
Transferring the Notion of Good Practice 
when Working with Pupils with Emotional, 

Behavioural and Social Difficulties 
in a Cypriot Educational Context 

 



 



Transferring the Notion of Good Practice 
when Working with Pupils with Emotional, 

Behavioural and Social Difficulties 
in a Cypriot Educational Context 

 
 
 

By 
 

Stella Tryfonos 
 
 
 
 
 
 
 
 
 

 
 
 



 
 
 
 
 

Transferring the Notion of Good Practice when Working with Pupils with Emotional, 
Behavioural and Social Difficulties in a Cypriot Educational Context 

By Stella Tryfonos 
 

This book first published 2014  
 

Cambridge Scholars Publishing 
 

12 Back Chapman Street, Newcastle upon Tyne, NE6 2XX, UK 
 
 

British Library Cataloguing in Publication Data 
A catalogue record for this book is available from the British Library 

 
 

Copyright © 2014 by Stella Tryfonos 
 

All rights for this book reserved. No part of this book may be reproduced, stored in a retrieval system, 
or transmitted, in any form or by any means, electronic, mechanical, photocopying, recording or 

otherwise, without the prior permission of the copyright owner. 
 

ISBN (10): 1-4438-5606-1, ISBN (13): 978-1-4438-5606-5 
 



To my granddad, who was a great inspiration to me.





TABLE OF CONTENTS 

List of Charts, Figures and Tables ............................................................ xii 

Abstract ................................................................................................... xiii 

Acknowledgements ................................................................................. xiv 

Abbreviations ........................................................................................... xv 

Chapter One: Introduction 
Introduction ................................................................................................ 1 
1.1 The term ‘behavioural, emotional and social difficulties’ (BESD)  

in this study ........................................................................................... 1 
1.2 Good practice when working with pupils presenting with BESD ........ 3 
1.3 A link between pupils with BESD and schools located in Zones  

of Educational Priority (ZEP) ............................................................... 4 
1.4 The research problem, aims of this study and emerging questions ....... 5 
1.5 Constraints ............................................................................................ 7 

Chapter Two: Literature Review 
Introduction ................................................................................................ 9 
A. The Integration of ‘Priority Education’ in the Cypriot Education 
System 
2.1 The impact of international developments in education on Cypriot 

education ............................................................................................. 10 
2.2 The structure of the Cypriot education system and of primary 

education ............................................................................................. 11 
2.2.1 Primary education ...................................................................... 13 
2.2.2 Priority education ....................................................................... 15 

2.2.2.1 The French ‘Zones d’éducation prioritaire’ ................... 16 
2.2.2.2 The Cypriot ‘Zones of Educational Priority’ ................. 17 
2.2.2.3 The Pedagogical Institute’s study of ZEPs .................... 19 

2.2.3 The 2008 ‘National report on education’ ................................... 22 
2.3 Summary ............................................................................................ 23 
B. Behavioural Emotional and Social Difficulties 
2.4 Developments in the definition of BESD and what support is given . 24 
2.5 The case of Cyprus ............................................................................. 24 



List of Charts, Figures and Tables 
 

viii

2.5.1 Developments in the education of children with SEN  
1929-1979 ..................................................................................... 24 

2.5.2 The 1992 SEN circular ............................................................... 25 
2.5.3 Further developments 1999-2008 .............................................. 26 

2.6 The case of England ........................................................................... 30 
2.6.1 Definition: Key developments ................................................... 30 

2.6.1.1 The 1994 circulars 8/94, 9/94 and code of practice ....... 31 
2.6.1.2 The revised 2001 SEN code of practice ......................... 32 
2.6.1.3 The 2008 guidance ......................................................... 32 

2.6.2 Provision: Developments following the Warnock Report ......... 33 
C. Good Practice 
2.7 The notion of good practice ................................................................ 36 
2.8 A framework of good practice ............................................................ 37 

2.8.1 Population: Family, pupils with BESD and schools .................. 39 
2.8.2 People: Teachers and associated professionals .......................... 42 

2.8.2.1 Teachers’ and staff’s personal and professional  
qualities ........................................................................... 43 

2.8.2.2 Training .......................................................................... 45 
2.8.2.3 Teamwork: Establishing partnerships with key 

professionals ................................................................... 47 
2.8.3 Provision .................................................................................... 51 

2.8.3.1 The procedure for identifying and supporting pupils with 
BESD .............................................................................. 51 

2.8.3.2 Classroom practices ....................................................... 53 
2.8.4 Place ........................................................................................... 55 

2.8.4.1 Classroom milieu ........................................................... 55 
D. Concluding Remarks 
2.9 How meaningful and useful is the term BESD? ................................. 56 
2.10 The cross-cultural transferability of the term BESD: A research 

implication .......................................................................................... 57 
2.11 Summary........................................................................................... 59 

Chapter Three: Methodology, Research Design and Tools 
Introduction .............................................................................................. 60 
3.1 Methodological considerations ........................................................... 60 

3.1.1 The conceptual framework for the design of this study ............. 60 
3.1.2 Qualitative interpretative research: A choice and a challenge ... 62 

