










Visual Arts Self-Efficacy – Impacts and Supports for Early Childhood Teachers. 
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Although visual arts pedagogies are considered central within early childhood education programs, teacher self-efficacy has a direct impact on the quality and delivery of visual arts curricula. Until recently, the visual arts self-efficacy, pedagogical knowledge and practice of in-service early childhood teachers have remained largely unexplored. The authors of this paper present a qualitative, iterative re-analysis of their three PhD studies which broadly focussed on early childhood visual arts praxis and specifically examined the visual arts beliefs and pedagogy of early childhood teachers in Australia and New Zealand. A thematic analysis of the intersecting self-efficacy findings raised in the three studies identifies the powerful influence of self-efficacy on teaching practice in the visual arts domain and offers new understandings about visual arts self-efficacy amongst early childhood teachers. The combined findings reveal several factors that restrain or enhance teachers’ visual arts self-efficacy across time, including the impact of childhood experiences, pre-service training and epistemological beliefs. The paper also identifies several enabling conditions that appear to support teachers to develop and maintain positive visual arts self-efficacy beliefs, including practical engagement with materials, sustained professional learning, relational trust and intentional leadership. These enabling conditions offer practical strategies and research recommendations in service of positive visual arts self-efficacy to enhance quality visual arts teaching in early childhood contexts.
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Visual arts pedagogies are central within early childhood education programs, however teachers often express low visual arts self-efficacy (Garvis, 2012).  Consequently, teachers often maintain a belief in non-interventionist approaches to art education, even though such choices contradict their value for constructivist approaches to teaching and learning (Deans & Brown, 2008; Garvis & Pendergast, 2011; McArdle, 2012). Given the critical role teachers play in how children experience the visual arts, it is concerning that until recently, the visual arts self-efficacy, pedagogical knowledge and practice of in-service early childhood teachers has remained largely unexplored. While there is research evidence about the impact of teacher self-efficacy on children’s learning (Takahashi, 2011), there is little research about the factors that influence or improve visual arts self-efficacy development. This article aims to address these questions. 
The authors of this paper each conducted research with practicing degree-qualified early childhood teachers in the domain of early childhood visual arts pedagogy (see: Denee, 2022; Lindsay, 2017; Probine, 2020). The three studies variously examined the visual arts beliefs and pedagogy of early childhood teachers, the impacts of professional learning interventions and teaching practice in exemplary visual arts programs. All three studies identified the powerful influence of self-efficacy on teaching practice in the visual arts domain. This paper will firstly review the literature located at the nexus of visual arts pedagogy and educator self-efficacy beliefs, including discussion about potential influences on teacher self-efficacy beliefs. A summary of the research undertaken by each author will then be presented before comparing our aligned research findings about the key influence of teacher self-efficacy on the visual arts experiences offered to children. In conclusion, we propose strategies to increase teachers’ visual arts self-efficacy to support quality visual arts education in early education contexts.
Defining self-efficacy 
An individual’s self-efficacy beliefs reflect their confidence about their own capability to perform a required task and affects how they think, motivate themselves, feel and behave (Bandura, 2012). In the arts, Garvis and Pendergast (2011) warn that self-efficacy is resistant to change regardless of teaching experience. Low self-efficacy beliefs (undermined by verbal evaluation or judgement by others) hinder performance; while experiences that develop a mastery mindset (enhanced by observing competent role models who effectively teach skills and transmit knowledge) most powerfully build positive self-efficacy beliefs (Bandura, 1997; 2012). People with positive self-efficacy beliefs perceive challenging tasks as opportunities to overcome setbacks and develop mastery through persistent effort. On the other hand, those with low self-efficacy doubt their capabilities and avoid tasks that threaten their personal identity, blaming personal deficiencies and the contextual obstacles they encounter (Bandura, 2012).
