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« iThenticate-

Bu makale, Ogretmen-Sanatct Ortakligi (OSO) ¢alisma modellerini inceleyen
ogretmenlerin ve sanat¢ilarin kigisel ve mesleki gelisimlerine iligskin bulgular:
sunmaktadir. Arastirma 2021-2022 yillarinda gergeklesmis ve Yunanistan in alt farkl
bélgesinde altr OSO ¢ifii takip edilmistiv. Bu calisma su iki temel arastirma sorusuna
odaklanmaktadwr: a) Yunan katilimcilar arasinda 6gretmen-sanatgt ortakliklar: nasil
ortaya ¢tkmigtir? ve b) OSO uygulamalar, ilgili 6gretmenlerin ve sanatcilarin kigisel
ve mesleki gelisimlerine nasil ve hangi yollarla katkida bulunabilir? Karma yontem
arastirmast kapsaminda, veri toplamak amaciyla anketler, yansitici giinliikler ve grup
gortismeleri kullanilmis; elde edilen veriler tematik analiz yoluyla degerlendirilmistir.
Arastirma bulgulari, 6gretmenler ve sanatgilar arasinda sanata dayali ortakliklarin
karsilikly gelisimi destekledigini gii¢lii bir bicimde ortaya koymaktadir. Katilimcilar,
birbirlerinin uygulamalarini ve bakis acilarini ortaya ¢ikaran, paylasan, gézlemleyen,
ayni zamanda perspektiflerini doniistiiren, yaklasimlarint harmanlayan ve birbirlerinin
goziinden kendilerini yansitan “yansitict aynalar” gibi davranmislardir. Arastirma;
ifade, deneme ve éz-yansitmanin gergeklesebilmesi icin esit isbirligine dayali bir
temelin -giivenli alan, zaman ayirma, etkili iletisim ve karsilikli giiven- gerekliligine
dikkat ¢ekmektedir. Ogretmenler ve sanatcilar, egitimci ve kolaylastirict olarak
edindikleri yeni becerilere iliskin deneyimlerini aktarmis;, ancak bu kazanimlarin
kigisel mi yoksa mesleki mi oldugu her zaman net bir bigimde ayirt edilememigtir.
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Giris

Glinlimiiz okullari, stirekli bir ¢eliskiyle kars1 karsiyadir. Egitimcilerden dl¢iilebilir 6grenme
ciktilar1 dogrultusunda siki kurallara uyarken ayni1 zamanda karsilarina ¢ikan yeni egitsel zorluklarla
basa ¢ikabilmek i¢in daha yaratict diisiinmeleri ve esnek olmalar1 beklenmektedir. Freire’in (1970)
tanimiyla egitim, yalnizca 6grencilerin iizerinde ¢alistiklar: konuyu 6grenmeleri degil, ayn1 zamanda
bilgilerini yeniden yaratmalarini saglamaktir. Bu da egitimin bir “olma” degil, siirekli bir “olug”
stireci oldugunu vurgulayan ve degisime uyum saglayabilen, kendini stirekli gelistiren bir egitimci
profiline olan gereksinimi ortaya koymaktadir (Freire vd., 2014).

Bu varolugsal diizeydeki egitim anlayis1 dogrultusunda, sanati egitimin i¢ine dahil etmek
artik vazgecilmez bir gereklilik olarak kabul gérmektedir. Sanat; risk almayi, baskaldirty1, yansitici
doniisleri, duyularla yiizlesmeyi, olasiliklar1 hayal etmeyi ve insan Ozgiirliigiinii beslemeyi igerir
(Greene, 1989). Biesta’nin (2013) ifadesiyle sanat, “egitimin giizel riski’dir. Sanat, resmi egitim
sistemlerine farkli bigimlerde su sekilde entegre olabilir: bashi basia bir ders olarak, bir 6gretim
yontemi olarak ya da pedagojik siirece dahil edilen sanatsal miidahaleler yoluyla; sosyal meseleleri
ele almak ve toplumsal doniisiimii hedeflemek amaciyla. Hangi bicimde olursa olsun, sanatin egitim
baglaminda yer almasi, 6grencilerin biitiinciil gelisimine katki saglayarak iletisim, ig birligi, yaratici
ve elestirel diisiinme becerilerinin gelisimine olanak tanimakta, ayn1 zamanda kiiltiirlerarasi diyalog
icin alan agmaktadir (Eriksson vd., 2014; Giotaki ve Lenakakis, 2016; Greene, 1989; Holochwost
vd., 2020; Kondoyanni vd., 2013). Uluslararas1 diizeyde yapilan alan aragtirmalari, benzer yaratici
siireglere katilan egitimciler i¢in de bu tiir deneyimlerin olumlu sonuglar dogurdugunu ortaya
koymaktadir (Choleva et al., 2021; Galton, 2009; Hall ve Thomson, 2021; Holdhus ve Espeland,
2013; Vella, 2024).

Sanatin egitime aktif sekilde dahil edilmesiyle -gerek sanat yoluyla gerekse sanatin dogrudan
ogretilmesiyle- elde edilebilecek degerli ¢iktilar, kiiresel 6l¢ekte kabul gormekte, savunulmakta ve
tesvik edilmektedir (Avrupa Konseyi, 2018; Birlesmis Milletler, 2011; Birlesmis Milletler Egitim,
Bilim ve Kiiltiir Orgiitii [UNESCO], 2010, 2015; Diinya Sanat Egitimi Ittifaki [WAAE], 2015, 2023).
Bu bildiri ve yonergeler arasinda, 6gretmenler ile sanatgilar arasinda yiiriitiilen etkili is birliklerinin,
hem o6grenciler hem de egitimciler agisindan &nemli faydalar sagladigi vurgulanmaktadir. Ote
yandan, uluslararasi egitim toplulugu i¢inde, akran temelli destek aglar1 araciligiyla yirttiilen
mentorluk, kisisel ve mesleki gelisim olanaklarina duyulan ihtiya¢ da giderek artmaktadir (Stoll vd.,
2006; Warkentien vd., 2022).

Bu makale, Yunanistan’da yiiriitiilen ve “6gretmen-sanatg1 ortakliklar” (OSO) temelinde
sekillenen bir kisisel ve mesleki gelisim pilot programini tanitmaktadir. Bu program kapsaminda, okul
oncesi ve ilkokul diizeyindeki 6grencilere yonelik sanat ve egitimi biitiinlestiren 6grenme ortamlari
yaratmak amaciyla 6gretmenler ve sanatcilar esit ortaklar olarak birlikte ¢alismistir. Yorumlayici
paradigma cergevesinde gerceklestirilen nitel arastirma, sanat temelli bu is birliklerinin, siirece
katilan 6gretmenler ve sanatcilar agisindan kisisel ve mesleki diizeyde nasil bir gelisim potansiyeli
sundugunu incelemeyi amaglamaktadir.