3.2 Research design and practical issues .................................................. 64 
3.2.1 Design rationale ......................................................................... 64 
3.2.2 A case study approach? .............................................................. 65 
3.2.3 Sample issues at the ‘broader level’: The cases ......................... 67 
3.2.4 Sample issues at the ‘narrower level’ ......................................... 69 



Transferring the Notion of Good Practice ix

3.2.4.1 Children as part of the observation field ........................ 72 
3.2.5 Representativeness to the wider population ............................... 72 
3.2.6 Selectiveness of evidence ........................................................... 73 
3.2.7 Ethical considerations ................................................................ 73 

3.3 The data-collection tools .................................................................... 74 
3.3.1 Interviews ................................................................................... 75 

3.3.1.1 Type of interview ........................................................... 76 
3.3.1.2. Level of Structure ......................................................... 76 
3.3.1.3 Usefulness and weaknesses ............................................ 77 
3.3.1.4 The length of the interview sessions .............................. 79 
3.3.1.5 The layout of interview guide ........................................ 80 
3.3.1.6 Question type ................................................................. 82 

3.3.2 Observation ................................................................................ 82 
3.3.2.1 Recording system used for the observation sessions ...... 86 
3.3.2.2 A second observer .......................................................... 90 

3.3.3 Informal conversations with headteachers ................................. 90 
3.4 The data analysis process ................................................................... 91 

3.4.1 Briefing sessions held in each school: From ideas to analysis ... 91 
3.4.2 The preliminary and main phases of data analysis ..................... 92 
3.4.3 The processing of interview and observation data ..................... 95 

3.4.3.1 The interview data .......................................................... 95 
3.4.3.2 The observation data ...................................................... 96 

3.5 Trustworthiness .................................................................................. 97 
3.5.1 Validity and objectivity .............................................................. 97 
3.5.2 Reliability ................................................................................. 101 
3.5.3 Generalisability ........................................................................ 103 

3.6 Piloting the instruments .................................................................... 104 
3.7 Research follow-up ........................................................................... 107 

Chapter Four: Findings 
Introduction ............................................................................................ 108 
4.1 Instruments and participants ............................................................. 108 
4.2 The pupils with BESD and their family backgrounds ...................... 117 

4.2.1 School A .................................................................................. 117 
4.2.2 School B ................................................................................... 120 

4.3. Understanding of the term BESD based on cases in the two subject 
schools .............................................................................................. 122 

4.4 Elements of good practice ................................................................ 125 
4.4.1 Securing the provision of support for pupils with BESD:  

The assessment procedure ........................................................... 128 
4.4.1.1 Views on this procedure ............................................... 130 

4.4.2 People: teachers, associated professionals and families ........... 132 



List of Charts, Figures and Tables 
 

x

4.4.2.1 Relevant training .......................................................... 132 
4.4.2.2 Establishing support partnerships ................................ 134 
4.4.2.3 Educational Psychology Department (EPD) ................ 136 
4.4.2.4 Social Welfare Services (SWS) ................................... 139 
4.4.2.5 The SΕΝ unit, SEN teacher and TAs ........................... 141 
4.4.2.6 Home–school partnership ............................................ 145 

4.4.3. School-level practices (ascertained from interview data) ....... 148 
4.4.3.1 Building self-esteem and motivation via music  

and drama (School A) ................................................... 148 
4.4.3.2 Building self-esteem via art and play (School B) ......... 150 
4.4.3.3 Behaviour policy: Individual codes of good behaviour 

(School A) .................................................................... 151 
4.4.4. Classroom-level practices (ascertained from interview data) . 153 

4.4.4.1 Teachers’ personal and professional qualities .............. 153 
4.4.5 Classroom-level practices (ascertained from observation  

data) ............................................................................................. 157 
4.4.5.1 The pupils with BESD who were observed ................. 157 
4.4.5.2 Classroom milieu ......................................................... 158 
4.4.5.3 Working with pupils: The teachers’ actions ................. 161 
4.4.5.4 Overview of classroom practice ................................... 174 

4.5 Summary .......................................................................................... 177 

Chapter Five: Discussion 
Introduction ............................................................................................ 178 
5.1 Teachers’ understanding of BESD meaning assigned to ‘good practice’

 .......................................................................................................... 179 
A. Perceptions Concerning ‘Good Practice’ and Emerging Issues 
5.2 The pupils with BESD and their family backgrounds ...................... 180 
5.3 Securing the provision of support for pupils with BESD ................. 183 
5.4 Working with pupils with BESD ...................................................... 186 

5.4.1 Relevance of teachers’ training ................................................ 186 
5.4.2 Support partnerships in the subject schools ............................. 188 

5.4.2.1 Working with EPs ........................................................ 189 
5.4.2.2 Working with the SWS ................................................ 191 
5.4.2.3 The SEN unit in School B: Its contribution to good 

practice ......................................................................... 191 
5.4.3 Home–school partnerships: Their contribution to good  

practice ........................................................................................ 194 
5.4.4 Whole-school practices and initiatives ..................................... 196 
5.4.5 Classroom practices: Inclusion or marginalisation? ................. 198 
5.4.6 School and classroom milieu ................................................... 199 
5.4.7 Teachers’ qualities and the reality of the classroom ................ 200 