The complex relationship between self-efficacy and subject content knowledge 
Self-efficacy is not the only factor impacting quality visual arts pedagogy. It is also critical that teachers are equipped with content knowledge, skills and pedagogical knowledge to effectively support children’s engagement in quality learning through the arts (Ewing, 2013; Klopper & Power, 2010). However, Pajares (2011) suggests that alongside pedagogical content knowledge, teachers must examine their epistemological beliefs about the nature of knowledge, and their self-efficacy beliefs, as these inform and determine their confidence to perform specific tasks and apply content knowledge. A lack of visual arts self-efficacy, resulting in a personal identity that positions teachers as ‘not artistic,’ can have a detrimental effect on the capacity to teach in this domain (Pillen et al., 2013). Both limited content knowledge and low self-efficacy can result in a subject being de-emphasised or completely avoided in teaching practice (Garvis, 2012; Klopper & Power, 2010). 
Limiting and firmly established beliefs can be so deeply entrenched that they can override acquired knowledge and pre-service training (Lara-Cinosomo et al., 2009; McArdle, 2012). Such beliefs cause resistance to new theories and approaches (Wen et al., 2011) and can powerfully influence pedagogical choices (Chen, 2008). However, entrenched beliefs can be challenged by positive mentors or role models (Bae, 2004) through professional training that connects theory and practice (Kind et al., 2007); and collaborative learning opportunities between artists and teachers (Kenny & Morrisey, 2021). Bandura (2012, p. 11) asserts that external influences “raise and lower self-efficacy independent of performance,” suggesting that self-efficacy beliefs and their impact on practice may fluctuate and change depending on the contexts teachers are working in.
The influence of prior experience and teacher training
Self-efficacy beliefs and artistic identity often develop through prior educational experiences or personally significant life events (Moilanen & Mertala, 2020; Pillen et al., 2013). Artistic identity and positive attitudes about art making can develop during early childhood when families and learning environments foster value for the arts (Lummis et al., 2014). However, negative prior experiences and minimal exposure to the arts can foster negative pre-service teacher beliefs towards arts education (Garvis & Pendergast, 2011). Indeed, personal memories and informal learning experiences have more lasting impacts on students’ personal philosophies and professional identity formation than formal schooling experiences (Horsley & Penn, 2014). 
In tertiary education contexts, student’s visual arts self-efficacy was enhanced by practical art experiences, critical reflection, and intentional aesthetic education (McArdle, 2012) and through the use of reflective visual journals (Pavlou, 2021). However, pre-service training does not always equip teachers to effectively implement visual arts learning in their classrooms (Bae, 2004; Garvis et al., 2011; Klopper & Power, 2010). Scholars suggest the capacity to build pre-service teachers’ arts skills, confidence and knowledge is inhibited by a lack of time and resources for the visual arts in many generalist pre-service courses (Collins, 2016; Cutcher & Boyd, 2018; Moilanen & Mertala, 2020); limitations in delivering effective visual arts coursework in online tertiary education contexts (Cutcher & Cook, 2016); and poor role models during practicum placements (Collins, 2016; Garvis et al., 2011). Barton et al., (2013) warn that if arts experience during tertiary studies are limited, teachers will likely revert to teaching the arts the way they were taught as children, if at all. This is positioned as the ‘baggage’ students bring to pre-service coursework (McArdle, 2012; Klopper & Power, 2010; Lindsay, 2021). 
The influence of professional learning 
Practicing early childhood teachers struggle with ideas about the place of visual arts in early childhood curriculum and effective ways to teach it (Twigg & Garvis, 2010). Whilst further professional learning could potentially alleviate this issue, Sheridan (2009) noted there is minimal professional learning to support teachers to promote children’s learning in the visual arts. The few studies considering visual arts professional learning identified several effective practices. In their research, Smyth and Davis (2017) identified that self-led inquiry, coaching and peer-teaching increased self-efficacy and confidence to teach the visual arts both to children and colleagues.  Similarly, Bae (2004) found engagement with expert mentors increased participants’ visual arts confidence, knowledge and skills. The inclusion of high-quality tools and materials, external experts, inquiry and problem solving, collaborative learning, and both online and in-person experiences were also identified as effective in developing self-efficacy during professional learning (Davis, 2017). These practices align with broader studies in teacher professional learning that highlight reflection, practical experience, mentoring and inquiry as effective approaches to improve teachers’ confidence and practice (Nolan & Molla, 2016; Sheridan et al., 2009; Taggart & Wilson, 2005).
