy that could help me, prepare me 
for art in the elementary school. I started from scratch and learn as I go, 
from my own experience in classroom teaching and solving every-day 
problems. 
Rea: Improvement in art teaching comes from experimenting and finding 

out on your own what works. 
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These and other responses seemed to indicate that these teachers do learn 
from their own practical experience by exploring solutions to problems they 
encounter in their classrooms every day. They do not emphasize theory learn- 
ing as an effective source for teaching improvement, but instead they empha- 
size the uniqueness of each classroom through the unique treatment of prob- 
lems for each group of students. They do not believe that a general approach 
of teaching can be applied to all students. Also the uniqueness in art teaching in 
Cyprus is emphasized. The current teacher development scheme often em- 
phasizes general approaches to improvement of teaching and approaches that 
are brought in from other countries which apply to a different context. Semi- 
nars introduce strategies that are general and irrelevant to the unique situation 
that the teacher is faced with in Cyprus. 

These comments seem to indicate that there is a strong necessity f or a new 
way of addressing teaching problems in unique classrooms within a specific 
context. 

Who Is responsible for problems In the teaching of art? 

Tasoula: The system is responsible for problems in the teaching of art. 
We get very limited resources, limited materials and of bad quality. They 
don't give us enough teaching time. Also no time is given to us to visit 
museums and art galleries. I can't implement the art curriculum. It's very 
confusing. They sent it to us without telling us anything about it, without 
giving us any directions, without asking us about it. I don't understand the 
art curriculum at all. I don't understand the order of the lessons. They start 
from the first grade of elementary school. We all know that it is not im- 
plemented in the primary schools. The students come from elementary 
schools to secondary education unprepared and lost. We have to start from 
the beginning. I always know the basic rules for art teaching which students 
need to learn; what tools and materials to use. I use all these in conjunction 
with the work-book (this is referred to in Chapter 1) that you wrote for junior 
high schools. None of the curricula in education are implementable. All 
teachers just do what they think is best. Our time is very limited and the 
curricula cannot be implemented within the time provided. 
Tasia: Only five or six students are interested in becoming artists out of 
thirty-five. We try very hard to bring out from the students something of 
essence. This is only accomplished through our hard effort and love for the 
children. If you let them be free, they will do absolutely nothing on their 
own. Parents are always complaining about the low grades I give their 
children. They don't think that art should be taken seriously.. All children 
should get A's. Parents don't see the need for developing evaluation cri- 
teria for the art lesson. 
Carol: No matter how I try, I can 9t get all students involved in doing some 
sort of art work. They are so many and of such different levels. I don't 
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have enough time to get to all of them. I'm on my feet all day. I'm com- 
pletely exhausted by the end of the day. 
Niki: Students have not learned to observe ... and also ... something else ... they 
can It concentrate for a long period of time. 
Soula: Students and their background are the product of a political and 
social system which is not oriented to the needs of humans who are inde- 
pendent, interesting, creative, kind, giving, optimistic, active, etc., but on 
the need to be taught most lessons in a sterile way in an unimaginative, 
unattractive environment with no real stimulation, motive or participation in 
changing all these. 
Sophia H.: There is an art curriculum for art in the elementary, but I 
don't understand what it says. It's very complicated and not applicable to 
children of that age. They tell us at the in-service training courses we at- 
tend that the curriculum is not something that the individual teachers can 
handle. They tell us that we are not well equipped to offer opinions and 
handle the building of a new curriculum. We should leave that to the pol- 
icy-makers. We keep telling them that based on our practical experience 
the curriculum does not work ... it is useless. 

The above information and comments from interviewees brought into focus 
the difficulties encountered by the art teachers in their teaching endeavors. 
These difficulties range from poor facilities and limited time to problems cre- 
ated by negative attitudes towards the importance of art as a school subject, 
by the educational system, by parents and by students. The above comments 
also reinforce the critique of the art curriculum which I have already proposed 
in Chapter 1. It becomes evident that the art curriculum does not consider the 
real needs of students and teachers nor the context within which it will be im- 
plemented. These create problems in art teaching The teacher is just a passive 
implementor; neither a participant nor a decision-maker in the design of the art 
curriculum. 

Personal: 

Niki: I ask other colleagues how they handle problems in class. A teacher 
needs to be up to date, refreshing her ideas often enough. It's important 
to give something new to your students. 
Tasla: I'm bored with my own ideas. I need feedback from other teachers. 
Rea: I approach students differently according to student level. 
Niki: I behave differently in each classroom. My reactions vary. 
Tasla: I approach students in different ways according to their level of under- 
standing. 

The question "Where does the most effective evaluation of one's own art 
teaching capacities and effectiveness come from? " was not given importance 
by the teachers interviewed. They tended to center their comments on the first 
two questions. 
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Certain elements seemed to come through teachers' discussion of the is- 
sues. Seminars only help when they relate to art teaching in Cyprus. 
Practical experience helps the teacher improve her own practice. Unique- 
ness in approaching problems in classroom teaching is called for. Collabora- 
tion is suggested as a remedy to isolation. The teacher needs to try new ap- 
proaches in her teaching in order to prevent boredom. 

Through the private interviews it became apparent that classroom research 
would be an acceptable innovation to these teachers. At this initial stage they 
seemed willing to take on the challenge for the sake of renewing themselves 
and learning to solve problems by looking at their own unique situation. 
Through questioning and the personal contact, attaching importance to 
their views and displaying a willingness to listen to them, had produced in- 
teresting and revealing comments. Seven of the art teachers seemed to 
present encouraging possibilities for becoming participants in an action re- 
search experience as a group. 

In the end six teachers agreed to participate. The decision for the final selection 
was based on the following criteria: open-mindness, willingness to change, 
strong urge to try new things, a readiness to admit to problems and limitations, 
and easy access to their homes; making meetings easier. The notes below give 
some indication of the training and background of each of these six teachers; 
and in Color Plate: 1.1 three of the selected teachers can be seen at work in their 
classrooms. At the top Niki is seen in her senior high school art room, left below 
Tasoula is teaching in her junior high school art class, and right below Sophia H. 
is seen with her senior high school elective art class. 

Carol: She studied art education in England, specializing in art and design. 
She taught for two years in Wales. She is presently teaching art at the 
American Academy where she had been for five years as this project began. 
She was particularly keen to feel less isolated and to collaborate with another 
art teacher. She was seeking support in getting new ideas and assessing 
old ones. She was critical of her own teaching and was bored with her 
own teaching ideas. She wanted to try other peoples' ideas and to see how 
they work. She found the questioning very relevant. She offered a lot of 
input and had a lot to say on the issues. Above all she was relieved to get 
support in solving her problems in the art room. 

Tasoula: She studied fine arts in Paris. She had no training in educational 
courses. She had taught for seven years in public schools. She was still an 
art teacher in secondary schools. She felt that art teachers do not com- 
municate enough. She was willing to learn new things. "The teachers I 
work with", she said, "hide their students' art work so I don't see what 
they are teaching them. They are afraid that I might steal their ideas". She 
believed in communication between art teachers rather than isolation. She 
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was very excited that another art teacher was asking her to work openly 
with her on new ideas. She believed in experimenting and finding which 
ideas are more effective. She said that theory learning and inspector's vis- 
its were of no value whatsoever. She believed in learning from practical 
experience. 

Tasia: She studied interior decorating in England. She had had no training 
in educational courses. She had taught for seventeen years in public 
schools. She found the projected activities very interesting. She was quite 
willing to talk to me and to take advantage of the "new" knowledge I was 
offering. She believed that problems did exist; in fact, lots of them. She 
believed in experimenting with new ideas, trying out other people's ideas 
and also listening to colleague's criticism on her work. She was anxious to 
get startedand she named problems that we might attack. 

Sophia P.: She studied interior decorating in England. She had no training 
in educational courses. She had taught in secondary education for nineteen 
years. She believed in trying out new ideas and learning from them. She said 
that she tried to handle problems in class instead of ignoring them. She found 
my questioning relevant. She liked to "renew" her teaching. 

Niki: She studied technical drawing in England and she also had no train- 
ing in educational courses. She had taught for seventeen years in secon- 
dary schools. She believed that improvement in art teaching comes from a 
teacher's own practical experience and from other colleagues' experiences. 
She claimed to behave differently in each classroom depending on the 
character of the students. She also tried to handle problems in class; rather 
than turn away from them. She believed that theory learning might help 
one get started but practical experience would show how things really 
work. She believes that the teacher must be well prepared before going 
into the classroom to teach. She loved to experiment with ideas. She liked 
to ask other people how they deal with difficult situations in the art 
room. She was very willing to take part in new procedures such as class- 
room research. She said she would try it because it was new and she 
wanted to learn new things and refresh her own teaching. 

Sophia H.: She is a young elementary school teacher whose ambition was 
to major in art. She graduated from the Pedagogical Academy in Cyprus 
whichprovideda three-year training for teachers of elementary education. 
She feltthat she did not get enough training in teaching art to elementary 
students at the Pedagogical Academy to help her implement her ideas in 
class. She felt completely lost and she wanted to improve herself. She 
wanted to start experimenting with her art classes at the elementary level. 
She was very critical of her own teaching and welcomed outside support 
and new knowledge. 
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Thus the final group members were selected. The ages, teaching experience 
and art training of these teachers varied. They came from primary, junior and 
senior high schools and American Academy. Despite their variability, they all 
exhibited enthusiasm and willingness to work towards change. Discovering this, 
I moved on to the next stage of Phase 1. 

Stage B: Introducing the Innovation (action research) 

This was still a very crucial period. There was a need to inform the partici- 
pants of the innovation and what exactly it involved. Even though stage A, 
revealed that these selected practitioners were willing to try new ideas, my 
main concern at this stage was to estimate the acceptance of the particu- 
lar innovation, action research, and teacher willingness to commit themselves 
in the project for a continuous period of time. A new concern developed at 
this stage: how to approach the introduction of the innovation in a way that 
would appear acceptable to teachers. 

Fullan (1991) has suggested that during a process of introducing an innovation, 
the implementers' interpretations and attitudes can get in the way. The innova- 
tor must take this into consideration and allow the teachers to develop their 
own understanding of the new idea; be open to their realities. "Do not assume 
that your version of what the change should be is the one that should or could 
be implemented. On the contrary, assume that one of the main purposes of the 
process of implementation is to exchange your reality of what should be 
through interaction with implementers and others concerned" (p. 105). "Assume 
that any significant innovation, if it is to result in change, requires individ- 
ual implementers to work out their own meaning" (p. 106). 

My main task was to introduce the principles of action research and the proc- 
ess of its implementation to each individual teacher separately. To this end, 
each participant was presented with a written note specified as Document: 2.1 
(set out below) to read. At this stage, the innovation was introduced as a new 
way of solving problems. A sequence of actions was described relating to a 
specific problem experienced by many art teachers in Cyprus in order to make 
t it directly and immediately relevant. The sequence of actions related to the ac- 
tion research model suggested for this study in the Methodology chapter. 

Document: 2.1 Classroom research: the process explained through a 
teaching problem 

THE PROM _E :I am concerned about my students not getting enough 
working time in the art class - only 45 minutes each week. This creates prob- 
lems in f inishing-up work in time for grading, not putting artistic quality into the 
work, not getting enough time to understand what they are doing. 
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WHY DOES IT EXIST : Ask questions about the problem: why does it exist? 
Ask questions about possible solutions and getting students involved in coming 
up with solutions. 
POSSIBLE WAYS FORWARD: Can I improvise for more working time by 
helping the students to work independently and at their own pace, not depend- 
ing on classroom time? 
DESIGN OF STRATEGY: I design a self-explanatory syllabus specifying as- 
signments, artistic problems to work on, giving a lot of choices to students, and 
useful references. Students are asked to comment on the syllabus, make 
choices, modifications, suggestions. They design their own working schedule. 
PUTTING THE PLAN INTO ACTIO : The plan is put into action. Students 
use the syllabus to work out their own working schedule. This new activity is 
monitored for two terms. 
COLLECTING DATA AND ANALYZING I: Art data are gathered based on 
systematic observation of classroom activity and note-taking of developments 
in student work. Reflect on the data and re-plan. 

Each teacher was given the time and the opportunity to discuss and of f er 
opinions and modifications on the written material during the interview. Each 
was even motivated to raise questions on issues she did not quite understand in 
reference to this new way of addressing a classroom problem. 

The notes were explained to the teacher. She read them carefully and dis- 
cussed them in relation to her own "reality" in the art room and how they might 
relate to her own student culture. The teacher had the notes to reflect on and 
respond to constructively by thinking of ways that they might work in her 
own context. The discussion followed right through 4-5 private sessions with 
each teacher individually. The participants were asked to suggest other prob- 
lems they encountered in their own classrooms. They were then asked to con- 
sider how the action reflection cycle of classroom research (suggested above) 
might be used to tackle them. 

Notes on data-collecting techniques were also given to the teachers to look at, 
to discuss and to reflect on their application in their classrooms. The teachers 
discussed the possibilities of taking fieldnotes, photographs, interviewing and 
discussing with their students, designing student feedback techniques such as 
questionnaires, and writing case studies. 

It is perhaps worth noting that the activity during this period was carried out on 
an individual basis for the purpose of developing awareness. Due to the prob- 
lem of prolonged teacher isolation it seemed appropriate to take time in order 
for the teachers to develop a certain degree of self-confidence in expressing 
their ideas and in knowing that their ideas were valued. At this stage they 
were clearly experiencing innovation in the form of teacher-acceptance since 
for once someone was seeking their perceptions on the various issues. The ob- 
jective was to allow each teacher to reflect on action research procedures as 
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they relate to her own working conditions and teaching methods at her own 
pace. 

Right through the discussions, the focus was on how the teacher herself was 
interpreting the material relating to the innovation. I was not promoting 
one way of getting things right because "... strong commitment to a particular 
change may be a barrier to setting up an effective process of change .... vision by 
itself may get in the way if it results in impatience, failure to listen, etc. " (Fullan, 
1991, p. 95). 

Despite the frequent individual contacts, however, there was still a feeling of 
scepticism on the part of the participants. The message that was coming 
through was that this innovative idea for solving problems certainly 
sounded good, but would it work in practice and will anyone help them? It 
was all quite new to them. All of the participants expressed a willingness to 
learn and try-out new ways of dealing with classroom problems, but they 
were still unsure about the likely success in practice. They were also still 
sceptical about their own role in the process. The question persisted: "Am I 
really essential in this"? Therefore, in order to alleviate any feelings of ambiguity 
and insecurity existing during this time, a trial stage was built-in with the pur- 
pose of giving time to the teachers to acquaint themselves with some classroom 
research procedures through practice. 

Stage C: Getting Teacher Feedback from Trial Stage 

The purpose of the trial stage was for the teachers to acquaint themselves with 
some classroom research procedures and see how these new teaching strate- 
gies could be implemented in their teaching context; "... effective implementation 
is a process of clarifications.... Clarification is likely to come in large part 
through practicd' (Fullan, 1991, p. 106). Based on this assumption, the teachers 
were trying out some strategies suggested in classroom research to see the im- 
pact it would have in their own classrooms. There was a need to work out their 
own meaning about the process on which they were asked to embark. 

After observing systematically student activity and keeping a diary, the par- 
ticipants reported on problems identified in their own art room. They tried out 
simple data collecting techniques, such as questionnaires to students, making 
fieldnotes, taking photographs of student activity and art room space and at- 
tempting to construct case studies. The teachers were given time to try out cer- 
tain ideas within their own time schedule and type of lessons planned at their 
own pace. This was not as yet a full and systematic attempt on action research 
but rather a period of "easing into" action research procedures. 

There was a need to incorporate such activities as part of their every-day 
natural teaching because they would not try it otherwise; the change might ap- 
pear too abrupt. Therefore without making any major changes to their normal 
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teaching programs, Carol jotted down fieldnotes of her classroom activity; Ta- 
soula gave her students a self-evaluation questionnaire on a theme she was 
working on before Easter vacation titled: The Crucifixion. Sophia H. And So- 
phia P. took f ieldnotes about student activity during lessons they were already 
teaching. 

An issue which relates to classroom research concerns the significance of stu- 
dents in implementing innovations successfully. Assistance was sought through 
references. Hopkins advocates student involvement in his article: "Aboard the 
Moving School", (1992) where he states that "another important factor in sup- 
porting policy creation can be the reactions of students in the school. When 
they are unaware of the reasons for change, they may unintentionally act as a 
barrier to progress". 

Rudduck (1991) states "that where innovations fail to take root in schools and 
classrooms, it may be because pupils are guardians of the existing culture, and 
as such represent a powerful conservative force, and that unless we give atten- 
tion to the problems that pupils face, we may be overlooking a significant fea- 
ture of the innovation process" (p. 57). These arguments reinforced my concern 
to promote student involvement. 

Initially, the teachers were sceptical about seeking student feedback and even 
more sceptical about their potential contribution to problem-solving. "No way, 
I can't ask my students to offer their views on anything. Besides, I don't think 
they have anything of value to offer anyway" (Tasoula, private session). She 

seemed to be adhering to the established notion of the teacher imposing in- 
structions and the students implementing them. However, during the initial pri- 
vate interviews, the suggestion was made to try and design student feedback 
techniques in order to elicit student opinions on a variety of issues: why prob- 
lems exist in the art room; how to make the art lesson more interesting for the 
students; how effective is a particular lesson; what comments they have on the 
development of their work and how they evaluate what they have accom- 
plished. These aimed at getting students involved on classroom issues. 

Despite their feelings of scepticism, the teachers did attempt to elicit student 
feedback because they felt that the attempt was experimental and under their 
control. Therefore, it appeared less threatening. I give below some details of 
student questionnaires designed by these teachers during this stage. The ques- 
tionnaires related directly to lessons that the teachers were already involved in 
with their students. Consequently, it did not seem like extra work. Moreover, 
the questions were designed by the teacher herself based on what she wanted 
to discover about her particular lesson. Thus, it did not appear that an outsider 
was intruding in her personal classroom business. She was simply adding a new 
dimension to her own work as a teacher; or even perceiving her classroom 
problems from a different perspective. 
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Tasoula wished to get some feedback from her students on a specific lesson 
they had just finished in an attempt to encourage student interest in their work 
by of f ering them the opportunity to ref lect on it. She gave the f ollowing ques- 
tions (Data: 1.2) to direct the students. 

Data: 1.2 Tasoula's questionnaire on Crucifixion 

Subject. The Crucifixion. 
Medi : Paint and pastel on white paper. 
1. How did you like the theme? Was it relevant? 
2. Where did you have the most difficulty? 
3. Was the teacher's help sufficient? What else could the teacher have done to 

make you understand better your work? 
4. How do you feel about your f inished work? 

Based on responses given by a class of thirty, students (second-graders in junior 
high school) found the theme relevant because it was given to them just before 
Easter holidays. Most expressed satisfaction with the teacher's help. They en- 
countered difficulties in achieving the appropriate movements and expressions 
in the human figures and trying to find the right color combinations to create 
the moody atmosphere of the Crucifixion. The students offered suggestions 
about their weak areas that might have been helped if the teacher had pro- 
vided more appropriate visual aids. It is interesting to compare Tasoula's field- 
notes about how she perceived her lesson with what the students had to say. 
The two perceptions varied. The students expressed more encouraging com- 
ments about how they perceived the development of their work, while their 
teacher's comments about the same lesson were less optimistic; citing problems 
about students' lack of understanding and independence in doing the work. For 
student work on the Crucifixion, see Color Plate: 1.2. Three students' replies (in 
translation) can be found in Data: 1.3,1.4 and 1.5. For Tasoula's fieldnotes (in 
translation) on the same theme, see Data: 1.6. 

Sophia H. tried a different type of questionnaire for the younger students in the 
sixth grade of elementary school. She was trying out a new lesson for a new 
group of students. She gave them something innovative to try. She was taking 
fieldnotes during the lesson and she discovered that her young students were 
afraid to loosen-up and be creative. They had been taught to follow stereotype 
formulas for art. Sophia gave her sixth graders colored pebbles to look at 
closely and to discover lines, textures and shapes. They were then to use them 
to create free and exciting compositions using mixed media. Color Plate 1.3 
depicts two pieces of student work based on this topic. The top work repre- 
sents preliminary drawings on lines and textures inspired by the colored pebbles 
and the work below presents a completed piece. The theme, the approach and 
the media students were asked to work with were all completely new to them. 
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During our discussion, Sophia had decided that she should try and get some 
feedback from the students on all these unusual concepts she was trying out. 
Sophia tried a very simple questionnaire with just a few questions that could be 
answered by selecting from a series of funny faces and Snoopy cartoons ex- 
pressing different levels of likes and dislikes. The idea for the questionnaire was 
taken from Hopkins (1985, pp. 74 and 75). For an actual sample of this ques- 
tionnaire see Data: 1.7. A lot of interesting ideas came through the student 
feedback on the questionnaire which gave the teacher problems to work on for 
the next time she would try a similar experience for the students. 

Another fun-type questionnaire designed by Sophia H. for her young stu- 
dents can be found in Data: 1.8. It asks the children to respond to the degree 
that they liked or disliked certain aspects of their art lesson by drawing in a 
flowerpot, a butterfly or a fish. The flowerpot represents the maximum de- 
gree, the butterfly the average and the fish the minimum. This particular ques- 
tionnaire related to a lesson on animals, birds and fish drawings. Samples of 
these can be found in Data: 1.9,1.10 and 1.11. Sophia's attempts indicated that 
she sought to reach her young students by trying more playful procedures in 
learning about textures, shapes and lines. In data: 1.9 a paper was given to the 
students with some animals already drawn on it. This was a close-up taken 
from the "The Dream" (1910) a painting by Henri Rousseau. They were asked 
to use their imagination and complete the empty space with their own animals 
by creating a jungle or a forest. In Data: 1.10 the students were given a paper 
with outlines of bird shapes. They were asked to fill-in the shapes through a va- 
riety of textures, lines and decorative elements. In Data: 1.11 the students were 
asked to create shapes of fish and boats after they were shown the painting 
"Sinbad the Sailor" (1923) by Paul Klee. 

Carol tried a different, more sophisticated, questionnaire (taken from Hopkins, 
1985, p. 73) for her older students in the American Academy. She was seeking 
answers to a lot of problems from her students. She told them that she does not 
understand why some problems exist within her art classes, and therefore the 
questionnaires will serve as a source of clearing-up certain mysteries within the 
classroom. For an actual sample of this questionnaire see Data: 1.12. 

Even though at this stage, student feedback attempts were experimental and 
some of the questionnaires used were borrowed from books on action re- 
search, the entire attempt managed to excite the teachers about the potential 
in student responses by way of making them aware of certain hidden issues; for 
example, teacher's and students' perceptions on the success of a lesson might 
vary. 

Reflections on Phase I 

During Phase 1,1 felt very strongly about spending time with teachers as 
individuals because teachers' opinions in Cyprus are never sought; nor are 
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they highly valued in respect to introducing innovations or improving aspects 
of teaching and the curriculum. In fact, during the interviews the teachers 
were delightfully surprised when I asked their views on a variety of issues. 

Moreover, after the interviews, and spending time with teachers as individuals 
from January through July, evidence seemed to point to valuable, new discov- 
eries. The teachers enjoyed being in charge during the trial stage of classroom 
research, even though it was not an extensive effort as yet. They seemed to 
enjoy the breathing space they were allowed in between sessions in order 
to take in ideas slowly at their own pace. They further enjoyed being asked 
about how these new ideas would work with their own students. They en- 
joyed understanding the new procedures in their own reality. This reality re- 
lated to classroom conditions, level of interest in their students, their own skills 
through academic training and their personality. 

The art teachers seemed to relate favorably to the innovation because the 
issues were cleared-up for them. The innovation began to feel increasingly 
relevant to them as they developed their own definition of classroom research 
through practical implementation. They were beginning to get a sense of what 
they were doing and why it was worth trying. During the introduction of the 
innovation, it became evident that the teachers needed to know the bene- 
fit they would gain from this new experience and how closely it related to 
their own classroom business. They also expressed the need for support. 
They did not like the idea of starting on a new journey on their own. 

It became more evident through the completion of this initial phase that the 
teachers would be more willing to try-out a new idea if they could see a clear 
possibility of improving their teaching in a way that they can understand, i. e. 
relating not to theoretical input but rather to their own classroom business, and 
to what they were already involved in classroom lessons. To discover this they 
needed to see something of how it has been done by other teachers and to ex- 
perience directly the practical aspect of classroom research as well as the 
meaning behind it. 

After gaining some understanding about how the main principles of action re- 
search might work in their classrooms, I considered that the teachers were 
ready to explore their classrooms and solve problems in a more mature and 
systematic way as a team. 

Thus Phase 1, was basically used as a preparatory stage to reveal each 
teacher's character, needs and the way she interprets the innovation by way of 
suggesting which specific points of classroom research she considers to be pri- 
orities. The discoveries in stage I clarified the direction that stage II needed to 
take. 
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Color Plate 1.1 
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Color Plate 1.2 Student work on Crucifixion 
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The theme crucifixion was a very nice and interesting thing. It gave us the 
opportunity to express what we wanted through movements of the human 
body. 

I had a difficult time in putting color in my drawing. I thought a lot about 
the colors; not to use similar color values close to each other. I would've 
liked to draw one section of my drawing in black india ink but this would 
not allow me to think about color. However, in the end I found that it was 
much better to use colored oil pastels because this way I could create better 
the desired atmosphere. 

Teacher's assistance was sufficient. Without it I don't think I could've 
made- such a good drawing. If I had more help with my Art work then it 
would not have been my own creation. I worked hard, but in the end I was 
pretty happy with the final result. 

Data 1.3 Student Teply on CTucifixion 
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The drawing we did on Crucifixion was a very nice work in which I found 
however some difficulties. It was a work where we could express our 
feelings on Christ's Crucifixion. The difficulty was in drawing the figures; 
how to draw them, what movements to use, and how to place them in the 
drawing in a way that they could be pretty and create the picture we want 
to express. The mixing of the colors was easy. I thought the teacher's help 
was sufficient. 

Data . 1.4 Student reply on Crucifixion 
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I like the theme because depending on the individual I drew in my work, I 
could give the appropriate facial expression. I also liked it because it was 
the time before Easter and I could bring to life a scene from Holy Week as 
I imagined it. 

I had difficulty in doing the faces because as I said I needed to give the 
appropriate facial expression depending in the individual I was drawing. 

I had sufficient help from my teacher both in my drawing and in offering 
factual information. Of course we had to do some research on our own for 
some added information. I believe that by doing more research into the 
facts of the Crucifixion we could've succeeded better in the final result. 

Data 1.5 Student Teply on Crucifixion 
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I planned my lesson in two stages: A and B. In stage AI taught 
composition of the theme Crucifixion and in stage B the colors, the 
textures and creating the proper mood. 

During the lesson I noted that 
' 

my students had a great difficulty in 
composing the theme Crucifixion. They had a difficulty in getting started 
on the idea. I showed them pictures from other Artists and had a group of 
student pose in class to point out the proper proportions of the human 
form. Despite all the help I provided for them, however, the students could 
not get started. I then suggested to them that they should start at any point 
in their work and I stressed that they should develop their initiative. The 
entire procedure lasted for two teaching periods (90') without completing 
the composition. 

I did not pressure the students and I did not give them any dead lines as 
we were told to do by Ministry Officials concerning students' work 
because I believe that students need time to concentrate. The composition 
exercise continued right through the third lesson. Students kept 
complaining that it was difficult and I told them not to try to achieve the 
standards of the great Artists but instead try to express the theme in their 
own terms. There was lack of interest and enthusiasm on the part of the 
students at this stage. This lack of interest comes up most of the time. 
Students just don't get excited about Art. 

The second part of the work was selecting the proper colors, color values, 
mixing the colors, creating the textures and the proper mood and 
expression of the theme. The students were allowed to use oil pastels with 
watercolors or just oil pastels. We discussed artists' works of the similar 
theme and their individual painting style. Because the school Art supplies 
were not of good quality I asked the students to bring their own. Only a 
few of them did. The other used school materials and the final works did 
not come out as well. 

Even though I gave my students a lot. of information there was still a lack 
of initiative on their part. They waited for the teacher to guide them; even 
tell them what colors to use. 

At the end of both stages A and Ba discussion took place by the students 
on evaluating their compositions and then their works on color and 
textures. Only two to three students participated in the discussion. The 
others showed no interest. And even though students asked for my advice 
repeatedly, they refused to accept it when I offered it to them or even 
disagreed with it. 