Transferring the Notion of Good Practice xi

5.4.8 Practices relating to the Priority Education Policy  
and associated with BESD .......................................................... 205 

B. Issues Related to the Research Process 
5.5 Shortcomings of the research process ............................................... 206 

5.5.1 The researcher’s position and neutrality .................................. 206 
5.5.1.1 The researcher’s position and subjectivity:  

Preconceived ideas ....................................................... 208 
5.5.2 Representativeness of the sample............................................. 209 
5.5.3 Familiarity with the term BESD and the concept of good  

practice ........................................................................................ 210 
5.5.4 Observation recording system .................................................. 211 
5.5.5 Observations and the reactivity effect ...................................... 211 
5.5.6 Time management issues ......................................................... 212 
5.6 Summary ..................................................................................... 213 

Chapter Six: Conclusion 
6.1 A return to the research problem ...................................................... 214 
6.2 Lessons to be learned from this study and recommendations  

for future practice .............................................................................. 217 
6.2.1 Procedure for the identification and assessment of special  

needs and provision of support: The need for improvement ....... 217 
6.2.2 Whole-school practices and initiatives ..................................... 218 
6.2.3 Families .................................................................................... 219 
6.2.4 Teachers ................................................................................... 220 

6.2.4.1 The extra half mile … .................................................. 221 
6.2.5 Need for reviewing current support partnerships ..................... 221 
6.2.6 A positive ethos and motivating milieu in schools................... 222 

6.3 Implications for further research ...................................................... 223 
6.3.1 Pupils’ participation in future research .................................... 223 
6.3.2 Pupils being labelled due to cultural and family backgrounds .... 224 
6.3.3 The educational, behavioural, emotional and social difficulties  

of Roma pupils ............................................................................ 225 
6.4.Concluding remark ........................................................................... 226 

References .............................................................................................. 227 
 

 
Appendix 1: Individual Code of Good Behaviour ................................... 244 
Appendix 2: Sample of Observation Recordings .................................... 247 
Appendix 3: Form Used to Refer Pupils to the EPD ............................... 248 



LIST OF CHARTS, FIGURES AND TABLES 

Chart 1. Breakdown of information about pupil population ................... 117 
Chart 2: The nationalities of pupils in Schools A and B (percentages) .. 121 
Chart 3. Participants’ views on the assessment procedure ..................... 131 
Chart 4. Classroom practices participants regarded as effective ............ 156 
Chart 5. Overview of teacher’s approaches observed ............................. 163 
Chart 6. Behaviour of pupils with BESD ............................................... 175 
Chart 7. Teacher’s actions during lessons .............................................. 176 
 
Figure 1. The Cypriot education system ................................................... 13 
Figure 2. The structure of primary education in Cyprus, .......................... 15 
Figure 3. Aspects of good practice for pupils with BESD ........................ 38 
Figure 4. The selected cases ..................................................................... 68 
Figure 5: The assessment procedure ....................................................... 129 

 
Table 1. Characteristics of qualitative research ........................................ 62 
Table 2. Teaching and non-teaching staff ................................................. 70 
Table 3. Inter-observer agreement .......................................................... 103 
Table 4. Participants per instrument and school ..................................... 110 
Table 5. Breakdown of the data collected at each stage of the study ...... 110 
Table 6. The participants who were interviewed .................................... 112 
Table 7. Information about the observation sessions .............................. 113 
Table 8: Pupils’ behaviour difficulties ................................................... 115 
Table 9. Reported characteristics of BESD ............................................ 123 
Table 10. Responses and comments on whether or not partnerships  

with key professionals and others has positive contribution  
on their work with pupils presenting with BESD ............................. 136 

Table 11. Initiatives developed in Schools A and B to improve  
home–school partnerships ................................................................. 147 

Table 12. The professional, personal and other qualities of teachers 
reported by participants ..................................................................... 153 

Table 13. Seating arrangements and behaviour of child ......................... 160 
 



ABSTRACT 

Pupils who present with behavioural, emotional and social difficulties 
(BESD) at school have been the focus of extensive study, research and 
reports for many years in England. These have focused on exploring the 
nature of BESD, contributing factors relating to school and the schools 
that have shown evidence of good practice when working with these 
pupils. This work has reflected the situation in the English education 
system. In Cyprus, however, answers to questions about how best to 
educate pupils who may demonstrate BESD remain elusive. 

In 2003, the Cypriot government approved a policy prioritising the 
education of pupils from disadvantaged backgrounds. The policy instituted 
‘Zones of Educational Priority programme’ as it is an area-based initiative. 
The schools joining this programme and working under the policy have 
been selected based on the areas in which they are located and the local 
populations’ socio-economic and educational status. Additionally, many of 
the pupils registered in these schools present with BESD. Despite this fact, 
up to the time the research described in this book was conducted, the issue 
of good practice when working with these pupils seems to have been 
neglected by Cypriot researchers and educational authorities. 