Theoretical Framework 
The three studies explored in this article utilised a variety of theoretical approaches to analyse data gathered in diverse contexts. However, the varied theories shared common alignment within a constructivist epistemological frame, contributing strength to our common findings. Constructivist theories ground both our research methodologies and contemporary descriptions of quality teaching, including visual arts practice. Constructivism is a theory about knowledge and learning in which shared knowledge, language and culture develop through an individual’s experiences and interactions with tools, objects, symbols and social engagement (Chen, 2008; Martalock, 2012). Similarly, sociocultural theories situate knowledge construction as subjective and contextualised, situated in place and time (Vygotsky, 1962). Art education researchers agree on the importance of a constructivist view to understand visual arts pedagogy (Brooks, 2017; Kindler, 1996; McArdle, 2012 Richards & Terreni, 2013). 
Methodology 
The methodology that informed the discussion in this article is a qualitative, iterative and thematic re-analysis of three early childhood visual arts self-efficacy studies. The studies each utilised various methods and processes (for detail, see: Denee, 2022; Lindsay, 2017; Probine, 2020). There are important alignments in our three methodologies that enable our studies to be considered collectively, beginning with the shared foundation of a constructivist, qualitative approach to data collection and an iterative thematic approach to data analysis (Braun & Clark, 2006). Within this common constructivist paradigm, we rigorously and intentionally re-considered, re-analysed and re-conceptualised our findings for this article. The identification of common findings across the three studies concurrently employed iterative coding of key themes, coupled with regular critical and reflective dialogue and re-analysis cycles to discover contradictions and agreements about self-efficacy and to construct new knowledge about ECE teachers’ visual arts self-efficacy.
Summary of the three studies
We now present an overview of each study. We position the three studies in a narrative arc: Lindsay’s (2017) study surveyed the context of early childhood educator beliefs about visual arts and the barriers to developing confidence and effective practice in this curriculum area; Denee’s (2022) study addressed these issues through a professional learning intervention, exploring effective strategies to achieve transformative shifts in self-efficacy and teaching practice; and finally, Probine’s (2020) study considered high quality settings where strength of philosophy, leadership and team professional learning had successfully resulted in effective visual arts pedagogy. While not presented in chronological order, a semantic logic weaves the three stories into a broad narrative about visual arts self-efficacy amongst ECE teachers. 
Lindsay’s (2017) study 	
Lindsay’s (2017) qualitative research specifically sought to identify and describe early childhood educator beliefs and pedagogical knowledge and their impact on the provision of visual arts experiences for young children. Informed by Yin’s (2009) multiple-case study replication approach, the study sought to respectfully represent the voices of eight degree-qualified early childhood teachers and four vocationally trained educators located in 4 ECE settings. Data collection methods included photographs of visual arts provisions and materials, pedagogical documentation analysis and participant interviews. A constructivist conceptual framework that aligned the key tenets of the Italian Reggio Emilia educational project with John Dewey’s philosophies of art, education and democracy was designed to support analysis of the participants’ beliefs (self-efficacy and general beliefs), knowledge and pedagogy in relation to the visual arts, children’s learning, materials and environment and the role of the educator.
Most of Lindsay’s participants expressed low self-efficacy and a lack of visual arts skills and knowledge to enable them to effectively implement high quality visual arts experiences with children. Confusion about the purposes and methods of visual arts pedagogy, tangled with divergent beliefs about children’s visual arts learning and the role of the educator, restrained practice. Pre-service training had little impact upon the participants’ existing beliefs about the nature of visual arts development, nor upon a range of visual arts assumptions that influenced non-interventionist approaches to visual arts pedagogy. On the other hand, Lindsay found that where constructivist theoretical approaches were evident, participants’ low self-efficacy beliefs were overcome to enable effective visual arts planning and engagement with children.
Denee’s (2022) study
Denee (2022) conducted a qualitative, interpretivist mixed methods study looking at the development of visual arts practices and perceptions of ECE teachers through a network professional learning community (PLC) approach. This multilogical inquiry (Tobin, 2018) made use of a wide range of data sources to ensure the phenomenon was examined from multiple angles and perspectives. Methodologically, the study involved two main stages: a national survey of New Zealand ECE teachers and a case study focused on a professional learning intervention. The main data sources for the case study included interviews, focus groups, meeting dialogue transcripts, photographs, and learning story documentation. 