Yunanistan’da Sanat (ve) Egitim ile Isbirlikleri

Yunanistan, sanata egitimde yeterince kaynak ayrilmayan ve sanat derslerinin diisiik statiilii
kabul edildigi iilkeler listesine eklenebilir. Sanatin Yunan egitim sistemindeki yeri tartismali olmus
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ve dogrusal bir seyir izlememistir. Sanatin cok yonlii egitsel katkilarina yonelik uzun siireli sistematik
ilgisizlik nedeniyle, sanat dersleri okul yillar1 boyunca daginik ve kesintili bigimde verilmektedir.
Sanat, zorunlu iki yillik okul 6ncesi egitimde, anaokulu 6gretmenleri tarafindan hem bigcim hem de
Ogretim yontemi olarak tanitilmaktadir. Alt1 yillik ilkokul egitimi siiresince (1-6. smiflar, 6-12 yas
grubu) bazi sanat dersleri, uzman sanat egitmenleri tarafindan verilmektedir (resim ve miizik 1-6.
smiflarda, drama 1-4. siniflarda) (Giannouli, 2016). Sanat dersleri ortaokul diizeyinde (ortadgretimin
ilk kademesi) de kismen sanat egitmenleri tarafindan verilmeye devam eder (resim ve miizik, 1-3.
siniflarda). Ancak lise diizeyinde (lykeio, 1-3. simiflar), sanat dersleri yakin gegmiste miifredattan
tamamen ¢ikarilmigti. Bu gelisme hem yikici hem de aciklamasi giictiir; zira sanat dersleri
tiniversiteye giris sinavlarinda yer alan dersler arasindadir.

Egitimin erken evrelerine odaklanildiginda, dgretmenlerin gorev tanimlar iginde sanat
ve deneyim temelli 6grenme etkinlikleri yer almaktadir. Ancak devlet okullarindaki anaokulu
ogretmenleri pek cok zorlukla karsi karsiyadir: genellikle sinifta yalniz c¢aligirlar, yardimei
Ogretmenleri yoktur ve hem Ogretimden hem de 4-5 yas arasi yaklasik 25 ¢ocugun fiziksel ve
duygusal refahindan sorumludurlar. Tek sinifli okullarda ise 6gretmen ayn1 zamanda idari islerden de
sorumludur; e-posta yazismalari, veli ve yerel egitim otoriteleriyle telefon iletisimi, bina bakimi gibi
islerin yaninda ders vermeye devam eder. Bu yogun kosullar, 6zellikle 6gretmenin daha yaratici ve
sanat odakli ¢aligsmalar yapabilmesi i¢in gerekli olan zihinsel rahatlik ve istekli ruh halini olumsuz
etkileyebilir. Ayrica bu tiir yalniz yiiriitiillen ¢alismalar, sinifta bir sanat veya 6gretmen is birligi
olmadiginda geri bildirim alma olanaklarini da ortadan kaldirir.

[Ikdgretimde hakim olan kiiltiir, sinif 6gretmenlerinin birgok dersi tek bagia yiiriitmesidir.
Ogretmenler cogunlukla siire kisitlamalar iginde tiim miifredat1 yetistirmeye calisir ve yilda bir kez
okul etkinligi (6rnegin Noel, ulusal bayramlar, yil sonu etkinligi) diizenlemekten sorumlu olurlar.
Bu etkinlikler kisa tiyatro oyunlari, siir okumalari, geleneksel danslar gibi sanatsal dgeler icerebilir;
ancak Ogretmenlerin sanat egitimi veya becerisi yetersiz oldugundan bu calismalar genellikle
Ogretmen merkezli yaklagimlara doniisiir.

Ote yandan, sanat dersleri Yunan ilkokullarinda hala sorunlu bir yapida yiiriitiilmektedir.
Miizik, resim ve drama derslerinden sorumlu olan uzman 6gretmenler, ¢cogunlukla haftalik takvimde
birden fazla okula goérevlendirilmis durumdadir. Bu nedenle her giin farkli okullarda ders verebilir
ya da sabah saatlerini iki okula bolerek gegirebilirler. Dahasi, bir¢ok sinif 6gretmeni gibi sanat
egitmenlerinin biiyiik bir boliimii de yillik s6zlesmelerle ¢aligmakta, her yil eyliil ayinda farkli bir
okula atanmakta ve bu durum onlarin okul ortaminda varlik géstermesini, 6grencileri tanimasini (bir
sanat 6gretmeni i¢in bu, haftada 24 farkli grupla ¢calismak anlamina gelebilir), yaratici riskler alacak
kadar giivende hissetmesini ya da tiim meslektaslariyla yiiz ylize tanismasini zorlagtirmaktadir.
Bu kosullar, okul etkinlikleri, sanat projeleri ya da disiplinlerarasi derinlemesine yaklasimlar i¢in
is birligi olanaklarini en alt diizeye indirir. Bu kisithiliklar ortaokul ve lise diizeylerinde daha da
belirginlesir; ¢iinkii bu kademelerde 6gretmenler genellikle sadece kendi brans derslerini vermekte
ve birden fazla okulda gorev yapmaktadir.

Tiim bu olumsuz kosullara ragmen, okullarin sanata olan ilgisi ve sanat temelli projeler
diizenleme istekleri yaygindir. Ozellikle disaridan is birligi yapilacak uzmanlara ulasma konusunda
girisimlerde bulunulmaktadir. Sanatla iliskili girisimler genellikle okullarin iginden ya da bir
sanat kurumunun agik cagrisiyla ortaya cikar; ancak bunlar ¢ogunlukla bireysel veya okul bazli
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inisiyatiflerle ve goniilliiliik temelinde ya da belirli egitim projeleri kapsaminda gerceklesmektedir
(Giannouli et al., 2023).

Mesleki Gelisim Yéntemi Olarak Ogretmen-Sanat¢1 Ortakhigi (OSO)

Okullarile sanat kurumlari arasindaki ig birlikleri, ¢esitli bigimlerde gergeklestirilebilmektedir.
Okullarm kisa siireli projeler, miidahaleler ya da konuk sanat¢1 programlar1 kapsaminda sanatgilar
davet etmeleri oldukca yaygindir; bu tiir ¢alismalar genellikle 6grencilerin bir sanat iirtinli ortaya
koymasiyla sonucglanir. Bazi durumlarda ise, 6zellikle sanat egitimi konusunda uzmanlagmamis
Ogretmenlerin gorev yaptigi lilkelerde, 6gretmenlerle sanatcilar arasinda yillar iginde daha yakin
is birlikleri gelismistir. Bu duruma 6rnek olarak, 6gretmenler ile sanatgilarin birlikte sanat temelli
dersler ylriittiigii Fransa’daki partenariat modeli verilebilir (Winston, 1988).