The study reported here was begun in 2008 and continued in 2009. It 
involved two primary schools operating under the Zones of Educational 
Priority policy in Cyprus and is a case study of what ‘good practice’ is 
perceived to be in relation to pupils with BESD. For the purposes of this 
research, 22 semi-structured interviews were carried out, as well as 29 
lesson observations. 
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CHAPTER ONE 

INTRODUCTION 

Introduction 

The issue of ‘good practice’ when working with pupils with 
behavioural, emotional and social difficulties (BESD) has been widely 
investigated in England – an overview of which is given in this chapter. In 
Cyprus, however, it is still not nearly so widely known about and has not 
been researched to any great extent. This book  therefore explores the 
situation in the Cypriot education system and it is hoped that the findings 
will contribute to an expansion of the knowledge concerning this issue in 
Cyprus. Related to this is a key aspect of my investigation, which is that it 
documents Cypriot teachers’ and associated professionals’ own 
perceptions of aspects of this issue, which are clearly important but have 
not been sought previously. 

This book is the result of a qualitative study that was undertaken 
between 2008 and 2009 and almost five years’ work before, during and 
since that time. The motivation for the study was to help good practice to 
be achieved when working with pupils with BESD. The findings are 
presented and discussed to: 

• enable teachers to meet the challenges of working with these pupils 
more effectively 

• contribute to a better understanding of the nature of this issue 
• help those with personal and professional interests in working with 

these pupils and schools to be ready to accommodate their needs. 

1.1 The term ‘behavioural, emotional 
and social difficulties’ (BESD) in this study 

The research that was undertaken for the purposes of this book made 
extensive use of the term ‘Behavioural, Emotional and Social Difficulties’ 
(BESD), so it is important to define at this point who the pupils with 
BESD are in the context of this study. This is especially important as the 
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study was conducted in Cyprus, where the term has not been officially 
adopted and applied so knowledge of the nature of these difficulties can be 
rather vague. 

In Cyprus, the Ministry of Education and Culture (MOEC) considers 
pupils with BESD to be those whose needs fall into the categories ‘mental 
disorders’ or ‘disruptive behaviour’, accompanied by emotional and/or 
learning difficulties (MOEC, 1992). Provision of support for these pupils 
is allocated according to the guidelines of the 113(I) law for the education 
of children with SEN (MOEC, 1999). 

In contrast, the authorities in England have shown a continuous interest 
in the issue of BESD for decades and, in the literature, it is possible to 
track developments in the definition of BESD as well as the support 
provided for pupils with these difficulties. The meaning of the term can be 
seen to have changed significantly over the years, from early on when it 
changed from EBD to SEBD and, since, the educational authorities, as 
well as researchers, have addressed BESD not only in terms of definition 
and provision but also ‘good practice’ when working with pupils who 
present with these difficulties. 

The adoption and use of the term BESD in this study accords with the 
latest developments in understanding and definition given by the English 
Department for Children, Schools and Families (DCSF, 2008). Although 
changes in the term’s wording over the years were made to serve specific 
purposes and attract attention from different professionals (Cole and 
Knowles, 2011), as it has been adopted and applied in this study, BESD 
can best be described by the meaning attached to the new wording in the 
recent guidance (DCSF, 2008: paragraphs 54 and 57): 

54. The term BESD covers a wide range of SEN. … children and young 
people whose behavioural difficulties may be less obvious, for example, 
those with anxiety, who self-harm, have school phobia or depression, and 
those whose behaviour or emotional wellbeing are seen to be deteriorating. 

57. … their difficulties are likely to be a barrier to learning and persist. 

and by Cole and Knowles (2011: 19): 

Behavioural difficulties mainly caused by disrupted or unusual emotional 
and social development … 

It should also be noted that the term BESD is used throughout this 
book to denote the identification of the behavioural difficulties applied to 
pupils (aged 6–12 years) in the subject schools of the study. These pupils 
had been identified by teachers as having behavioural difficulties but not 
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been referred to the Educational Psychology Department (EPD), had been 
referred but were awaiting official confirmation of this identification or 
had been identified and received statements issued by their local education 
authorities (LEAs) and the District Committee (as denoted by the 
provisions of the 113(I) 1999 and 185/ 2001 laws). In the cases where 
teachers had referred pupils to the EPD and requested that an assessment 
be conducted, they had followed the steps required by the Cypriot law of 
1999 (MOEC, 1999) and the code of practice (MOEC, 2003a), but official 
identification had not been granted at the time the data was being 
collected. 

1.2 Good practice when working with pupils 
presenting with BESD 

As mentioned in the previous section, the subject of this study has not 
been investigated extensively by researchers and neither has the MOEC 
taken steps towards establishing the grounds that would enable schools 
and teachers work effectively with and provide appropriate learning 
support to pupils who present with these difficulties. 