The national online survey gained 193 responses. One group of questions focused on visual arts self-efficacy. Most survey respondents rated themselves as having moderate or high self-efficacy in visual arts teaching. However, in the open text box questions in this section, qualitative comments indicated an even spread of high and low self-efficacy. The 25 respondents reported low self-efficacy and expressed insecurity about their lack of visual arts skills and knowledge and uncertainty regarding definitions of appropriate practice. 
The case study involved a network PLC with 7 ECE teachers from four ECE services. Nine monthly meetings incorporated reflective dialogue and practical workshops. Self-efficacy emerged as a critical factor for participants’ engagement with visual arts before and after the PLC intervention. Before the PLC, participants explained that while they valued visual arts, they didn’t always know what to do or say to extend children in this area. After the PLC, participants reported feeling more confident and prepared, making direct links between the development of knowledge and skills in the PLC and their feelings of competence in teaching visual arts in their workplaces. Self-efficacy was developed in three main ways for these teachers through practical art workshops, through reflective dialogue (individually written and group conversations), and through experience practicing with children. 
Probine’s (2020) study
Probine’s (2020) study employed an ethnographic, narrative inquiry approach to examine the contextual factors that shape how young children come to value and use the visual arts in their learning. Her emphasis on participants stories was informed by Clandinin’s (2014) argument that the examination of everyday experience can uncover wider social meanings. The study was situated in three early childhood centres in Auckland, New Zealand. These centres were purposively selected for their rich practices in the visual arts where teachers had been influenced by sociocultural and social-constructivist theories. The teachers were given reflective art journals to trace their own histories with the visual arts, and Probine spent time in each setting observing the children’s visual arts making and the teacher’s pedagogical practices. Six child participants documented their experiences of the visual arts in the contexts of their homes and communities using digital cameras. A group conversation also took place with each teaching team. The inclusion of participatory arts-based methods allowed the research participants to actively contribute to the research through creating and telling their stories through visual and textual means. 
The teacher’s narratives about their own visual arts histories revealed that negative experiences in the visual arts throughout childhood, often within schooling, can have a lasting impact on personal confidence and desire to engage in the visual arts. These narratives also demonstrated the impact of positive visual arts mentors and role models, particularly in the early years. Two key findings arose in relation to how early childhood teachers can reengage with the visual arts and develop self-efficacy. First, is the importance of engaging in practical visual arts experiences outside of the classroom, and second, is the importance of ongoing pedagogical support and mentorship for early childhood teachers who lack personal confidence in the visual arts.
Findings and discussion
This section examines the aligned findings derived from the re-analysis of our findings related to self-efficacy. These are organised under two overarching sections. The first addresses the key factors that impact teachers’ visual arts self-efficacy across time. The second, considers supportive conditions that enable teachers to develop and maintain positive self-efficacy about visual arts.
Part 1: Impacts on Self-efficacy 
In part one we consider several key factors that our studies have revealed as influential on teacher visual arts self-efficacy. 
Artistic identity and self-efficacy begin in childhood  
All three studies established that exposure to the visual arts within the early years can impact the development of artistic identity and self-efficacy either positively or negatively. This supports Horsely and Penn’s (2014) assertion that memories can implicitly influence pre-service teachers’ developing philosophies and professional identity as they enter the field. Probine (2020) found that exposure to key role models, often family members who engaged in the visual arts and created permissive environments where experimentation with arts media was encouraged, could have a long lasting influence on teacher’s personal identities as visual arts makers. For example, one of her participants stated:  
 	I have some vivid memories of spending sunny afternoons immersed in coloured 		pencils and scrapbooks…I would have to say my love for the visual arts came from my 	mother. My mum loved to paint and draw and as a child I was in awe of her talent. 
In contrast, experiences during schooling were found by both Lindsay (2017) and Probine (2020) to have a detrimental effect on self-efficacy.  Lindsay’s participants expressed a sense of grief as they remembered moments of the loss of art in their childhoods. Some yearned to be good at art but explained they either did not know how to start or were discouraged by the actions of teachers. For example, one of Lindsay’s participants credited a primary teacher’s negative critique of their drawing efforts as the precise moment they gave up on art and stopped trying to develop arts skills. 