Ozellikle son on yilda, Irlanda basta olmak iizere Kanada ve Avustralya gibi Ingilizce
konusulan iilkelerde, sanatin miifredattaki azalan roliinii telafi etmek amaciyla Ogretmen-Sanatci
Ortakliklar1 (OSO) gelistirilmistir. OSO, 6gretmen ve sanat¢imin dgrencilerle birlikte yiiriitiilen sanat
temelli programlar esit diizeyde tasarladigi ve birlikte uyguladigi, karsilikli ve ¢ift yonlii bir ig birligi
bigimi olarak tamimlanmaktadir. OSO’m ayirt edici temel unsurlarindan biri, OSO ciftlerine 6zel
olarak ayrilan zaman ve mekan ile bu siiregte siirdiiriilen agik iletisim kanalidir (Jeffery ve Ledgard,
2009; Kenny ve Morrissey, 2016). Ayrilan bu 6zel zaman sayesinde, yogun okul temposunda
nadiren elde edilebilen bir durum gergeklesir: 6gretmenler ve sanatgilar birbirleriyle iliski kurmaya
odaklanabilir, ortak bir dil gelistirebilir, agiklik ve diiriistliik temelinde ilerleyebilir ve hata yapma
Ozgurliigi i¢inde 6grenme siirecini deneyimleyebilirler. Bu is birligi modelinde, taraflar esitlik ve
adalet ilkeleri cercevesinde siirece katilir; her biri farkli beceriler sunar ve kazanir, ancak katki
diizeyleri esittir.

Irlanda’da yapilan arastirmalar, &gretmenlerin OSO siirecine genellikle sanat bilgisi
ve deneyimi konusunda diisiikk 6zgiivenle basladiklarii ve uzmanlig1 sanatgilara biraktiklarini
gostermektedir. Ancak siire¢ boyunca her iki taraf da hem 6grenmeye hem de 6gretmeye acik bir
tutum sergilediginde, bilgi akis1 ¢ift yonlii olur: 6gretmenlerin sanatsal becerileri gelisir ve bu
beceriler daha goriiniir hale gelir (Kenny ve Morrissey, 2016; McGrath, 2023; Morrissey ve Kenny,
2021). Diger arastirmalar, OSO uygulamalarina katilan sanat¢ilarin da mesleki gelisim yasadiklarini
gostermektedir (Christophersen ve Kenny, 2018; Kenny, 2010, 2020; Kind vd., 2007).

Arastirmalar, OSO modellerinin 6gretmen ve sanatcilar icin bir “iiciincii mekan” sundugunu
gostermektedir. Bu mekan, her iki tarafin kendi kimlikleriyle katildigi, hem 6gretmeye hem de
ogrenmeye agik oldugu, yeni yaratimlar i¢in zemin olusturan bir ortamdir (Kenny, 2010, 2020;
Morrissey ve Kenny, 2021). Bu ayricalikli ve giivenli alan sayesinde katilimcilar, partnerlerine
giiven duyar, kendi kimliklerini yeniden degerlendirir, gecmis deneyimlerini gdzden gegirir ve hem
profesyonel hem de kisisel diizeyde kendilerini yeniden inga edebilirler. Hatta bazi durumlarda,
yeni sanatsal ve egitsel nitelikler tasiyan “bozulmus” (doniistiiriilmiis) bir kimlik insa edebilirler
(Christophersen ve Kenny, 2018; Kenny ve Morrissey, 2021; Kind vd., 2007; McGrath, 2023;
Greene, 1989).

Hem Egitim hem de Kiiltir Bakanlklar1 tarafindan desteklenen OSO programlari,
frlanda’da ulusal diizeye yayilmis durumdadir ve bu programlarm dgretmenler ile sanatcilar igin
sagladig1 mesleki gelisim katkisi, bir¢cok arastirmada belgelenmistir (Fahy ve Kenny, 2021; Kenny
ve Morrissey, 2021; Morrissey ve Kenny, 2021). Ancak sanatin egitimde potansiyelini tam anlamiyla
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ortaya koyabilmesi i¢in bu tiir ig birliklerinin ¢ift yonli olmasi, kisa vadeli projelerin 6tesine gegmesi,
miifredata entegre edilmesi ve kapsamli, siirdiiriilebilir sanat egitimi politikalartyla desteklenmesi
gerektigi vurgulanmaktadir (Jeffery ve Ledgard, 2009; Kenny ve Morrissey, 2021; Kind vd., 2007).

OSO programlarinin etkileri yalmzca Irlanda ile sinirh degildir; Birlesik Krallik (Galton,
2009; Hall ve Thomson, 2021), Norve¢ (Christophersen, 2013; Holdhus ve Espeland, 2013),
Danimarka (Blomgren, 2019), Sirbistan (Koruga vd., 2023), ABD (Kenny, 2010; National Guild for
Community Arts Education, 2018), Kanada (Hanley, 2003) ve Avustralya (Stevens-Ballenger vd.,
2012) gibi bircok iilkede OSO uygulamalar1 belgelenmistir. Ulusal ¢apta ya da daha kiiciik &lgekli
girisimler olarak yiiriitiilen bu projeler, 6gretmenler, sanat¢ilar ve dgrenciler agisindan ¢ok yonlii
kazanimlar sagladigini gostermektedir.

I-OSO-PD Programi ve Yunan Okullarindaki Uygulamasi

Son donemde, irlanda dort Avrupa iilkesi arasinda OSO metodolojilerinin uygulanmasina
yonelik uluslararas1 bir is birligini koordine etmistir. Avrupa Komisyonu’nun himayesinde ve
Erasmus+ projesi kapsaminda ytiriitiilen International Teacher-Artist Partnership — Professional
Development (I-OSO-PD) projesi, Irlanda, Sirbistan, Hollanda ve Yunanistan’dan dgretmenler ve
sanatgilarin ortaklik kurarak sanat temelli projeleri okullarda uygulamaya koymalarini hedeflemistir
(Giannouli et al., 2023). Programin amaglari, Avrupa’daki farkli miifredatlar i¢inde sanatin yer
almasini tesvik etmek ve okul smiflarinda 6gretmenler ile sanatcilar arasinda disiplinlerarast is
birliklerini denemek olarak belirlenmistir. Programin odak noktasi, katilimcilarin mesleki gelisimi ile
kapsayici dgretim anlayisinin yerlesmesi olmustur. Program, irlanda’da daha énceki uygulamalarda
edinilen bilgi birikimi dogrultusunda gelistirilen temel OSO asamalarini izlemistir (Kenny ve
Morrissey, 2016):

1. Uluslararasi Egitimlerin Tasarimi (Temmuz 2021 — Subat 2022): Dortiilkenin 6gretmen
ve sanatgilart igin bes farkli egitim tasarlanmistir. Bes giin siiren bu programlarda OSO giftleri
sanatla iligkili etkinlikler ve projelere katilmis, uzmanlardan bilgi almis, Avrupa iilkelerindeki sanat
miifredatlarini incelemis, is birliklerini gelistirmis ve kendi projelerini tasarlamaya baslamiglardir.
flk egitim COVID-19 kisitlamalar1 nedeniyle gevrim igi gergeklestirilmis, kalan dort egitim ise her
ortak iilkede yliz yiize olarak yapilmistir. Bu asamada arastirma veri toplama siireci de baglamistir.

2. Sanat Projelerinin Okullarda Uygulanmasi (Subat — Haziran 2022): Her biri 20 saatlik
OSO projeleri uygulanmustir. Bu siirenin 4 saati planlamaya, 16 saati ise smif i¢i atdlye calismalarima
ayrilmistir. Aynit donemde dort iilkede arastirma verileri toplanmaya devam edilmistir.

3. Yansitma Oturumlar1 ve Katihmer Goriismeleri: Katilimcr 6gretmen ve sanatgilarla
yapilan goriismelerle aragtirma verileri toplanmis ve analiz siireci yiiriitilmistir (Haziran — Aralik
2022).