Also, it was not until after a discipline-related incident in Cypriot 
schools, in 1997, that the issue of behaviour and discipline in schools 
raised concerns to the educational authorities. This issue, as Angelides 
(2000: 55) stated, ‘escalated into a crisis’ with the involvement of different 
educationalists and politicians and resulted in the adoption of regulations 
for addressing disciplinary issues at schools. Despite the seriousness of the 
incident no further examination of the issue has been conducted by the 
educational authorities. Moreover up until the publication of the 2008 
National Report on Education, the MOEC had not taken any serious action 
to address issues concerning behaviour of pupils of primary school age 
and most official documents refer to such difficulties using different terms 
and rather inconsistently (see Chapter 2). 

In England, however, addressing the issue of difficult behaviour 
included efforts to provide definitions and to find ways to work with these 
pupils effectively. The early references to ‘maladjustment’ were replaced 
since the early eighties and the English Department for Education now 
focuses on how the needs of these pupils are to be better understood and 
addressed in an inclusive way, in mainstream education as much as 
possible. The progress that has been made, has led, gradually, to the 
expansion of research focusing on practice. The notion of ‘good practice’ 
has been added to the literature on BESD and the focus of research has 
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been placed on examining effective ways to work with pupils within 
mainstream education. 

The issue of good practice is investigated in this study by using a 
framework developed based on a number of studies initiated by the EBD 
Research Team of the University of Birmingham (Cole et al., 1998; 
Daniels et al, 1998a; Visser, 1999; Cole et al., 2001). This framework 
provides schools with an understanding of good practice and illuminates 
elements that contribute to effective school practices when working with 
pupils (Visser, 1999). Aspects of this framework are discussed further in 
Chapter 2. 

1.3 A link between pupils with BESD and schools 
located in Zones of Educational Priority (ZEP) 

Apart from my personal and professional interests in the focus of this 
study a key motivation for it was the previous experience gained from 
working in a primary school in Cyprus where a number pupils presenting 
with behaviour difficulties were not integrated effectively in the school life 
–mainly due to the challenges they presented to the school with their 
behaviour. The rationale for specifically exploring how good practice is 
perceived by teachers and associated professionals in two ZEP schools in 
Cyprus is twofold. 

First, it is generally agreed that ‘education is the key to a better future 
for all children’ (DfES, 2004: 2), but how is this to be achieved when 
working with pupils presenting with BESD in a school which operate 
under the ‘priority education policy’? 

The ‘Priority Education Policy’, under which the two Cypriot primary 
schools that are the subject of this study operate, was launched around 
nine years ago and has as its objectives raising educational standards, 
securing access to schools and enhancing educational opportunities for 
those living in disadvantaged situations. While this policy was only 
relatively recently put into effect in Cyprus and there are anecdotal 
accounts suggesting the achievements of ZEP schools, there is little 
reported evidence that takes into consideration the perspectives and views 
of teachers and professionals working in these schools. Furthermore, I 
could find no evidence that suggested how these schools are addressing 
the difficulties of pupils with BESD. Yet, pupils with BESD attend these 
schools (Papadopoulos, 2002, 2003b; Spyrou, 2004; Spinthourakis et al., 
2008). Also ‘behavioural problems’ and ‘social problems’ were among the 
selection criteria set by the MOEC for districts and schools to be 
considered for the Priority Education Policy and be included in the ZEP 
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schools programme (MOEC, 2005). Taking this into account, it was 
important, for the aims and subject of this study, to carry out the research 
in these rather than other schools. 

Second, despite the fact that the behavioural difficulties of pupils in 
primary education make Cypriot teachers’ work very challenging, as 
Angelides (2000) notes, the issue is generally overlooked by Cypriot 
researchers. Moreover no research was found investigating practices 
developed in schools for working with these pupils or exploring the 
experiences and perceptions of teachers on this matter. Further, the revised 
Education Law of 2008 (MOEC, 2008b) does not make any reference to 
changes in SEN education. This means that no further developments in 
terms of SEN education, including BESD, have been introduced since the 
revised SEN law in 2004 (MOEC, 2004b). As ZEP schools are intended to 
help disadvantaged pupils, many of whom present with BESD, this, too, 
pointed to carrying out the study in ZEP schools. 

1.4 The research problem, aims of this study 
and emerging questions 

As noted above, the motivation for carrying out this study was born of 
personal and professional concern for the learning of pupils of primary 
school age with BESD in Cyprus, plus the need to expand knowledge in 
this area, as it has not been adequately explored by researchers, 
particularly in ZEP schools. All of this led to the following main research 
problem for this book being formulated as follows: 

How ‘good practice’ when working with pupils presenting with BESD in 
school is perceived by practitioners: an exploratory case study of two 
primary ZEP schools in Cyprus 

Having established this as the subject of the study, I then set out to 
achieve the following aims: 

• carry out an exploratory case study and develop awareness of a 
field that is largely unexplored in Cyprus 

• explore the practices that have been developed for working with 
pupils with BESD (that is, identifying it, carrying out an 
assessment and reaching decisions about what sort of support 
should be provided) 

• explore, through the perceptions of participants, whether or not 
elements of good practice – population, people, provision and place 
– have a bearing on achieving good practice in the subject schools 
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• raise awareness of the shortcomings of current practices, with 
examples from the two subject schools. 