Both Lindsay (2017) and Probine (2020) found that although some of their participants experienced negative visual arts experiences within their schooling, memories of positive experiences of the visual arts within their early childhood were more potent. For instance, Probine found several of her participants withdrew from artmaking as teenagers, but chose to return to artmaking later in life, supporting Horsley and & Penn’s (2014) proposal that informal arts learning can have a more compelling long-term impact than formal schooling.  
Denee’s study found children’s peers can also have a lasting impact on self-efficacy. One of her participants recalled:
I still carry with me a comment from intermediate school where a peer made fun of 	me in front of others, as she told me I couldn't draw because I kept going over the 	lines. My rational self knows this is not right, but it has shaped my perception of 		myself as an artist.  
These narratives highlight that alienation from visual arts languages during childhood can contribute to a lack of visual arts self-efficacy. Contrastingly, art-making experiences supported by knowledgeable, encouraging adults can significantly impact the formation of artistic identity and a desire to pursue further engagement in visual arts into adulthood. This applies even in cases where schooling experiences were negative. These findings highlight the powerful impact of relationships including family, peers and teachers on how young children come to perceive themselves as artists and develop self-efficacy in this domain. 
Pre-service training 
The impact of pre-service training on the visual arts self-efficacy of early childhood professionals was highlighted in all three studies. Both Lindsay (2017, 2021) and Denee (2022) found that limited quality and reduced quantity of visual arts content within pre-service coursework may produce teacher graduates who continue to carry negative self-efficacy baggage regarding visual arts pedagogy. This affirms prior studies that identify the erosion of visual arts coursework in pre-service contexts (Cutcher & Boyd, 2018; Moilanen & Mertala, 2020). Exemplifying this, Lindsay’s research participants expressed very few memories of visual arts learning from their pre-service training with one participant stating, “Umm, Visual arts … I really can’t recall visual arts. It really wasn’t a strong point of our studies” (Lindsay, 2017). Similarly, Denee’s (2022) survey respondents noted the reduction of visual arts instruction in pre-service teacher education, with one participant stating:
I think there needs to be more focus in training for ECE around pedagogical strategies which support developing children’s creative self-confidence and expression abilities through art…I constantly struggle with qualified colleagues who have very little knowledge about how to provide quality visual art learning experiences for young children.
Our studies suggest that pre-service coursework is not always supporting teachers to differentiate between generic ‘art and craft’ entertainment activities and meaningful visual arts curricula. For example, a participant in Probine’s (2020) study described their tertiary education, stating, “The perception I got was that art was something you did on a Friday afternoon and there wasn’t a lot of unpacking of the learning, it was more ‘fun ideas of what you could do.” Similarly, a participant in Lindsay’s (2017) study recalled that although they had been taught about the importance of having art materials “readily available,” they were also “trained to give out stencils and help them to colour-in” and told to give children “a whole heap of things and see what they create themselves.”  Affirming the concerns raised by our studies, Pavlou (2021) highlights that teacher misconceptions about the purposes and implementation of art with children may limit or negate the importance of the visual arts within the curriculum.
In contrast and affirming Pavlou’s (2021) suggestion that in addition to developing subject content and pedagogical knowledge, training must also support educators to develop a personal arts identity, participants in all three studies credited their pre-service training for their positive visual arts self-efficacy beliefs and resulting informed visual arts curriculum and pedagogy. For example, two participants in Lindsay’s (2017) research identified that tertiary textile and ceramics elective subjects had raised their confidence to learn arts skills and overcome their childhood fuelled lack of visual arts confidence. Similarly, Denee’s (2022) survey respondents credited pre-service training contexts for developing their skills and confidence to engage children in visual arts learning. For example, one respondent noted that teachers college “was fantastic with visual art, hands on classes, taking what we learnt into practicums as assignments.”