Data * ý. 
_6 

Tasoula Isf ieldnotes on Crucifixion 
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Color Plate 1.3 Student work on color pebbles 
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Data 1.7 Sophia's cartoon questionnaire 
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Data 1.8 Sophia's questionnaire on shapes & textures 
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Data 1.9 Student work on shapes & textures 
lesson 
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Data 1.10 Student work on shapqs & textures lesson 
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Data 1.11 Student work on shapes & textures lesson 
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1. How much of the lesson did you enjoy? 

2. How much do ycu think you learnt? 

3. Flow much did you understand? 

4. Could you find the tnformation, 

equipment you needed? 

5. Did other people help you? 

6. Did other people stop you working? 

7. Did the teacher help you? 

8. Was the time given for the project? 

9,, Was the lesson 

10. Did you need anything you could 
not find? 

11. Where did you get help from? 

12. Did you find this work 
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IT-othin something/A lot. 
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Data 1.12 Carol's student-questionnaire 
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Chapter 5 

Phase 11 
The Development of the Collaborative Process 

Phase 11 was mainly concerned with the establishment of the teachers as a co- 
herent group. My account of Phase 11 (September, 2,93 - January, 4,94) will 
be divided into three stages: 

Stage A: Preliminary/Preparatory Stage to Collaboration. This stage 
took place bef ore the f irst joint meeting (September, 2,93 - October, 31,93). 
Stage B: Initial Stage of Collaboration. This stage includes the activities 
and teacher reaction to the first joint meeting (November, 5,93 - January, 3, 
94). 
Stage C: Group Establishment. This stage includes the subsequent activities 
and decisions taken by the group at the second joint meeting (January, 4,94). 

Each stage will be presented in the following format: 

Introduction - meetings, main topics and group work procedures 
Processes - activities the teachers went through during each stage 
Outcomes - developments in teacher growth and awareness 

In reporting Stage AI seek to justify the need for a preparatory period 
preceding the initial attempt of a joint meeting. Furthermore, I describe the 
activities which took place and teachers' responses to them. Stages B and 
C which describe the first and second joint meetings, are reported as two 
separate stages. This treatment allows for a close examination of the man- 
agement of these joint efforts which proved significant tothesubsequent 
work of the participants as a group. I conclude with a brief reflection on 
Phase 11 as a whole. 

Stage A: Preliminary / Preparatory Stage to Collaboration 

Introduction 

The main objective of stage A was to assess whether collaboration was in 
fact, an acceptable way of working for these teachers before proceeding 
further and to prepare them for collaborative work if this should prove to 
be the case. Due to the persistent obstacles of teacher isolation and lack 
of communication it seemed appropriate to minimize the threat of the in- 
novation that I was proposing. The change might appear to be too 
abrupt for the teachers involved. Moreover there was still the question of 
introducing a second innovation to the participants; namely doing class- 
room research through team work. 
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In order to assess the collaborative potential, teachers' views needed to be 
elicited on a number of issues. To this end, it seemed appropriate to further 
clarify the innovation of action research, the principles of collaborative 
work and the final goal of this entire endeavor. For this purpose, written 
explanations and visual representations of these issues were prepared. These 
were given in the form of four separate papers. 

I decided that it was appropriate to continue the private contacts with 
each participant begun during the preliminary stage in order to give each 
the opportunity to clarify the issues further and express theirviews about 
collaboration. 

In bringing teachers together to examine alternatives to the existing teacher 
development procedures, I was faced with the problem of introducing a com- 
pletely new way of solving problems. In Cyprus, collaboration among 
teachers in solving problems is not a common event. In fact it does not 
exist. It has never been attempted before and I was apprehensive about 
introducing this approach. At this stage I had serious doubts about the 
likely success of the process of group work. For a start I thought that 
teachers might be highly intimidated by it. Therefore, I felt that the pre- 
paratory, investigative period was the best course of action in order to 
study the possibilities for success. However, it turned out to be a neces- 
sary step to opening channels of communication for developing a shared 
language. In order for teachers to embark on procedures to solve class- 
room problems, they needed to establish a common language. 

Moreover, as another measure to minimize the threat implied by the innova- 
tion, teachers were treated as professionals by giving them a chance to dis- 
cuss the prospect of collaborative work: how each felt about it; how it 
might relate to her own teaching style and how it could be implemented in 
her own school. 

It is perhaps worth noting that teachers appeared to enjoy the one-to-one 
support between initiator and participant. I was anxious about moving to 
the next step of bringing them together as a working group, which was 
part of the original planning. I felt that I could be risking the safe rela- 
tionship achieved thus far between me and the individual teacher. At this 
stage, however, solving the isolated problems of each teacher in her own art 
room, was not sufficient. It did not offer a strong enough measure to stimulate 
movement towards change on the part of the participants. 

Through my reading I had discovered that the members of a group must feel 
important, needed, their opinions valued. Action research groups sometimes 
seem to have a slow start because teachers are not interested in this type of 
working. Perhaps when this happens the teachers are not offered an ade- 
quate rationale. They do not understand the principles of the innovation, nor 
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the implementation process, nor how this is going to benefit them. I sought to 
allow for such problems in my forward planning. 

Bearing in mind these issues and considering the obstacles presented to me 
within the system, the following passage from Rudduck (1991) offered valuable 
input in triggering useful questions about introducing innovations to teachers. 
"In order to cope with the disorientations and upheavals that threaten profes- 
sional status and confidence, individuals need to feel that change is not some- 
thing that happens to them, and which they cannot control,.... but instead some- 
thing which they are in principle seeking and welcoming .... They may not have 
been helped to prepare themselves for change and to work out in what ways 
they are, or are not, receptive to it and what it might offer them or their pupils" 
(p. 93). Stage A of Phase 11 sought to offer time for this preparation. 

Rudduck goes on to discuss the right of the teacher to be introduced to the 
principles of the innovation; also the need to allow the teacher to offer her own 
interpretation of the innovation as she can understand it in her own terms and 
thus be able to communicate the innovation to others for example, students 
and colleagues. The teacher must be helped to make sense out of the principles 
which lie behind the innovation. Fullan (1991) discusses the issues of considering 
the individual feelings, views and needs of the participants in an innovation. 
Nothing must be imposed on the participants; rather patience is needed to al- 
low them to lead the way. Outcomes must not be forced in order to satisfy ex- 
pectations. Instead we must consider seriously the role of the participants in- 
volved in an innovation. 

Elliott's (1991) point that theory is a threat to teachers because it is irrelevant 
to practical problems, suggested that I needed to be cautious in introducing 
innovations to teachers at a theoretical level. The practical aspect of the in- 
novation must be emphasized and made directly relevant to teaching practice 
while considering teachers' views on that practice. Furthermore, in chapter 1,1 
had already concluded that one of the main drawbacks of the current 
teacher development scheme is its theory-based character. 

In Phase 1,1 had sought to re-reinforce each teacher's self-esteem; now I 
needed to place that teacher in the group. First the teacher identified with the 
"I", the teacher role, and then she identifies with the "We", the group role. The 
"I" role aimed at strengthening the professional self. Stage A of Phase 11 was 
therefore essentially, a preparatory period, leading the way into the collabora- 
tive process. 

During this stage, twenty-four private meetings took place: six meetings 
with Carol, three meetings with Tasoula, four meetings with Niki, three 
meetings with Tasia, three meetings with Sophia P. And five meetings 
with Sophia H. 
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Processes 

The plan of action contained three elements: the continuation of private 
meetings with the participants, giving each material to read on the issues 
involved and treating each as a professional with important views to offer 
on the innovations. 

CarryJrg on private meetings: seeking to understand teachers 

The decision was made to continue the private transactions in contacting the 
teachers. During these interviews the main purpose was to collect informa- 
tion about the way in which teachers organize their teaching, what type of ma- 
terials they offer to students as art learning and what teaching methods they 
use. This feedback would offer an insight into their way of thinking as profes- 
sionals allowing me to proceed with collaboration in a way that served their 
purposes and needs. 

Many issues were brought up during the discussions. Niki was trying to deal 
with the problem of handling her high school students who took art as an elec- 
tive, by trying to think of themes that older students would find appealing. 
Carol was striving to get her upper-graders at the American Academy who 
needed to take art exams, to loosen up and at the same time enjoy art and see 
it as an important subject. In Color Plate: 2.1 Carol is shown with some of her 
students' still life paintings which she described as tight and lacking sensitivity 
in the use of paint and choices of colors. Tassoula's main objective was the 
development of creativity within her junior high school students by giving them 
unusual and stimulating themes to paint such as an imaginative under-sea 
world. 

Tasia was describing with great surprise that her methods of teaching the hu- 
man form to her junior high students did not work for all classes even though 
the students were all the same age group. She attributed this to the unique 
character of each classroom. "I spent so much time preparing for this lesson. I 
thought I had a fool-proof lesson that could work under any conditions. It 
worked only for one class of students. I must start thinking of what the problem 
is in my other classes". In Color Plate: 2.2 Tasia is seen in her art room teach- 
jng the lesson on the human figure and her fieldnotes on the lesson appear in 
Data: 2.1. Sophia H., was trying to raise the students' interest in art because she 
discovered that her elementary students had no particular interest in it whatso- 
ever. In their work they followed formulas that they had been taught in previ- 
ous years. She was confronted with the huge problem of changing student atti- 
tudes towards a creative approach to artwork. 

As a result of teachers discussing their objectives and ways of working, certain 
elements seemed to come through about how they organize their teaching 
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practice. They seemed to organize their lessons according to objectives they 
set for themselves according to the age group of the students and not accord- 
ing to the official art curriculum. The objectives would originate around a 
specific problem they wished to deal with. This problem might be related to a 
new art course created in the school; to developing students' artistic habits in 
the art class; and to a search for ways of making art appear interesting to dif- 
ferent age groups. It was evident that they could tell from experience that 
each classroom situation demanded a different approach and treatment be- 
cause each situation consisted of unique problems. 

They seemed to enjoy talking about specific lessons they had taught, objec- 
tives, teaching methods and the multiple practical problems they encountered. 
It was very seldom that they had had the opportunity to discuss their class- 
room business; they felt quite at ease in talking about methods and objectives 
because it was something they could relate to and control. Each teacher 
seemed to formulate her own theory about art teaching. The individuality of 
group members was a significant fact in itself. 

Giving each teacher material to read 

During these private meetings, I gave each a set of written notes to study. The 
written notes and the diagrams which accompanied the text, were used to sup- 
port an oral discussion of the following issues: what were the teachers becom- 
ing involved in; how were they going to accomplish the task and why is this a 
worthwhile experience to go through? The actual papers can be found in Data: 
2.2 - 2.5.1 give below a brief summary of each. 

Paper 1: Classroom research (see Data: 2.2) 
This paper explained that classroom research is carried out by the teacher her- 
self in her own classroom trying to investigate problems, experiment with solu- 
tions and reflect on outcomes. This is done without outside interference. The 
diagram that was used in phase I was presented to the teachers to remind them 
of the principles of action research. It was intended to show the developmen- 
tal character of action research as I had interpreted it in Phase 1. The intention 
was to give teachers the feeling that action research is not a given formula of 
steps that can be implemented overnight. Action research looks systematically 
at problems and then seeks solutions: It does not supply the teachers with solu- 
tions regardless of the problems. 

Paper 2: Collaboration (see Data: 2.3) 
This paper discussed the importance of the teacher's role within a collabora- 
tive setting. It was emphasized that all the participants in an action research 
group must take responsibility for offering suggestions about problems to re- 
search, to set goals for the team, to test solutions in their classrooms, to collect 
data and to report on them to the group. The diagram stressed that all the 
teachers are valuable and equal contributors to the team's success. 
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Paper 3: The final goal (see Data: 2.4) 
The argument and diagram on paper 3 sought to clarify that the final goal of 
the project was to "affect the system". This made the project seem more inter- 
esting and less limiting as to what teachers might be able to accomplish; thus 
making it appear exciting, challenging and reaching beyond the art room. 

Paper 4: Data-collecting techniques (see Data: 2.5) 
This paper offered practical information to the teachers through a list of data- 
collecting techniques: taking fieldnotes, asking students to keep a diary of the 
development of their work, student questionnaires, taking photographs of stu- 
dents working and asking a friendly colleague to act as a participant observant. 
I wanted to supply teachers with evidence that the data-collecting practices I 
was suggesting had really been used elsewhere. I therefore included a sample 
questionnaire f rorn Hopkins (1985). 1 hoped to learn what techniques would 
work in Cyprus. 

Drawing on the four papers and their practical classroom experience, the 
individual teachers did in fact seem happy with the ideas about collabora- 
tion, action research principles and about data collection. They seemed to 
find the idea of group work quite attractive. "The efforts of seven people 
combined would offer a better chance of solving problems ... Art teaching 
as it is, appears too accidental. Each teacher decides on her own what is 
to be taught. This leaves gaps in her teaching because she evaluates things 
only from her point of view. Through collaboration, maybe we could de- 
cide on the priorities of our teaching. We should communicate. We need 
to communicate. Teachers need to communicate but our system does not 
offer the proper conditions for it" (Niki, September, 12,93). "It is impor- 
tant to keep the lines of communication open by continuing to talk .... talking 
about the main problems" (Carol, October, 27,93). "This collaboration 
could work just fine because presently there is no communication among 
teachers. I feel that there are no incentives offered to teachers to open 
up and talk to each other and share ideas"(Sophia H., September, 12,93). 

The prospect of collaboration was seen favorably by teachers. However, 
their responses at this stage seemed to indicate that they perceived col- 
laboration as communication. Their understanding of collaboration did not 
yet possess fully the concept of collaboration at the level of implementing 
and reflecting on innovations which could change their way of working. 
Talking with others and sharing ideas was a sudden and pleasant alterna- 
tive to the previous isolation. Collaboration seemed to offer at this stage a 
friendly audience with an interest in what they had to say and supported 
their right to say it. Thus far, this agreeable, 'mutual-interest' audience did 
not exist for them. 
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There seemed to be a favorable response to action research. "It's fun and ex- 
citing to be able to evaluate one's own teaching through research. It's not 
a guessing game. Also, it seems like fun to have another colleague to ob- 
serve one's teaching" (Sophia, September, 12,93). Tasoula had this view to 
offer: "I find it interesting. I want to solve problems this way. It's a good 
way of finding problems and just the right way for solving them. The 
teacher can express herself, good communication can be achieved and I 
feel it's the best way we found up to now to help us solve problems' 
(Tasoula, September, 14,93). "This is a down-to-earth procedure, looking 
into one's own practice and solving problems; simple and practical and 
useful" (Niki, October, 12,93). 

Critical comments were made about the art inspector's ineffectiveness. The 
teachers' comments implied that the inspector is always avoiding the real 
issues and simply lectures 

, 
on established theories of art education. I get 

scared when she comes into my room. She makes me feel very uneasy; as 
if I'm doing something wrong, but I don't know what. I did not under- 
stand her comments on my work. Instead of commenting directly on what 
she observed in my teaching, she gave me some theories to follow which 
were irrelevant to what I did that particular day. So, in a sense, I did not 
get an evaluation on what I did that day in my class, but instead, a theo- 
retical lecture on the general philosophy of art education. I don't know 
anymore what I'm doing. I was not made to think of what I did that par- 
ticular day" (Tasoula, September, 14,93). 

"When the inspector visited my class last week, she did not focus on es- 
sential problems but talked of irrelevant items which art teachers simply 
have no control over" (Niki, October, 12,93). During our private meeting 
on September, 27,93, Sophia P. immediately raised the issue of the in- 
spector's seminar held in September which all art teachers were required 
to attend. "The inspector spent most of the time talking about how she 
was going to try and supply schools with more art materials and other 
equipment. More art materials are not going to solve our classroom problems; 
this is irrelevant. Giving students more materials is not going to help if they are 
not interested in using them. That won't limit the large numbers of students in 
my classroom". Furthermore, the elementary school teacher, commented at 
our private meeting on September, 12,93 that in general, inspectors' and 
head-masters' assessment procedures of teachers are simply ineffective. 

There was a positive response to the data-collecting techniques introduced in 
Paper 4 which they thought offered good possibilities for collecting informa- 
tion from their classrooms. They emphasized especially the wide-range pos- 
sibilities offered through student feedback. They felt that this might actually 
help to find possible solutions to problems by comparing their views on lessons 
with those of the students, and stimulating useful discussion among students. 
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Tasia and Carol designed their own student-questionnaires to evaluate general 
aspects of their teaching. Tasia designed a questionnaire for the first time while 
Carol was designing her second questionnaire to evaluate her teaching. In 
Phase I she borrowed an example from Hopkins (1985) as her initial attempt. 
The questionnaires below seemed to exhibit teachers' independence in de- 
signing their own questionnaires in reference to their needs. 

Tasia designed the following questionnaire (Data: 2.6) for her junior high stu- 
dents as an attempt to assess general feelings on her art teaching. 

Data: 2.6 Tasia's general questions on art 

Answer the tollowin-q Ouestions or tne ones Vou can r 
1. What have you learned in art so far ? 
2. Do you like art class? Why ? 
3. What don't you like about the art class and why ? 
4. How would you prefer the lessons to be taught in the art class ? 
5. The students who are not interested in art how would they like to be evalu- 

ated? 
6. Write down what was dif f icult to learn in art class? 
7. Write down what you enjoyed the most in art class ? 
8. Ideas, suggestions about what the students with disciplinary problems could 

do in art ? 
9. Any suggestions about how you would like to get evaluated in art? 
10. How would you teach art if you were the art teacher ? 

Tasia later came to the view that she had tried to cover too many topics in her 
questionnaire. However, some useful comments emerged and samples of these 
are given in Data: 2.7,2.8 and 2.9. 

A different type of a questionnaire was designed by Carol by combining, as she 
put it, a little test on what the students remembered in art, a fun section of 
drawing items and a section where they were asked to offer their views about 
which lessons they preferred. Carol was again evaluating too many issues in 
one questionnaire, but she did report that students were interested in present- 
ing their viewpoints and she discovered that according to the feedback from 
her students there was an evident disagreement between teacher and students 
as to what were the effective art lessons. For a sample of this questionnaire, 
see Data: 2.10. 

In the private discussions about the four papers, the teachers offered a 
variety of views which seemed to suggest that there was a general feeling 
of enthusiasm for this type of working and solving problems. This allowed 
me to proceed with more confidence in preparing for the first joint 
meeting. Receiving an encouraging response from the teachers on the is- 
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sues allowed me to guess that collaborative action research might have a 
good chance of working in Cyprus. 

Valuing teachers as professionals 

During the interviews, one of my objectives had been to establish for each 
teacher the important role she would have in this project. Making each individ- 
ual teacher feel important meant treating them as professionals with significant 
views to offer. Nothing was imposed on the teachers. Even the written infor- 
mation that was handed out to them was given as suggestions for discussion, 
to clarify certain issues, and to offer examples. It was not proposed as a defi- 
nite plan of action. 

With the greatest sincerity, teachers' opinions were asked on all issues. They 
were encouraged to speak openly and freely without interruptions. I would lis- 
ten and offer suggestions for reflection. I took notes to show that their views 
were taken seriously and would be an important moving force in this research 
project. If there was something that needed to be explained, I would relate it to 
their actual teaching experience and present examples. It was not assumed that 
the teachers could understand all the issues brought up for discussion. They 
were allowed to interpret issues through their own teaching realities. 

The process moved along at the teachers' pace even though that was quite 
slow. There was an attempt not to become anxious and force the outcomes 
regardless of the genuine reaction and contribution of the participants thus risk 
losing the natural pace of the process. This period of seeing the teachers in- 
dividually was taking sometime, but this proved helpful because the teachers 
felt more comfortable by not being pressured. Thus they became more open 
about discussing their ideas, more self-critical, and more willing to cooperate. 

A major concern at this point, was to avoid over-directing the entire 
process. It seemed appropriate that the criteria for the success of the first 
joint meeting should be offered by the teachers themselves. Three of the 
participants who seemed to be more dynamic, were asked to offer their 
views on how the first joint meeting might be handled so that it would 
have a better chance of success. What type of problems should be em- 
phasized? 

Carol offered the following suggestion when asked to offer her views: "well, 
what we are doing now is important; trying to adapt our teaching to meet 
the demands of today's world. Since education is becoming More Oriented to- 
wards design and technology, the question that comes to mind is what could 
art offer in these directions; how can art support students' learning in 
these directions? Maybe a new art curriculum is needed to be designed along 
those guidelines. Suggest this issue at the joint session". 
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When asked whether teachers would feel comfortable about calling up 
each other to present a teaching problem and ask for support Carol re- 
plied: 1 would not feel comfortable about calling the other teachers be- 
cause I don't know them well. Only throughyou I shallbe ableto commu- 
nicate at first. Maybe it would be a good idea to ask each teacher to in- 
troduce herself at the joint meeting by saying a few words about herself; 
where she studied art; what type of art she studied and where she 
teaches" (Carol, private session, October, 93). 

It is interesting to note Carol's concern. She was feeling insecure about 
expressing herself openly in front of strangers. She felt that by learning 

something about the other members' art background that might give her an 
idea about the type of audience she was facing. She was concerned about 
establishing some type of trust between her and the rest of the participants. 
Furthermore she exhibited a concern about how she would measure up to the 
other teachers' knowledge and experience of teaching art. 

By valuing them as professionals allowed space for the participants to take 
part in decision-making on crucial issues; such as issues for the first joint session. 

Outcomes 

In light of teachers' responses during the private meetings at this period 
and teachers' initiative in designing student-questionnaires, it became evi- 
dent that certain movement was achieved in respect to a more mature 
awareness and a more developed perception on the part of the partici- 
pants. These "movements" will be summarized in terms of teachers' percep- 
tions of classroom problems; awareness about the possibilities of improving 
teaching practice; and the manifestation of common concerns. Together 
these brought the participants to a point where they were ready for a joint 
meeting. 

Perceptions of classroom problems 

There were definite signs of movement in the way in which these teachers per- 
ceived their classroom problems. Responses to the question "what are your 
particular classroom problems", seemed to indicate that teachers were indeed 
able to articulate and admit to problems and difficulties. I felt that this was 
possible because time was given to them to express themselves, substantial 
reasons were offered to them such as the valuing of their ideas and finally an 
interested party who would listen to what they had to say. 

These problems were not those articulated by the inspector at seminars or 
teacher development courses. They were not irrelevant and general prob- 
lems, but related directly to their particular concerns on classroom prac- 
tice. Difficulties were identified in a wide variety of teaching contexts; ele- 
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mentary school, junior and high school; American Academy. Also, the 
problems seemed to relate to various aspects of art learning: lack of 
creativity, lack of spontaneity and sensitivity in artwork; students having 
problemsworking together; and artcourses which did not satisfy the stu- 
dents' demands. 

Moreover, the teachers began to perceive their classroom problems in relation 
to their teaching effectiveness. This allowed them to raise questions about im- 
proving their teaching. What are the problems which do not permit one to 
reach students? The teachers suggested solutions which focused on raising 
levels of student interest rather than on how to teach a particular idea. 

Members of the group were increasingly able to articulate problem setting and 
problem defining in ways which could guide them to discovering possible solu- 
tions. Formulating questions as suggested through classroom research proce- 
dures managed to put an order into their thinking and helped them find a con- 
nection between the problem, the reasons behind it and the search for possible 
solutions. 

Possibilities of impro ving tea chIng practice. 

Beyond classroom-problem awareness and articulation, this stage made 
teachersfeel excited about the possibility that action could betaken to solve 
problems in their teaching situations. They were convinced that this new 
way of working seemed to promise a lot. The participants expressedthe 
need to work towards solving the problems and they were willing to take action 
towards achieving that objective. 

They appeared to accept that action research procedures seemed to offer 
a way of easing into problems at one's own pace in order to experiment 
with solutions. The group idea seemed to promise support through joint 
reflection on the outcomes of experimentation. Teacher tension seemed to be 
alleviated through the discovery of a new way of perceiving classroom activity 
as opposed to a general theory application to classroom problems. 

Common concerns about teaching problems 

It is perhaps worth repeating that the participants were different in many 
respects regarding their art training, school context, art teaching strategies, 
teaching objectives and priorities. Despite their differences however, com- 
mon concerns did surface as a result of allowing them to discuss their 
teaching practice and concerns relating to that practice. 

It became apparent that it was not the procedure that concerned the teachers 
but the urgency of the problems they were trying to solve. Presently, they 
were applying solutions that they thought would be effective without first in- 
vestigating the reasons behind the problems or seeking student involvement. 
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There seemed to be a superficial attempt on their part to improve teach- 
ing. Outcomes of solutions were not discussed with other colleagues. Problems 
were mainly related to the inadequacy of the art curriculum in helping them to 
organize their thinking and set priorities. 

There was by now a clear indication of the teachers' willingness to commu- 
nicate their concerns and problems to the other participants. These indica- 
tions offered answers to the question posed for this stage: to assess the 
collaborative potential of the participants before attempting a joint meet- 
ing and to prepare the participants further to handle a joint gathering; to 
think about their own particular classroom problems and how they per- 
ceived action research as a way of tackling those problems. 

The preliminary stage of Phase 11 had offered the group a sense of security in 
the realization that teachers are not strangers after all. They do share common 
problems and beliefs. Their common beliefs and agreement to meet seemed to 
indicate their readiness to meet jointly. 
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Color Plate 2.2 

1 2-2- 

Tasia's figure drawing lesson 



Problem: Human figure 

Seeing my students in grade A of junior high school systematically 
avoiding drawing nor painting human figures for a variety of reasons, I 
thought that it was necessary to solve this problem and give them more 
freedom in expressing human figures. 

Problem 1. If I don't paint the figure correctly the teacher won't like my 
work and will lower my grade. 
Problem 2.1 will ruin my drawing because I don't know how to draw 

people correctly. 
Problem 3. If my drawing or painting is not good it will not be put in the 
final school exhibit of student work and therefore I won't be able to prove 
myself and show that I as well can be creative. 

Solution to the problem: 
1. The students should become aware that the correct or realistic human 
fonn is not necessarily the one with perfect proportions. So a human figure 
could be considered artistically correct without much realistic detail. 
2. My drawing is not ruined because I learned to draw and paint with more 
artistic freedom and showing my own personal expression. 
3. My drawing is good when it has creativity, expression of feelings such 
as joy and sadness. Art can express feelings of beauty as well as ugliness. 

Work procedure: Students are to draw freely a variety of poses from life 
using quick circular movements with a pencil in order to show just the 
movement itself. This will allow the students to become aware of the entire 
movement of the figure posing and not the details. This exercise lasted for 
two teaching periods (90' ). 

After gaining some freedom in human form movements, students will try 
other media, such as, oil pastels, watercolors or even clay to create figures 
in showing movement and not detail. 

Data 2.1 Tasia's f ieldnotes on figure drawing 
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Data 2. ý 

BRERTHING I 

SPRCE 

Classroom Research. 

Classroom research is carried out by the teacher him/herself in 
him/her own unique situation trying to solve problems through 
research and critical reflection on one's own teaching practice. 
Look at diagram No. "B" for a classification of the stages of 
classroom research. 

-FOCUS ON TEACHER AS DECISION-MAKER. 

-RELATES TO PRACTICE NOT THE THEORY. 

-SOLVE CLASSROOM PROBLEMS. 

-RELATES TO SPECIFIC CLASSROOM SITUATION AND THEIR PROBLEMS. 
-HELPS TEACHER IMPROVE HIM/HER OWN TEACHING. 

Paper 1: Classroom research 

ACTION RESERRCH MODEL 

"o-o' KEY PROBLEM WHY IT EHISTS '%-N 

POSSIBLE WAYS OUT, DESIGN PROCEDURE OF 
ACTION, ACT AND MONITOR THE DEVELOPMENTS 
THROUGH DRTR COLLECTING TECHNIQUES 
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Data 2.3 Paper 2: Collaborat ion 

THE ROLE OF THE CHRNGE PROMOTER IN THE MICRO PROCESS 

INDIUIDURL 
TEACHER 

"TEACIII-A, 'ROLE " AND COLLABORATION 

All participants in an action research group are expected to ! ý; hare 
in setting research goals designing the research project collect- 
ing and analyzing data and reporting results always contributing 
their unique skills and insights to the group. 

Collaboration provides a supportive setting which allows partici- 
pants to experiment with change and draw on ideas perspectives and 
skills of colleagues from school. This kind of support of experi- 
mentation may also contribute to individuals developmental growth. 