The initial intention was to undertake a piece of research that would 
elucidate the stated research problem and the following questions 
emerging from this. 

• What meaning is assigned to the phrase ‘good practice’ by teachers 
and associated professionals working with pupils with BESD? 

• What are their perceptions of the elements of ‘good practice’ (that 
is, population, people, provision, place) when working with these 
pupils? 

• Are there any issues emerging from current practices? 

The objective of the first two questions is to establish teachers’ and 
other professionals’ understanding of ‘good practice’ with reference to 
their work with pupils who present with BESD. In the process of 
answering these questions, I also sought to gather general information 
regarding different elements of good practice, such as: 

• the procedure for identifying and supporting children with learning, 
emotional and/or other difficulties (MOEC, 2004c) and how this 
procedure is implemented in the two schools for supporting pupils 
with BESD 

• which people would be involved (such as teachers, headteachers, 
educational psychologists (EPs), SEN teachers, teaching assistants 
(TAs) and so on), including information about teachers’ personal 
and professional qualities, training and the classroom level 
practices 

• establish the nature of existing support partnerships in order to 
address the needs of these pupils –key professionals and family 

• establish initiatives developed at school level that have been shown 
to be effective with pupils with BESD 

• examine perceptions of the role of place – the school and classroom 
– in fostering positive behaviour and a motivation to learn. 

The aim of the final question listed above is to ascertain how the 
practices that have been developed and are being used already are 
perceived by the teachers and others and whether or not there are any 
aspects which are not working or could be improved. 
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Exploring the practices of a school can potentially produce a vast 
amount of information (Cole et al., 1998), but, by focusing purely on how 
‘good practice’ is perceived in relation to the practices developed as a 
result of working with pupils who present challenges due to BESD, it was 
hoped that this would make the amount of data generated manageable. 

Bearing in mind the aims of the research and the questions stated 
above, as well as the primary research problem, the study was designed, 
after an extensive appraisal of the relevant literature, to conform to high 
standards of ethics (that is, anonymity and confidentiality were to be 
maintained). 

1.5 Constraints 

The extent to which the research reported in this book achieved its 
proposed aims and shed light on the research problem was constrained by: 

• the transferability of the term and concept ‘BESD’ from the 
English educational context to the Cypriot situation 

• the willingness of the ZEP schools’ staff to participate in the study. 

In relation to the first constraint, the term and meaning of BESD and, 
thus, phrases such as ‘pupils presenting with BESD’ employed in this 
book derive mainly from English literature, as it presents the clearest 
picture in terms of identification, assessment and procedures regarding 
providing support for pupils at school. Transferring this term, though 
widely embraced in England and other countries (Winzer, 2005), to the 
Cypriot context had to be done with due caution, however. This was 
necessary because it is not very well known or much used in the Cypriot 
education system. Thus, it was important, when it came to conducting the 
research, to take this into consideration. 

As Winzer (2005: 21) highlights the use of the term BESD varies 
considerably from one culture to another due to the ‘complex problems 
that pervade the entire field of EBD’ and the widely differing belief 
systems around this issue. Winzer (2005: 28) also points out that: 

As the constructs have questionable validity, even in their original Western 
context, translation to other cultural contexts is treacherous. Behaviour 
must be understood within indigenous belief systems. 

Similarly Angelides (2000: 57) argued that: 
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every definition is very subjective and is based on the culture and 
experiences of those who try to define misbehaviour. 

In the case of this research, although cases of pupils displaying BESD 
have been reported in Cypriot literature (see Angelides, 2000) and the 
Cypriot education system seems to be challenged by the presence of pupils 
displaying such difficulties in schools, the use of the term BESD in the 
MOEC’s documents and policy remains vague. Also teachers are not 
familiar with the term as it is not used in educational policies or SEN 
legislation (from reviewing official policies: MOEC, 1999, 2001, 2003a, 
2004b). Perhaps among the few direct references to pupils with 
behavioural difficulties in the Cypriot literature is a paragraph in the 1992 
circular (MOEC, 1992) that identifies different categories of special 
educational needs (SENs) and makes constant reference to ‘adjusting 
difficulties’ (MOEC, 1992:83) that may be the outcome of a wide range of 
factors. The BESD that some pupils display are identified by the 1992 
circular under the heading ‘Behavioural Disorders’ (MOEC, 1992: 83). 

In relation to the second constraint listed above (as it is further 
discussed in Methodology Chapter), although the gathering of data for this 
study relied heavily on participants’ views (as one of the methods used 
was interviews), the process was not without difficulties. A major 
constraint was a variability in how willing members of the schools’ staff 
were to participate and be recorded while being interviewed. There were 
cases of teachers, especially in one of the two schools, who initially 
consented to participate, then refused and of other teachers who did not 
show any interest in participating at all. This made the whole process of 
data collection extremely difficult. 