Theoretical beliefs and practice 
Extending upon Garvis’ (2012) finding that early childhood visual arts pedagogy is shaped by teachers’ epistemological stance, all three studies found that low visual arts self-efficacy, particularly when coupled with a lack of pedagogical knowledge about how to support children’s visual arts learning, was evident amongst participants who predominantly expressed developmental epistemological views. Additionally, we propose that teachers’ implicit theoretical beliefs influence whether low visual arts self-efficacy beliefs will be overcome to enable intentional visual arts teaching. Lindsay (2017) and Denee’s (2022) participants expressed contradictory theoretical beliefs about children’s visual arts learning and development and their role as teachers, suggesting competing tensions between constructivist and developmental theoretical paradigms. Although participants in all three studies identified theoretical inspiration from the constructivist Italian Reggio Emilia approach and therefore expressed value for active learning through engagement with arts materials, the data in Lindsay (2017) and Denee’s (2022) studies suggests a persistent avoidance of intentional visual arts teaching, fuelled by beliefs that children’s visual arts learning should occur naturally through the provision of materials and emotional support alone. Participants who expressed negative beliefs about children's lack of readiness to learn arts skills, were more likely to describe non-interventionist teaching practices whereby teachers avoid visual arts technical instruction (Denee, 2022; Lindsay, 2017). For example, one of Lindsay’s (2017) participants considered educator modelling of arts skills as “potentially damaging” and “completely superfluous”, affirming Fleer’s (2011) identification of an ongoing predominance of maturation views of child development that place limitations on the reach of intentional teaching. Similarly, a respondent in Denee’s (2022) study expressed the common misbelief (Kindler 1996) that to support children’s creativity teachers should not engage in children’s visual arts processes, 
I just love to provide the resources, usually asking them what they want and setting the table up. If I walk away, they explore; If I sit and stay, it's, ‘can you cut this out for me, can you draw a picture.’
Although grounded in a desire to foster children’s free play, such ‘non-intervention’ beliefs, perhaps offer those lacking visual arts content knowledge and self-efficacy a convenient excuse to avoid intentional teaching in the visual arts domain.
In contrast, all three studies identified that when participants articulated constructivist beliefs in children as capable, agentic learners and teachers as active partners in children’s learning, intentional, process-oriented visual arts pedagogies were described. This was particularly evident in Probine’s (2020) study where participants’ constructivist theoretical views appeared to collectively support teachers to overcome low levels of personal visual arts efficacy to implement intentional visual arts experiences with children. Interestingly, even where participants lacked personal visual arts self-efficacy, constructivist beliefs appeared to foster a willingness to model the use of visual arts materials and techniques to support children’s learning. For example, a survey respondent in Denee’s (2022) study described a shift in thinking which resulted from theoretical provocation, 
Creating my own work alongside children has been a recent development as I read about how children need role models... My opinions are changing as I open my mind to the role I can play in tamariki [children’s] art experiences. Moving away from Piaget...
We therefore propose that when teachers are supported to critically engage with theoretical worldviews that position both children and teachers as co-constructors of knowledge, teachers may be empowered to overcome limiting low self-efficacy beliefs and embrace more empowering pedagogical perspectives.
Part 2: Supportive conditions for improving self-efficacy 
This section discusses the conditions that appeared to support teachers to develop and maintain positive self-efficacy about visual arts in our studies. 
Practical Experiences and Engagement with Materials 
Practical experiences that foster success, mastery and the development of a growth mindset where noted by both Denee (2022) and Probine (2020) as conditions that may dispel preconceived beliefs about visual arts and foster self-efficacy. Both studies found that practical art workshops contributed to teachers’ visual arts self-efficacy in two ways. Teachers become more confident to engage with visual arts materials and processes, and teachers also developed toolkits of strategies and knowledge to use when working with children. From the practical workshop experiences in Denee’s study, the PLC participants described a shift in their perspective about art-making; from being something you had to be extremely talented at, to being a process anyone can engage in and enjoy. This shift of perspective made visual arts accessible to these participants as adults, which resulted in children benefiting from teachers who were willing and able to engage in the visual arts. One participant said, “anybody can do it, it doesn’t have to be, I’m the artist so I do art. Anybody can gain that knowledge just like they can gain knowledge in a lot of other things.” Whilst Probine’s (2020) study focused on settings where rich practices in the visual arts were already established, at one setting several teachers revealed their lack of personal experience and confidence in engaging in visual arts practices, a position aligning with several studies (Bailey & De Rijke, 2014; Lindsay, 2021; Smyth, 2017). Critically, this centre employed a full-time arts specialist who also conceptualised professional development opportunities for the teachers alongside their work with children. One of Probine’s participants explained how these opportunities had challenged their beliefs about how visual arts could be defined and were supporting to develop their personal artistry.   