The out standing characteristics of the extended professional is a 
capacity for autonomous professional self-development through sys- 
tematic self-study through the studý, of the work of other teachrs 
and through the testing of ideas by classroom research procedures. 
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THE ROLE OF THE CHRNGE PROMOTER IN THE MRCRO PROCESS 

fiFFECTING THE 
SYSTEM 

fiFFECTING 
OTHER 
GROUPS 

FORM GROUP RS FIN 
IMPETUS TO CHRNGE 

IND[ L) IDURL 
TERCHERS 
RFFECTED BY 
CHRNGE 
PROMOTER 

CHRNGE PROMOTER IS 
RFFECTING THE TERCHERS 

The teacher as a participant towards achieving the final goal. 

The members of the group are part of an on-going process which is 
creating an awareness for the need for change in the system. Dia- 
gram No. "A" shows the evolution of the entire process in stages. 

Data 2.4 
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A 1.1 
I prefer paintings with colors (all types of colors). I don't like pencil 
drawings. I like the free-abstract Art, and creating something abstract, 
without having something specific in mind. 
I had a difficult time with the "still life", even though it was something 
unusual and pretty. I prefer working with watercolors and oil pastels. I 
would like to work only with my imagination. 

Data 2.7 Student responses 
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A 1.1 
I would prefer, in Art class, students to work in groups according to the Art 
medium they choose to work with and not to be told by the teacher what to 
use. I would like to paint what I choose; still life, faces or a variety of 
objects. The black pencil was a very boring medium and students did not 
enjoy it. I would prefer to use colored oil pastels or watercolors. Also I did 
not like working for the European painting contest. This should be left up 
to the students. It should be voluntary. 

Data 2.8 Student responses 
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A 1.1 
I would prefer that the Art lessons are taught in such a way that the student 
could draw according to his own taste and likes and not according to rules. 
For example, if we are given a specific theme that we don't particularly 
like then we will fail, but instead if we draw what we prefer then we do 
better on our Art work. This way we get a variety of themes. I would prefer 
to draw themes from every-day life, nature, school life, the world around 
us, health even abstract Art but not to copy faces and objects etc. . 

Data 2.9 Student responses 
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Stage B: Initial stage to collaboration 

IntToduction 

Even though, during the preparatory stage, the practitioners' response to 
a joint effort had been positive, I still felt apprehensive about the likely 
success of the first group meeting. The traditional lack of communication 
among teachers was a persistent obstacle which overshadowed the suc- 
cess of the group session. In contrast to the preparatory stage, whose 
concern was mainly to assess the collaborative potential of the particl- 
pantsand to prepare them for the first joint meeting, the first joint meeting 
needed to convince the participants that this alternative way of working 
would be useful. 

My concern led me to design a list of issues (from the ones teachers of- 
fered during stage A) which was to be given to the participants at the 
firstjoint meeting. This was taken as a precautionary measure in case the 
participants would feel uncomfortable about suggesting issues for discussion 
in a group setting with people they did not know. The list would at least 
offer them suggestions for a fruitful discussion. 

At the first joint meeting, which took place on November, 5,1993 six of 
the participants were present (including me as the initiator). The one 
member who could not make it on that particular date, asked to be in- 
formed by telephone about developments. The session took place at a neu- 
tral location outside the school environment. The group met at a small 
conference room of a hotel which was convenient for all. The meeting 
lasted from 4: 00 until 6: 30 with a 15' break for coffee. 

Feelings of exhaustion and despair relating to their classroom teaching 
were expressed as practitioners came in and settled downatthe conference 
table. One of the participants said that she was feeling very upset about 
her students' lack of concentration in the art class. "How can I make my 
students see what I want them to see? "Tasoula asked the other members. 
Tasia expressed the feeling that she was really getting tired on her own 
with no other art teachers to talk to at her school. She had to make all 
the decisions on her own without any type of support. "Teaching art is 
becoming so complicated that it is impossible to cope any more. All we 
can do is keep on trying; but what's the point to that? Students are not 
very interested in art". Expressing a deep feeling of despair, Sophia P. 
confessed to the other participants that she was ready to retire from 
teaching. 

The meeting was called to order by the initiator and reminded the partici- 
pants that they were there to confront problems of art teaching. Each 
member was given a prepared card with the group's names and phone- 
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numbers for everybody's convenience. This was to imply the feeling of to- 
getherness; "We the team members". Each name was written in a different 
color. The teachers found them useful and amusing. 

At the beginning of the meeting each practitioner introduced herself to 
the other participants by giving her name, where she taught and for how 
long, and about her training in art. This was Carol's idea, suggested during 
the preliminary stage of private meetings. The members seemed a bit un- 
comfortable talking about themselves. What made them feel more relaxed 
and secure was when they started discussing with each other the prob- 
lems of their profession. 

The participants initiated the discussion. The paper with the list of issues 
prepared as a precautionary measure was not needed to assist in the discus- 
sion after all. It seemed that I had underestimated the ability of the participants 
to suggest relevant issues for discussion and their ability to direct the discussion 
as well. I felt at this point that I had made my first mistake (one that the 
existing teacher development scheme was doing, that is, directing practi- 
tioners too closely). 

The discussion was lively and the participants were immensely interested 
in what was said during the meeting. Carol initiated the discussion. She 
came prepared to present work to the other participants. Shehadphoto- 
copied student work sheets (from art teaching books) aimed at getting 
the team started on creating new learning materials for their own stu- 
dents. She also presented to the group a student questionnaire she had 
already given to her studentsin order to evaluate her own teaching effec- 
tiveness. Carol's gesture proved valuable to the other colleagues. It served 
as an invitation to the challenge of designing new measures to approach 
their own art teaching. 

The other members studied the work sheets and the student-questionnaire 
very carefully and offered their views on using these types of learning 
materials in art class as a way of helping the students to get started on an 
artistic idea or even as a way of stimulating their imagination. Tasoula ex- 
pressed a concern that this might be a bit dangerous because students might 
get trapped in a given idea and not use their imagination. 

The main issues carried over from the private sessions were the ineffec- 
tiveness of the art curriculum and of the inspector's visits to the classroom. 
Another issue was the negative attitude to the value of art as a school 
subject which was a major source of problems in their profession. It was 
suggested that the art curriculum, as specified by the inspector, was diffi- 
cult to implement. They were asked to apply the same curriculum to dif- 
ferent contexts and students. The teachers found it confusing and often 
ignored it. 
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The specific questions they brought up, which they felt that the existing art 
curriculum ignored, related directly to the real and practical problems they 
were experiencing in their every-day teaching. What would be an effective 
curriculum for a classroom of forty students who exhibit no interest in art 
whatsoever? What would be an effective curriculum for students who 
have art only forty-five minutes each week? How do we organize our 
teaching since things get repeated each year, confusing teachers and stu- 
dents? How might we give students a sense of learning and a sense of con- 
tinuity through a new curriculum? 

Furthermore, a strong feeling was expressed at the meeting about the 
need to design a course description for each grade separately. The teach- 
ers felt that they needed to know exactly what problems to tackle in 
each grade and which methods would be most effective. "I cannot func- 
tion properly with this uncertainty in my teaching. I need to know what 
ideas to teach in each grade"(Sophia P. ). "The lack of emphasis or speci- 
fication aboutthe type of material to teach in each age-group leads to 
repetition. Many colleagues teach exactly the same material in all age- 
groups. I also feel that most art teaching is accidental. We teach what- 
ever we feel like. Each decides on her own on what she wants to teach. 
This looseness creates tension because we are always uncertain about 
what we teach" (Tasia). 

Student group projects were discussed as well. Possible solutions to the 
difficulty of handling classes with large numbers of students were sug- 
gested. Sophia P. described the way she handled her art elective group in 
high school by assigning group projects. She felt that this approach, did some- 
thing to alleviate the problem of large numbers of students. She handled five 
or six group projects as opposed to many individual works which were 
more difficult to evaluate. 

Issues, not immediately related to class teaching but seen as adding to the diffi- 
culties of the art teacher were also raised. The group agreed that students as 
well as parents feel that there is nothing worth learning in the art class. It 
is always perceived as a school subject of secondary value; a relaxation 
period for the students. Parents feel that no assessment of student work 
should be taking place because art is not a "Teal" school subject. All stu- 
dents should be graded with an A. This negative attitude on the part of 
both students and parents creates frustrating situations for the art teach- 
ers. The members felt that no one really understands what they are at- 
tempting to do in their teaching. 

A related argument was brought-up by Sophia P.. She made the obser- 
vation that the course in design and technology is organized in packages 
of lessons. "Students like that because they can see their work developing. 
Perhaps we could create similar working packages for our own students 
in art class. This might help to convince other people outside art, that 
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learning does take place in art by demonstrating that we use organized 
learning experiences. We need to prove somehow to others that art of- 
fers something valuable to students". 

Af ter discussing problems they encounter in the art room, the group 
turned its attention to its future plans. The following main decisions were 
taken by the participants. They decided that teachers need to talk about 
their teaching ideas with other colleagues. Therefore, more joint meetings 
would be scheduled. Furthermore, certain tasks were suggested for these f u- 
ture meetings: 

1. It would be a good idea if all the members could bring to the next 
joint meeting their own students' works to show to each other, ask opin- 
ions and discuss the way each solves certain problems in the art room. 
"We all solve problems differently. We should discuss and examine how 
each of us deals with similar problems in her art class" (Tasoula). By prob- 
lems teachers meant the way they make students comprehend certain ar- 
tistic concepts and the way they deal with students' lack of interest. 

2. It was decided unanimously, that it would be easier to work on a common 
problem because it would be easier to plan joint action. "We should, as a 
team, choose one theme and discuss the outcomes of our findings at fu- 
ture meetings. We must plan this at the next joint meeting" (Tasoula). The 
student learning question was proposed as the first problematic area for 
investigation. It might be possible to concentrate on teaching one artistic 
theme for a year; for example, teaching the human figure with different 
approaches in order to get the most out of it. "Having more contact with 
the same idea and experiencing it from different artistic viewpoints and 
media, the students might be able to understand it better" (Tasia). 

3. Another suggestion agreed by the team members was the possibility of 
As taking apart" the art curriculum and giving it a new look that could be 

more readily implemented. This would involve thinking seriously about ap- 
propriate visual aids. 

4. "Also, we must schedule the next meetings, decide on a specific theme 
and write it out and try it in actual classroom conditions. When we collect 
student work we should bring them to meetings and express our views on 
them" (Tasoula). Carol had of course spontaneously done this at the first joint 
meeting (see Color Plate: 2.3) and the group decided that this was a valuable 
activity. 

At the end of the first joint meeting and at private sessions which took place 
after the joint meeting, participants were asked to give their views on the ex- 
perience. "I feel that a teacher needs the support she can get from dis- 
cussing problems with other colleagues. It is difficult for a teacher to face 
problems on her own. This experience we are involved in is working for me 
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because now I see things differently. I'm not afraid or confused when I 
come across classroom problems. I don't feel as if I'm doing something 
wrong. I'm not afraid to make mistakes in my teaching because I know I 
can discuss the problems with the other participants and this relieves ten- 
sion. I know I'm not alone. This is beginning to be a learning experience 
for me" (Sophia H., December, 19,1993). 

"Joint meetings should be more frequent. We should keep a close contact 
and discuss all problems with each other. The more people involved, the 
more ideas will be heard. A chance is given to talk to others; to talk 
openly of our ideas and problems. Maybe we can offer possible solutions. 
The joint meeting was good. Many viewpoints were heard. Through the 
discussion some crucial things surfaced. We need to clear up things in our 
teaching" (Tasoula, December, 19,93). 

"I'm so tired of being on my own. 'I'm willing to invite another colleague in 
to my classroom to help me team-teach. This group of equals will give us a 
chance to talk openly about ideas, problems and possible solutions. This is 
the way to solve problems. Talking over problems with other people, get- 
ting their viewpoints and coming up with ideas to solutions" (Tasia, De- 
cember, 22,1993). 

The support available from the group seemed to offer them confidence. 
This was the motivation needed to try new teaching methods. During the 
private sessions in stage A, one of the participants felt quite reluctant to try 
eliciting student feedback through student questionnaires. She felt that the 
students would probably have nothing of value to offer anyway. After 
the joint meeting and Carol's presentation of her own student question- 
naires, this particular teacher felt more confident about trying something 
similar for herself. Sophia H. also admitted that she would not have dreamt 
of giving her students questionnaires or even asking their opinions on her 
art lessons before. "Now I get the support which gives me the confidence 
to try out new and bold ideas in my teaching" (Sophia H., December, 30, 
1993). 

As a first step to collaboration, the art teachers borrowed teaching ideas from 
each other to try out in their own classrooms. The team worked in pairs 
to exchange ideas that they could try in their own art room. At this point 
collaboration was largely perceived as a source of taking ideas from others 
to improve, or at any rate, to vary their own practice. 

In conclusion, it seems clear that the issues discussed during the joint meeting 
were taken directly from the private sessions. The subtle difference was 
that being in the midst of other colleagues and sharing similar problems, 
appeared to help the group members to express their opinions more confi- 
dently and with greater conviction. They increasingly offered critical judg- 
ments. This was not so evident during the private sessions. One of the 
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teachers who was a bit hesitant about expressing her ideas openly during 
the private sessions, clearly felt strengthened by the group support at the 
joint meeting and became more outspoken. Teacher initiative was more 
evident at this meetingaswell. 

The impact of the first joint meeting is not to be underestimated. Even 
though some support had been offered in private meetings during the pre- 
liminary stage, the first joint meeting led to the realization that joint effort 
produces practical and useful help. Furthermore, by the end of the first joint 
meeting, this realization elicited a sense of relief on the part of the teach- 
ers. They were smiling and seemed to have enjoyed conversing about 
problems which had been a burden to them for a very long time, but 

whichtheyhad never had an opportunity to discuss before. It is important to 
note that the feeling of security was growing as members got better ac- 
quainted. 

Processes 

In this section I would like to highlight the process of discussion which 
characterized the early stage in group work. I shall first consider the circum- 
stances which encourage teachers to discuss their concerns with colleagues, be- 
fore looking at the way in which discussion can allow participants to change 
and develop their existing beliefs and practices. 

Discussion seemed to offer a valuable experience to the teachers who partici- 
pated because their ideas were allowed to flow out truthfully and openly with 
no reservations. The elements of openness and truthfulness were allowed to 
flourish and teachers' perspectives moved to deeper levels of thought during 
the discussion process. This was due to the no-obstacles principle which had 
prevailed in the discussion process. It consisted of the following: 

1. The participants realized that their views were not to be classified as 
right or wrong, but they were to be part of a process which collected all 
views in order to build a new shared language with which to communicate 
on a common level. Teacher views were offered in order to become part of 
a complete view of the group. 

2. The views of art teachers in Cyprus usually have to survive the scrutiny 
of the art inspector who compares an idea expressed against the art education 
philosophy that has been established in our educational system. This scrutiny 
of practitioners' ideas against this unrealistic measure of an established 
teaching philosophy (based on theoretical and not practical values), is expe- 
rienced as a threat by teachers and has the effect of stopping the flow of 
teacher views and suggestions relating to problematic areas in the class- 
room. These teachers had not previously been allowed to question the old es- 
tablished theories in art education for that would create a threatening 
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situation f or the art inspector. It would throw the already established cri- 
teria for effective art teaching off balance. The presence of the inspector 
tends to stop the free flow of teachers' ideas. 

3. Af urther obstacle within the inspector's teacher development sessions is 
that teachers are asked to offer success formulas without examining the 
problems first. This makes them feel pressured into offering opinions at that 
particular time and place without giving them first the chance to study the 
issues. This unrealistic pressure did not exist at the joint meeting. 

4. Ideas expressed by the teachers were not characterized as being f inal 
formulas for success, but as possibilities to investigate and experiment with 
in order to seek solutions. The idea that teachers were not asked to offer 
final and correct responses to the problems discussed, but only hints to ex- 
periment with, worked as an open invitation to constructive suggestions. 
This type of useful discussion never takes place at seminars or workshops 
where there is usually a monologue from the inspector or guest speaker. The 
teachers are not invited to offer their suggestions. The speaker prefers to 
remain safewithin the boundaries of the topics he/she can understand and 
therefore control. 

Compared to the conditions created at official seminars, a safe environ- 
ment based on equal relationships was created at the joint meeting. This 
gave the teachers the security of expressing their views, their criticisms, their 
fears about their own limitations and ability to cope with problems, and their 
doubts about the already established theories of the profession. More clear 
and direct views were expressed by the participants as opposed to incom- 
plete statements expressed at seminars. 

"We teach .... but we don't know whether students get anything out of it. 
We get students to draw and paint, we show them paintings from art his- 
tory, but they don't understand the purpose behind all of these .... no spe- 
cific objectives are involved" (Tasia, joint meeting, December, 93). No 
teacher would dare make the above comment at a seminar. It would reveal 
her weaknesses, and label her as an incompetent teacher. The inspector 
would link it back to the established art curriculum. Again, it would lead to 
no constructive developments. 

Overall, it was indicated that teachers offered their views willingly because they 
felt safe, their ideas were valued, and taken seriously. They were to become 
part of a bigger plan which aimed at changing some of the ways of their pro- 
f ession. 

The second feature of discussion which I wish to highlight concerns the extent 
to which discussion encourages reflection on existing ideas. During the discus- 
sion at the first meeting each person's ideas were confronted by those of oth- 
ers. Each member offered her own perspective. A definite challenge of view- 
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points took place due to the "bouncing" around of ideas. Following this, many 
aspects of one idea developed because when an idea is challenged by many 
viewpoints it becomes analyzed in more aspects. 

At the end of the discussion however, ideas were still vague and general 
and could not lead to action. Mainly, space was provided for the expres- 
sion of many viewpoints relating to the problems of teaching. As a result, a 
set of questions were formed, naming overall problematic areas that were 
worth looking into through the classroom research procedure. Why do 
students feel that they are not learning properly in the art class? Why do 
certain established theories of art teaching not work in practical terms? 
Could more useful ones be developed? Do things work for students in the 
art class? For how many students? What can we do to get others in- 
volved? 

A lot of stress and anxiety came through during the process of discussion 
as the participants expressed the kind of problems which teachers get 
trapped into and cannot deal with on their own. This stress and trapped 
feelings echo Rudduck's reference to the "hurt" experienced by teachers. 
She argues "that most teachers, given the opportunity to reflect on their 
experience, would find some 'hurt' that routine or overload leads them to 
endure rather than to examine. Consciousness of the hurt is most likely to re- 
cur as teachers refocus their professional values and goals, admit their political 
consciousness, and recognize any disturbing gaps between aspiration and pres- 
ent experience. The hurt may be expressed in simple terms but nonetheless 
forceful terms" ( Rudduck, 1991, pp. 93 - 94). The hurt Rudduck describes 
came through in these teachers' responses. That is probably why the mem- 
bers of the group were making sweeping statements this early in the col- 
laborative process. 

Outcomes 

I want to argue that the no-obstacles discussion process allowed teachers to 
ask questions which reached beyond the surface of the way things ap- 
peared. During the initial group discussion, teachers managed to question 
their teaching effectiveness and the art curriculum as it related to practi- 
cal every-day teaching problems. This was the first step away from stale- 
mate. From this emerged a sense of the possibilities of collaborative work as 
opposed to isolated work. 

Questioninq one's own teaching 

At the initial meeting the team combined efforts to develop a set of penetrat- 
ing questions through which to investigate their teaching practice. "The joint 
meeting affected me because it made me think. Some good things sur- 
faced. A good basis was formed to make one question. As long as the 
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teacher questions, the more improved she becomes in her profession. She 
becomes free from the taken-for-granted and goes forward to make new 
discoveries" (Tasoula, November, 10,93). Tasoula was talking about the 
motivation created by sharing problems. Listening to other colleagues ex- 
pressing their own perspectives on issues gave her a chance to become 
aware of her own limitations. 

Rudduck offers more relevant comments. She refers to three teachers . ...... who 
recently joined a university-based development project that was focusing 
on new teaching and learning strategies in science in the secondary cur- 
riculum. Each one opted to join the team because he had, as it turned out, 
already experienced the 'hurting', although none had, until interviewed, fully 
articulated and understood the basis of that hurt" (Rudduck, 1991, p. 94). It 
seemed that the participants in the first joint meeting had a similar experi- 
ence. 

Developing a consensus on major issues, such as the ineffectiveness of the 
art curriculum, made them feel less anxious about not following it. Fur- 
thermore, a consensus on the ineffectiveness of the inspector as an 
evaluator of their teaching made them questionthe validity of the inspec- 
tor's role in improving their teaching. Because many views were heard 
and deeply examined, it became possible to indicate what the crucial is- 
sues might be and justify their concerns about them. 

Some of the members' comments exhibited the initial questioning regarding 
their teaching effectiveness. Tasia expressed her frustration over her students' 
lack of concentration in their art work. Based on Tasia's comments, more 
teaching-related questioning followed by other colleagues expressing con- 
cern regarding the purpose behind their own teaching. The questioning high- 
lighted the issues of student learning and established art teaching theories. 
Realizing and articulating the problems, seemed to move them a step forward 
towards improving them. 

"By listening to other art teachers one starts to question one's own 
teaching", Carol exclaimed. "We all had different training in art. Some of 
us were trained in interior decorating, design and technical drawing. Others in 
fine arts. Some teachers teach art from a fine art point of view and oth- 
ers as design or decoration. Listening to each other might give us some 
input into our own teaching" (Tasia, joint session, 1993). 

Furthermore, Sophia H. (elementary school teacher) had this to say: "The 
belief that I had for a long time that the art teaching training I had at the 
Pedagogical Academy in Cyprus was static, boring and a non-creative 
way to teaching art was reinforced by this experience. Before the idea of 
teaching art to elementary students really frightened me. I thought I 
needed to have a lot of knowledge. Now looking at art teaching after this 
new experience it appears a lot more interesting. This new outlook made 
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me love my subject more and this will help me to teach it better" ( joint 
session, 1993). 

Outcomes of the first joint meeting however, seemed to indicate that this 
initial questioning on teaching practice, was not an easy task forthegroup. 
They questioned their teaching because they were motivated to do so by the 
no-obstacles process of discussion. 

QuestionIng the art curriculum 

The process of discussion allowed teachers to question the art curriculum 
from the practical perspective of their teaching. To them the art curricu- 
lum just does not work. When curriculum problems are discussed at the 
inspector's seminars, suggestions are made about how teachers in the USA 
or the UK are teaching art. The problem with this approach, the teachers 
commented, was that they were not given the opportunity to discuss 
these suggestions and think of ways of adapting them so they would fit the 
Cypriot educational system. 

During the first joint meeting, the participants were examining possibilities 
for a more suitable art curriculum which could be implemented and not 
confuse the teachers. They agreed that the design and development of a 
new curriculum should be based on outcomes of extensive research into the 
practical problems they are experiencing in the classroom. A curriculum 
can be effective only if it addresses the real concerns of the profession. 

There was a pragmatic sense of awareness of the problems which exist in 
the present curriculum. The main questions formulated related to the simplifi- 
cation and clarification of the art curriculum through possibly a course de- 
scription. Clearly through this initial questioning, the teachers were challeng- 
ing the success-story that was claimed for the official curriculum. This was a 
direct challenge towards the inability of the curriculum to solve the prac- 
titioner's teaching problems. When the team members suggested the need 
for organized learning experiences in the curriculum they did not imply a 
static view of a curriculum. They meant to set priorities for each grade, and 
give the sense of learning-building to the students. 

The team members were assuming the roles of both researchers as well 
as developers of the art curriculum. Stenhouse ( 1975 ) comments that the 
curriculum developer should explore problems rather than offer solutions. 
The team felt that the current art curriculum developers in Cyprus devel- 
oped an ambitious curriculum which offered solutions to problems which do 
not exist in their teaching. Stenhouse's comments on the curriculum issuebe- 
come useful again. He commented that "Its dilemmas should be important 
dilemmas. Its shortcomings should reflect real and important difficulties... 
Such a developmental style points towards a tradition of curriculum research 
which focuses on the study of problems and responses to them rather on the 
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invention of ambitious solutions before the problems have been properly 
studied" ( Stenhouse, 1975, p. 125 ). 

At the end of the meeting the team agreed that the art curriculum should be 
interpreted according to the level of students' interest in art, artistic abilities 
and age; number of students, availability of facilities and time allotted for art 
in the school schedule. Moreover, the teachers agreed that the design of an 
alternative art curriculum should start by looking at the practical problems 
of their teaching first and adapt what is to be taught, at what depth, how it 
should be taught, to whom, and for how long. 

I had been apprehensive about introducing the art curriculum as an issue 
for discussion at the first meeting. I proved to be wrong because the team 
members brought up the issue of the ineffectiveness of the curriculum as 
one of the main of problems in their teaching. They did not use sophisticated 
words, but discussed the curriculum in terms of the way they experienced 
it in their every-day teaching. 

The group's decision to try to change the art curriculum through problem- 
solving was quite an achievement for Cyprus because the practitioners are 
told repeatedly at the teacher development courses of the Pedagogical In- 
stitute, that the design of the curriculum is the 'business' of an official 
group of experts of the Ministry of Education and therefore far beyond 
their expertise. Nevertheless, the team members claimed their right to offer 
curriculum changes. 

The possibilities of collaborative work 

Even though this was the first joint meeting, I do not wish to underesti- 
mate the importance or the value of this initial joint experience for the 
practitioners involved. At this group meeting teachers felt more convinced 
that collaboration might work. They had agreed to collaborative work during 
the Preliminary stage, but that did not assure the full success of collabora- 
tion. Now, having had the experience of discussion with other art teachers, 
they felt more confident about the likely success of a group effort. What 
motivated the teachers to move on and plan for future meetings was a 
sense of the potential of collaborative work which they received at this 
meeting. 
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Stage C: Group Establishment 

Introduction 

This stage reflects the transactions that took place at the second joint 
meeting. However, before the second joint meeting team members were 
gaining valuable experience by researching problems in their own class- 
rooms. The process did not stop until the second meeting. 

The character of the group was changing. At this second joint meeting it 
seemed that the difficult task of bringing the teachers together was re- 
solved. At this stage, the difficult task for me as the change facilitator was to 
invent tools in order to sustain the high level of interest. The teachers 
needed to be kept stimulated constantly. Handling a group of teachers 
was clearly becoming more difficult than handling individual teachers. 

The participants had moved from Stage A in which they were attracted to the 
I am the decision-maker" role; from there they had matured into the I can 
solve my classroom problems" role which built-up their interest considerably. 
The final and more attractive role towards which they must now move was 
the "we can bring about change in art teaching" role in phase 11 C. They 
needed to acquire this third and more assertive role in order to be able to initi- 
ate action. 

The second joint meeting took place in January, 4,94. In color plate: 2.4, 
the team can be seen discussing issues at the second joint meeting. It lasted for 
two hours, from five until seven. All the members were present. Two of 
the teachers stayed until late at night discussing a variety of issues relat- 
ing to the problems of the art teaching profession. The agenda of this 
meeting included the following: to look over the minutes of the first joint 
meeting, to see how team members worked in the meantime and present to 
the group any work accomplished, and finally to evaluate how much each 
member had developed in their thinking and to plan future meetings. 

The minutes of the first joint meeting were given to the teachers to exam- 
ine. The handing-out of the notes of that meeting and the way in which they 
were organized served as tools devised to make the members of the group 
feel that they were in control and give them a sense of accomplishment. 
Their general ideas took on importance by becoming the issues for dis- 
cussion. This gave them the sense that they were building at each joint 
meeting and that they were moving a step forward. They were not start- 
ing all over again a vague dialogue about the general problems of the pro- 
fession. It appeared to be a constructive procedure. It worked as an in- 
centive to make the teachers feel that they were needed in this group 
process and that their views were valued since their ideas could lead to 
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long term objectives for change. I could not af ford to allow the meetings 
to drif t along without meaning. 

After the teachers were asked to confirm the minutes, they went on to 
comment and analyze further certain aspects of them. Reflecting on what 
was expressed at the first joint meeting, the team members realized that 
they had enough material to work on. They felt that they must make 
some choices on which to focus their attention. They began making some 
rational selections from the discussion of the previous meeting. The organ- 
ized notes of the first meeting helped teachers to move onto a more con- 
structive discussion. 