CHAPTER TWO 

LITERATURE REVIEW 

Introduction 

This chapter offers a background understanding of the issues addressed 
by this study, as well as findings relating to different aspects of good 
practice when working with pupils with BESD. 

First, since both schools in this study, are mainstream primary ZEP 
schools, literature concerning the philosophy of a concept which was 
adopted as matter of policy in Cypriot education, ‘priority education’ 
(PIO, 2006), is examined. The ZEP programme, as part of this policy, was 
piloted in 2003 and then fully adopted by 2006. It was difficult to find 
Cypriot literature exploring issues relating to the programme, but, 
importantly, the Pedagogical Institute has produced an extensive report on 
the first evaluative study of ZEPs and the head officer of the EPD, who 
introduced the ZEP programme in Cyprus, has provided copies of letters 
sent to the MOEC and the extensive plan for the ZEP programme. These 
helped to build an understanding of how ZEP schools operate in Cyprus 
and the provisions of the programme that concern pupils with BESD, as 
well as an insight into the schools currently participating in the ZEP 
programme. 

Second, this chapter then focuses on developments in the field of 
BESD and what support is provided for children in both the Cypriot and 
English educational contexts. As much information has been collected as 
possible to portray how the needs of these pupils have been defined and 
addressed over the years and what practices are currently used to help 
them. Towards the end of this part of the chapter, the discussion focuses 
on the developments that have led to the concept of ‘good practice’. 

Third, this topic is explored further in relation to advising on a 
framework for good practice. Various research findings on subjects 
relating to this framework are also discussed. 
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A. The Integration of ‘Priority Education’ 
in the Cypriot Education System 

2.1 The impact of international developments in education 
on Cypriot education 

Following the 1989 United Nations’ Convention on the Rights of the 
Child (UN, 1989), in 1994, UNESCO adopted the Salamanca statement 
and accompanying Framework of Action (UNESCO, 1994). According to 
these documents, schools should be able to accommodate all pupils, 
regardless of their individual characteristics or conditions. 

The adoption of the Salamanca statement and of the Framework of 
Action gave birth to a new concept, that of inclusive education. This 
highlights important principles concerning children’s education, such as 
having respect for individual traits that pupils may have. The documents 
also pointed out that among pupils whose condition(s) necessitate 
safeguarding are those from ‘ethnic or cultural minorities’ (UNESCO, 
1994: 6, 3) or ‘from other marginalised groups’ and whose ‘social and 
emotional’ conditions cause concern to schools and their teachers. 

The principles set out in the UN Convention (UN, 1989) and the 
Salamanca statement resulted in the reconceptualisation of education at an 
international level and formed the grounds for the introduction of a 
number of initiatives (Burnett, 2008a). In the almost 23 years since the 
Convention, significant progress has been made towards implementing its 
principles and those of the Salamanca statement, including 
accommodating the needs of as many pupils as possible in mainstream 
education and creating opportunities for all to receive an education and to 
reach their best potential. 

Cyprus was not an exception to this development. Hesitant movements 
towards this state, beginning early in 1980, gradually led to the 
endorsement of the 113(Ι) law in 1999, which marked significant progress 
in the education of children with SENs (Phtiaka, 2006; Batsiou, Bebetsos, 
Panteli and Antoniou, 2008). During this time, behaviour difficulties were 
acknowledged by the Cypriot MOEC, for the first time, through the 1992 
Circular (MOEC, 1992). There is no evidence, however, to suggest that 
pupils with BESD were included in these developments. 
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2.2 The structure of the Cypriot education system 
and of primary education 

An extensive appraisal of a wide spectrum of documents, including 
those produced by the MOEC concerning mainstream and special 
education, circulars, UNESCO reports (MOEC, 1992, 1999, 2004, 2008, 
2010; UNESCO, 1995) and relating to the development of inclusive and 
intercultural education, provided an insight into the influences and 
challenges, national (cultural and social) and international (world 
education, the EU, political developments), that the Cypriot education 
system is exposed to and which have provided the impetus for change 
(Angelides, 2004; Hajisoteriou, 2010). 

Based on this literature, it can be claimed that the integration of Cyprus 
to the EU in 2004, the education-related conventions discussed in the 
preceding section (UN Convention for the Rights of the Child, 1989; 
UNESCO, 1994) and the reports that had been conducted evaluating 
Cypriot education (UNESCO, 1995) formed the chief grounds for the 
‘Educational Reform’ (MOEC, 2004a) and shaped the MOEC’s present 
inclusive philosophy. 

Cypriot education, based on this philosophy, focuses on two major 
priorities: 

• ‘the development of the Active Democratic Citizen’ 
• the establishment of: 

favourable conditions for coexistence and cooperation, respect among 
people of different cultural backgrounds, intellectual and physical abilities, 
as well as combating intolerance and xenophobia in a world of increasing 
interaction between cultures and persons’ (UNESCO, 2008d: 1). 