4.1yi Uygulamalarin ve Bulgularin Yayginlastirilmasi: Yayinlar, uluslararasi konferanslar,
web siteleri ve dort lilkede gergeklestirilen meslektas egitimleri araciligiyla yiiriitiilmiistiir (Ocak —
Agustos 2023).

I-OSO-PD kapsaminda, 6gretme deneyimi olan sanatgilar sinif dgretmenleriyle esit diizeyde
is birligi yaparak derslerin tasarimi, hazirligi ve yiiriitilmesinde birlikte rol almislardir. Program,
bu ortakliklarin gelismesi igin 6zel zaman ve alan tahsis etmistir. Yunanistan’da Hellenic Theatre/
Drama ve Education Network (Yunan Tiyatro/Drama ve Egitim Ag1) proje katilimcilarini se¢gmis
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ve bu katilimcilar, ortak egitimlerin ardindan 2022 baharinda alt1 farkli Yunan kentinde planlarimi
hayata geg¢irmistir. Bu model, geleneksel olarak sanat¢inin yiiriittiigii ve dgretmenin siirece smirlt
sekilde dahil oldugu 6grenci oturumlarinin aksine, ortak egitim, esit planlama siireci ve birlikte
kolaylastirma yaklasimini éne gikarmistir. OSO modelinin Yunan okullarinda ilk kez uygulantyor
olmasi, planlama, uygulama ve is birligi agisindan ¢esitli yenilikler ve zorluklar dogurmustur (Kenny
ve Morrissey, 2021; Choleva et al., 2025a, 2025b; Giannouli et al., 2023).

Daha onceki OSO arastirmalarinin bulgularini temel alarak, 1-OSO-PD programi, bu
tir ortakliklarin 0gretmen ve sanatgilar icin ne tiir faydalar saglayabilecegini incelemeyi ve
gozlemlemeyi hedeflemistir. Bu baglamda, Yunanistan’da yiiriitiilen aragtirma, katilimcilar agisindan
bu ortakliklarin kisisel ve mesleki gelisime katki saglayip saglamadigina, ayrica 6grencilerin bu
sanat temelli, kapsayici ve is birligine dayali siirecleri nasil karsiladigina odaklanmistir. Bu ¢alisma,
alt1 OSO ¢iftini izlemis ve katilimcilarin kendi gelisimlerine dair gdzlemleri ile birbirleri hakkindaki
degerlendirmelerini temel alarak, kisisel ve mesleki gelisim potansiyelini analiz etmistir. Arastirmanin
temel sorulart sunlardir:

1. Yunan katilimeilar arasinda 6gretmen-sanatgi ortakliklari (OSO) nasil ortaya gikti?

2. OSO uygulamalari, katilime1 6gretmen ve sanatgilarin kisisel ve mesleki gelisimlerine
nasil ve hangi yollarla katki saglamistir?

Bu makale, Yunan egitim sistemi i¢inde OSO siireglerine katilan dgretmenler ve sanatcilar
arasindaki yaratici is birliginin (varsa) olumlu ¢iktilarinin izini stirmektedir. Daha 6zel olarak, bu
ortakliklarin katilimcilara sagladigi olas1 kigisel ve mesleki gelisim boyutlarina iligkin arastirma
bulgularini ortaya koymaktadir.

Yontem
Arastirmanin Yontemi

Arastirmanin kosullart (katilimct sayisinin sinirli olusu, is birliginin orta vadeli dogasi
ve katilimcilar ile arastirmacilar arasinda kurulan iligkiler), arastirma tasarimini belirlemis ve
caligmayi nitel paradigmaya dayandirmistir. Arastirma ekibi, alti durumu kapsayan alt1 6rnek olay
(vaka) caligmasini izleyebilmis; veri toplama siirecinde karma yontemlere yer vererek arastirmanin
giivenirligini saglamistir. Ayrica, dgretmenlerin ve sanat¢ilarin arastirmaya hem bireysel hem
de kolektif diizeyde katildiklar1 da belirtilmelidir. Bu farklilastirilmis uygulamalar, katilimeilarin
kendilerini daha 6zgiirce ifade edebilecekleri giivenli alanlarin olugsmasina ve yansitici diyaloglar
kurmalarina olanak tanimustir.

Arastirma Cercevesi

Alt1 OSO ifti, Temmuz 2021 ile Mart 2022 tarihleri arasinda Belgrad, Atina, Utrecht,
Dublin ve ¢evrim i¢i olmak tlizere dort lilkede ve bes farkli bigimde gergeklestirilen 5 giinliik ortak
egitimlerin en az birine katilmistir. Bu egitimler siiresince OSO ciftleri ¢esitli sanatsal, pedagojik
ve planlamaya yonelik etkinlikler gergeklestirmis; bu siirecler, sanatsal ifade icin gilivenli alanlar
olusturulmasia ve uzmanliklarin karsilikli paylasimi kiiltiirliniin gelismesine olanak saglamaistir.
Katilimcilar ayrica mentorlerden geri bildirim almis, akran tartigmalarina ve yansitma gruplarina
katilmis, farkli iilkelerin miifredatlar: {izerine bilgi alisverisinde bulunmus ve ortak etkinliklerde
birlikte yer almislardir. Bu oturumlar sirasinda baz1 OSO ciftleri projeleri {izerine fikir yiiriitmeye ya
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da dogrudan planlama yapmaya baslamis; taslak caligmalarini birbirlerine sunarak mentorlerden ve
genel katilimer gruplarindan geri bildirim almislardir.

Alt1 farkli projede farkli sanat dallart kullanilmigtir: drama, hareket, miizik, plastik sanatlar,
gorsel sanatlar ve yeni medya (artirilmis gerceklik teknolojisi). Bu disiplinler toplumsal temalar
ya da miifredat konulari ile iliskilendirilmistir (Giannouli et al., 2023). Tiim OSO giftleri birden
fazla sanat dalin1 entegre etmistir. 20 saatlik projeler 4 saatlik planlama ve 16 saatlik sinif igi
ortak uygulamadan olusmustur. Projeler Mart—Haziran 2022 tarihleri arasinda gergeklestirilmistir.
Projelerden dordii Attika bolgesinin farkli alanlarinda (Atina merkez, kuzey Atina, bat1 Atina, Bati
Attika), biri Mora Yarimadasi’nda, biri de Orta Makedonya’da uygulanmustir. iki proje okul dncesi
egitimde, dort proje ise ilkokulun farkli sinif diizeylerinde yiiriitiilmiis ve toplamda 4 ila 12 yaslar
arasinda 106 6grenciye ulagilmisgtir.