Secondly, participants in both Denee’s (2022) and Probine’s (2020) research found that practical experiences with visual arts materials directly impacted teacher’s practice. Denee’s participants were clear that the practical visual arts workshops contributed to their confidence in using visual arts materials and processes with young children with one participant explaining: 
I think it was a really big thing, knowing that you actually knew what to say, or knew what to do, or knew how to start the lesson, and had some really good ideas that you could immediately put into practice, I think was really powerful.
Similarly, Probine found that teachers who engaged in a personal arts practice outside of the centre where able to engage in authentic conversations with children about artmaking as they role-modelled enjoyment in artmaking as well as interpersonal strategies and approaches to solving problems (Clark & de Lautour, 2009).
Sustained Professional Learning and Reflection 
As our three studies found, self-efficacy can be firmly entrenched in a lifetime of beliefs and assumptions, making it unlikely that a one-off professional learning event could shift teachers’ understanding about their own capability in visual arts. The value of sustained opportunities for dialogue and teachers’ visual arts engagement was revealed in both Probine (2020) and Denee’s (2022) study. Because Probine’s study focused on settings that had developed rich visual arts practices, these opportunities were often embedded in the centre’s daily practices, as more experienced teachers supported those still developing their theoretical, pedagogical and practical knowledge. Denee’s study focused on a professional learning intervention, and the network PLC model was chosen because of its sustained length and incorporation of reflection and practice. Denee found that when teachers had the opportunity to engage in sustained professional learning about visual arts, self-efficacy was increased. A sustained period of time allowed for multiple cycles of learning, practice and reflection, reflecting Taggart and Wilson’s (2005) cyclical approach to critical reflection. 
Reflective learning has emerged from our studies as a powerful mode of shifting lifetime self-beliefs and developing positive self-efficacy around visual arts. Our findings suggest that reflective learning happens both individually and collectively, and can be planned for in ECE teams, in pre-service training, and in professional learning contexts. In Denee’s (2022) study, reflective learning was a major element of the professional learning intervention, with reflective dialogue included at every PLC meeting. Participants found the group dialogue offered new ideas and encouragement as well as opportunities to problem-solve and reflect on their visual arts pedagogy. For several of the teachers in Probine’s (2020) study, reflection about prior arts experience was a key part of the process of returning to the visual arts. All three centre’s involved in Probine’s study had spent time conducting thoughtful identity work including unpacking foundational values such as images of childhood, perceptions of knowledge and learning, the priorities for their unique settings and how these values and priorities could then inform their visual arts pedagogies. Tesar (2016) argues that institutional identity work such as this is critical, because it supports teachers to embrace a position of uncertainty, and to push beyond comfort zone limitations. Beauchamp and Thomas (2009) support this view, arguing that questioning, uncertainty and critical reflection should become everyday practices in early childhood settings. 
Leadership and Relational Trust 
The leadership and centre culture of the early childhood setting are significant factors in enabling teachers to develop visual arts self-efficacy, according to our three studies. Our findings suggest that the art beliefs and confidence of positional leaders are critical influences on the provision of art education in ECE settings. Lindsay (2017) found that when leaders expressed positive visual arts self-efficacy and depth of understanding about art pedagogy, the service curriculum was more likely to have a well-developed approach to visual art education. Similarly, Probine (2016) found when the ECE positional leader demonstrated a commitment to visual arts as a tool for learning, the teachers developed “rich visual arts pedagogies that were strongly underpinned by sociocultural/constructivist theories” (p. 12). Conversely, when leaders lack confidence, skills and experience in art education, provision is likely to be lacking in quality (Lindsay, 2016). This impact is unsurprising, as Denee’s previous (2018) research into effective leadership practices in ECE found that positional leaders hold power over resourcing, prioritising time and space, and pedagogical leadership for professional learning in ECE teams. If teachers view themselves as lacking artistic capacity, it is inevitable that teachers who become leaders may also lack confidence and skill for visual arts, perpetuating a negative cycle of influence (Garvis et al.,2011).  