Problems in student learning were now seen as a key issue because the 
participants felt that this might relate to the ineffectiveness of both the art 
curriculum and the art teacher. Investigating ways of addressing student lack 
of interest in art might lead to suggestions about teaching art more effec- 
tively and about a more effective art curriculum. Since art is a visual sub- 
ject, the team agreed that the research into student learning should start on 
student artwork where the student product could be seen and the process 
behind it discussed and analyzed by each teacher offering the methodology 
she used. The team managed to embark on a type of action that could allow 
them to collect tangible evidence. As Tasia said at the second joint meeting; 
"we can It keep on talking in general terms. At the next meeting let's all bring 
in some of our students' works to discuss". This was suggested at the first joint 
meeting as well. 

At the first joint meeting it was agreed by the participants that art 
teachers need to prove to others (parents, students, ministry officials) that 
learning does take place in the art room. This argument raised the issueof 
art teachers' ideology in the second joint meeting. Tasia said: "Can we con- 
vince the ministry officials that art is an important school subject and how; 
so far we've been struggling among ourselvesto show some nice artwork 
created by our students. This though does not seem to beenoughtocon- 
vince anyone of the value of art as a learning experience". 

The team members brought up the issue of a new art curriculum for the 
art elective courses for high school students. The team agreed on a de- 
sign-oriented curriculum to cover the needs of the new technology in 
combination with aesthetics in fine arts. Old ideas of how some of the 
members used to teach design were discussed. Through the discussion, 
many teaching ideas about design problems, tried by the teachers in previous 
years but now put aside, came to the surface. Niki commented that 
"without discussion, teaching ideas are actually discarded and not evalu- 
ated for effectiveness; without support ateacher does not try new ideas". 

This discussion allowed the participants to borrow ideas about design les- 
sons from each other to try out in their own art rooms. Furthermore, they all 
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agreed to Tasia's suggestion that they bring student works on design prob- 
lems to the next meeting for joint reflection. 

A turning point in this meeting was Tasoula's valuable contribution in dem- 

onstrating the value of student feedback. She showed to the group a set of 
questions designed by her own students who had responded enthusiastically 
to her request that they come up with questions to evaluate what they had 
learned in a particular lesson. The questions that the students wrote are set out 
below (Data: 2.11). 

Data: 2.11 A questionnaire for my art class 

Question I 
Do you enjoy art class? Yes or No? Explain your answer. If you do not like art 
class what is the reason? Choose one of the following: 

- teaching method 
-theteacher 
- the art class in general 
- something else 
Questkin-2. - 
Do you consider art as a secondary subject which doesn't deserve the stu- 
dent's full attention? Yes or No? Explain your answer. Do you spend any time 
on art outside the art class? 
Question 3: 
Do you understand the meaning of the artistic terms: similar values, positive 
and negative space? If yes, explain the terms. If not, how do you explain your 
lack of understanding of these terms? In your opinion, were you able to suc- 
cessf ully express them in your work? 
QuestionA; 
Do you believe that the class in general managed to create a good composition 
in their art work? 
Question-5; 
Do you believe that you would have done better if you didn't have to work 
around a specific theme? 
Question-&- 
Was the lesson worth the effort you put into it? Did you try your best? What 
did you get out of this particular work? 

Tasoula read the questions with enthusiasm. She said that she could not 
believe that her second-graders in junior high school could come up with 
such clever questions. She said that she was planning to photocopy the 
questions and give them to all her second graders to answer. Carol and 
Niki also produced actual samples of student questionnaires and views on 
student feedback. Carol presented some of the questionnaires filled in by 
her students and read to the group some of the answers. Furthermore, 
Niki expressed her amazement when she received some interesting feed- 
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back f rom her senior high school students during casual interviews. She 

asked them what they expected to get out of the course. I got a variety 
of views from the students and some great ideas which surprised me. 
They gave me input on ideas I should be teaching them". 

At the close of the meeting I gave each of the team members a short ques- 
tionnaire (Data: 2.12) which asked them to respond to the following: 

Data: 2.12 A questionnaire for the participants 

m aseaTcn r)roi neiuinq me Dersonauv in reianon to 

- Problem-solving? 

-Teaching improvement? 
How do I feel about these: 

- joint ef f ort ( collaboration )? 

- Bringing about change? 
- Group support? 

The teachers took the questionnaire home and thought about the questions. 
Carol responded af ter af ew days, with the f ollowing written comments: If eel 
excited when I am able to meet and discuss matters concerning my work 
with other artists. As an artist is what I think I once was, and on occasion 
remind myself that I still am, if not in practical terms, then in the ways 
through which I think and work in the classroom. Unfortunately art teaching 
as it is in Cyprus, it can lead to a feeling of what is it I am doinq? The 
group has given me hope for improvement in some aspects. For five 
years I have been working at the American Academy without contact with 
other art teachers. This team contact has offered me a new motivation. Art 
is a creative subject, and it is essential to come in contact with other art teach- 
ers and talk about creative matters of teaching art. Having had a very 
healthy relationship with art teachers whilst teaching in Wales, I know 
how supportive and helpful we were to each other; we (potter, textile de- 
signer, painter, sculptor) all got together and came up with good ideas. 
Now I feel our group should also be a meeting point for a general discussion. 
Each member's weak and strong points could come together to achieve a 
whole which may be used in the classroom". 

Tasoula offered interesting responses as well. "This research project gives 
me the opportunity to express my concerns and anxieties in the implemen- 
tation of my teaching. I'm sure that most colleagues in our profession 
would like to find solutions to the same problems and difficulties I am ex- 
pressing. I believe that frequent group meetings will help us to analyze 
deeply and effectively the sources of the difficulties we encounter in our 
classrooms. At the same time, we are given the opportunity to offer sugges- 
tions and to discuss our worries in a way that should promote the improve- 
ment of our teaching practice. I feel that the frequent and continuous group 
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meetings are absolutely essential to f inding answers to our burning ques- 
tions". 

The real objective of the teacher questionnaire was to recapitulate the 
main issues for the teachers. Again, I felt that losing sight of the substantial 
issues would have been harmful to the group process. My main objective 
was not to collect data on how teachers felt at this early stage, but to 
remind the team members of why they were getting together and combining 
efforts. It was not taken for granted, especially at these initial stages, that 
participants understood all the issues that came up in the discussion. 

Finally, after their deliberations, the group members decided to meet 
again. They agreed to call each other and arrange another meeting. At 
this early stage I did not insist on arranging the meeting dates beforehand. 
That was left up to the team members to call each other and arrange it 
at their leisure. This was one of the factors which motivated the partici- 
pants to move on. It appeared to be a comfortable process. 

At the next meeting each team member would bring old students' works for 
discussion in order to form, as a group, ideas about the needs of the new art 
curriculum. The objective was to look into the type of art lessons that 
would be appropriate for the more design-oriented curriculum. The teachers 
felt the need for getting together as a group. They also felt that they un- 
derstood a lot better what was going on. They were now able to initiate 
action on their own. 

Processes 

The issues discussed during the second joint meeting and the way these 
were treated by the members were significant in indicating a movement 
from "discussion" to a more mature and productive control of teacher talk. I 
would like to suggest that, at this stage, the process of discussion highlighted 
in stage B, was giving way to a productive period I choose to call the 
communication process. 

During discussion, there was a desperate cry for much needed solutions. Many 
problems and issues were named in a period of "letting-off steam" and ex- 
pressing anger. The thinking exercised by the teachers at this stage was 
not directed towards clarifying nor focusing-in on issues discussed. There 
was no evidence of continuity in discussion. Ideas talked about were still at 
the point of general suggestions and viewpoints. The team members were 
not able to initiate action. 

In stage C, however, a shift was detected in the way teachers were inter- 
preting the issues. Some issues were seen as possibly interrelated; some is- 
sues Sained clarity; some developed importance for the team's work and 
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some issues faded into insignificance and were put aside. The new inter- 
pretation allowed the team to focus its deliberations on important items. 
The shift in the interpretation converted mere discussion of ideas into 
communicating with ideas. Teacher talk became focused and purposeful. It 
exhibited continuity in contrast to the earlier discussion process where mere 
dialogue did not lead to any directions for investigation. Due to the new de- 
velopments, team members' interest was raised considerably. 

At this point a shift in the types of problems discussed was evident as 
well. Problems were unfolding from small isolated classroom problems re- 
lating to such matters as the understanding of the human figure in art to 
the overall problems in student learning and the curriculum. During thedis- 
cussion process, the team exhibited a mood full of frustration and anger. 

In the later communication process this was taken over by a feeling of 
calmness, restraint, seriousness and a more organized thinking over the 
issues. As a result of moving on to this more sophisticated "communicating 

with ideas" the team was ready to make more serious decisions. Problems 
in student learning were now seen as a "key" issue to focus on. The rationale 
behind this decision was that investigating ways of solving students' loss of in- 
terest in art might lead to suggestions about teaching art more effectively as 
well as ideas about a more effective art curriculum. Table: 2.1 set out below 
summarizes the problems and decisions discussed in each process. 

Table: 2.1 Discussion - Communication 

Stage- - Discussion': -, -::::.,.,::: -: .: 
B'. -Stage-. 'C Communic a tioTt 

The prob lems raised are as f ollo ws: The decisions made we r e: 

1. Students are reluctant to accept 1. Teachers will research levels of 
art. student learning on specific les- 

sons using student self-evaluation 
questionnaires 

2. There is nothing in the art curricu- 2. Through student work teaching 
lum to specify what is to be methodologies will be discussed as 
taught in each grade. they relate to the needs of the 

curriculum. 
3. Teaching ideas get repeated each 

year. 
4. There is a lack of focus in learning 

experiences. 
5. There is no continuity in student 

learning. 
6. There is no organization in our 

teaching. 
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7. The art curriculum is problematic; 
it is too overloaded, too ambitious, 
cannot be implemented. 

8. What would be an appropriate cur- 
riculum for large classrooms, for 
students who show no interest in 
art andfor limited time? 

Figure: 2.1 seeks to illustrate the development f rorn the process of discussion 
to communication. The shape of the inverted cone indicates the vagueness and 
generalities which characterized teachers' ideas from the beginning of the dis- 

cussion process right through the maturing stage of communication which sig- 
nif ies the initiation of action. 

Outcomes 

In the light of the process of communication discussed above, the teachers 
were able to develop their own definition of the type of change they 
wished to achieve. Their own interpretation of the process they were in- 
volved in, was becoming steadily clearer. In this section I shall discuss these 
interpretations in terms of first, as an understanding the value of collaborative 
research as a means of developing the curriculum; and second, the emergence 
of newly-acquired attitudes which enhanced the participants' role. 

I have already described how in stage B team members were questioning the 
art curriculum ineffectiveness through a practical perspective. In stage C, 
teachers' responses revealed that collaborative research about these class- 
room problems appeared to be an effective way of investigating and dis- 
covering solutions. 

The group found investigating class problems through collaborative ref lec- 
tion on research a logical approach to finding possible solutions for the 
curriculum, and one which was not threatening. The team agreed to embark 
on the research because it gave them a sense of control over their actions. 
"Researching into problems through things I know and understand is a lot 
less scary than attending seminars and being asked to offer immediate 
opinions on items which seem irrelevant, confusing and foreign to me" (So- 
phia H. ). 

The inspector had asserted on many occasions that the art curriculum is "okay" 
it is simply the teachers' fault for not implementing it "correctly". However, 
many questions remained unanswered in the teachers' minds about implement- 
ing the curriculum "correctly". This issue has never been discussed at any point 
at seminars or among groups of teachers. The idea of researching one's own 
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classroom problems seemed to offer the best chance they had had in a very 
long time of finding answers to teaching problems. 

Believing that research and student feedback possessed the potential to 
solve problems, the team decided that a new curriculum should be de- 
signed based on the outcomes of a research procedure to which all the 
team members would contribute thus forming a multi-faceted approach as a 
basis on which to expand their investigation of the curriculum. Student ques- 
tionnaires were suggested as the initial research method. More specifically, 
it was decided to research levels of learning in students after a particular 
lesson by giving them questionnaires to answer. It was felt that by getting 
feedback on what students had learned or not learned from an art lesson 
would offer valuable information in finding weaknesses in the teaching 
methodologies as well as in the design of the curriculum. 

In addition, each team member would be given the opportunity to present 
and discuss their own students' work. By looking at the actual products 
and by each teacher presenting her teaching methodology to that particular 
lesson, the team thought that this would enable them to think about the needs 
of the curriculum. 

Overall, a new attitude was beginning to emerge. Even though this was only 
one of the initial joint meetings for the group, it is important not to under- 
estimate the value of what had been discussed and decided on by the 
team at this time. There was a strong sense of forward movement. The 
teachers were becoming more in control in what they were deciding and 
trying to test in classrooms. They had a basis for their decisions. They 
were able to initiate some action on their own. Moreover, team members 
were able to take the initiative to call for future meetings, to develop 
student questionnaires and to suggest research problems for future inves- 
tigation. This advance seemed to coincide with newly acquired traits in 
thinking and in attitudes relating to their pedagogy and the curriculum. 

Based on the responses I received to the short questionnaires issued at the 
conclusion of the second joint meeting, a new group attitude was forming. A 
new openness was replacing the previous culture of isolation. And this offered 
the opportunity to discover new ways of looking at teaching problems, thus 
leading to possibilities for improvement. 

Reflections on Phase 11 

The following is a brief comment on Phase 11 as a whole. The three stages pre- 
sented: the Preliminary stage to collaboration, the first joint meeting and 
the second joint meeting made upPhase 11. This chapter has explored the 
development of the wayinwhichthe practitioners were brought together 
as a working group. Furthermore, the two first joint meetings were dis- 
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cussed in detail to reveal the teachers' responses to their initial group ef fort. 
Those responses were analyzed in order to reveal how the participants 
managed to move from simply chatting about problems, to communicating 
and finally to initiating some type of action on problems. 

My concern in presenting the first and second joint meetings as two sepa- 
rate stages, was to examine closely what happened to these practitioners 
when they were engaged in talk; how this process of talking allowed for the 
development of an effective bond between the members of the group. It 
seemed that mere talking had to move on to a more mature stage before any 
decisions on action could be reached. 

Briefly put, during the Preliminary stage, the teachers discovered their 
right to express their views. At the first joint meeting through the discus- 
sion process, the team members suggested many issues that disturbed 
them. And finally at the second joint meeting, through the process of 
communication, the group focused-in on specific problems and was able 
to reach a decision on action. This initial action established a way forward 
into the very engaged action research work of Phase Ill. 
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Figure 2.1 From Discussion to Communication 
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Chapter: 6 

Phase III 
Action Research in Classrooms 

Phase III lasted from February, 94 until early October, 94. Many meetings took 
place; private, small and joint meetings as well as telephone conversations 
among teachers. Team meetings and contacts became more frequent as the 
group process and teacher awareness developed into maturity. 

The meetings took place at the private homes of the team members. The pri- 
vate environment that a home offered made teachers feel more at ease and 
relaxed. They felt safer getting away from the official overtone of schools. The 
atmosphere was pleasant and everyone could loosen up and offer their view- 
points freely. The teachers preferred to get away from schools and discuss 
problems in a more personal environment which contributed to their overall 
willingness to collaborate and to the development of their interest. 

The main focus of Phase III was action research in classrooms where team 
members gained more control over the process they were involved in. Phase III 
will be presented in three separate stages: 

Stage A: Team members Plan the Implementation Plan. (Feb., 94 - 
April, 94) 
Stage B: Feedback f rorn Action Research. (May, 94 - July, 94) 
Stage C: The Building Stage. (August, 94 - October, 94) 

Each stage will be discussed using the following plan of reporting: 
In trod uct Ion -meetings, main topics and group work procedures 
Processes -activities teachers experienced during each stage 
0u tco mes -developments in teacher growth and awareness due to their 
involvement in the processes 

Once again, the illustrations for each stage will be found at the end of the rele- 
vant section. 

Overall the developments in this period from February to October, 94, will 
demonstrate that stage A was a period of strengthening group commitment 
through the development of a common task; stage B was the crucial activity 
of collecting feedback from action research in real classroom conditions and 
stage C was the time when awareness about classroom research matured in 
teachers and created independence in them for initiating new professional 
goals in the future. 
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Stage A: Strengthening Group Commitment - Team Members Plan 
the Implementation Plan 

Introduction: 

Stage A lasted from February, 94 through to April, 94. During this period 
most of the planning of classroom research took place. At this stage we 
canseehowthe process of problem and strategy development altered and 
shifted in emphasis as a result of frequent discussions and a related maturing 
of awareness about the issues. 

One of the main issues defined and dealt with by the teachers, at this stage, was 
a search for ways to stimulate student interest in learning about art and a 
growing capacity to alter the process of teaching according to student re- 
sponse. The teachers continued to seek student feedback in various ways f rom 
their classrooms in order to test reactions to the new idea of getting involved in 
classroom affairs by offering their own viewpoints through questionnaires. 

During this stage, the members began to enjoy the meetings. They enjoyed 
coming together as a team and talking over common problems. The atmos- 
phere was always pleasant and meetings lasted for more than two hours. 
Moreover the joint sessions appeared to be more purposeful. 

Processes 

Examining the activities that took place during this stage, it can be inferred 
that the teachers experienced the processes of problem-development, student 
feedback and team feedback. 

Pro blem-development process 

This process refers to the common problem that the group members formu- 
lated and tested in their classrooms through action research procedures. The 
process by which the group sought for and defined their problem was a signifi- 
cant part of the research experience. Moreover the problem shifted in empha- 
sis right through the process. 

Initially, one of the team members suggested that it would be a good idea if the 
group selected a specific theme such as, the human figure, the face, a still life 
and so on. The group then would devise a teaching strategy to be used in all 
classroom situations. An evaluation procedure would follow using question- 
naires in order to discover how each group of students reacted to the same 
method of teaching. Through this evaluation process the teachers were hoping 
to discover which teaching method led to the most favorable reaction so that 
they could make appropriate adjustments to match the character of each 
group of students. The teachers agreed that findings based on this experience 
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would be most helpful to new teachers as well in giving them guidance in their 
own careers. (meeting in February, 94). 

The team members decided that a more concrete basis was needed for discuss- 
ing art teaching problems. Therefore, for the first time since the group met ac- 
tual student work was brought to the meetings to be discussed. Discussion cen- 
tered on the process behind the product. The teachers would comment on how 
they approached each lesson and how students reacted to it. They focused on 
teaching processes which stimulated student interest in a particular lesson and 
the reasons behind it. Through this particular discussion, they discovered that 
certain teaching ideas offered by colleagues presented possible solutions to 
problems they had encountered in their own classrooms. The team members 
decided to try out each other's ideas in their own classroom and report on 
whether or not they had proved helpful. 

At this particular meeting, they focused -on work which used the human facial 
characteristics as interpretations of shapes, lines, textures and colors in 
rhythmic movements. This approach was suggested by Carol who works more 
on design problems rather than fine art problems with her students at the 
American Academy. 

This was a new approach for the other teachers. They decided to take on the 
challenge. This was to be watercolor work which the teachers felt could be 
used as a basis for an effective lesson. The team decided that they wanted to 
teach the artistic elements (color, shape, line, texture and value) through a 
theme that the students could easily identify with, that would allow for per- 
sonal expression and imagination and be fun at the same time. The work cho- 
sen can be seen in Color Plate: 3.1, work 1. 

During the next joint meeting (March, 94) more student work relating to the 
chosen theme was brought in to be discussed. The members had agreed that 
they needed more feedback from each other on the selected theme. They 
brought in more student work relating to the face. These varied according to 
age group, level of artistic ability, media used and viewpoint taken. A sample 
of student work brought in at this meeting can be seen in Color Plate: 3.1, 
works 2 and 3. 

Each teacher's instructions regarding the abstracted face had varied. Tasoula 
had asked her students to express themselves by using a combination of cut 
newspapers, paper collage and pastel to create a work which combined a face 
inspired by Picasso's works and a decorative background suggested by works 
of Matisse. Tasia introduced to her students the human face as an expression 
of simplified abstractions of rectangular and square shapes resembling 
works by Paul Klee. Sophia H. presented elementary school work based on 
the theme of creating a human face by using different fruit to match the 
shapes off acial characteristics; for example drawing a banana for a mouth 
and two cherries for eyes. The students were allowed to maketheirown 
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choices. Finally, Niki showed high school students' paintings inspired by 
Picasso's work, "Woman in front of Mirror" (1932) emphasizing a double image 
of the same face and using mixed-media. Carol's students were inspired by the 
concept of theatrical masks and clown faces. 

The group decided to formulate a common task as follows: 
Problem- The face would be exaggerated through the creative use of shapes, 
lines, textures and colors stressing an original and imaginative composition. 
Obiec To help the students to become aware of the creative and ex- 
pressive possibilities of the artistic elements in a balanced composition using 
the human face as an inspiration. The main objective was not the face, but to 
develop an understanding of these elements through the process of exagger- 
ating the facial characteristics. 
VisualAldsk- The abstracted face would be investigated through the works of 
contemporary artists as well as through African and ancient masks. Large 
visual aids would be constructed and put on display in the art room for all the 
students to study. 
Materia The students would be encouraged to combine all types of ma- 
terials to make for an interesting final impression. The following were sug- 
gested: watercolor, oil pastel, colored pencils, magic markers, f abric, yarn. 
Procedu Each teacher would teach the lesson in similar ways and report 
back to the group any difficulties each had in her own unique situation. The 
data collected in each particular art room, would be discussed by the group 
and used to modify the teaching approach according to the audience it was 
applied to. The team members would be working with students in elementary 
school, junior and senior high school plus the American Academy. 

The team searched into art history books and into art magazines to find 
works which reflected the problem they defined. African masks exhibiting an 
unusual use of lines, textures and shapes in dynamic and expressive exaggera- 
tions of the face were discovered as well as many contemporary paintings and 
sculptures which presented clearly the use of lines, textures and shapes. The 
team members selected artists' works that they felt would present the problem 
to the students most clearly. They were concerned about the type of visual aids 
they might use in order to facilitate their students' understanding of the prob- 
lem. 

In the process of discussing a number of student works from previous years, 
the teachers agreed that there was evidence of a lack of understanding on the 
part of the students about the way to express themselves in artistic terms. This 
they felt related to the weaknesses of teachers themselves in explaining 
those artistic elements through proper visual means so that they could be 
better understood by the students. Visual aids became an issue in effective 
teaching. The visual aids chosen for this particular lesson can be seen in 
Color Plates: 3.2 and 3.3. In Color Plate: 3.4 team members can be seen 
looking at the works of Carol's. 
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However, the teaching procedure to be used in this "face lesson", was steadily 
becoming more important to the teachers. The emphasis of the original prob- 
lem was shifting. The testing of the uniqueness of each classroom situation 
changed to a new problem. During a joint meeting, (March, 94) the teachers de- 
veloped three main concerns: to enhance understanding of art concepts in stu- 
dents, to give them more independence in their working habits, and to get all 
students involved in art work. The discussion centered around the search for 
the best ways to stimulate learning in students and "not simply work towards 
making a nice pretty picture". An art lesson should be more oriented to prob- 
lem-solving. This meant that the students needed to be solving artistic 
problems in their work in order that they might learn and understand the 
basic concepts underlying artistic expression. 

The team members agreed that art teaching as it is now, appeared to be too 
abstract for students. "The artistic concepts cannot be understood just by 
hearing about them. The students must have more personal contact with the 
ideas presented in the art room by the teacher" (Niki, March, 94). The teach- 
ers were highly concerned about the value that this project would offer their 
students. They felt that it would be supplying them with something more in 
order to enhance their understanding of artistic concepts and to give them an 
immediate awareness of the lesson's objectives. These concerns led to a final 
decision to design a working paper to be given to all the students. 

The new teaching strategy of supplying each student with a working paper, 
was intended to address the following problems. Students experience the dif- 
ficulty in remembering what they are told to do by the art teacher. "Students 
get me so upset. I have been telling then certain things for two years and still 
they don't remember anything. What am I going to do with them"? (Tasoula, 
April, 94). Students also have difficulty in understanding the art concepts. 
"Students delay in getting into an idea suggested by the teacher. I might be 
talking for an hour and in the end the students still don't know what to do and 
they ask questions all the time. I have to repeat everything a hundred times". 
(Niki, April, 94). Also students delay drafting a visual idea based on the problem 
they are working on. "They don't know what to draw. They need a lot of indi- 
vidual coaxing by me. I am on my feet all day in class going around to each 
student" (Sophia P. April, 94). 

Out of this discussion came the following questions: 

Would students remember art ideas better if they were given something 
"concrete" such as a piece of paper to hold on which provided them with 
the lesson's objectives and the criteria for evaluating their work? 
Would students get a quicker start on their drawing or painting if they were 
supplied with some visual images on paper, as examples, in order to help 
them to grasp the idea better? 
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As a result of these new questions, the group thought it best to design three 
different types of working papers to be given to students to keep in their files. 
These could be referred to at any time while they were working. The first pa- 
per was to include the problem, the objectives to be achieved, the materials to 
be used and the points of emphasis in the problem. The purpose of this was to 
help them realize that they should be seeking to solve artistic problems in their 
works and not merely painting a pretty picture. 

The second paper consisted of visual examples of faces abstracted through the 
artistic elements. The team felt that this would help the students to under- 
stand in visual terms the artistic problem they were asked to work on. A third 
paper was suggested in the form of a self-evaluation questionnaire consisting 
of a series of questions directed to the students concerning the quality of their 
work. The self-evaluation questionnaires which would be answered when the 
work was finished served two purposes: one, for the teacher to collect inf or- 
mation on how students perceived their own work and to compare it with her 

own; and second for the students to become involved in their own evaluation 
and offer comments on how they thought they did. For samples of the three 
papers in question, see Data: 3.1-3.3. 

The worksheets that were to be developed by the team aimed, to lead students 
to a process of asking and answering questions about their own work without 
the teacher's constant supervision. This would hopefully get the students more 
involved, allow them to study the objectives and be able to take part in af ruit- 
f ul and meaningful discussion with the teacher about the task they were asked 
to undertake. 

Student-feedback process 

As the team had experimented with student evaluations, they agreed that it 
was a complex procedure which involved several successive stages: a general 
testing period to assess whether students liked to offer their ideas through gen- 
eral questionnaires, approaching students with caution; oral casual interviews 
or general questions on what they prefer in art to make it a more interesting 
subject. Then followed a more serious and confident approach using written 
questionnaires on evaluating teacher's effectiveness on a specific lesson. This 
led to a more focused-in approach using written student self-evaluation ques- 
tionnaires for each lesson. 

Finally, by stage A of Phase 111, student feedback had become a permanent 
tool, built into each lesson. Most of the teachers in the group tried out various 
types of student questionnaires even before the common problem was decided 
on. I am developing a lot of different types of questionnaires to get feedback 
from my students and I am also trying out new sitting arrangements in an at- 
tempt to stimulate interest in my students". (Sophia H., elementary school 
teacher). Carol collected useful data from her students through the question- 
naires she designed. "Student feedback is an eye-opener. Through student 
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questionnaires, I discovered that students preferred certain lessons that I did 
not think they would react to favorably. My students felt very important and 
privileged to be given a questionnaire because their teacher was interested in 
finding out how they felt about their art work". 

Teachers were discussing their feedback data at joint meetings. A frequent 
comment was that students did feel that the new experience of offering their 
views about classroom matters made them more a part of the decision-making 
that took place in the art room. The process of collecting feedback from stu- 
dents was a continuous process shifting in significance. Teachers felt that 
once they asked students what they liked about the art class, they wanted to 
move on to a more focused questioning. 

Therefore, during a joint meeting in April 94, the team shifted the emphasis 
from the students evaluating the teacher's effectiveness to the students evalu- 
ating themselves. The question of whether students are learning in the art class 
came up frequently in teachers' discussions. They felt that this could be investi- 
gated by allowing the students themselves to show how they perceived their 
own learning in the art class. 

Sophia H. was able to accomplish a lot with her elementary students. She man- 
aged to present to the group various types of self-evaluation questionnaires for 
each lesson that she taught. She designed self-evaluation questionnaires with 
lots of fun illustrations which seemed suitable for younger children in the third 
and fourth grades of elementary school. She observed that students enjoyed 
answering the questionnaires. They found them quite amusing. When they had 
finished with the writing part of it, they would color in the printed illustrations 
on their own. 

She reported on the outcomes of student self-evaluation questionnaires: "The 
student self-evaluation questionnaires helped me to discover what students 
like, what they understand, what is comfortable for them and for me. I find this 
to be a continuous discovery not only in student learning but in teacher learn- 
ing as well. I don't believe in ready formulas from books, but finding answers 
through experimenting. Students felt important because someone was asking 
their opinion about their work in the art room. They gained more respect for 
the subject of art". (Sophia H. ). 