Veri Toplama Siireci

Veriler, OSO projelerinin proje dncesi, proje siireci ve proje sonrasi olmak iizere ii¢ farkli
evresinde toplanmigtir. Her bir evre igin farkli veri toplama araglari gelistirilmis ve bu sayede
arastirmanin gegerliligi glivence altina alinmistir (Cohen vd., 2007):

1. Bireysel Anketler: OSO egitimlerinin tamamlanmasinin ardindan, dgretmenler ve
sanatcilar, projeye baslamadan once bireysel anketler yanitlamislardir. Anketler, demografik sorular
ile agik uglu sorulardan olusmustur. Demografik boliim, katilimeilarin 6gretmenlik, kolaylastiricilik,
sanatsal iiretim ve OSO deneyimlerine odaklanmistir. Acik uglu sorular ise katilimeilarin is birliginden
bekledikleri kisisel ve mesleki gelisim unsurlarint belgelemeyi amaglamustir.

2. Yansitict Giinliikler: Katilimcilardan, projeleri siiresince bes yansitici eksen/soru
etrafinda yapilandirilmis gilinliikler tutmalari istenmistir. Sorular, bireysel ya da partnerlerinin
kolaylastiricilik siireclerine dair siirdiiriilebilir yonleri ve karsilasilan zorluklarin yonetimine dair
unsurlart kapsamistir. Giinliikler tamamen katilimcinin istegine bagli olarak, herhangi bir sozciik
sinirt olmadan doldurulmustur.

3. Grup Goriismeleri: Projelerin tamamlanmasinin ardindan 6gretmenler ve sanatcilarla ayri
ayr1 iki grup goriismesi yapilmistir. Agik ve yar1 yapilandirilmig sorular, programin genel deneyimi,
is birligi siireci, varsa kisisel ve mesleki gelisim unsurlari, karsilagilan zorluklar ve 6grencilerin
tepkileri lizerine odaklanmistir. Goriismeler Temmuz 2022°de ¢evrim i¢i ortamda gergeklestirilmis
ve her biri yaklasik bir saat siirmiistiir.

Veri Analizi ve Arastirma Etigi

Bu arastirma, ampirik dogas1 ve katilime1 sayisinin simirli olusu nedeniyle nitel aragtirma
ilkelerine gore ylriitiilmiistiir. Esneklik saglamasi nedeniyle tematik analiz yontemi, toplanan
verilerin sistematize edilmesi ve kodlanmasi amaciyla tercih edilmistir. Bu yontem, arastirmacilara
katilimcilarin  baglamlar1 iginde anlam {iretme ve yorumlama imkani sunarak “gergeklikleri”
cozlimleme olanagi saglar (Mason, 2003). Bulgularin nitel degerlendirmesi, yorumlayici paradigma
dogrultusunda yapilmistir. Temalarin ortaya c¢ikarilmasi ve diisiinsel olasiliklarin arastirilmasi
amaciyla agik uclu bir inceleme gerceklestirilmistir (Guest vd., 2012). Asagida sunulan tematik
analiz siireci, Braun ve Clarke’in (2006) belirttigi alti agamanin tamamini1 izlemistir:

1. Veriye aginalik kazanma

2. 1lk kodlarm olusturulmasi
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3. Temalarin ortaya c¢ikarilmasi
4. Temalarin gdzden gecirilmesi
5. Ana temalarin tanimlanmasi
6. Raporun yazilmasi

Ancak, raporlama amaciyla kod ve kategoriler ayri ayri sunulmus olsa da bu sunumun
dogrusal bir siraya sahip olmadigi ve unsurlarin birbirinden kesin sinirlarla ayrilmadigi 6zellikle
vurgulanmalidir. Temalarin ve kodlarin sunumu ne dogrusal ne de gegirimsizdir; aksine, 6geler arasinda
ortiismeler ve temalar arasinda rizomatik (agsal, dallanarak ilerleyen) gelisim gozlemlenmistir. Bu
temalar, igerik acisindan siirekli etkilesim ve degisim halindedir.

Aragtirmaya katilan 6gretmenler ve sanatgilar, aragtirmanin kapsami, amaci, gergevesi ve
kullanilacak araclar hakkinda bilgilendirildikten sonra, goniilliilik esasina gore ¢alismaya dahil
olmuslardir. Katilimcilar, stirecin herhangi bir asamasinda arastirmadan cekilme haklaria sahip
olmus, ancak tamamu siirecin sonuna kadar goniillii katilim gostermistir. Arastirma ekibi tiyeleri, alti
katilimeiyla daha 6nceden tanisiklik ya da is birligi i¢inde olmus; ayrica arastirmacilar, uluslararasi
egitimlerin bir kisminda egitmen ve gozlemci olarak yer almig ve aragtirma siiresi boyunca 6gretmen
ve sanatcilarla ¢ift yonlii acik iletisim i¢ginde olmustur. Bu durum, giivene dayali bir ortamin
olusmasina ve siirdiiriilmesine olanak saglamis; katilimcilarin igten ve derinlikli yansitmalarda
bulunmalarina katkida bulunmustur.

Veri analizinde ve yayimlanan raporlarda, kisileri dogrudan tanimlayabilecek tiim bireysel
bilgiler ve kisisel veriler gizlenmistir. Katilimeilar ¢alismada yalnizca rollerine gore tanimlanmistir
(A = sanat¢1, T = 6gretmen) ve her biri bir sira numarasi ile gosterilmistir. Veri kaynaklari ise su
kisaltmalarla belirtilmistir:

* 1Q = bireysel anket (Individual Questionnaire)

* RF = yansitic1 giinliik (Reflective Journal)

* TGI = 6gretmen grup goriismesi (Teachers Group Interview)
* AGI = sanat¢1 grup goriismesi (Artists Group Interview)
Arastirma Katilimcilar

Arastirmaya iki anaokulu 6gretmeni ve dort sinif 6gretmeni katilmistir. Bu 6gretmenlerin
ogretmenlik deneyimi 4 ila 30 yil arasinda degismektedir. Katilimcilardan ti¢i drama pedagojisi
alaninda ytiksek lisans derecesine sahip olmasina ragmen, ikisi bu bilgiyi derslerinde daha 6nce etkin
bir sekilde kullanmamuistir. Bir diger 6gretmen, dramatik oyun alaninda sertifikali kolaylastiricidir;
besinci dgretmen ise birgok kisa siireli sanat temelli hizmet ici egitime katilmig ve derslerine
sanat Ogeleri entegre etmistir. Kalan 6gretmenin ise derslerinde sanati daha 6nce hi¢ kullanmadigi
belirtilmistir. Tiim &gretmenler sanatgilarla yalmzca simirl dlgiide ve OSO metodolojisinin
standartlarina uymayan bigimlerde, gegmiste is birligi yaptiklarini ifade etmislerdir.