Relational trust was also found to be an important foundation for the development of teacher self-efficacy. Described by Bandura (1997) as part of the development of positive self-efficacy, relational trust provides a safe social environment in which to encounter challenges and strive for mastery. Across these three studies, relational trust was important in two different contexts, being the teaching team and the professional learning group. Creating a culture of trust, collegial dialogue and debate was particularly evident at two of the settings involved in Probine’s (2020) research wherein teachers talked about the value of working in an environment and where it was acceptable to ask questions, challenge practice and assume a position of ‘not-knowing’ (Rinaldi & Moss, 2004). Similarly, in the four participant ECE settings in Denee’s (2022) study, relational trust was a critical factor in enabling the participants to share and apply new learning in their ECE settings. The culture of trust and distributed leadership across these teams enabled the participants to disrupt habits and progress their visual arts pedagogy. Additionally, in Denee’s (2022) PLC project, the building of relational trust over time was a significant factor in individual and group learning and visual arts self-efficacy development. Participants reported their collegial sense of trust enabled them to safely share both challenges and experiences as a learning community and allowed them to go deeper in reflective discussions. Further, the participants explained that as the group trust developed, they felt more relaxed about trying new art materials and processes in the practical workshops. While previous professional learning research has highlighted the importance of relational trust (Nolan & Molla, 2016), these studies have further demonstrated its specific importance to the development of visual arts self-efficacy in teachers. 
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All three studies identified strategies that can support teachers to reconceptualise how they view themselves as art-makers, and to develop both personal confidence and rich pedagogical knowledge in order to develop rich, contextualised visual arts curriculum. There is great value in teachers developing an arts practice through pre-service training or through professional development, particularly when this is a sustained experience. It is critical that such experiences allow teachers to experience success and that they support the development of a growth mind-set, where the beliefs that only the talented can create visual arts are dispelled and the understanding that there are many ways of creating and exploring through the visual arts are broadened.  
Because long-held beliefs can cause resistance to new ideas, reflection is a critical strategy in supporting teachers to unpack past negative experiences and to reframe these memories in terms of the teachers they aspire to be. Exposure to theoretical positions such as constructivist and sociocultural theories is a means by which teachers can be supported to reconceptualise their images of childhood, learning and knowledge. Our findings further suggest that supporting teachers to question their own assumptions and biases about visual arts, and to think critically about creative and innovative teaching practices, is a particularly powerful strategy that can be intentionally fostered within ECE settings. It is, however, essential that teaching teams undertake this work in a centre culture of trust, collegial debate and constructive dialogue. Such environments of trust foster experimentation and innovation. 
 A key factor in developing a culture of trust is the role of positional leader. Leadership plays a critical role in fostering a positive team culture where teachers feel safe to test and discuss new pedagogical ideas. Further, leaders are highly influential in terms of how an ECE service values and prioritises visual arts in the curriculum. Educational leaders play an important role in sustaining shared institutional values pertaining to the visual arts whilst simultaneously encouraging individual identity work. Across the whole team, colleagues may also enact teacher leadership to support and encourage colleagues to develop new skills, confidence and understanding about visual arts.  
[bookmark: _Conclusion][bookmark: _Toc85893393][bookmark: _Toc85894225][bookmark: _Toc85894657]Conclusion
According to our three studies, teacher self-efficacy beliefs about their visual arts competence can be a barrier or an enabler to engaging with visual arts teaching and learning in the education setting; ultimately impacting the opportunities offered to children in this curriculum area. Visual arts self-efficacy has been shown to be influential across a teacher’s lifetime, and is affected by childhood experiences in family and education contexts, through teacher training, and by theoretical beliefs about education and art. Although the research examining early childhood visual arts practices and effective professional learning strategies is limited, the three studies reported in this article indicate that it is possible to increase teacher self-efficacy. Overall, these findings highlight an opportunity for further research to examine how visual arts self-efficacy functions in ECE settings and how visual arts can be enhanced to ensure children experience quality, intentional visual arts learning experiences.
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