Team-feedback process 

Team feedback refers to a series of events which suggested that team 
members were developing into a mature and coherent group committed 
to improving the practical aspects of their teaching. 

An indication of this was the way in which members more frequently asked 
colleagues for assistance in resolving their own teaching problems, borrowing 
ideas from each other or asking other colleagues to offer ideas on their 
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teaching problems. I had absolutely no help from other sources to prepare me 
for teaching art in the elementary school. My training at the Pedagogical Acad- 
emy and inspector's seminars offered me absolutely nothing to go on. The ex- 
perience which has given me a boost and allowed me to develop my awareness 
and open doors for me, is my membership in the group. " Sophia H. developed 
all her teaching ideas from group feedback in an attempt to build strategies 
for an art curriculum for elementary students since there was no suitable 
curriculum for this age-group in Cyprus. She developed lessons for her own 
students by experimenting with ideas and student work borrowed from the 
other art teachers in the team; she used to bring all her student work to be 
discussed by the group. 

Through team feedback, teachers managed to get their own professional 
learning moving again. Carol borrowed student work from Tasoula and Tasia 
to show to her students. She believed that this work might help her overcome 
certain problems she had been having with her students. She thought that by 
showing to her own students work done by other secondary school students, 
this might help to convince them to get away from* the stereotyped ideas they 
held about art. Carol reported that by showing Tasia's student work to her 
classes she was able to convince them to try new ideas. 

Outcomes 

In determining the outcomes of this particular stage, It appears that there were 
three significant developments: the development of a shared language; an in- 
creasing awareness of the student role in classroom matters; and a growing 
confidence in the group both as people and as teachers. 

De veloping a sha red la nguage 

Through the experience of problem-development, the team managed to form 
a shared language relating to main issues of their profession. This meant that by 
identifying many problems as interrelated, team members could simplify prob- 
lematic areas in art teaching by placing them in main categories and dealing 

with them as fewer unified problems rather than as many isolated problems. 
This made it much easier for teachers to control the planning of solutions. Fig- 
ure: 3.1 seeks to illustrate the process of reaching the unified problems. 

The group became increasingly aware of established teaching theories which 
did not seem to work in practice. The unanimous decision was to challenge the 
old theories and experiment with new ones which seemed more logical and 
presented possibilities for improvement. The general feeling was that the 
old theories had been put to the test for many years without effective result. 

By examining the processes behind a student's artwork, group members de- 
veloped a shared language about teaching problems and the students' role. The 
most significant outcome of this experience was learning to ask questions aris- 
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ing from student work which related not only to the final product but to the 
process as well. Team members agreed that it is through this type of question- 
ing that teaching can be improved. 

Moreover, through discussions on student art work, group members realized 
that they were dealing with similar problems and were able to re-evaluate their 
own teaching procedures. As Carol said in support of joint reflection, "coming 
in contact with other art teachers and hearing what they have to say about 
what they are doing in their art room, gives me a chance to check the validity 
of my own students' work". 

Such developments of shared understanding are well attested in the literature. 
'Little (1982: 331) found that continuous job-embedded professional develop- 
ment was most likely to occur when: 

teachers engage in frequent, continuous, and increasingly concrete and precise 
talk about teaching practice .... By such talk, teachers build up a shared lan- 
guage adequate to the complexity of teaching, capable of distinguishing 
one practice and its virtues from another, and capable of integrating large 
bodies of practice into distinct and sensible perspectives on the business 
of teaching. Other things being equal, the utility of collegial work and the 
vigor of experimentation with teaching is a direct function of the con- 
creteness, precision, and coherence of the shared lanyuagd' (Quoted in 
Smyth, 1991, p. 88). 

The group's development in stage A, tends to confirm Little's statement. 
The frequent talks among group members relating to concrete problems of 
classroom practice, allowed them to build a shared language. This new 
discovery helped the team to deal with the complexities of art teaching 
and to see their way through defining a key problem to solve. 

It is worth repeating that the existing art curriculum does not offer teachers 
a common ground for discussion. A shared language, however, could offer the 
basis for a new art curriculum that all art teachers could relate to despite 
their initial training or their varied perspectives on art teaching. 

Figure: 3.2 seeks to illustrate the phenomenon of the emergence of a shared 
language through common elements in teachers' views about their profes- 
sional problems. The various shapes represent the ways they perceive art 
teaching according to their art training and personal perspectives on art. 
The dark circle existing in all teachers' views represents the common 
views which emerged through the frequent group transactions. For exam- 
ple, two of the most common problems indicated, were students' lack of 
interest in art and finding ways to deal with the limited time and large 
number of students in the art room. 
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A wareness of the value of involving students in classroom matters 

An obvious implication of the student-feedback process was the develop- 
ment of a wider and deeper appreciation of the potential value of student 
feedback in relation to teaching, learning, the solution of classroom problems, 
and curriculum research and development in general. Student feedback was 
encouraged through a process which gradually demanded more significant in- 
put from students leading to the need of developing more sophisticated stu- 
dent questionnaires; and from a general form of questioning to a permanent 
habit of student self-evaluation. Student involvement helped group members 
to begin to understand problems in student learning. 

Before the group investigation into the potential of student feedback, a great 
gap existed between teacher and student. The teacher took for granted that 
the teacher talks and the student listens. The teacher is always effective in the 
way he/she approaches a lesson and it is the student's fault for not understand- 
ing. All classroom decisions are taken by the teacher and the student follows. 

The group often discussed the previously existing link between the teacher's 
theory about the student's role and the problems which persist in their profes- 
sion. "In other words, an educational problem denotes a gap between a practi- 
tioner's theory and practice" (Carr and Kemmis, 1986, p. 112). Teachers' theo- 
ries about the student's role were re-examined through student questionnaires 
leading to discoveries about the role of students in the process of improving 
teaching and learning. 

Elliott (1991) argues that student feedback can lead to a useful comparison of 
the varied understandings about what is going on in a classroom. He refers to 
this process as triangulation. "The basic principle underlying the idea of triangu- 
lation is that of collecting observations/accounts of a situation (or some aspects 
of it) from a variety of angles or perspectives, and then comparing and con- 
trasting them" (p. 82). This is clearly a good description of what was developing 
within the research activities of the group members. Sarason (1990) argues that 
such processes materially affect the balance of power between teachers and 
students, to be the great benefit of the latter. He writes ...... the goal is to instill in 
students an understanding of a commitment to the classroom constitution, a 
sense of ownership, and an awareness that their opinions will be respected, 
even when not accepted" (pp. 85-86). This too was happening in the class- 
rooms of group members. Rudduck, Chaplain and Wallace, eds. (1996) argue 
for the value of students' views on matters concerning their learning and 
evaluation. 

Developing confidence as teachers and as people 

At this stage clear signs of growing confidence among group members were 
manifested in the form of a willingness to defend teaching ideas or to de- 
mand more from the school principal. 
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Carol reported that through the growth she experienced from her new experi- 
ence, she had decided to make some requests to her principal to improve her 
teaching conditions. She reported that now she could see the problems more 
clearly and build enough confidence to ask for changes in her school. Carol 
went on to add that "this group research business really works because from 
team feedback I started getting questions in my mind which helped me do work 
that I had absolutely forgotten about. Since meeting with other art teachers, I 
have felt more confident to spend more time concentrating on just figure 
drawing, for instance. I came to realize that in the public schools of Cyprus, the 
teachers do work in a more traditional way, teaching the figure, still life, etc. So 
may be I will try concentrating on a few things instead of trying to do too much 
all at once" (April, 94). 

Furthermore, at a joint meeting, Tasia reported an incident with the art inspec- 
tor which took place during this period. Tasia's class was using a preliminary 
draft form of the working paper on the face/mask lesson when the inspector 
visited her art class. Each student had in his/her possession the paper with the 
objectives of the lesson and the paper on visual aids to clarify the lesson and 
supply input in order to help them start their work. The inspector immedi- 
ately expressed her dissatisfaction with this method because it did not 
comply with the established theories of art teaching; which is, giving stu- 
dents too much guidance might stifle their creativity. Tasia said that she de- 
fended her actions to her inspector with confidence. She felt that what she was 
doing was valid. I defended my actions to the inspector because it was some- 
thing that we had discussed extensively and I knew that it had good possibilities 
for solving problems in students' lack of interest in learning. How can they 
create anything if they can't understand what they are doing? The inspector 
had never tested her theories. Her negative comments were not based on any 
practical evidence as we have. Not giving students enough, only inhibits their 
understanding and limits their interest because otherwise art concepts are too 
abstract for them to grasp". 

After receiving positive reinforcement from group members, other partici- 
pants also felt confident in bringing into their teaching items which they had 

previously taught and had now forgotten. Their newly-acquired confidence led 
them naturally into the activities of stage B where the solution formulated is 
tested through action research procedures and joint reflection. 
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Color Plate 3.3 

Visualaids on face/mask lesson 

149 



Color Plate 3.4 Team discussing Caroi's work 
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General problems 
are descussed at 
first. 

. After a long discussion 
similar problems are found 
and put in the same 
category. 

lb ja 

Similar problems are treated as 
one "unified problem" and 
tackled with the same solution. 

The problem - development process helped the teachers to simplify problems by 
grouping them into larger categories and treating large categories consisting of 
interelated problems instead of manv small isolated problems. 

Figure 3.1 

Teacher's views 

The Problem-developmýnt process 

Teachees views Teacher's views 

in teachers' views certain elements can be found that are similar. These 
common elements can be the basis for a shared language among teacher: 
in the same profession. 

Figure 3.2 A Shared language 
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Stage B: Feedback from Action Research 

Introduction 

This stage lasted from May, 94 until July, 94. During this period, the most 
important classroom research activities took place. The team members im- 
plemented the project which they had planned during stage A. This was the 
most active, fulfilling and exciting period experienced by the members of 
the group. The teachers were testing a possible solution to a real teaching 
problem in their classrooms, and a variety of data were collected. Becom- 
ing involved in a practical aspect of classroom research using ideas they 
themselves had developed served as a great incentive to sustain their in- 
terest and commitment to change. 

This proved to be a turning point for the teachers. First, they experienced 
the potential of collaborative work in improving teaching practice. Second, 
they experienced their first real excitement when feedback indicated that the 
strategy they had planned to test through classroom research procedures, 
was capable of addressing the problems they had identified. At this stage, 
group involvement, commitment and interest reached its highest peak. 

Data were collected in the form of student self-evaluation questionnaires, 
casual interviews with students, teachers' fieldnotes, observation of classroom 
activity, many examples of student art work and photographs of class- 
room activity and joint sessions. The teachers reported the data they had 
collected to the entire group. They presented their students' art work, the self - 
evaluation questionnaires relating to their work and their own observations 
of classroom activity. Each member had the opportunity to present her own 
perceptions about the experience of doing research in her own classroom. 

Processes 

The stage of implementing the implementation plan in classrooms will be 
reported on as observing and monitoring classroom activity, and reporting 
and reflecting on data collected. 

Observing and monitoring classroom activity 

The process of observing classroom activity became a substantial aspect 
of classroom research for the team members. Walker and Adelman (1975) 
say this about observation: "What we are working towards is teachers be- 
coming their own researchers and evaluators ... ; we do see it as an impor- 
tant, integral element of both learning and teaching" (p. 8). This was the in- 
tended outcome of classroom observations. The team followed Hopkin's 
(1985) suggestions by asking the questions of what student behavior is worth 
observing? And what is the focus of the observation? 
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Clearly, the purpose of the observation was to see how effective the work- 
ing paper was as a method of stimulating student interest in the art les- 
son. Appropriate questions to be considered while observing were: are 
students interested in the working paper? are they reading it? are they 
creating images faster by holding on to the paper with the visual images? 
did they develop more easily an understanding of the artistic concepts in 
question by having the lesson written down in a form which they could hold 
on to? 

After specifying the purpose of the observation and what sort of student 
activity teachers needed to focus on, the next step was to select suitable data- 
collecting techniques in order to monitor the activity in a systematic way and 
follow its development. The group decided that these techniques could be 
considered: fieldnotes, casual student interviews, observation tables and 
taking photographs. Initially, an attempt was made to develop astructured 
observation table to record such matters as students' use of the working pa- 
per, but in the event group members found it more practical to produce brief 
fieldnotes of key events. A few examples follow. These fieldnotes which follow 
were written by the teachers immediately after the lesson. 

Class: age 15 - 16, high school students 
Time: 45 minutes 
Lesson: Face/Mask lesson 

First lesso 
This is a small class of twenty-four students ... quiet group and manage- 
able ... very few disciplinary problems. 

I gave out the working papers to students with a piece of white paper to 
work on. It f elt a bit awkward trying out this new procedure. I was a bit 
apprehensive. Will it work? In theory it sounded like a good procedure to 
try out on students, but putting a new procedure into practice creates 
doubts and fears in me. I remind myself that this is an experiment, testing 
a new idea not implementing it as a final formula. 

I asked students to sit down, be quiet and read the paper. This was the first 
time that they had been given an outline of the lesson written down. They 

, wýere a bit confused at the beginning. They did not understand this new 
procedure. There was some disturbance. I explained that the art lesson is 
written down for them in simple language with helpful information relating 
to the work they are asked to do. This would hopefully help them re- 
member and understand more effectively the ideas they are asked to im- 
plement in their work. 
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Finally, students sat down and read the paper. When students started 
working, there was a noticeably quicker response to the artistic idea and 
they were able to create visual images of their own without much delay. 

When the students asked questions about points that needed clarification, I 
would refer to the working paper. I talked very little in the art room. I 
asked students to read the lesson carefully, look at the visual examples 
and ask questions later if they had any. The students themselves origi- 
nateda discussion based on questions they had about the art lesson. 

Second lesson 
I have noticed that one boy was reading the working paper to help him 
rememberwhat he is workingon. 

Another boy next to him picked it up to read afterwards. 

Two girls in the back are reading it, trying to decide on how to start 
their painting. 

I am f inding that the working paper has triggered the students' interest. 
They concentrate more. 

Me: Does the working paper help you? 

Student: Yes, it does. It gives us ideas and we can hold on to it and look 
at it and study it on our own time when we are out of the art room. 

Student: Yes, it helps. It gives you ideas and the instructions as well ... so 
you know your criteria. 

One of the students showed me her work and commented: "This idea I 
got from the working paper and worked my own faces around it. The 
idea on the working paper gave me a starting point". 

While leaving the art room, a girl remarked to her friend: "I'm actually en- 
thusiastic about my work". 

I have noticed that some students tried to copy the examples on the 
working paper. I must keep this in mind and nexttimetell studentsat the 
beginning of the lesson not to copy the examples. They are to be used 
for understanding and inspiration. Many students, while working, used 
them as part of their painting and added their own interpretations. It 
gave them something to start with. 

I told my students directly at the beginning of the lesson that the new 
approach of using working papers in art class was designed to help them 
remember, understand, get visual inspirations and not ask questions all the 
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time about what they were supposed to be doing. I also informed the 
students that this was an experimental approach and I needed their views 
on it. I took photographs of students while they were working. This made 
them feel important because someone feltthatthey were doing something 
worth capturing on f 11m. 

Fifth lesson 
Students are finishing up their work. They brought the working paper 
with them to class. They used examples from the paper to help them get 
started on their idea. 

I kept referring to the paper when questions came up. 

Some students took the work home to finish for final grading. This class 
is doing nice work. I took photographs of students while working. 
(Niki, May, 94) 

Class: age 15 - 16, high school students 
Time: 45 minutes 
Lesson: Face/Mask lesson 

Second lesso 
The students were given the working paper on the face/mask lesson. This 
report is taken from the second lesson with the working paper. This is a 
big group of students, noisy with disciplinary problems and difficult to 
handle. 

Student: What are we suppose to be doing in the art class today? 

Me: I gave you a working paper last time. 

Student: Oh, yeah. I'll go get it. I left it in my homeroom. 

Student: ON give me one too Ms., I forgot to bring mine in today. 

Student: I didn't get one. I was absent last time. CanIhave one too please? 

Student: I need one for my partner as well. 

Student: It's kind of nice having a working paper to refer to and the vis- 
ual images on it are good too. We get ideas. (Sophia, P., May, 94). 

The photographs depicting student activity during this stage can be found in 
Color Plates: 3.5 and 3.6. Students are exhibiting activity in reading and using 
the working paper, drawing their ideas by using the visual aids as a source of 
inspiration and using paints in creating rich textural surfaces in their work. 
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Reporting and reflectinq on data collected 

It is worth noting that the participants were anxious to report on the data 
they had collected through the study of their unique classroom situations. 
It seemed that this excitement was due to the new and revealing discover- 
ies made. They discussed over the phone, and at small meetings of two 
and three their classroom research as it was progressing, even before the 
joint meeting. 

As already stated, the team members collected a variety of data: student 
self-evaluation questionnaires, student work, teacher fieldnotes from obser- 
vations of classroom activity, and casual interviews with students as well 
as photographs of student activity. Students from secondary and elementary 
education as well as the American Academy were involved. The team mem- 
bers selected the data-collecting techniques with which they felt most com- 
fortablein their own context. 

Ways data were reflected upon. - Reporting on their data allowed the teach- 
ers space to reflect on the relationship between the various types of data col- 
lected. This meant that a) students work was reported on in reference to the 
corresponding student self-evaluation questionnaires which aimed at assess- 
ing the extent to which the students' answers reflected the quality of the 
final product that they had created. b) The teacher did not simply com- 
ment on the success of a student's Work; the question now was whether 
the work was successful in reference to the criteria defined on the working 
paper that the student was given to work from. c) Moreover, it was exam- 
ined to see to what extent each piece of work Tef lected the visual aids pre- 
sented in the worksheets in order to enhance understanding of artistic con- 
cepts. d) Teacher activity was examined in relation to student activity: how was 
the role of the teacher affected due to this new method of working? did stu- 
dents still ask the teacher many questions? how was the teacher's role affected 
now that the student had a working paper? what should the teacher be doing in 
this new context? 

Finally, collaboration was another factor which affected data-reflection. Re- 
flecting upon data through collective effort, widened the possibilities for a 
deeper examination. Thus, the participants had an opportunity to reflect upon 
student work from a variety of perspectives. These included the teacher's 
perception of how the students did, and the students' perception of their 
own work, combined with the comments of team members as independent 
observers to balance the other two perceptions. 

What were the outcomes of this reflection - what discoverles were made. - 
Discoveries were made in reference to the above four relationships in data- 
reflection. a)Reading the students' responses directly from their self-evaluation 
questionnaires, helped to evaluate the extent to which students understood 
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the art lesson and identified gaps in their understandings of certain am- 
biguous concepts. It was also possible to detect what type of artistic vo- 
cabulary students were using to describe their work; what words and 
phrases (from the artistic vocabulary relating to that particular lesson) the 
students picked up and used to express themselves. The team also felt that 
the student self -evaluation questionnaires offered useful information in answer- 
ing questions relating to how much of that lesson students could learn and 
actually did learn. The teachers presented a number of student works and 
read from the corresponding self-evaluation questionnaire each student's 
own perception of how well he/she did, and what he/she learned from 
this particular work. Revealing how students perceived their own work, al- 
lowed the teachers to understand better what the students did and how. 

The team members commented that the students' self-evaluation question- 
naires made the work important in the eyes of the student. Carol put it this 
way: "They are little tests for the students on how they did in their art 
work. Student self-evaluation questionnaires are a good idea. They actually 
give students self-esteem. Their opinions are valued and that makes them 
feel that art is important as a school subject. I told my students that their 
self-evaluations would be taken under consideration in their grading. I be- 
lieve students should have a say in their evaluation. It makes them look 
more closely at what they are doing. Student self-evaluation questionnaires 
should be a permanent teaching tool" (June, 94). 

Original samples of students' self-evaluation questionnaires on the face/mask 
lesson can be found in Data: 3.4 (from a state high school), 3.5 (from the AmeTi- 
can Academy) and 3.6 (from elementary school). The questionnaire given to 
elementary students by Sophia H. in order to evaluate their work on the 
face/mask was more simplified with fun illustrations drawn on it which many 
children colored-in. 

Feedback was collected from three hundred student self-evaluation ques- 
tionnaires from elementary and secondary schools. Feedback on these of- 
fered information on how to deal with a number of issues: 

" effective questioning on the student self-evaluation questionnaire; 
" affecting the way student looks at his/her artwork; 
" student understanding and learning of artistic concepts; 
" insight on student thinking. 

b) The group thought that the majority of the students' work was effective 
because they exhibited clearly the criteria asked for in the working paper. 
The teachers commented that the final student product was not based on by- 
chance-teaching because shapes, lines, textures and colors were in fact evi- 
dent in the students' final works exhibiting an awareness of the need to unify 
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the artistic elements within the background. It was noted that the students 
exhibited an awareness of what they were asked to work with. 

Despite some modifications needed, the working paper was considered to be 
quite useful by both teachers and students alike because it had had a positive 
affect on students' working habits. It made the students concentrate more be- 
cause the working paper was used as a basis for discussion and reference. 
Having a piece of paper to hold on to and refer to the objectives of the 
lesson and helpful visual aids affected in a positive way students' attitude to- 
wards their artwork. 

c) Students seemed to work quicker in creating visual images and under- 
stood the ideas a lot faster. The paper with the visual images worked as a 
valuable stimulus giving students something to start with. Students com- 
mented as well that it offered them security, ideas and the opportunity to 
examine it at their leisure time. They were not bound by the restrictions of 
class-time. 

d) The teachers' fieldnotes provided useful information about the way that 
student activity and student interest developed through the lessons. Further- 
more, they showed how teachers could make better use of class time through 
a more effective organization of learning materials. 

Outcomes 

In this section I shall attempt to identify the outcomes of this stage. I shall pro- 
pose five distinct components which are related to issues concerning criteria, 
linkages, new directions for curriculum development, self-awareness within 
pedagogical practice and a willingness to develop new approaches to teaching. 

Developing criteria 

Here I shall refer to criteria in terms of both teacher effectiveness and student 
self-evaluation. During the reporting and reflecting process, group discus- 
sion centered around the discoveries of new ways of doing things in the art 
room in the form of comparisons between new and old methods of teach- 
ing. Criteria development resulted mainly through the exercise of comparing 
student products and teaching strategies through newly-gained understandings 
of issues resulting from alternatives now being tested giving a new structure to 
their every-day situation. 

In Color Plate: 3.7 the group can be seen engaged in a discussion of compar- 
ing old student work using the face as a topic and new work on the same 
topic. "Compared to the way I used to teach the abstracted face before, I 
feel that this is more effective. The final results of student work are more ar- 
tistic. Supplying students with work papers, seems to have made a difference. 
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Now that I see something better to compare with, I can see that what I 
thought was great work, wasn't afterall" (Tasia, joint meeting, June, 94). 

The group slowly developed a set of criteria against which to evaluate their 
teaching effectiveness. I want to argue that an authentic set of criteria was 
formulated by the team to evaluate their teaching because the criteria were not 
imposed from without but emerged after a period of reflection on their own 
experience of testing and monitoring a new method of teaching. 

The development of new criteria was in large part the product of reflec- 
tion on student feedback, especially student self -evaluation. Despite a rec- 
ognition that some of the early questions in the evaluation forms needed 
rephrasing to match the student's understanding or to allow more space 
for open-ended answers, the group found that their efforts in thisdirec- 
tion gave them a much greater insight into their students' understanding, 
into the way in which they learned most effectively, and into the way in 
which they thought and expressed themselves on artistic topics. This 
greatly assisted the group in the development of more sophisticated crite- 
ria against which to judge student work. 

This clearly challenges the current approach in Cyprus where a uniform set of 
criteria is provided to apply to all types of work regardless of the problems 
the students are tackling. These criteria (as defined by the inspector), are de- 
rived from a highly sophisticated aesthetic appropriate to professional art. 
This renders them inadequate for student artwork. 

The team members agreed that it was due to the concrete idea repre- 
sented by the working paper that students' works turned out to be more 
effective from an artistic point of view. They were beginning to sense the 
importance of formulating a set of criteria for assessing students' work. 
Furthermore, making students aware of those criteria and helping them to 
understand in visual terms what they were supposed to be working with 
were also helpful strategies. 

For samples of actual students' works on the face/mask lesson see Color 
Plates: 3.8 - 3.13. In Color Plate: 3.14 the team is engaged in discussion of the 
works. 

Students also began to develop an understanding of the criteria provided by 
their teachers. Beyond that, in the process of thinking about their own efforts, 
they were beginning to appreciate what is good art and to evaluate their own 
work against their own criteria. 

The team sought to investigate and to examine students' own interpreta- 
tions, understanding and learning from a particular lesson, rather than sim- 
plythe final product. The product in itself was not important, but rather 
the product in reference to how students thought they did. By examining 
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students' perceptions via their self -evaluations and comparing them to their 
work, it became apparent that it would be possible to help students realize 
the full potential of their work. 

"The task of a subject teacher, one might reasonably claim, is to help pupils un- 
derstand and operate the criteria by which work of quality is judged within a 
discipline or field: for instance, the criteria by which an artist might judge a por- 
trait miniature, an athlete might judge an attempt at a high jump .... Children's 
interpretations of such criteria are usually implicit in their work products 
(essays, paintings, etc. ).... 

Several questions follow: 
" In what ways can criteria for judging the quality of work be effectively 

communicated to pupils? ...... 
" In what ways can pupils be helped to deepen their understanding of the cri- 

teria? 
" In what ways can pupils be helped to critique their own and each other's 

work in light of a shared understanding of appropriate criteria? 
" In what ways can the teacher monitor the mutuality of understanding the 

process of assessment within a working group? " (Rudduck, 1991, pp. 84-85). 

Rudduck's questions above, bear similarities to what the team members were 
questioning in regard to student work. 

Students' self-evaluations revealed how much and how well they under- 
stood the lesson. In fact, it was noted that some work were more artistically 
creative than it appeared in the creator's responses while other student re- 
sponses were better than their final work. Overall, students can be helped to 
clarify their answers and to say exactly what they mean by articulating better 
the use of the artistic elements in their work. Examples of these can be found 
in Data: 3.7 - 3.11 where students' self-evaluation questionnaires are presented 
together with the work concerned (Color Plates: 3.15 - 3.19). 

In Data: 3.7 - 3.11 students expressed themselves in various ways regarding 
their evaluation of their own work. Some managed to look at their work criti- 
cally and succeeded in expressing clearly in words what they expressed in ar- 
tistic terms. They used appropriate adjectives to describe their work in order 
to show how the artistic elements made sense in their interpretation of the 
f ace/mask. Even though some students did not realize the full potential of their 
work and still others used more expressive language in describing their work 
than it was evident in the final product, the majority of student responses re- 
vealed a sense for developing criteria about what is quality artwork. 

The team felt that all the student work collected through this project re- 
vealed a strong variety of artistic expression. It became apparent that stu- 
dents did not simply copy the visual aids presented to them as examples, 
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but instead used them as a starting point and inspiration as well as a way 
of understanding the objectives of the work. 

Furthermore, team members commented that the lack of criteria in their pre- 
vious practice had resulted in their rejecting good teaching ideas or merely 
repeating what felt more convenient for themselves. Thus the lack of any 
type of criteria aggravated the continuation of the static routine in their 
teaching; thus preventing them from making choices about good teaching ideas 
as well as moving towards improvement. 

The team felt that criteria development took place because the creation of 
a new teaching approach helped to re-evaluate their existing teaching pro- 
cedures through the impact of comparisons. This allowed them to examine 
critically their teaching experience and not merely to experience teaching. The 
teachers agreed that this critical examination deepened their understandings of 
evaluative procedures regarding their teaching role, student learning and stu- 
dent work. Table 3.1 below, seeks to summarize this concept. 

Table: 3.1 Creating validity criteria 

Teacher's role The teacher is not 
involved 

Teacher's role is 
examined 

Teacher gets to 
know his/her 
workplace 

Student's role Student is not in- Student is involved Student feedback' 
volved in his/her own is used to solve 

learning. Student's class problems and 
understanding is improve his/her 
examined. learning. 