OSO projeleri siiresince 6gretmenlerin ¢alisma kosullar1 da dikkat ¢ekici bir degisken
olmustur. Tki 6gretmen, dgretmenlik gorevlerinin yani sira idari sorumluluklar da {istlenmistir (biri
ilkokul miidiirii, digeri anaokulu miidiirii). Bir 6gretmen ise 6zel bir anaokulu girisiminin kurucusu ve
aktif caliganidir. Gruptaki daha yeni 6gretmen, proje y1li igerisinde yeni bir okul ortamina atanmustir.
Alt1 6gretmenden dordii ise uzun yillardir ayni okul ortaminda gorev yapmaktadir.
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Sanatcilarin sanatsal deneyimi 7 ile 30 yil arasinda degismektedir. Alt1 sanat¢inin da farkl
yas gruplar ve egitim ortamlarinda 6gretme deneyimi bulunmaktadir. Bunlardan biri hem yaygin
hem de orgiin ilkokul diizeyinde drama 6gretimi yapmis; dort sanatci ise kendi sanat alanlarinda,
yaygin egitim ortamlarinda grup kolaylastiriciligi deneyimine sahiptir. Bir diger sanatgi ise yetiskin
egitimi alaninda 6gretim yapmustir. Hi¢bir sanat¢i1 daha dnce okul 6ncesi gruplarda ders vermemistir.
Bazilar1 daha 6nce okullarda dis paydas olarak bazi sanat projelerine veya konuk sanat¢1 programlarina
katilmis olsa da hi¢birinin OSO metodolojisine dair dogrudan deneyimi bulunmamaktadir. Katilimci
seciminde cift yeterlilige sahip olma (sanatsal ve pedagojik nitelikler) durumu, programin pilot
dogas1 nedeniyle belirleyici bir kriter olmustur. Iki durumda, is birligi baslamadan énce katilimeilarin
birbirlerinin ¢alismalarindan haberdar olduklari; bir baska durumda ise daha 6nce tamamen farkli bir
baglamda birlikte ¢alistiklar1 belirtilmistir.

Bulgular

Aragtirmaya katilan alt1 6gretmen-sanatgi ¢ifti, kendilerine yeni bir mesleki deneyim yaratma
heyecaniyla ortak bir yolculuga c¢ikmistir. Siire¢ boyunca dgretmenler ve sanatcilar birbirlerine
adeta bir ayna tutmuslardir. Her iki taraf, birbirini dikkatli ve ayrintili bir sekilde yansitmis, fakat
bu yansimalar kusursuz bir benzerlik tasimamuistir; zira higbir sey birebir ayn1 degildir. Bu “ayna”
metaforu, aragtirma bulgularinin incelenmesi siirecinde siklikla kendini gostermistir.

Aynay1 Yerlestirmek

[lk egitimlerini tamamladiktan sonra, tiim katilimcilar ifade, deneme ve yansitma olanaklarini
iceren bir is birligi ¢ercevesine duyduklari ihtiyaci dile getirmislerdir. Bireysel anketlerde,
partnerleriyle birlikte diislincelerini 6zgiirce ifade edebilecekleri, fikir paylagimi yapabilecekleri ve
yeni denemelerde bulunabilecekleri bir ortam arzuladiklarini belirtmislerdir. Ortak bir ¢aligmanin,
baska bir uzmanin 6niinde kendini agmay1 gerektirdigi géz niinde bulunduruldugunda, partnerlerine
kars1 yeterince giivende hissetme ihtiyacini da gii¢lii bir sekilde vurgulamiglardir. Bu giiven duygusu,
sikca “yeterli zamanin ayrilmas1” gerekliligi ile iliskilendirilmis; partnerlerin birbirlerini tanimalari,
acik iletisim kurmalar1 ve en onemlisi, sinif i¢inde ve disinda birbirlerine giiven duymalari igin
zamana ihtiya¢ duyduklar belirtilmistir.

Katilimcilarin biiyiik cogunlugu yalnizca zamana degil, ayn1 zamanda “giivenli bir mekéana”
da ihtiya¢ duyduklarini ifade etmistir. Bu alan, zor konularin dile getirilebildigi, farkli bakis agilartyla
zorluklara yaklasilabildigi bir paylasim zemini olarak tanimlanmistir. Ogretmenler ve sanatgilar,
karsilikli 6grenmeye acik, olumlu bir is birligi atmosferi ve alternatif bakis acilarina duyarlilik
beklentilerini dile getirmislerdir. Ayrica, baglangic noktalarindan veya aligkanliklardan uzaklasabilme
becerisinin, bu is birliginde temel bir yeterlik olarak goriildiigii ifade edilmistir:

“(Ikimiz icin de) konfor alanlarimizdan ¢cikmamizi ve etkisiz kaliplara geri diismeden
farkly yollar denememizi umuyorum.” (A6, 1Q)

Bu esneklik becerisi, fikir ayriliklarinin verimli sonuglara doniisebilmesi ve farkli
diisiincelerin sentezlenebilmesi i¢in 6n kosul olarak degerlendirilmistir.

Proje siirecinde alt1 TA ¢iftinden dordii, planlamaya ayrilan resmi dort saatin ¢ok Otesinde,
proje oncesi ve sirasinda siirekli iletisim kurduklarimi 6zellikle belirtmistir. Katilimcilar, siirecin
zorluklarina ragmen ortak bir zemin olugturmak i¢in partnerleriyle siirekli temasta kalma ihtiyaci

153



Choleva, N., Giannouli, B., & Potamousi, I. (2025). Yansitic1 aynalar: Yunanistan’da kisisel ve mesleki gelisim i¢in
O0gretmenler ve sanatgilar arasinda kurulan ortakliklar. Yaratict Drama Dergisi, 20(1), 26-46.

duyduklarini ifade etmislerdir. Bir 6gretmen, siirecin baginda giiven kurmakta zorlandigini su sozlerle
anlatmistir:

“Basta hayal kirikligina ugramigtim ve birlikte ¢alisamayacagimizi diisiinmiigtiim.
Bu duygu, iki tarafin da diiriist ve mizahi yaklasimi sayesinde ¢oziildii. [...] Her
problemin konusulmasimin ve halimin altina siipiiriilmemesinin ne kadar énemli
oldugunu fark ettim.” (T4, RD)

Bu goriis, partnerinin yazdiklariyla da ortiismektedir:

“Daha onceki degerlendirme ve planlama giinlerinden itibaren yasadigimiz deneyim
aligverigi ve iletisim sayesinde, daha derin bir bag, giiven, siikiinet ve enerjinin
karsilikll akisi saglandi.” (A4, RD)

Giliven unsuru, etkili iletisim igin tekrar eden bir 6n kosul olarak 6ne ¢ikmistir ve bazi
durumlarda bu giiven, hazirlik egitimleri sirasinda olugsmaya baglamistir. Katilimcilar, yansitic
giinliiklerinde, birbirlerine farkli uzmanlik alanlarindan katki sunma ve ifade alani tanima firsatinin,
her iki taraf icin de kisisel gelisimi ve giiclenmeyi destekledigini, is birligini derinlestirdigini ifade
etmislerdir. Genel olarak degerlendirildiginde; yeterli zaman, giivenli bir mekan, etkili iletisim ve
giiven iliskisi, iki partner arasinda “yansitict aynanin” kurulabilmesi i¢in gerekli kosullar olarak dne
¢ikmaktadir.