As part of this philosophy, many aspects of the National Curriculum 
have been changed (MOEC, 2010). The changes made focus on modern 
pedagogical methods of teaching and learning, on practices which help 
pupils to understand their individual learning styles, and on practices 
which encourage and support creativity and critical thinking (MOEC, 
2003a). The introduction to the ‘Priority Education Policy’ (PIO, 2006) 
and ZEP programme as part of it are extensions of this philosophy and 
further examples of the shift in Cypriot education. These show that the 
efforts of the MOEC are directed at not only helping pupils with SEN but 
also students from disadvantaged backgrounds and bringing about equal 
opportunities in education, combating educational and social exclusion 
(MOEC, 2008d). 
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Regardless of these improvements, however, the education system is 
still highly centralised and conservative (Yiasemis, 2005; Hadjisoteriou, 
2010). Decisions concerning policymaking, allocation of funds for 
education, as well as the operation and distribution of services by the 
MOEC, depend heavily on the House of Representatives (Yiasemis, 2005). 
The MOEC is responsible for enforcing educational policies, employing 
teachers, evaluating their work (via the Educational Service Commission 
(ESC), which reports to the Ministry), providing in-service training 
courses as well as the distribution of resources. Thus, decisions regarding 
school staff is sometimes made without having taken into account the 
existing conditions in the schools to which the teachers are being 
appointed or transferred. Such decisions are, instead, based on a 
combination of criteria, such as promotion credits and status, years of 
employment and so on. Yiasemis (2005) comments, with regard to this, 
that it is impossible for the ESC to be aware of the individual needs of 
schools at local level and so appoint the appropriate personnel. That is 
because despite the changes in the philosophy of education, the structure 
of the education system itself remains unchanged since the Ministry of 
Education was founded in 1965 following the Cyprus Constitution 
(MOEC, 2003a). 

As Figure 1 shows, all levels of education, as well as services for 
schools, such as the Educational Psychology Department (EPD) and the 
ESC, are under the authority of the MOEC. There are pre-primary, 
primary, secondary and higher levels of education, as well as special 
education. 

The compulsory education of all children begins at the pre-primary 
level and continues with children entering the compulsory phase of 
education which begins with primary education and is completed when 
children reach the age of 15 years old and have completed the three years 
of gymnasium of secondary education (see Figure 1). ZEP schools which 
operate under the ‘priority education policy’ work, in broad terms, in 
similar way as any other primary school (˗six-year education programme, 
same curriculum guidelines). 

Following there is an overview of the structure and operation of 
primary education (section 2.2.1.) with an emphasis on the ‘priority 
education’ (section 2.2.2.) since the field of investigation is located in 
primary schools operating under the ‘priority education policy’- ZEP 
schools. 
  



Literature Review 13 

Figure 1. The Cypriot education system 

 
Source: www.moec.gov.cy  
and http://www.moec.gov.cy/odigos-ekpaideusis/documents/english.pdf 

2.2.1 Primary education 

Following one year of pre-primary education, which is obligatory for 
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children aged four years and eight months to five years and eight months, 
children can be registered for primary education, which constitutes the 
first level of education. Both pre-primary (four years and eight months to 
five years and eight months) and primary education (five years and eight 
months to twelve), according to MOEC (2003a; 2010), are free, 
compulsory and under the authority of the MOEC which is responsible for 
the endorsement of legislations, policies and allocation of funds. 

Figure 2 shows the structure of primary education in Cyprus and the 
different levels of it. Figure 2 also shows the place of ZEP Schools in the 
Primary education structure. Any primary school which fulfils the 
conditions and features that are described in subsequent sections can join 
in the ‘primary ZEP schools’ programme. Pupils registered for primary 
education are expected to complete it by the age of 12, having worked 
through 6 grades (Grades A–Στ). Pupils attending ZEP schools, such as 
any primary school, must complete the same education programme (see 
Figure 2). 

The cornerstone of primary education is (MOEC, 2010: 32): 

the balanced development of children’s personality, with the creation of 
favourable conditions for the conquest of knowledge, the development of 
equitable attitudes and the cultivation of skills, rendering them capable of 
undertaking future responsibilities and action in the continuously changing 
world. 

The curriculum and the standards set for primary education are 
developed by the ‘Committee for the Development of the National 
Curriculum’ and the ‘Office for the Development of the National 
Curriculum’. The office was established in 2009, having been endorsed by 
the House of Representatives (PICy, 2010; decision reference 67.339, 11 
June 2008), and works in collaboration with the committee and the 
Pedagogical Institute under the authority of the MOEC. 

The new curriculum that was formulated is based on a 5-day schedule 
(with 7 lessons each day, each 40 minutes long) and covers subjects such 
as Greek and English, mathematics, music, physical education and 
religious education (MOEC, 2010). For pupils of primary school age 
whose native language is other than Greek and ‘whose level of knowledge 
does not allow them to attend school comfortably’ (MOEC, 2010: 37), 
additional support is provided as part of the curriculum. 

The principles and standards set in the National Curriculum are 
delivered in the same way across the whole of Cyprus, although, in some 
cases, depending on the school type, there might be some variations. Such 
variations are present in the timetables of ZEP schools. 