Student work Art work not Criteria developed Teacher and stu- 
evaluation compared to cri- for student work dent share com- 

teria mon criteria for 

f work evaluation 

Creatinq links 

Based on the experience they acquired from the processes, team mem- 
bers' perceptions of relationships became steadily clearer. This meant that 
while the team members discussed outcomes of classroom research they 
came to theviewthat the lack of student interest in learning, their own 
teaching performance and curriculum improvement were all interrelated. 
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Examining possible factors behind students' lack of interest, led to new 
teaching strategies which stressed student independence, organization of 
learning experiences, enhancement of understanding and students' involve- 
ment in their own evaluation. Reflection on data collected appeared to 
suggest that the new student learning strategy tested by the team, offered 
solutions to the various problems. 

Art, as a school subject, seemed to take on importance for the students be- 
cause their opinions were valued through the self-evaluation questionnaires. 
Moreover, a link was detected between students' involvement in their evalua- 
tion and their interest in doing the work. It was believed as well, that student- 
evaluation questionnaires might show to parents that learning does take 
place in the art class. 

New directions for curriculum development 

The team members increasingly managed to clarify and articulate what 
they sensed was wrong with the art curriculum and moreover suggest 
ways of building-in the gaps. - 

The directions discovered were based on the understanding of the process 
of student learning by examining thepTOcess through the testing and monitOT- 
ing of a new teaching strategy. "Improving practice involves jointly consid- 
eTing the quality of both outcomes and processes. Neither consideration in 
isolation is sufficient" (Elliott, 1991, p. 50). The outcomes from the reflective 
process directed the concern of the team members to possible ways of 
dealing with the curriculum, thus allowing them to move away from a theo- 
retical aspect of curriculum discussion and into its practical application. 

The team's decision that feedback from the self-evaluation questionnaires and 
student artwork could lead to form a basis for designing a new art curriculum, 
echoes Elliott's comments on the relationship of the student and the curriculum. 
"For example, if the teaching process is to influence the development of stu- 
dents' intellectual powers in relation to curriculum content, then it must man! - 
f est such qualities as 'openness to their questions, ideas, and ways of thinking', 
4commitment to free and open discussion', 'respect for evidence', 'a concern to 
foster independent thinking' and 'an interest in the subject matter. Teaching 
mediates students' access to the curriculum and the quality of this mediating 
process is not insignificant for the quality of learning" (Elliott, 1991, pp. 49-50). 

Self-awareness within pedagpqicalpractice 

The new experiences of observing, monitoring and reflecting, clearly presented 
the teachers with new perceptions on classroom activity. This led to the devel- 
opment of an awareness about certain aspects of this activity never before 
considered, thus manifesting a clearer picture of the teachers' workplace. The 
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new experiences involved moving through a sequence of questioning, focusing, 
searching, finding answers. Initially, the questioning period on student activity in 
relation to 'what my purpose is in observing student activity, ' seemed to help 
teachers organize their classroom activity before the actual observation. After 
questioning it became clearer to the participants which student activity to fo- 
cus on according to the solution tested. Clearly, the teachers were seeking to 
observe classroom activity in reference to the following: 

" Do students refer to the working paper when they are working? 
" Do they depend on the teacher a lot; do they still ask questions or has the 

paper given them more independence? 
" Have they started working faster on their artwork due to the visual images 

given to them on paper so they could see an artistic interpretation of what 
they were asked to do? 

" Are students quieter than at other times and are they trying to concentrate 
on what they are doing? 

Newly-developed perceptions related to aspects of student activity, classroom 
set-up and the organization of learning materials for a particular lesson. For 
example, members of the group commented that the way they introduced their 
lesson was important in attracting students' attention. Moreover, the organiza- 
tion of the space in the art room became more important. They learned to fo- 
cus-in on specifics depending on what they tested. Having to collect data made 
teachers look more carefully at what was going on in their classrooms. 

Student activity took on additional meaning because answers to problems 
were sought by teachers through that activity. Before the experience, team 
members were taking student activity for granted but now they were watching 
more intently and thus widening their awareness of 

" how student work develops; 
" how student interest develops; 

" how student activity develops in the course of the lesson; 

" which time is most important during the lesson; 

* which time students work better; 

0 which time is best for teacher to intrude on student activity. 

Overall, the teachers became more aware of their own activity in relation 
to the students' interest. As Niki commented: "I've noticed that my introduc- 
tion was more forceful in one class and this affected students' quicker response 
to the new idea. I took time at the beginning to explain why I'm giving them 
working papers to work from". Carol commented that: "I noticed that the stu- 
dents were discussing the working paper among themselves. I'm thinking about 
putting them in discussion groups so they can discuss the work and help each 
other". Tasia said: "By looking through some photographs of students' activi- 
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ties in the art room, maybe I could make better use of classroom space. I could 
put my visual aids in a more central position that can be seen clearly by all". 

New approaches to teachIng 

Based on participants' comments during the reflective period, it seemed 
that the actual implementation of their project and the experience of 
seeing how it worked out in practice is what finally convinced the partici- 
pants to change *their old teaching habits. This suggests that teachers need to 
understand change in practical terms in their own classrooms in order to 
feel its value and influence in their own teaching. 

The real problem, as defined by the group members, was not to discover 
ways of teaching the artistic elements, but rather to get students inter- 
ested in learning about those concepts by getting them involved in their 
own learning and evaluation. It was difficult teaching them a subject that 
seemed foreign to them. 

Previous dealings with innovative teaching methods, proposed at the in- 
spector's seminars or imposed by the ministry officials, had always stopped 
at the trial stage. The outcomes were simply assessed as positive or 
negative. Teacherswould repeat a new teaching method or simply reject 
it. No reflection period was ever devoted to analyzing the outcomes and exam- 
ining further the reasons behind the failure. The innovation would not be 
improved on and tried again. This way many promising ideas become victims 
of an inadequate period of reflection and revision. The difference now was that 
time was permitted to reflect on the outcomes of testing an innovation. After 
this experience, the group members began to think about other problematic 
areas in their teaching and sought to find solutions. Thus it appears likely 
that one of the main objectives for this research as set out in Chapter 1 
had been achieved: namely that teachers should develop an awareness of 
issues together with an ability to initiate action in relation to problematic 
situations in their profession. 
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Stage C: The Building Stage 

Introduction 

By this stage, the members of the group had matured in the sense that they 
were now aware of the valuable gains that could be achieved through class- 
room research. Thus they were becoming well equipped to build on the ex- 
perience of doing research in their own setting. 

Very crucial meetings took place during this stage which affected to a 
great degree the future work of the group. This particular period lasted 
from August, 29,1994 until October, 1994. Four joint meetings took place 
and six small and private sessions. At all the meetings significant topics were 
discussed. The first joint meeting of this period took place just before the 
new school year, 1994-95 had started. Team members re-evaluated the work 
they had accomplished during the past year. Based on this re-evaluation, de- 
cisions were made for the coming year. 

The members felt a lot more comfortable as the team grew in experience. 
This had a positive af f ect on the development of their personal commitment to 
the group work and the improvement of teaching problems. There was a 
willingness among teachers to telephone each other and schedule meetings 
at each others' homes. They became very friendly with each other and con- 
tacts among team members were more open and more frequent. They 
decided to continue meeting as a group and to contact each other in or- 
der to discuss teaching problems; not to regress back to isolation. They did 
not think any more about whether it was worth their time to attend a 
group meeting. On the contrary, they initiated group meetings and tele- 
phone contacts to discuss new problems. 

Processes 

During this stage the team re-evaluated the work accomplished, applied 
what they learned to new-found problems and offered suggestions for 
disseminating their findings. 

Re-evaluating the work accomplished 

Right after the Summer vacation had ended, the members suggested a joint 
meeting in order to re-evaluate the work accomplished the year before 
and to pick up where 

, 
they left off. They also wanted to re-evaluate their 

own growth as professionals. "What did we get out of this experience and 
where is it leading us to? " (Tasia, August, 94). 

The first joint meeting, took place in August, 29,1994 just before the new 
school year commenced. The teachers contacted each other during the sum- 
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mer vacation and set up the joint meeting in order to organize their tasks for 
the coming year. They discussed the work they had accomplished in class- 
rooms through action research and which of the outcomes were worth build- 
ing on for the coming year. They did not Wish to simply repeat the work, but 
rather to build on it. 

They endorsed the collaborative aspect of their experience and the new 
teaching procedures they had used to confront students' lack of interest. 
Carol expressed her feelings about her fellow co-workers. I like to mix 
with other art teachers because I was isolated for too long andl hated that. 
I like talking over problems in my art class with other art teachers. I feel 
more optimistic about my job now. Before this, I was feeling really de- 
pressed" (Joint meeting, August, 94). 

The team agreed that the concrete idea that the working papers had of- 
f ered to the students, had proved an essential part of their efforts. I believe 
that the working paper idea with a self-evaluation questionnaire is the 
best solution we have yet found to deal with the problems of creating in- 
terest and giving independence to students and a sense of learning. I will 
not do the European Art Contest this year in all my classes. I will try this 
new approach systematically and persistently as a new teaching tool. 
Having seen how the new procedure works in practice we understand it bet- 
ter. Now I feel ready to use the working paper and the student self- 
evaluation questionnaire with more confidence in this coming year. But I 
think we still need to find a different way of approaching students in the 
first grade of junior high school. They have absolutely no experience in 
art ....... they found it difficult to understand some of the artistic vocabulary 
discussed in the working papers. Maybe what is needed is some type of a 
preparatory course in art for this age group to help them understand bet- 
ter some of the basic artistic concepts" (Tasia, joint meeting, August, 94 ). 
However another teacher said: I find that this working paper works for all 
ages. It worked for my students" (Carol, joint meeting, August, 94). "My 
kids in elementary school liked the strange and imaginative ideas I gave 
them on the working paper" (Sophia H., joint meeting, August, 94). "We 
needed to know what students are learning through the lessons we teach. This 
we got through the student self-evaluation questionnaires" (Tasoulla, joint 
meeting, August, 94). 

Since it was realized that the feeling of security created through the working 
papers seemed to raise students' interest in doing the work, the team decided 
that working papers should be designed for more topics. This would con- 
tinue to emphasize an understanding of artistic elements and principles. The 
topics suggested were taken from the ones that the team thought students 
could relate to: the texture and shapes of birds, f ish and animals, the human 
figure as a shape on a decorative background, and the circular bond be- 
tween mother and child. Students would be asked to investigate an artistic 
problem through each theme. 
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It was agreed to design a set of lessons based on the themes offered using 
the working paper procedure with a student self-evaluation questionnaire 
designed at the end of each lesson. These sets of lessons would be tried 
out for one year. The first working paper would include the objectives, the 
problem, points of emphasis and media to be used in order to inform and 
clarify the lesson. The second would offer possible solutions to the problem 
in visual terms. The third paper was the student self-evaluation question- 
naire which allowed the students to reflect on their work and to offer criti- 
cal judgments. Color Plate: 3.20 shows students working on the new themes. 
Color Plates: 3.21 (human figure) and 3.22 (birds, fish, animals) show finished 

works by students. 

A further point of interest was the team's recognition of students' favorable 
response to more contemporary works of art. These works are more ab- 
stracted, naive, simplified and decorative. "The inspector often emphasizes 
drawing from life and she pays a lot of attention to realism. I found that my 
students enjoyed the more imaginative works we used. They freed them- 
selves from realism which is always difficult to do. Now they used any 
colors they wanted in very nice creative work" (Tasoulla, September, 94). 
I agree. My students enjoyed immensely the decorative line work in contrast 
to colored shapes in the visual aids we gave them" (Sophia H., September, 
94). Becoming aware of students' positive response towards this type of 
work, the members sought to follow this through and searched for more 
contemporary works for the new lessons. Samples of these can be found in 
Color Plates: 3.23 - 3.25. 

Applying what teachers learned to new-found problems 

The team felt that a new phase of their work should begin at this stage. 
With the coming of the new year, teachers found themselves faced with 
new teaching settings and therefore with new classroom problems. It is in- 
teresting to follow through the teachers' way of dealing with the new prob- 
lems after their experience of group work. The team interpreted the new dis- 
coveries as teaching tools for improving future problems and not as formu- 
las of effective teaching. "Values are infinitely open to reinterpretation 
through reflective practice; they cannot be defined in terms of fixed and un- 
changing benchmarks against which to measure improvements in practice 
(Elliott, 1991, p. 50). 

Two main problems were highlighted during these discussions: The first of 
these was revised by Carol who described a new problem she encountered in 
her advanced painting class, an elective course for students in their final 
years. She was faced with a new group of students who had elected this 
course. Her students were setting up their own rules for the course, thus 
making it difficult for her to control the class. She called up another 
group member to ask for suggestions and support. I have a problem with 
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my advanced painting elective course. My students need more, demand 

more in this course. I've got a few books on the subject but they have too 
many ideas. They look extremely complicated" (Carol, September, 94). At 
this stage, contacts were easily initiated by teachers. As soon as a teacher 
encountered a problem, she sought support from the other group mem- 
bers. 

During a joint session, Carol raised the following questions for group re- 
flection on her problem. "How could I offer more to an advanced group of 
students who elect art and expect more out of the course? How do I or- 
ganize my teaching, so I can offer more to my students? What should my 
priorities be in an elective advanced painting course for high school stu- 
dents? " (Carol, joint meeting, September, 94). 

Sophia P., Carol and Niki (joint meeting, September, 94) decided to get to- 
gether and suggest solutions which would be presented to the other group 
members for discussion. All three teachers encountered similar problems 
with elective art courses with older students in senior high school. Based on 
procedures used the previous year for solving problems, the teachers de- 

cided to give students a syllabus with the objectives and priorities of the 
course as proposed by the teacher. This syllabus was to be given to stu- 
dents to clarify for them the boundaries of the course. Students could of- 
fer suggestions and opinions relating to the course's objectives. It was ar- 
gued by team members that Carol did not present any criteria for the 
course at the beginning of the year thus allowing the students to assume 
that they could create their own. This resulted in confusion for both the 
teacher and the students. The three people addressing the problem agreed to 
focus on two main concerns; the artistic problem itself, and the problem of 
raising student interest in the course. 

After a discussion of past experiences with painting courses and after study- 
ing a number of books on art education, they decided to base their new 
course on three main objectives: developing student awareness of balanced 

composition in painting, of the relationship between positive and negative 
space in composition, and of problems of color contrast in painting. Ap- 

propriate visual aids on color and composition in painting were developed. 

Carol reported on the initial stages of the implementation of this strategy at 
the joint meeting in September. She brought unfinished student work to 
present to the group in order to receive feedback from them. Carol com- 
mented, interestingly enough, that she could not keep to the original plan 
of her course. The students' work was not what she expected. She had al- 
lowed student initiative to affect her original planning. She felt that some 
of their original interpretations of the lesson seemed to offer a better di- 

rection. 
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The second main problem tackled by the group was the problem raised by the 
European Art Competitio Entry to this is a tradition for Cypriot public 
schools. The competition originated from the European Community 
Council and it takes place annually. It is a painting competition for elemen- 
tary, junior and high schools for the countries of the European commu- 
nity. 

This competition creates tremendous problems for art teachers because it is 
an imposed activity (teachers have absolutely no choice in the matter). It 
takes a great amount of time away from their creative teaching due to the 
highly sophisticated themes set which are quite difficult even for the teachers 
themselves to comprehend. 

The general theme for the European contest in the year 1994 reads as fol- 
lows: "Developing an identity in a United Europe". For the junior high 
school students themes were stated as follows: "Investigate and depict in 
your artwork examples of traditional architecture found in your own coun- 
try. Also combine buildings of European architecture which were built in your 
country centuries ago and have become an inseparable part of the Cypriot 
culture. Give emphasis to the originality of the composition of your paint- 
ing and the use of artistic media". 

The topics were difficult to understand as concepts and even more difficult 
to interpret in visual terms as artistic expressions. Due to their intellectual 
character the themes could not possibly inspire visual images through an ar- 
tistic interpretation. The teachers brought the problem to the group for 
discussion. After two joint meetings they were able to come up with possi- 
ble solutions to tackle the problems. 

They related the problem to lessons they had designed using the working 
paper approach. Moreover, they searched for appropriate visual aids to 
stimulate a creative, visual response to the problem. They agreed that it was 
better to investigate the problem through visual means rather than trying 
to analyze the meaning of the words in the theme itself. In Color Plate: 3.26 
the team can be seen in search of visual aids. Color Plate: 3.27 shows samples of 
the final visual aids chosen by the team to be used in the European theme. 
These samples exhibit aesthetic and creative qualities through the combination 
of many visual images in one composition. During their joint meeting the teach- 
ers formed possible alternatives to the artistic and visual problem posed by 
the theoretically difficult theme set. "I feel a lot better now. The pressure I 
was feeling has been lifted" (Tasoulla, joint meeting, October, 94). 

Dissemination 

A significant issue brought up by the teachers at the joint session in Oc- 
tober, was the need to disseminate their work. This was the climax of their 
group effort. They realized that if their innovative ideas were to make any 
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impact on the system, they needed to be communicated to other colleagues. 
Their comments indicated intense feelings of accomplishment. Various sug- 
gestions were made. "We must promote this idea of a concrete working paper 
for students and design examples for other art teachers who are not 
members of our team, to see and get them interested by convincing 
them .... need to convince them; make examples of the right type of ques- 
tions to show them how we did it. We'll promote this idea of the concrete 
and push it f arther. It will take .... I think two or three years to take root, 
but it will work in the long-run. So, we need to make examples of the 
concrete papers and the accompanying questionnaire. Art teachers do not 
know nor have the time to do these questions for student self-evaluation" 
(Tasia, joint meeting, October, 94). 

At a yet another joint meeting in October, 94, Tasoulla suggested that the 
group's findings should be reported by the members to the Pedagogical In- 
stitute through the Ministry of Education in the form of a brief report. "The 
report would be introduced as the suggestions of six art teachers on new 
pedagogical procedures they had tested" (Tasoulla, October, 94). "Other art 
teachers should be helped to go through the experience from the beginning 
in order for them to feel that this is theirs as well" (Sophia H., joint meet- 
ing, October, 94). The team members did agree with the notion that the only 
effective way to convince other colleagues that this was a worthwhile ex- 
perience is to encourage them to experience the process from the begin- 
ning and to feel in control of their own situation. 

All the team members agreed to Tasia's idea of disseminating the group's 
findings by setting out the entire collaborative experience in a book titled 

earnin 011 3E K12C encE lie "Let's make a book 
using our views. We'll write about the new teaching procedures we tested 
and about the fact that as a group we had more confidence than we ever 
had as individuals. We'll emphasize that the book represents the experi- 
ences of six teachers of secondary and elementary education and not 
merely theoretical views on general education" (Tasia, joint meeting, Octo- 
ber, 94). "Yes, this sounds like a great idea. Let's keep together as a group 
and write the book based on our recent experiences. This will help other 
teachers as well to learn from our practical experience which will show an 
idea implemented and not just ideas presented in theoretical terms. We'll 
also show six different points of view on each idea discussed; how each 
teacher sees it and present our outcomes towards the end of the book. 
Let's include photographs of our group meetings as well as our students 
working in their art rooms with the art teacher" (Tasoulla, joint meeting, 
October, 94). 1 will present the ways my young students responded to the 
lessons we tested so teachers teaching art in elementary schools will bene- 
f it as well" (Sophia H. joint meeting, October, 94). 

Another more practical possibility discussed was the presentation of their 
ideas in a small booklet or even a pamphlet. In January, 95, theteam got 

215 



together to decide jointly what would be a convincing way of getting their 
ideas across to other art teachers; what form should their recommenda- 
tions take; and what possible obstacles would make it difficult for their dis- 
coveries to reach other colleagues. These obstacles would be difficult to 
overcome. Despite the difficulties, however, the group was willing to adver- 
tise its findings. They were even willing to serve as the nucleus which would 
promotethis innovation byoffering support to other colleagues. "It would be 
a good idea to form gradually a network of small groups of teachers Working 
on various problems" (Tasoulla, January, 95). 

Finally, the team members offered concrete suggestions on the character 
and structure of the pamphlet (Color Plate: 3.28). Since it was difficult to ap- 
proach other teachers with new ideas it was agreed to offer their views in the 
form of an invitation to new collaborators. "This experience should be pre- 
sented as a type of educational research first of all. It would not be an 
ordinary report of research in education, but rather an incitement for simi- 
lar work by others in the future. Essentially we won't offer ready or guar- 
anteed formulas, but rather help others change situations towards im- 
provement. We will not say that what we are suggesting is the perfect an- 
swer to all our problems, but rather the process we followed is the impor- 
tant thing. This is certainly a pioneer procedure we followed. Observing 
classroom activity, defining problems and from the inside of the classroom 
work towards the outside. The important thing is to think critically in or- 
der to solve problems" (Sophia H., joint meeting, January, 95). 

The members thought it best to approach other art teachers they knew or 
worked at the same school in order to introduce the Ideas in the pamphlet. Fur- 
thermore, teachers of other disciplines; such as home-economics, design and 
technology and music had shown an interest in the short student-questionnaires 
to evaluate the effectiveness of their lessons as well as in the student self- 
evaluations, after they were shown examples by Tasia, Tasoula and Sophia H.. 

Outcomes 

The processes of re-evaluating the work accomplished, applying what 
they learned to new found problems and expressing ideas on dissemination 
seemed to indicate that the team members had developed four significant 
traits; developing maturity in decision-making, critical reflection on practice, 
independence to plan ahead and awareness of what is worth researching 
in classroom teaching. 

Developing maturity in decision -making 

Before this experience, the team participants had never been offered the 
opportunity to play the role of the decision-maker in crucial matters such as 
curriculum development. Allowing them to acquire this role, contributed deci- 

216 



sively to their continued interest as well as to their development as decision- 
makers on classroom matters. They embarked on a continuous process of 
decision-making regarding a variety of issues. "No other teacher training ex- 
perience ever allowed for so much teacher initiative to intervene and to use it 
as a basis for changing and improving situations. I feel so much stronger now as 
a professional. What was missing before was being allowed by the system, es- 
pecially the inspector, to say what I think about the issues" (Tasia, January, 95). 

Looking back into the processes the team became involved in, it can be inferred 
that the team's decisions had a basis to fall back on. For example, after their 
common recognition of a problem they sought for rational solutions. Their ma- 
turity as decision-makers became evident because now they readily admitted 
to problems. "Yes, there is a problem with the themes of the European contest 
in that they cannot be interpreted into visual artistic terms". The team worked 
intensely and diligently and with determination. They started from a feeling of 
serious concern and worked through to a feeling of relief: "Yes, this strategy 
seems to offer a better solution to the predicament". 

The control as well as the frequent exercise of decision-making which led 
to constructive outcomes contributed to the maturing ability of the group in 
dealing with classroom problems. The process of applying newly discov- 
ered teaching tools to newly found problems, revealed abilities to deal with 
classroom discrepancies. Their approach to new problems suggested that 
they had actually developed their ability to handle problems in a more ma- 
ture way than they had managed previously. Table: 3.2 seeks to illustrate the 
difference in treatment of problems before and after the experience. 

Table: 3.2 Treating problems before and after 

Resort to blaming everything except 
themselves for problems 

See the problem- formulate questions 
about the problem 

Ignore problems Seek support to solve the problem 
Panic Keep cool, not panic. 
Not see the problems Become aware of the problems. 
Decisions are made in isolation and in 
theoretical terms not with other col- 
leagues and in practical terms. 

Experiment on solutions and reflect on 
the outcomes in collaboration. 

Become confused - not learn anything. Learn from the experience and build on 
it. 

Not solve anything. Clarify the situation - has a chance of 
solving problems. 

Not 
-move 

forward. Able to move forward. 
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Development in critical reflection on practice 

The processes of re-evaluating the work accomplished and applying what 
the team learned to new problems, seemed to show the development of an 
ability to engage in critical reflection. Having experienced the testing of a 
new procedure in practical terms, teachers became more sensitive to their 
teaching practice in relation to how it affected their students. This sensi- 
tivity was manifested through both questioning and reaching beyond the sur- 
face of student products. 

They learned to look beyond students' work to their working habits, inter- 
est and involvement in art. Questions such as those that follow became a cen- 
tral part of their thinking. 

What are my criteria as an art teacher for evaluating student work? Were 
students themselves aware of the criteria, or did they work by guessing 
what the teacher was asking for? What did my students actually learn 
from this particular lesson? How do I evaluate what theyhave learned? 

Oral discussions in class tend to leave many students, who do not like to 
participate, out of the evaluation procedure. Therefore, a student self- 
evaluation questionnaire designed for each art lesson, might be a good 
idea. On student working habits, teachers learned to ask questions such 
as, how many students actually worked and showed interest in this par- 
ticular lesson; how much did students work on their own; did 1, as their 
teacher, do most of their work for them? 

The team members suggested that since they learned to ask questions 
relating to what was happening around them in their art room, their criti- 
cal perception on class activity hadmatured. This maturity helped them to 
improve their practice. Things will never be the same for them. "Improving 
practice, when viewed as the realization of the values which define its ends into 
concrete forms of action, necessarily involves a continuing process of reflection 
on the part of practitioners" (Elliott, 1991, p. 50). 

For the group members, reflecting critically on their practice meant being 

able to raise and answer questions beyond what appeared to be a "good 

art lesson". A good art lesson used to be good only in theoretical terms 
and based only on the teacher's judgment. Now the team could reflect on 
an art lesson implemented in practical terms. They could also consider the 
students' points of view based on work criteria known to both teacher 
and students. This seemed like a better partnership between the two 
principal actors of the classroom. The answers gained made it possible for 
the teachers to move forward. Being critical meant seeking ways of solv- 
ing similar problems and finding ways of getting the most out of each les- 

son. It meant going beyond the surface in order to discover the implications. 
These factors could be used as criteria to improve the effectiveness of les- 
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sons. Becoming aware of more factors enriched and secured critical capacity. It 
widened awareness leading to a better chance of exercising critical thinking. 

Gaining an independence to plan ahead 

At the joint meeting in October, 94, teachers' comments revealed a will- 
ingness to continue as a group on a permanent basis and to attempt to 
assist other art teachers through dissemination. In fact, dissemination re- 
vealed clearly the team's willingness to plan for the future. At the joint 
meeting in October, the final strong commitments to group effort were re- 
vealed. "Good for us for keeping the dialogue going. It's good that we kept 
together for two years. I'm proud of us. This should be a permanent situa- 
tion" (Carol). The team agreed to bring recent student work on new themes 
to discuss at the group sessions because it is not possible to team-teach or 
visit each others' schools. This is not allowed by the system. Each teacher 
must remain within the boundaries of the school where she teaches. 

At this stage, teachers exhibited an independence to plan ahead. Independ- 
ence meant breaking away from the obstacles of imposed and established 
theories fostered by outsiders and creating experiences in order to learn 
from, build on the outcomes and move to an improved way of handling 
problems and achieving changes in teaching practice. Independence meant 
moving away f rorn the sameness in teaching and planning new tasks for 
the future beyond the group project. 

Awareness of what is worth researchIng in classroom teachIng 

An important outcome of the experience in stage C, was a strong aware- 
ness among the teachers of what it is in their classrooms and their teaching 
problems that they needed to research. This gave them a clearer under- 
standing of what action research is and how it is of value in their work. 

Not all problems in the classroom are worth researching or could lead to 
improvement in practice. Classroom researchers need to evaluate what is 
worth researching. This was indicated when they exhibited better control of 
decision-making through their choices about what works for them and 
their students in classroom situations. The process was interpreted to fit 
their own contexts. For example, student questionnaires were chosen to 
collect data on why students have no interest in art. Subsequently, the 
team discovered that student self-evaluation questionnaires proved to be 
a valuable teaching tool and it was worth promoting in investigating fur- 
ther student learning. Furthermore, Tasoulla clarified the team's position on 
the art curriculum: "Our main objective as a group was this: the art curricu- 
lum was static, we couldn't use it creatively, we couldn't understand it and so 
we decided to change its methodology allowing for more independence for 
students. This we did through group discussions and constant experimenting" 

219 



(Tasoulla, joint meeting, October, 94). Aspects of the art curriculum were ex- 
amined in relation to students' lack of interest through an attempt to test 
strategies for giving continuity to learning through a better organized curricu- 
lum. 