Ayna Karsisinda Uygulama Yapmak

Sanat projeleri sirasinda, sanatcilar ve dgretmenler farkinda olmadan aralarina bir ayna
yerlestirmis oldular; boylece hem kendilerini partnerlerine actilar, hem de gerektiginde bu
yansimalarini farkl sekillendirmek tizere gozlemlediler. Bu siirekli maruz kalma ve gozlem siireci,
olduk¢a yaratici, tatmin edici ve etkili bir uygulama yeniden bi¢cimlendirme siirecine doniistii:
“fikirlerin, goriislerin ve eylemlerin siirekli, keyifli ve yaratici bir akisi” (T6, RD). Partnerler arasinda
ve 0grenci-0gretmen/sanatci ikilileri arasindaki iletisim baglaminda, katilimcilar sik sik calismalarina
dair daha once fark etmedikleri yeni bakis acilar1 kazandiklarimi belirttiler. Grup igindeki duygu
paylasimi, fikir ve bilgi akis1 kadar 6nemli bir unsur olarak 6ne ¢ikti. Bir sanatg1 soyle agikladi:

“Bir gorsel sanatgi olarak ve yaptigim belirli isle, tiim duygusal ifadem zaten kendi
eserime yansiyor. Bu nedenle, iki farkli ve paralel siireci birlestirmek benim i¢in
oldukca ozel ve ilgi ¢ekici oldu; yalnizca eserimle degil, ayni zamanda dogrudan

ogrencilerle, 6gretmen partnerimle ve tiim grupla duygusal olarak bag kurabildim.”
(A5, RD)

Egitim siirecini bir is birligi partneriyle paylagmanin, katilimeilarin 6grencileri gozlemleme
ve onlarla duygusal bag kurma bi¢imlerinde yeni yollar actig1 da bildirildi. Bir 6gretmen, sanatgi
partnerinin dgrencilere (okul dncesi ¢ocuklara) ulasabilmesi ve mesaji tiim gruba aktarabilmesi i¢in
ona alan tanimanin, hem partnerler arasinda hem de yetiskinlerle 6grenciler arasinda iletisimi nasil
artirdigini soyle ifade etti:

“Sanat¢inin bir hikdye okudugu swrada dinleyici olma sansim oldu. Cocuklarla
birlikte cemberin icinde yer almak ve hikdayeyi dinlemek, ¢ocuklarla duygusal bir
bag kurmami sagladi; eger bu etkinlikte farkll bir pozisyonda olsaydim bu bagi
kuramazdim [...] Planladigimiz etkinlik oldukca agik ve serbestti, giiven temelliydi
ama ayni zamanda detayli bi¢imde tasarlanmisti. Bu hafta simdiye kadar en az
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konustugum haftaydi ve 151k, renk, enerji, ciddiyet ve hafiflikle dolu, ¢ocuklara ozgii
bir duygu durumuyla bag kurmayt basardim. Ortak kolaylastiricima duydugum huzur
ve giiven, hem kendimde hem de 6grencilerle iliskilerimde bu niteliklere baglanmami
sagladi. [...] [Fark ettim ki] baska bir kisinin varligi, dogrudan iletisim ve duygu
ifadesi icin alan a¢ryor.” (T1, RD)

Agik iletisim ve karsilikli agikligin bir sonucu olarak, 6gretmenler ve sanatcilar planlama
ve kolaylastirma siireglerinde esnekliklerini koruduklarii belirttiler. Ortaya ¢ikan cesitli zorluklar
karsisinda, isler planlandig gibi gitmediginde ortak kararlar alind1. Iki sanatc1, ortaklarinim is birligi
becerileri sayesinde en yiiksek diizeyde problem ¢dzme kapasitesine ulastiklarint 6zellikle belirtti.
Igerikte bir degisiklik gerektiginde ya da zaman yetersiz kaldiginda, dgretmen ve sanatgilar genellikle
uygulamay1 bozmadan ¢dzlimler {irettiklerini belirttiler. Bu esneklik, baslangicta yaptigi planlamay1
degistirmek zorunda kalan bir 6gretmen i¢in ayni zamanda bir rahatlama 6l¢iitii olarak da ortaya
cikti:

“Acaba simdi konusan yorgunluk mu, ¢iinkii yilin sonu mu? Bu sinifta gercekten
asiriya kacan bir sey mi var? Haftayr gercekten boyle mi gegiriyorum?” diye
diigtiniirken, bir sekilde [sanat¢inin adi] bende bu konuda olusan su¢luluk duygusunu
aldi.” (T3, RD)

Ortaklasa problem ¢6zme, 6gretmenlerin ve sanatgilarin/kolaylastiricilarin yalniz galisirken
izledigi siradan yontemlerin aksine, esneklik ve yaraticilik, gliclenme ve karsilikli destekle sunulan
ferahlatici bir unsur olarak belirtildi. Esneklik bulgusu, baslangigtaki beklentilerle dogrudan
ortiistiyordu.

Yansitma siirecinden ortaya ¢ikan bir diger onemli unsur, 6gretmenler ve sanatgilar arasinda
etkili ve esit is birligi becerisi oldu. Bir¢ok katilimc1 bu becerinin kendiliginden gelismedigini, is
birligine acik olma niteligiyle baslayip zamanla gelistirilmesi gereken bir beceri oldugunu vurguladi.
Basariyla kurulan 6gretmen-sanatgi ortakligi, 6grenci gruplarina aktarilabilecek bir uygulama modeli
olarak degerlendirildi. Projenin ortasinda bir 6gretmen soyle gozlem yapti:

“Geriye doniip baktigimda cocuklarda daha yiiksek bir takim ruhu gézlemliyorum
ve bu beni daha sakin ve kendinden emin hissettiriyor.” (T4, RD)

Katilmcilar defalarca, bu is birligi becerisinin yalnizca bireysel diizeyde degil, ortaklik
icinde ve tim okul genelinde de gelistirilmesi gerektigini belirtti:

“Baskalariyla is birligi yapmanin getirdigi giiven duygusunu aklimda tutarak
[...] Sonug olarak, bu goriindiigii kadar kolay degil. Bir seyleri yapma konusunda
bir rahatligimiz var ve bunlart ¢ok kolay, ¢ok konforlu saniyoruz, [...] Bu, daha
once soyledigim gibi, becerileri insa ediyoruz [...] sonra bu becerileri okulla
paylasmaya gegiyoruz [...] sonucta, is birligini onceden insa etmeli, onu gelistirmek
icin ¢alismaliyiz, hatta ortak kodlara sahip oldugumuzu diigiindiigiimiiz yerlerde
bile.” (T6, TGI) Bu nedenle, bu ¢aba bdyle bir program baslamadan 6nce dahi
baslatilmalidir.

Sanatcilar ve Ogretmenler arasindaki “ayna”, yeni beceriler d6gretmeye ve Ogrenmeye
acitk olmalart sayesinde siirdiiriildi. Katilimeilar, is birlikleri sirasinda yaratici becerilerin
kesfedildigini, gelistirildigini veya yeniden yiizeye ¢iktigini bildirdiler. Bir sanat¢i, icerikte ve is
birligi 6gelerinde boylesine dzgiir bir ortamda ¢alismanin kendileri igin ilk deneyim oldugunu ve
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bunun onlar1 daha yaratic1 diisinme seviyelerine tasidigim belirtti. Bir diger sanatg1, OSO siireci
boyunca kendi yaraticiliklarinin bir profesyonel olarak gelistigini ifade etti. Drama egitimi almig bir
O0gretmen, yaratici diisiinme becerilerinin kolektivizm kiiltlirii ve yaratici bir siirece asinalik yoluyla
canlandigini ve yenilendigini anlatti. Bir diger 6gretmen, sanat¢1 partnerinin “grupta nese ve oyun
yoluyla farkindalik yaratma” becerisinden ne kadar etkilendigini dile getirdi (T6, RD). Katilimeilar,
ogretmen olarak rollerini yeniden degerlendirme, ara¢ kutularini nasil genisletebilecekleri ve bunun
sonuclari lizerine tekrar tekrar diisiinme cabalarini bildirdiler.