Classroom research took on significant importance when the team became 
increasingly confident in deciding what was worth researching and which 
data-collecting techniques were best suited to their students' idiosyncrasies. 
At this point it was clear that the group were securely embarked upon action 
research. Although my account ends here, the group has continued to meet 
and to work collaboratively to improve their practice. 
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PART 3 

CONCLUSIONS 



Chapter: 7 

Reflecting on the Research Questions 

This research was not meant to be exhaustive or conclusive with reference 
either to change or to teacher development and curriculum development. It did 
however, attempt to offer possible answers to certain crucial questions and 
raise new issues for future consideration, particularly within the context of 
Cyprus. In chapter 1 an attempt was made to describe the problematic 
educational situation in Cyprus particularly in relation to concerns and 
problems in teacher isolation, lack of communication, a lack of teacher 
awareness about professional issues and about classroom issues. It was argued 
that these were at least partly due to an incompetent teacher development 
scheme as well as an inadequate art curriculum. These concerns resulted in a 
set of research questions which were then investigated via collaborative action 
research; the purpose was to examine teachers' responses to processes which 
might motivate them to change their teaching habits through their own efforts. 
The questions were: 

" What is the nature of teacher development? 
" How can teacher development be supported (especially in the case of art 

teachers in Cyprus)? 
What is the relationship between teacher development and curriculum 
development (especially in relation to the art curriculum in Cyprus)? 

This chapter attempts to answer the research questions formulated for this 
study. 

What Is the Nature of Teacher Development? 

The following section explores two principles regarding the nature of teacher 
development as manifested through the research: the puzzle principle and the 
stages of development in teacher awareness. This is followed by a reflection on 
both principles through a discussion showing how far current practice appears 
to ignore the principles I have identified. 

, 7, L 
- I he puzzle principle 

I would like to suggest that the effectiveness of what I shall call the puzzle 
principle became evident through the research. By this term I refer to the 
process by which participants came to understand the interconnectedness of 
their problems. The puzzle principle assisted the participants to become aware 
of relationships. The growing capacity to discover links among all the 
problematic issues and to see them as pieces of the same unit allowed the team 
to proceed with more ease and confidence. 
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Before the experience, professional problems were perceived as separate, 
isolated problems and not as interrelated. This made them substantially more 
difficult to confront. However, as the team members sensed that their teaching 
was not effective, they asked themselves questions with regard to that 
ineffectiveness such as: ineffective compared to what? forwhom? and why? 
Through this type of questioning, other issues (pieces of the main puzzle) 
came into play; such as, students' lack of interest in doing artwork, lack of 
student involvement in classroom matters and the inability of the art curriculum 
to offer effective learning experiences. Each question raised by the group 
stimulated the emergence of another interrelated question. 

The puzzle principle echoes Elliott's notion of a "unified educational practice". 
"Action research integrates teaching and teacher development, curriculum 
development and evaluation, research and philosophical reflection, into a 
unified conception of a reflective educational practice. This unified conception 
has power implications inasmuch as it negates a rigid division of labour in 
which specialized tasks and roles are distributed across hierarchically 
organized activities. A unified educational practice empowers 'insiders', i. e. 
teachers. Inasmuch as outsiders' specialized tasks and roles can be justified, 
their aim must be to support and facilitate reflective educational practice 
without destroying the unity of its constituent parts. This can happen only if 
the more specialized activities have the subordinate function of nurturing 
the unity of reflective practice as opposed to imposing on practitioners a 
hegemony of specialist expertise with the function of externally regulating 
their activities" (Elliott, 1991, p. 54). 

Based on my research my argument is that a more developmental strategy for 
teachers in Cyprus would aim to help them understand the process of teaching 
and learning as a process. They need to become aware that all issues relating to 
teaching, curriculum, students, self-development and evaluation are part of a 
unified educational process; and to appreciate the tight bond between 
teaching, learning, curriculum development and self -development. 

Stages of development in teacher awareness 

Looking at the outcomes of each phase in this research, it is apparent that 
there was a clear line of development. This development was reflected in three 
stages of growing maturity in teacher awareness: 

Stage A: Preparation- teachers become aware of their rights as 
professionals to express opinions on the issues; gaining the right to question. 
Stage B. - Incubation- theory development takes place based on the 
understanding of practice through the procedures of classroom research. 
Stage C- Confirmation- theories developed by practitioners are validated; 
extending acquired skills. 
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Sta_qeA: Preparation 

Through the initial discussions in Phase I (chapter 4) the team "woke up" to 
their right as professionals to talk about their existing teaching theories. The 
participants were asked to offer their views on issues relating to their teaching, 
particular classroom problems, in what ways each perceived her own 
classroom reality and how each interpreted her own teaching effectiveness 
and need for improvement. As a result, they realized that it is important to 
think, discuss and in general consider these issues in improving teaching 
practice. 

During the introduction of the innovations of action research and collaborative 
work, team members were given time and space to offer their own response to 
these new ways of working. This had implications for the way they adapted 
new procedures to fit their own particular classroom and its on-going activity, 
and not simply to apply them directly in the classroom context as an imposed 
task. Following this, the acceptance of the innovations became easier because 
the modification rendered the innovation less threatening. 

Through the processes of Discussion and Communication, in Phase 11 (chapter 
5) collaborative effort allowed the participants to feel free to think and talk. 
This allowed an exhaustive discussion of views and opinions leading to the 
identification of the central problematic issues in their teaching. Following this, 
it became possible to challenge established art teaching theories. As a result, the 
team's perceptions of classroom problems developed along with an increased 
awareness about the possibilities for improving teaching. Common concerns 
about teaching problems emerged leading to the initial questioning of the 
team's teaching effectiveness and the art curriculum. 

The value of understanding hidden values and perceptions about teaching as 
an initial preparation to doing research on practice became evident. "The 
purpose of this process of question and answer is to raise tacit knowledge 
to consciousness. The aim of teacher education and on-going 
prof essionalisation should be to help teachers make explicit their tacit 
understanding, so that teachers may show, in a rigorously scientific manner, 
how they may improve that understanding ...... (McNiff, 1993,40). Teachers 
need to talk about their existing theories. "One of the realities of schooling is 
that teachers possess their own theories about what they do, what is 
reasonable, feasible and possible in classroom teaching. This is invariably 
knowledge based upon lived experiences, rather than the wisdom of outside 
experts" (Smyth, 1991, p. 103). The stage of Preparation offered the 
participants the opportunity to bring those personal theories to the surface. 
Their personal perceptions became significantly more valuable than the 
imposed theories of outsiders with reference to teaching improvement. They 
gained their right as professionals -to express perspectives on their classroom 
work. This importance was validated collaboratively. 

I 

I 
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Stage B. -Incubation 

As described in the Processes of Phase III (chapter 6) a dynamic and focused 
interaction about the main focus f or research took place through the 
problem-development process and the student-feedback process. Each was 
followed by a systematic analysis, testing, observation and documentation of 
class activity through classroom research procedures. As a result, the 
practitioners were able to develop theories using a shared language to 
communicate with each other. Based on their new-found awareness, they 
were able to develop new theories about the student's role as it related to 
the classroom business of learning. They were then able to consider the 
adequacy of the old established strategies and compare their effectiveness in 
the classroom. 

The comparison led to the development of new teaching methodologies 
characterized by clarity. This clarity had been achieved by testing new 
alternatives in the form of: 

" trying new roles for both teachers and students; students were given 
more independence; teachers became researchers, critics and learners of 
classroom matters; 

" trying new teaching methods; giving up old teaching habits; 
" evaluating student products through specific criteria; 
" of fering students the opportunity to contribute directly to their 

evaluation, learning and problem-solving through student self-evaluation 
questionnaires and an emancipated expression of ideas; recognizing the 
value of student involvement in classroom business; 

" examining closely the new teaching method by monitoring systematically 
the process; 

" taking nothing for granted; learning to question classroom activity. 

Through the new structure it became possible for teachers to incorporate 
student feedback into their teaching approaches. Their own role was re- 
examined in relation to student interest and the student's role as a partner in 
the classroom and not merely an implementor of teacher's instructions. Old 
established theories were challenged by developing new ones as an outcome 
of classroom research. "When we are engaged in classroom research we 
can be said to be engaged in educational theorizing because we are 
reflecting systematically and critically on practice" (Hopkins, 1985, p. 54). 
"Theories are not born and killed, but may be gradually synthesised into new 
patterns" (McNiff, 1988, p. 8). Moreover . ...... research offers a way of marking 
out a path of professional development: it offers a way of structuring a 
familiar situation that allows the teacher to explore it in depth, to gain 
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insights, to set new goals, and to achieve new levels of competence and 
confidence. Teaching is vulnerable to the flattening effect of habit, and 
research can help teachers see behind what is taken for granted in everyday 
practice" (Rudduck, 1991, p. 105). The teacher "is not faced with the problems 
of generalizing beyond his experience. In this context, theory is simply a 
systematic structuring of his understanding of his work" (Stenhouse, 1975, p. 
157). 

There was evidence that the team members were thinking critically about 
student learning. For example, the decision to give students a more explicit 
account of art concepts than had previously been normal practice showed that 
teachers were developing theories about their students' learning. Rowland (in 
Hustler, Cassidy and Cuff, eds., 1986) argues for classroom enquiry as a way of 
understanding learning in students. "A more careful investigation of what 
children's activity really means requires not only time but a certain 'intellectual 

space': an opportunity to reflect, preferably with others, and to develop and 
share insights into the children's concerns, skills and understandings ..... the in- 
depth study of selected samples of activity from our classrooms can lead us to 
challenge, modify and at times radically alter those assumptions from which we 
work when we interact with children in the classroom" (p. 29). 

An important outcome of the study was the confirmation of the value of 
theory-development by teachers themselves. McNiff (1993) comments on 
Whitehead's views on theory development: "What is necessary, says 
Whitehead, is that teachers should be encouraged to develop their own 
theories of education from, and through, their own practices: that is, they 
should be encouraged critically to examine aspects that they feel need 
improving, and to work systematically to thinking how (building theories) 
to carry out the improvement" (McNiff, 1993, p. 39). 

Other writers have endorsed this view. Elliott (1991) writes of the value of 
developing one's own theories when he comments that theories produced 
by 'outsiders' for 'insiders' are invalid and non-applicable to solving problems 
and therefore improving practice; ...... the feelings of threat may be enhanced 
if the knowledge generated is couched in the form of generalizations about 
teachers' practices. If it applies to all contexts of practice, then it implies that 
the experience of teachers operating in particular circumstances is not an 
adequate basis on which to generate professional knowledge: this 
contradicts their own self-understanding. Generalization constitutes the denial 
of the individual practitioners' everyday experience. It reinforces the 
powerlessness of teachers to 

, 
def ine what is to count as knowledge about 

their practices" (p. 46). Hopkins (1985) argues that the non-applicable theory is 
too general and used as guide to practice as a ready formula. "In many 
instances, the gap between theory and practice is so large that it prevents any 
useful connection. This occurs because our theories are often not specific 
enough, or the propositions they contain are not easily generalized to individual 
situations" (p. 54). 
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"... for educational theory to have any subject-matter at all, it must be rooted 
in the self-understandings of educational practitioners" (Carr and Kemmis, 
1986, p. 129). The authors clearly communicate the notion that teacher control 
is essential in the development of theories. This empowers teachers. 

The need for empowering the teachers takes a strong stance here. "The idea 
of 'self knowledge' is an important one in this context. It refers to the individual 
internalization of ideas that empowers the person. It refers to those moments 
of clarity and power that occur when we understand a concept and see how 
we can use it in our personal or professional lives" (Hopkins, 1985, p. 55). 

Theory-development through classroom research discoveries can help the 
teachers to understand why old teaching theories do not work and to justify 
concerns of the ineffectiveness of these existing theories. Theories created by 
teachers themselves are useful to classroom teaching; they are considered to 
be true because they can be used to solve unique classroom problems which 
are relevant to the teachers. And they further empower teachers. 

Stages C-Conf Irmation 

Theories need to be validated through processes of continued testing against 
new problems and through public scrutiny. For this group this happened in 
various ways. For example, through 

" practical implementation in the classroom after reflecting on the testing of 
a new strategy and re-planning; 

" exposing the theory-in-practice to public scrutiny by exhibiting student 
art work in school for all colleagues to see and to comment on as 
compared to previous work exhibited. 

" peer-acceptance through group meetings through the reporting and 
reflecting on data collected; 

" applying the theory to new-found problems (frequency of applicability); 
" the strong willingness of the team members to advertise their findings 

through dissemination; 

" student-f eedback through their self-evaluation questionnaires. 

Validating one's theories proved to be the final factor in the process of 
acquiring skills to improve teaching. Validating personal theories proved to 
be a long and unfolding process; not an immediate one. 

Some authors in their definition of theory-development combine theory 
development and theory validation as happening simultaneously. My view is 
that validating theories is not the same as developing theories because it 
occurs under different circumstances. 
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Current conceptions of teacher development in Cyprus 

The new model of teacher development proposed through the discussion 
about the three stages of development in teacher awareness highlights three 
important aspects of the process of developing teachers: A teacher 
development scheme needs to foster a gradually unfolding (developmental) 
procedure. Therefore it takes time. Furthermore, this development needs 
to take place in teacher awareness in order to empower the teacher. Stage 
development indicates that in order to reach a stage of acquiring a set of 
skills teachers need to pass through other stages. It is not an immediate 
response on their part. This development implies that the one-day seminars are 
not appropriate to develop in teachers awareness and skills necessary for 

confronting teaching problems. Below I shall demonstrate how far current 
practice in Cyprus, appears to ignore the principles I have identified in the 
previous section. 

In light of the puzzle discovery, the existing teacher development scheme in 
Cyprus continues to be ineffective because it adheres to a methodology of 
identifying issues as isolated problems, thus breaking up the notion of a "unified 
educational practice" that could "empower" teachers. It separates curriculum 
development from teaching practice. The curriculum is considered the job of 
outside experts and teaching the job of teachers. Teachers are not considered 
by the system to be well equipped to plan a curriculum. 

The stage of Preparation gives the teachers the opportunity to "wake-up" to 
their existing theories. Besides, collaboration offers a '6mutual-interest" 
audience with an appreciation and interest in what teachers have to say. These 
are completely ignored by current practice since teachers opinions are not 
sought with regard to important issues. There is no one willing to listen to them. 
I want to suggest that inspectors tend to inhibit teachers' professional growth 
by inhibiting their Preparation stage through the denial of the free expression 
of their personal perceptions on classroom experience. 

Once teachers realize that they have the right to express how they perceive 
their classroom activity, they can free themselves from the timid attachment to 
theory-driven teaching. Unless personal perspectives on the issues are brought 
to the surface through the Preparation stage, they cannot be examined. This 
stops classroom research as well since by examining various perspectives 
problems can be chosen and strategies can be planned in order to test new 
alternatives through classroom research. Therefore, before classroom research 
into the alternatives could begin at all, there is a need for a period of 
enlightenment and awakening through focused teacher interaction during 
the Preparation stage. For teachers in Cyprus, this is a crucial and needed 
initial stage in any teacher development scheme. 

Since there is no Preparation stage in the existing teacher development 
procedures, it follows that no Incubation stage can develop either. I suggested 
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that during the Incubation stage theory-development (by teachers themselves) 
takes place as a result of classroom research. Since current practice does not 
promote theory-development by teachers it follows that there is no challenge 
of old established theories and therefore, no improvement of these theories can 
result. Moreover, I would like to argue that useful theories (as opposed to 
imposed theories devised by outside experts) develop which are 
understandable and acceptable to teachers since they are developed through 
their own intervention about their concerns regarding their classroom realities. 

Compared to the new model, the current teacher development procedures in 
Cyprus are not educationally valid. They do not relate to educational issues 
since teachers, students and the context are ignored. Classroom activity is 
perceived as static and unchangeable; to which ready formulas can be applied 
successfully. Furthermore, teachers are perceived simply as technicians to be 
trained and not to be developed as people and as professionals. 

The new model, however, appears to be a valid educational procedure. It 
provides opportunities for growth which allow teachers to learn in an informal 
setting and at their own pace; according to their own professional needs. 
Furthermore, teachers can express their true opinions due to the absence of 
the ordinary obstacles (official influence and imposed tasks) which tend to 
forge personal perspectives and concerns. Furthermore, the processes involved 
encourage teachers to learn due to the feeling of security which motivates 
their work. 

McNiff (1993) discusses the need for educational research to be genuinely 
educational. "The person doing the research needs to be prepared to shift 
ground, because her intentions, in embarking on her enquiry, are (a) to 
change her thinking, and (b) to change actions in line with new thinking. 
Such change constitutes the nature of education; the creation of new forms 
of being is the implicit notion of 'education' " (p. 51). The processes teachers 
become involved in must allow for a comfortable and voluntary shift in 
thinking and in actions. 

It can be argued that through the new model it is easier for change to take 
place because participants can gain the power and the skills necessary for 
finding ways towards achieving change. Figure: 4.1 illustrates the development 
of such skills as the building-up of teachers' awareness. With current practice 
change cannot take place. Mere willingness on the part of the teachers to bring 
about change is not sufficient. They need to have the strategies to bring about 
change. This involves helping them to develop their capacity to ask the 
appropriate questions about what they want to change and to plan the means 
to discover answers to those questions. 

"Teachers are not encouraged to decide for themselves what is most useful 
and appropriate, but perform according to the theory. This approach 
tends to encourage stasis rather than development" (McNiff, 1988, p. 13). 
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McNiff's comments highlight the basis of the ineffectiveness in the existing 
teacher development scheme in Cyprus which does not merely stress theory- 
driven teaching but stops any teacher growth in developing awareness on their 
practice. This limits their confidence as professionals. They are not offered the 
opportunity to experience the development of their own rules ( in the form of 
theories) but instead they are given rules that do not apply to their own 
"teaching game". In this sense, the teacher always loses. 

How Can Teacher Development be Supported (especially in the case 
of art teachers In Cyprus)? 

This research perceived the development of teachers as a voluntary change. It 
revealed a number of principles which appear to underpin effective teacher 
development strategies. These include creating incentives for the 
participants, pacing the process, the effectiveness of the bottom-up 
approach, and the value of collaboration. A discussion of these will be 
followed by some suggestions of ways in which the teacher development policy 
in Cyprus might be improved along the lines described below. 

Creating incentives for the participants 

An important aspect of managing change is sustaining participants' interest in 
the work itself. This can be accomplished by devising various forms of 
incentives. There are times when teachers' interest is low and might need 
uplifting and reassurance and other times when it can be high and needs to 
be sustained at that level. Support in the form of showing concern about 
teachers' views regarding various innovations is essential in ensuring 
continuing interest. 

One technique which can be used to maintain participants' interest is to clarify 
what is going on in the process as it unfolds. This clarification can be achieved 
by occasionally pulling things together. This works as a reminder of the 
activities and accomplishments that can possibly take place within a group 
process. Teachers need to be given the chance to evaluate progress and talk 
about how it affects them. They can very well offer suggestions about possible 
improvements in the way things are developing and indicate crucial points that 
are worth looking into further. Team members themselves must make the 
choices. 

Not all meetings of groups need to be devoted to devising plans for testing 
solutions in real classroom conditions. Some meetings can be used as resting 
periods where the change facilitator can check whether the members 
understand the principles, activities and problems they are working with. 

Another technique which can help is the introduction of appropriate issues at 
the "right" time during the process. This can prove to be crucial to the healthy 
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participation of the participants as the "moving force" behind the process. 
It can be accomplished by picking up on signals presented by the teachers 
and raising the appropriate issue when the team appears to be ready to deal 

with it. Furthermore, the person chiefly responsible for a group, needs to be 

acutely aware of shifts in emphasis during discussions in order to link 
identified problems with possible strategies. Group readiness is an important 
aspect to be aware of. 

During a development process there is a continuing need to raise team 
members' interest. First, this can be achieved by collecting their scattered 
suggestions and putting them into an organized framework at the initial 
meetings. This can provide some group coherence. Secondly, developing key 

problems to investigate instead of isolated classroom problems can also 
become useful in exhibiting the importance of the effort. Finally, interest in the 
group's work can be significantly raised when teachers can experience the 
practical aspect of action research. Dealing with and solving the problems in 
practical terms, can prove to be very important to the participants in securing 
their commitment and willingness to learn and improve. 

PacIng the process 

The entire process of change can often take longer than assumed at the 
beginning. Delays can be allowed because the procedure of action research 
should be measured against existing teaching realities and real obstacles. This 
would reveal teachers' genuine feelings and responses regarding the process. 
There needs to be a concern about whether obstacles can lessen teachers' 
interest. Forcing the process through imposed, unrealistic situations would give 
a false sense to its development and limit its impact on teachers. Besides, the 
main objective is not for the teachers simply to go through the process of 
action research, but rather to examine how teachers could go through it, 
considering obstacles and the real classroom settings they work in. The 
process must be made applicable to the unique educational scene considering 
the existing obstacles and the teachers' needs as people and professionals. 

If the change facilitator loses his/her patience and attempts to promote action 
research as the right way of improving practice, then there is a good chance 
that the teachers involved will lose interest. If action research is offered as a 
final formula for success, this immediately excludes teachers' own perspectives 
on the matter. It would inhibit their interest by making them feel that they are 
losing control. The process must be allowed to develop naturally through 
obstacles such as delays, teachers' fears and scepticism. The presence of 
obstacles allows them to examine the various ways through which they can 
deal with problems. 

Teachers come across many obstacles. The main ones are their busy schedules, 
and the fact that they are tired from the unrealistic demands of school life. In 
order for teachers to retain their interest in the group effort, first, they must 
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wish to clear up things in their teaching and to learn something new. 
Second, they need to enjoy the support they get from the other members of 
the group. They must feel that it helps through seemingly insoluble problems. 
And finally, they need to discover what is successful and what is not in ways 
of dealing with classroom problems by developing criteria to help them in 
making critical judgments. 

Appropriate pacing lays certain obligations on the change facilitator: 

1. a change facilitator should not exhibit excitement over insignificant things 
that might lead nowhere or over ambitious goals that are dif f icult to reach; 

2. a change facilitator exhibits patience and gives time for things to mature; 
providing breathing space to the teachers; 

3. a change facilitator must be alert to important issues which must be 
emphasized and bring them to the group's attention f or follow-up and 
research; 

4. a change facilitator must be helping and explaining the process along by 
devising ways for group members to understand the principles involved, and 
incentives for sustaining their interest in the group effort until they are able 
to take control; 

5. a change facilitator must not give teachers too much at the beginning of the 
change process, but rather proceed in small stages. The participants cannot 
assimilate it all at once, and the initial introduction is crucial in shaping the 
way teachers can accept the new idea; 

6. a change f acilitator must show excitement about teachers' ideas. 

Effectiveness of the bottom-up approach in the management of the chanqe 
process 

The bottom-up approach used to promote an innovation is useful in the 
management of the change process. Teachers respond favorably to this 
method of introducing an innovation. They become more self-confident and 
show a willingness both to admit to limitations in their teaching and to change 
teaching habits. They are able to help themselves after the experience. 
Teachers become interested in change when they are asked to form the 
change themselves in their classrooms. In doing so they learn to overcome 
obstacles and share concerns. The absence of outside experts alleviates 
inhibitions and anxiety and promotes teacher willingness to become more 
deeply involved in the process of improving teaching. 

During a teacher-driven change process, teachers f eel that their sincere 
feelings, views and problems are considered. This feeling of security motivates 
them to work thus facilitating the management of change. Besides, "... research 
and development which does not involve the teacher at the centre of the 
development process is likely to have little effect in changing teaching 
behaviour and attitudes. Action research begins with the teacher's perceptions 
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of what is happening in her or his classroom... " (Gurney in Lomax, ed., 1989, pp. 
22-23). 

Collaboration 

Not all forms of collaboration can bring encouraging results. Therefore, the 
following section explores what needs to take place during collaborative work 
in order for it to be a growing and learning experience for teachers. This is 
followed by a comparison to a weak form of collaboration. 

Collaboration is a multi-faceted process. During group work, many views are 
heard simultaneously on the same problem or issue. This gives the teachers the 

opportunity to perceive a problem from a variety of viewpoints, thus 
considering every aspect of an idea before making any decisions about it. 
"Collaboration provides teachers with many different perspectives" (Oja and 
Smulyan, 1989, p. 15). A further characteristic is the increasing sophistication of 
66 teacher talk". Teacher talk must not be ignored in a collaborative setting 
because it creates the agenda for the joint meetings. In strong collaborative 
settings, solutions emerge from what teachers themselves suggest. 

A strong collaboration is flexible and gives time to the participants to mature. 
In productive f orms of collaboration, group members' commitment is 
developmental. Even though collaboration can be beneficial to teachers, team 
members need to develop readiness and self-confidence as individuals before 
they move on to group work. "It is not possible to have strong collaborative 
cultures without strong individual development" (Fullan and Hargreaves, 
1992, pp. 82 - 83). 

Moreover, collaborative support cannot work effectively on its own. Clearly, 
three principles need to be adopted by the team members to help them guide 
their activities in a strong form of collaboration. Critical reflection on practice, 
collaborative effort in solving problems and the development of a shared view 
of the teacher as a researcher in his/her own classroom. 

The above discussion defined a set of principles which suggests a "genuine" 
form of collaboration. This form of collaboration benefits the teachers by 
making the sharing of problems possible. This allows team members to feel 
more relaxed, more humane and good about themselves, thus minimizing 
anxiety through the realization that each member is not the only one 
experiencing teaching problems. Discovering self -limitations is another possible 
effect of a genuine collaborative process. Hesitant teachers feel more 
comfortable and secure in expressing their own views about what concerns 
them through the motivation that can be created by the other team members. 

Through the three principles of collaborative effort, critical reflection on 
practice and research existing in a genuine group effort, teams of collaborators 
are able to keep on opening doors to discoveries. Once teachers become 
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aware of doing research into their classrooms they can discover the way to 
stimulate student feedback. Student feedback can direct them to question 
critically their teaching material in relation to student interest. This can lead to 
questions about what would be interesting learning for those particular 
students. "Collaborative cultures create and sustain more satisfying and 
productive work environments. By empowering teachers and reducing the 
uncertainties of the job that must otherwise be faced in isolation, collaborative 
cultures also raise pupil achievement" (Fullan and Hargreaves, 1992, p. 67). 
Figure: 4.2 seeks to illustrate the opening doors principle present in genuine 
collaborative cultures. 

Genuine collaboration facilitates teacher learning because during the exchange 
of ideas each member is able to examine and complete his/her own ideas 
through others' perceptions thus resulting in a more constructive feedback. 
This process improves teaching because teachers can realize that alternatives 
exist. In a state of isolation, teachers lose sight of the fact that there are always 
alternatives to any form of practice. 

In Chapter 2 of this thesis the theoretical investigation revealed that 
collaboration among teachers needs to be strong in order to sustain teacher 
development. It is interesting to draw a contrast between the teacher-driven 
genuine form of collaboration suggested here and the weak form of 
collaboration which Fullan and Hargreaves (1992) define as contrived 
collegiality. 

Fullan and Hargreaves argue that this is a form of collaboration that does not 
lead to teacher growth. A comparison is formed between genuine collaboration 
and contrived collegiality. The former offers an informal and comfortable 
setting in which question raising moves on to teacher-driven inquiry into 
problem-setting and problem-defining. This contrasts with the existing teacher 
development courses where question raising is perceived as a sign of 
incompetence. The flexible procedure of collaboration permits honest views 
and feelings to come through. The teachers are free to select problems and 
procedures by questioning the inadequacy of old established theories and ways 
of doing things . 

...... we want to emphasize that the search for strong, effective 
forms of collaboration must create the conditions where teachers can raise 
and address critical, intrusive questions: ...... (Fullan and Hargreaves, 1992, p. 
65). 

Fullan and Hargreaves (1992) say that "contrived collegiality can be reduced to 
a quick, slick administrative surrogate for collaborative teacher cultures. 
Such cultures take much more time, care and sensitivity to build than speedily 
implemented changes of an administratively superficial nature. If done 
badly, contrived collegiality can reduce teachers' motivation to cooperate 
further. Building collaborative cultures involves along developmental journey. 
There are no easy short cuts" (p. 79). This comment echoes the maturing 
principle suggested in genuine collaboration. 
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Other weak forms of collegiality described by Little (in Fullan and 
Hargreaves, 1992) tend to be part collegiality. Little refers to scanning and 
storytelling, help and assistance, and sharing ideas. According to the 
developmental character of genuine collaboration that I am suggesting, these 
can be seen as early forms of collaboration which later can be extended toa 
stronger form of joint work. A strong form of joint work needs to pass 
through the other stages suggested as weak forms of collaboration by Little. A 
team's perception of collaboration tends to develop from communication 
(simply expressing ideas) to exchanging teaching strategies and finally to 
combining efforts for resolving their concerns. 

Hargreaves (in Hargreaves and Fullan, eds., 1992) comments on weak forms of 
teacher talk in individual teacher cultures (as opposed to collaborative teacher 
cultures) that lead to no essential improvements. They argue that there is a low 
level of discussion in cultures of individualism. Teacher talk in genuine 
collaboration, however, can develop into a more purposive dialogue where 
teachers' individual judgments may be challenged; raising the dialogue steadily 
towards higher levels of critical discourse. 

Chatting is discussed by Little (in Fullan and Hargreaves, 1992) as a weak 
form of collegiality leading nowhere. However, items of the initial chatting 
can be guided to more austere activities. The group coordinator must be able 
to help team participants to direct the mere chatting of the initial stages to a 
more constructive talk which can lead to valuable research activities. 

Fullan and Hargreaves (1992) quote Rosenholtz who observes, that 
collaboration in effective schools is related to opportunities for an on-going 
improvement and career-long learning. In these schools teaching improvement 
is a joint rather than individual effort and that evaluation, and 
experimentation in collaboration with colleagues are proper conditions for 
teacher improvement. 

Through shared work and mutual support, change becomes easier to achieve. 
Under these circumstances each participant can be helped to make sense out 
of what the team is trying to change. Ideas need support to bloom. Through a 
genuine group support teachers are able to simplify the complicated world of 
their profession by identifying their priorities, whereas in isolation the 
teachers are confused and inhibited. The group support empowers them. 

A practicalINSETpolicy for Cyprus 

The research effort reported here has suggested a number of principles 
necessary for teacher growth and development. The question remains of how 
to assimilate these principles into a practical INSET policy for Cyprus. How 
can the current situation be improved? what would be a better approach in 
helping teachers improve their practice? 
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Two questions will guide my discussion in this section: what should a teacher 
development course be doing for teachers if it is going to help them improve 
teaching? and which aspects of the Cypriot educational system need to be 
affected and how in order to achieve this? 

Any teacher development course designed must be based on the following 
principles in order to help teachers improve: The course must develop teachers. 
It must be based on an unfolding, developmental procedure; giving enough time 
for teachers to mature. They must not be trained to simply follow established 
teaching formulas and teacher-proof curricula. This development must focus 
on teacher awareness. It must empower teachers with skills to solve their own 
teaching problems. 

The areas that need to change if these objectives are to be achieved include: 
official influence (imposed policies, inspectors, head-masters), teachers, 
Pedagogical Institute seminars and people responsible for teaching teacher 
development courses. The statements below show in what ways each must 
change in order to meet the conditions I have identified as essential for genuine 
development; namely appropriate incentives, supportive pacing, "bottom-up" 
approaches and genuine collaboration. Incentives raise and sustain teachers' 
interest in the change process; pacing decides the smooth development of the 
process; bottom-upness creates a teacher-driven change and genuine 
collaboration offers security and support for an on-going professional growth. 

a) officialinfluence: 
There is a need to limit the controlling power of inspectors and head-masters 
over teachers in Cyprus. The inspector's role as an evaluator should change to 
encompass an advisory role. The head-masters of schools need to limit their 
control over teacher activity. Innovations proposed by Ministry officials should 
pass through a period of interpretations and modifications by groups of 
teachers at each school. Reports of group work should be reported by 
teachers themselves to other school members at staff meetings devoted to 
pedagogical matters. 

b) teachers: 
Programs should start by going directly to ordinary teachers (bottom-up 
approach); giving them more power as decision-makers and responsibility in 
problem-solving. Teachers should be allowed to talk and develop their own 
strategies. Teachers should suggest issues for discussion for the seminars of the 
Pedagogical Institute. A network of groups of collaborators should be 
organized at junior high schools researching various problems. Teachers need 
time away from the tightness of school schedules to work out problems 
through researching new teaching strategies. Coordinators should be 
appointed for schools for the various subjects to develop these groups. They 
should beTesponsible for producing means of providing on-going support and 
follow-up for teachers. Teachers should be allowed to visit each other's 
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classrooms (to team-teach and to observe) and schools after they design their 
own visiting schedules. Teachers should be accountable to their group first and 
then to other teachers. 

0 seminars of the FedagogicalInstitute. - 
Incentives must be developed for teachers during the course of the 
Pedagogical Institute which aims at upgrading teachers. These courses must be 
taught at a slower pace with more resting periods and breathing space for 
ideas to mature between sessions. Time should be devoted to allowing teachers 
to express views on the seminars I purpose. Procedures need to be less 
threatening by starting with more practical ideas and only then leading on to 
theory where appropriate. Most development work for teachers should take 
place in classrooms and less at the Pedagogical Institute's lectures. 

d) people teachirýg, at the seminars: 
People responsible for teaching at the Pedagogical Institute should be carefully 
chosen. They should be appointed as change-facilitators, as coordinators and 
as promoters of teacher-driven change rather than evaluators of teachers. 
They must be sympathetic to teachers' needs and consider their classroom 
problems. The coordinators' aim should be to get closer to teachers by 
exercising patience and showing excitement about their ideas. The new role 
would make this person less threatening to teachers. 

The main thrust in making a workable teacher development programme for 
Cyprus should be to find ways of keeping the Ministry officials and their 
imposed policies from stopping the free flow of teachers' ideas about issues 
concerning their professions. 

What Is the relationship between teacher development and 
curriculum development (especlally In relation to the curriculum In 
Cyprus) 

My original concern on curriculum development was: how might the 
development of teachers stimulate awareness of curriculum planning and 
development? Keeping this concern in mind, I examined alternatives with 
regard to the teacher, the classroom, and the student as they relate to 
curriculum development. The investigation suggested that: imposed curricula 
are confining to teachers. They try unsuccessfully to fit them into their 
schedule. Teachers are simply trained to teach predetermined organized 
matter. However, in the literature the teacher is recognized as having 

substantial influence on the curriculum and as being a valuable source of 
curriculum knowledge since he/she is the one implementing the curriculum. The 

reality is that teachers establish the curriculum themselves during their 
classroom activities regardless of texts, curriculum guides and official policies. It 
is suggested that teachers' involvement in curricular issues is a healthy form of 
teacher development. 
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The literature further suggests that it is better for the teachers to build their 
own personal curriculum instead of implementing an imposed one. The 
curriculum should be a shared process between teachers and students; 
curriculum is what happens when students and teachers meet. 

" My project" did manage to suggest that an effective teacher development 
program needs to devise conditions under which teachers can re-examine 
their purposes by asking the right questions about curriculum and reflecting 
on the validity of their teaching effectiveness. "If we are interested in substantial 
curriculum change, we may need to find structures and resources to help 
teachers to re-examine their purposes ... and feel more in control of their own 
professional purposes and direction" (Rudduck, 1991, p. 94). 

Rudduck's comment implies that teachers need to develop some sense of 
"ownership" in relation to the curriculum. Reaching a sense of curriculum 
ownership, however, was not a spontaneous event for the team members. 1t 
became evident that the team gained control through gradually unfolding 
stages involving a chain of activities which carried them towards a fuller 
comprehension of curriculum problems, and possible directions of tackling 
those problems. This teacher development process can stimulate curriculum 
awareness. 

It is further argued that it is not possible to engage with the how questions of 
pedagogy without becoming concerned with the what questions of curriculum. 
I shall demonstrate that through the development process (chain of activities) 
teachers can become involved in constructive curriculum questioning and 
decision-making leading to serious concerns about pedagogy. 

Questioning the curriculum 

Teachers must be helped through teacher development to take a critical stance 
concerning the curriculum. The curriculum must be criticized by teachers. They 
need to define its limitations in relation to every-day classroom problems. The 
source f or the critique is their classroom experience. But for teachers to 
question the curriculum they need opportunities to talk as well as an audience 
(of mutual-interest) to listen to them and appreciate what they have to say. The 
teacher development model I have described (Preparation, Incubation, 
Confirmation) offered teachers opportunities to ask questions regarding the 
curriculum in relation to problems concerned with students, teaching and 
classroom management. 

Developinqpedagogicalconcerns about the curriculum 

What is the function of curriculum? what is a useful curriculum? Since the 
curriculum will be applied to children, then it is logical to ask or to be concerned 
with questions primarily about pedagogy and its effectiveness in terms of 
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student learning and not about subject-matter. For example, how does the 
curriculum facilitate students' understanding; how does it stimulate their 
interest; and how does it get all students involved in learning. Our concern 
should be to reach students; to stimulate their interest; to help them understand 
the content; to get all students involved in learning and self-evaluation and not 
simply to cover a prescribed amount of content. If curriculum is to fulfill its 
pedagogical function, these concerns must be provided for in its planning. A 
curriculum needs to have pedagogical objectives. Curriculum should go beyond 
the organization of lumps of subject-matter. 

Pedagogical concerns can develop through long and exhaustive questioning by 
the teachers. The questioning in this project centered on the limitations of the 
curriculum as it relates to students and context. The inadequacy of the 
curriculum led to questions about the inadequacy of the teaching. The 

suggestion for a more student-centered teaching followed. Teachers wish to 
search for ways to stimulate student interest in learning; to alter the process of 
teaching according to students' response. There was an interest in the process 
which lies behind the products of student work in order to discover ways to 
stimulate student interest. 

For teachers to develop concerns they need feedback from other colleagues as 
well as from students. If the concerns are to be pedagogical they must be 
validated by colleagues and students. Pedagogical concerns develop through 
proper critical questioning relating to the function of the curriculum. 

Dt, 

r-,. n of action - discoveries - achievements 

The Incubation phase allowed theory development on many issues concerning 
the curriculum. 

New teaching strategies developed and were tested. Their aim was to solve 
real problems in students' learning; to test pedagogical concerns relating to 
students' better understanding, independence, involvement and interest in 
learning. Action research procedures enabled the construction of new 
structures for the curriculum while providing for better student learning. Much 
of this grew out of a clearer understanding of how students learn. 

The relationship between curriculum development and teacher development 

From the discussion above, it follows that there is a close and necessary link 
between curriculum development and teacher development. Curricula become 
more appropriate and useful when they are subjected to teacher critique and 
when teachers are actively engaged in adapting the curriculum guidelines with 
which they have been provided to their own classrooms and students. On the 
other hand, teachers become more professional when they are actively 
engaged in reflecting upon and taking decisions about their teaching; and 
central to their teaching is the curriculum with which they work. 
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A curriculum planned by experts outside schools can easily fall flat. No matter 
how good it looks in theory, in practice it can meet the following problems of 
implementation: students are not interested; students do not understand; 
students find it too much and too difficult for their ages; there is not enough 
time in the school schedule; large and difficult classrooms. When problems arise 
the teachers are not equipped to handle them because they did not grow as 
professionals. They must grow while raising and solving concerns about the 
curriculum by exercising critical reflection, research, questioning, taking 
responsibility for classroom problems. These activities can develop in teachers 
a shared language, develop awareness on connecting issues, develop criteria 
for student work and their teaching effectiveness. Following this, it can be 

argued that curriculum development and teacher growth are closely 
interconnected. 

My conclusion is that there is little meaningful distinction to be made between 
teacher development and curriculum development. Clearly both in their turn 
are influenced by other factors and other situational constraints. But the 
interaction between them is of over-riding importance. 

In this chapter I have dealt with the research questions. Specifically, I have set 
out three stages that the process of teacher development needs to follow to be 
a useful experience for teachers. Furthermore, I have discussed how teachers 
can develop an understanding of the curriculum while improving professionally. 
This provides us with an understanding of how teacher development can be 
the work of teachers themselves in their own classrooms. The final chapter will 
consider how far action research can be used as a strategy for teacher 
development and what type of change it can be expected to bring about in 
those who participate in it. 
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Chapter: 8 

Adequacy of the Methodology 
Assessing Change 

This chapter will seek first to examine the adequacy of action research as a 
strategy for teacher development, and second to assess the type of change 
that took place in the participants and what the change might mean for 
Cypriot teachers. 

Adequacy of the Methodology 

I want first to focus on the various roles and interpretations action research 
took in each of the three phases of the research. This will be followed by 
some observations about what happens to action research methodology when 
put into action, leading into a brief reflection on implications for Cypriot 
teachers. 

In Phase I of this research (Chapter 4) action research was perceived as an 
alternative to the current teacher development scheme and was used to 
convince possible participants of the existence of alternatives to the 
existing schemes of improving teaching. It created an awareness about issues 
not examined before; such as the gap between theory and practice, the 
student role, and research about teaching problems. Furthermore, it offered a 
rationale for educational dialogue on crucial issues to the teaching profession: 
an examination of the uniqueness of each classroom; practical and not 
theoretical procedures for problem-solving; experimental approaches rather 
than ready made formulas to improve teaching. 

The main principles of action research were initially used to attract 
participants to this way of working. Its general principles made this new 
way of working appear much less threatening to the art teachers because 
they promised those involved constructive control over development without 
any outside interference. In Phase 1, action research was used to make 
comparisons between the recent teacher development scheme and an 
alternative. 

In Phase II (Chapter 5), action research was used as a too] in the 
intervention; a "way-in". Finally, in Phase III (Chapter 6) through action 
research the teachers assumed the roles of researchers and reflective 
practitioners in their own classrooms as a team. 

In my project, the action research methodology proposed in the literature was 
adapted in the light of experience and unfolding events. Some of these 
accommodations can be explained in purely situation specific terms, but there 
are some broad questions which I wish to raise in terms of the action research 
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procedures discussed by theorists in the field. These concern the choosing of 
the problem, the sequencing of the process, and issues to do with motivation 
and incentives. 

Choosing the problem 

In the context of this project it did not seem to me that an isolated problem 
would offer suf f icient stimulation to the team members to urge them to move 
towards taking action. It was rather the notion of action research as a practical 
strategy for solving practical classroom problems which interested and 
attracted potential participants. In the end, the problem finally chosen 
possessed the following characteristics: it was supported by all the group 
members; it was an issue of great concern to them; and if solved it could 
alleviate a great burden in their teaching since it could solve interrelated 
problems as well. The fact that the problem was chosen collectively justified 
the decision to focus on that particular problem. The key problem was 
generated by the team itself and it had the advantage of addressing a number 
of interrelated issues. 

The problem researched by the team developed from an interest in the work 
students produced in the art class. This led to an interest in the process behind 
the product and a concern for student learning. The team decided to design 
three specific working papers for the students in order to enhance their 
understanding, give them more independence and minimize their lack of 
interest in learning. Thus the process of problem definition developed from a 
general, insignificant and vague idea into a focused, significant and crucial key 
problem. As a general idea, the problem did not possess enough impact to 
motivate teachers into taking action because it was not clear enough to 
indicate directions for developing a plan of action. As a general idea it did not 
convince the teachers that if resolved it could improve their teaching. 

This experience tends to challenge other perspectives on the types of 
problems to be used for action research. Hopkins (1985) comments that 
" 
... when choosing a topic for classroom research make certain, at least initially, 

that is viable, discrete and intrinsically interesting" (p. 48). Elliott (1991) says: 
"The important criteria for selecting a 'general idea' are whether the situation it 
refers to (a) impinges on one's f ield of action and (b) is something one would like 
to change or improve on. The extent to which one is able to change or improve 
on it is a question which action research should address, rather than assume an 
answer to" (p. 72). Therefore, a question is raised. Does the degree of 
problem intensity affect teachers' interest and willingness in doing research on 
the problem? Might this phenomenon explain in some ways the slow interest 
exhibited by certain groups of practitioners participating in classroom 
research projects? I am not referring here to the complexity of the problem 
involving obstacles beyond teachers' reach, but rather its intensity relating to its 
value for improving teaching practice and therefore securing the interest and 
commitment of teachers in taking part in the action. 
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Sequencing the process 

Figure: 1.6 in the Methodology (Chapter 3), illustrates the action reflection 
model developed for this study. Four of the steps were defined as the problem 
to be chosen; why it exists; possible ways out; and planning the implementation 
plan. These steps seemed to take place in the same process which shifted in 
emphasis and altered the original problem. In my project the step of why the 
problem existed did not come second but came at a later more mature stage in 
the research. Moreover, the plan of action unfolded along with the definition of 
the problem to be explored since the plan of action was affected by the 
importance of the selected problem itself. The shifting in the sequence of steps 
echoed the need to see action research as a highly flexible procedure and not a 
set of rigid steps to follow. They were not four separate steps. They were 
interwoven. 

Figure: 5.1 seeks to illustrate the alteration of the sequence of the steps of the 
action reflection cycle. It begins by showing McNiff's (1988) model of 
generative capacity followed by my interpretation of a cycle of growing levels 
as I have suggested earlier in this study. Finally, it exhibits the transformation of 
the action reflection cycle (of growing levels) into a more flexible procedure, as 
implied after the implementation. In my original interpretation of the action 
reflection cycle I argued that through the cycle the focus of the main problem 
should not be lost. It is not lost, but rather deepened and clarified from the 
general idea through the process of reaching a unified problem. A unified 
problem was defined as a classroom problem which contains many interrelated 
problems. 

Designing the plan of action was not a simple procedure of forward 
planning a sequence of activities; but rather specific action suited to teachers' 
conditions and capabilities. Many issues were raised until the teachers were 
able to reach a stage of personal commitment and were able to initiate 
action as their awareness grew through a series of developmental stages. 
Being able to initiate action on problem-solving presupposed that the 
questions of the what the why and the how about their concerns had been 

satisfactorily answered by the participants as well as the achievement of a 
certain degree of confidence. 

I tend to agree with Hopkin's (1985) and Somehk's (1995) comments that one 
should not lay down rigid steps of a cycle but simply suggest ways of 
approaching the problem and techniques for data collection for monitoring 
classroom activity while experimenting with possible solutions. An action 
reflection cycle seems to predetermine the steps to be followed. What was 
learned from this experience, was that in practice the pace became a lot slower 
and the steps became fewer because they tended to merge at some points. The 
basic concept of the cycle: problem, why does it exist, planning a possible 
solution, acting, reflecting and planning again was initially taken up by the team 
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but eventually they developed their own method of working by interpreting 
each step. A set of flexible processes developed instead of a set of rigid steps. 

Motivation and incentives 

It has been argued that the accomplishment of specific tasks seemed to move 
the action cycle forward. For this f orward movement to happen, team 
members needed to feel empowered and motivated. The empowerment and 
motivation occurred via activities through which they experienced their 
growing capacity both to think and to act. These were the development of a 
shared language to assist in communication based on common goals; the 

awareness of the value of student involvement, and the development of 
confidence as Phase III proceeded. Later this led on to valuable discoveries; 

such as, the development of criteria, to specific approaches to curriculum 
planning, and to a developed awareness of classroom activity. By the 
conclusion of the project teachers had developed a capacity for mature 
decision-making and critical judgement. 

By reflecting on action, planning again and building on what the team 
learned from the experience, the team participants clearly questioned the 
value of the experience. At this stage the building aspect which followed 

reflection and re-planning was emphasized. It was important to build on the 
experience in order for it to have meaning. The team added a new step to 
classroom research. The building stage which was formed to evaluate what 
was worth building on from their learning experience, in a sense added the 
element of continuity by extending actions beyond the boundaries of the 
project. 

Implications for Cypriot teachers 

Action research theory was clearly transformed when it was exposed to the 
group process and the management of the process of change. The 
transformation can be explained by factors such as 

what the Cypriot teachers valued most regarding action research 
procedures; 
what the teachers could not use; 
what was modified through practice. 

The team participants valued their own intervention in the process of 
improving their own teaching as well as the personal support they received 
through the group effort. It clearly helped these teachers to identify themselves 
as professionals. Moreover, the slow pace of the process of improvement was 
highly appreciated by the participants because their natural evolutionary 
development was emphasized and not a predetermined outcome as Is the norm 
in the existing teacher development scheme. 
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However the team members could not support each other in their work place. 
They could not visit each other's classrooms and schools and observe each 
other. They were all positioned at different schools and they were not 
permitted by the system to visit other schools. 

Thus action research could not be applied to practice in Cyprus in precisely 
the way it was presented in theory. Certain crucial issues interfered to adjust 
and transform the original theory thus making it a procedure that the 
participants could understand and relate to in their own reality. The team 
members suggested ways that action research procedures should be used. This 
involved which data-collecting techniques could be used in classrooms, which 
data was significant and which promising directions to follow. 

Action research had to be transformed into a flexible procedure in order to 
suit Cypriot teachers. It needed to be sharpened in order for it to be a 
functional tool for this particular scene. This was a process which allowed for 

problem-solving within a flexible procedure which accommodated sudden 
shifts in classroom activity, students' mood and learning problems. 

This transformation seemed to serve as strong enough evidence to support 
the notion that any teacher development scheme for Cyprus must be 
interpreted according to teachers' needs and teaching situations if it is to 
be effective; not to appear merely as a procedure to follow but rather as a 
workable too]. Moreover, it implied that no one method of developing 
teachers can be used as a guaranteed formula of success. In view of this 
experience, procedures should be shaped by the practitioners' own 
interpretations. 

A further point must be argued here. Besides the need to transform and 
interpret the processes of action research to fit local conditions, It is also 
important to be aware of the limitations of the procedure. The extent of the 
change that can be achieved through this type of research is limited. Action 
research is well suited to dealing with issues at the school and classroom level, 
but it cannot reach wider scale problems at system level where policy is subject 
to all kinds of political pressure not to mention social and cultural constraints. 
The status quo is not easily undermined. Nevertheless, if such forms of 
professional development became widespread in Cyprus, the prevailing 
structures and roles would inevitably be affected and broader changes might 
well follow. The teachers who participated in this project - as we shall see In the 
final section of this chapter - certainly had aspirations at two levels: first to 
improve their own work, but second, to demonstrate to a wider audience 
(other teachers and the system) that change is possible. 

Assessing Change 

In this final section I propose to address a question first raised in chapter 3 
concerning the change that took place in the participants after the experience. 
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I shall suggest that''what happened was a genuine form of change. This is 
evidenced by the participants' ideas on dissemination. Due to this genuine 
change I argue that a new art teacher culture was formed with capacities to 
benefit Cypriot students. The benefits for the students justify the need for a 
new professional culture which needs to include other teachers. 
/"WL - Change in the participants 

A variety of ways for disseminating the outcomes of the project are reported 
in chapter 6. It is interesting to consider how far these ideas about 
dissemination are a measure of change within the participants. 

The only effective way to convince other colleagues that this is a worthwhile 
activity would be to allow them to experience the process from the beginning. 
Thus the team acknowledged the need for other colleagues to experience for 
themselves and not merely to hear about or to look at samples of innovative 
teaching strategies. 

The suggestion for a book using the experience of these six art teachers 
indicates that the team recognizes the need to express a range of views on 
teaching issues. The suggestions on the final form of the pamphlet to be 
circulated to other art teachers (Color Plate: 3.28) is a strong indicator of the 
teachers' interpretations of their experience. Their intention to report their 
findings to the Pedagogical Institute shows the great significance this 
experience held for them. They wanted to invite others to participate in this 
joint effort at problem-solving. 

The ideas about dissemination indicate the existence of a substantial change. 
However, a further concern was whether the process experienced through 
the research allowed for a genuine form of change and not a superficial one. 
Fullan (1991) describes two forms of nonchange: "false clarity occurs when 
people think that they have changed but have only assimilated the superficial 
trappings of the new practice. Painful unclarity is experienced when unclear 
innovations are attempted under conditions that do not support the 
development of the subjective meaning of the change" (p. 35). 

According to Fullan's definition of weak forms of change, there is evidence 
of genuine change in the participants. This was revealed through their 
willingness to advertise their findings and to carry farther the innovation by 
assuming the role of the change facilitators themselves. If they had only 
assimilated the "superficial trappings" of the innovation, they would not have 
expressed so clearly and forcefully the way they understood what they had 
experienced, and also what needs to be done to approach other colleagues 
to introduce the new way of working. They exhibited an understanding of 
the process of change through the realization that if their innovative ideas 
were to reach out into the system, they needed to be extended to other 
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colleagues as well. This revealed a sense of continuity in their work which did 
not stop as the project drew to a close. 

In 1981 Salter and Tapper wrote "Identifying the dynamic of educational 
change is one thing. Showing how that dynamic is expressed, or fails to be 
expressed, in the form of shifts in the educational structure, is quite 
another. It cannot be assumed that change will occur merely because the 
dynamic exists" (p. 50). They further refer to the need for the existence of 
66 organic intellectuals" to promote the interests of a certain group. The team 
were concerned to develop a new stronger ideology for art teachers as an 
interest group in order f or their subject to survive in schools and be 

respected as a learning experience for the students. They recognized the 

existence of obstacles in promoting their ideas but they were willing to 
move forward. They did assume an "organic intellectual" role since they did 
defend publicly the idea that learning does take place in the art class. 

They further realized that outsiders need to be convinced, through strong 
documentation about the significant role of their subject in the hierarchy of 
school subjects. "No educational change can occur without ideological conflict 
between groups anxious to establish fresh legitimations of their position and 
possibly a reordering of the power hierarchy" (Salter and Tapper, 1981, p. 53). 

The fact that these teachers were interested in disseminating their ideas is an 
indication that they had found the experience of their involvement to be both 
useful and stimulating through the discovery that teaching can be an exciting 
task. 

A new teacher culture 

This genuine change has the potential to establish a new type of art teacher 
culture which can stand up to competitive pressures from other subjects; a 
culture which can defend its beliefs strongly with documentation; a culture 
which believes that learning should and could take place in the art class. Such 

a culture offers a wider awareness with regard to the essential meaning of 
teaching and learning in the art room. 

In such a culture teachers will recognize the need to escape from isolation and 
develop a shared language through collaboration. Change Is possible because 
communication among teachers becomes much easier and focused. The 
new teacher culture shows concern for the student and a student-centered 
curriculum. It understands the process of change and Its relationship to the 
subjective realities of the people involved. 

These arguments about the emergence of a new teacher culture reflect 
House's definition of a Cultural perspective on innovation. "A Cultural 
strategy might find long-term ways of changing the teacher culture, such 
as by training the teachers to do research on their own classrooms" 
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(Quoted in Lehming and Kane, 1981, p. 39). In the midst of the 
problematic educational scene described in chapter 1, teachers were unable 
to act on problems. However, after acquiring a wider awareness on the issues, 
the emerging culture enabled teachers to take action towards solving problems. 
This wider awareness guided them to the development of new teaching 
approaches which were more student-centered which in turn made them see 
themselves as better teachers. 

The need for a new teacher culture in Cyprus 

Considering my original concern on education in Cyprus, it would appear that 
the significance of the new teacher culture tended to influence positively the 

way teachers worked and related to each other. The cultural change, however, 
did not seem to be as threatening for this action research group as argued by 
Elliott (1991) 66 

... that action research as a 'cultural innovation' is inevitably 
threatening to the traditional professional cultures of both teachers and 
academic teacher educators" (p. 45). It appeared to be a natural and voluntary 
transformation. 

The wider awareness gained through action research procedures gave 
teachers more developed capacities which all teachers need in order to be 

strong and effective: reflective thinking, critical judgment, responsibility, a 
willingness to tackle problems, confidence. These help teachers to make the 
right choices for their students by becoming sensitive to their problems and 
needs. Their decisions have a valid basis. They seek to theorize on the basis of 
their practice rather than simply to put to operation other people's theories. 

The new teacher culture manifested in these art teachers needs to be extended 
to all Cypriot teachers if it is to bring these beneficial qualities to both teachers 
and students. In earlier chapters I have described the unadventurous and static 
situation in many Cypriot classrooms, paying particular attention to the 
teaching of art. Evidence from this study suggests that teaching and learning In 
Cypriot classrooms would be very favorably transformed if teachers were 
allowed to develop the professional independence and the sense of 
responsibility for their own work which projects such as the one described in 
these pages can engender. 

Chapter 8 explored the adequacy of the methodology of action research and 
showed how some of the conventional approaches were modified into a 
flexible workable tool which met the needs of the teachers concerned. Action 
research managed to stimulate intelligent and productive thinking among these 
art teachers. The emergence of a genuine form of change in the participants 
was also discussed leading into an argument that due to this change a new art 
teacher culture developed within the team which was able to handle their own 
professional improvement and become better teachers for their students. It 

remains to be seen whether this approach to teacher development can be 
taken any further in Cyprus. 
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The circles of awareness principle 

The circles of awareness around the teachers reveal how growth builded up 
around the teachers through the process of this research project. Teacher 
development deals with building awareness in teachers by supplying them with 
equipment to fight the complicated and problematic world of education; thus 
being able to achieve a change towards improvement. 
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