Yansitict gorlisme sirasinda, aragtirmaya katilan sanatcilar, 6gretmenlerin sinif iginde
ogrencilerle c¢aligirkenki deneyimlerini gézlemlemenin ve is birligi yapmanin faydalarmi dile
getirdiler. Genel olarak, yaraticilifi egitim baglamima daha iyi baglama konusunda deneyim
kazandilar. Bir sanatg1 s0yle belirtti:

“Gerektiginde [ogretmenin adi] etkinliklerin sirasini degistirdi, bu da bana hangi
anmin daha faydali olacagini anlamaya dair bir hazirlik gosterdi.” (A3, RD)

Bir baska sanatg1, giiniimiiz okul cocuklarinin diinyasiyla tanigtigini ve artik bu yas grubunun
esneklige, sadelige ve cok cesitli uyaranlara ne kadar ihtiya¢ duydugunu anladigin1 belirtti.

Aynanin diger tarafinda ise, sanat¢inin yaraticiligi ve sanatsal projelere yonelik esnek
yaklagimi, 6gretmenleri yeni beceriler denemeye ve hatta yaratici egitimsel riskler almaya tesvik
etti. Bir 6gretmen, sanat¢iyla kurdugu ortakligin kendisini yeni temalar ve eksenler iizerinde artik tek
basina da caligsabilecek noktaya getirdigini ifade etti. Ayrica, ortaklar arasinda kurulan giiven ortami,
alt1 6gretmenden dordiiniin kolaylastiricilik becerilerini gelistirmelerini sagladi. Bir 6gretmen, basta
etkinlige katilmak bir yana, sanatsal bir faaliyeti 6grencileri i¢in yliriitme konusunda tereddiitleri
olmasina ragmen, zaman geldiginde 6grenci grubunun sanatsal kolaylastiriciligin tistlendigini ifade
etti. Yansitict gorliigme sirasinda bazi dgretmenler, sanatci partnerlerinin onerdigi yaratici ara¢ ve
etkinlikleri gelecekte kullanmaya agik olduklarimi 6zellikle belirttiler.

Aynaya Bakarak Kendini Yansitmak

Yansitici ayna sembolii, projeler siiresince tekrar tekrar ortaya ¢ikmis ve geriye doniik
olarak bakildiginda, genel veri analizine yon veren bir bakis agis1 olusturmustur. Ogretmenler ve
sanatcilarin birbirlerinin uygulamalarini bir “¢ift” gibi gézler 6niine sermelerinin 6tesinde, bu ayna
pozisyonu hem kisisel hem de mesleki diizeyde 6z-yansitma firsatlar1 yaratmis gibi goriinmektedir.
Bu bakis agisiyla tanimlandigi tizere, 6gretmen-sanatci ortakliklari, 6grenci gruplarinin 6gretimi ve
kolaylastiriciligina dair 6z gbzlem, anlama ve i¢sel yansitma olanagi tanimis gorinmektedir:

“Birbirimize ayna gibi ¢alistyor gibiydik ve [ozelliklerimiz] bir sekilde daha parlak
goriiniiyordu, onlar: gozlemleyebiliyorduk.” (A1, YG)

Bu goriis, sanatginin 6gretmen partneri tarafindan da paylasilmistir:

“Okuluma gelen sanat¢i benim i¢in bir ayna gibi davrandi, boylece [...] sinifta nasil
hareket ettigimi, cocuklarla nasil etkilesimde bulundugumu ve sunif ortaminda onun
varligina nasil tepki verdigimi gorebildim.” (T1, YG)

Ogretmen-sanatg1 ortakliklar1 sirasinda, kisisel ve mesleki diizeyde elestirel 6z gozlem
icin birgok firsat ortaya ¢ikmistir. Bir 6gretmen, is birligi yaptig1 sanatginin 6nerdigi ve kendisine
yabanci olan bir sanat formunda c¢aligmanin baglangi¢ta zorluk yarattigini ve direng gosterdigini
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detayli sekilde tanimlamistir (her ne kadar baska bir sanat alaninda egitim almis olsa da); 6gretmen
bu isteksizliginin kisisel 6zelliklerinden kaynaklandigini kabul etmis ve bu sanat bi¢giminin heterojen
ogrenci grubu icin sundugu olanaklar1 sonradan fark ettigini belirtmistir. Iki sanatci, partnerleri
ve ogrencilerden nasil gozlem yaparak 6grendiklerini ve verimli bir is birligiyle 6gretim ortami
yaratmak i¢in kendilerine sinirlar koyarak nasil kisisel gelisim yasadiklarini agiklamistir. Bir baska
sanatgc1 ise, uzun bir izolasyon ve genel iletisim eksikligi siirecinin (COVID-19 kaynakli) ardindan,
yeniden iletisim becerileriyle temas kurdugunu ve “bazilarinin hala etkili” oldugunu fark ettigini
dile getirmistir (A3, OG). Ayn1 sanatginin partner 6gretmeni, bu noktaya daha erken bir asamada
dogrudan atifta bulunmustur:

“Sanati egitim siirecine entegre etme konusunda hi¢ deneyimim yoktu, OSO programi
oz-degerimi gelistirmemi sagladi.” (T3, YG)

Kisisel 6zelliklerin 6tesine gecilerek, bazi idari gorevleri olan 6gretmenler, mesleki rollerini
ve bu rollerin 6gretim islevleriyle birlesimini gézlemlemislerdir. Baz1 6gretmenler, idari gérevlerinin
ogrencilerle temel caligmalarindan uzaklastiric etkisini ve bu durumun stres yarattigini ifade etmistir.
Bir 6gretmen, OSO uygulamasinin bakis acisini ve siif i¢i ve disindaki gorevlerini dnceliklendirme
becerisini nasil degistirdigini aktarmistir:

“Stirekli bir [egitsel] ¢ikti ortaya koyma ihtiyacim ve ¢ocuklarin tepkilerini kendi
baslangi¢c hedeflerime gore kontrol etme korkum, beni grup kolaylastiricilig
olmayan bir égretim modeline itti. [...] Simifimdaki 6grencilere de partnerime alan
actigim gibi alan tammam gerektigini fark ettim.” (T1, YG)

Bu farkindalik ve uygulamadaki kademeli degisim, partner sanat¢i tarafindan da dikkat
¢ekici bulunmustur:

“Ogretmen partnerimin kendi rollerinin, sanatsal bilgiden dogan olanaklarin
farkina vardigini ve baslangicta uygulamayr engelleyen idari kaygilardan yavas
yvavas uzaklastigint gozlemliyorum.” (41, YG)

Bazi durumlarda, 6z-yansitma, simif gozlemiyle i¢ ige gecmistir. Bir dgretmen, sinifi
gozlemleme igin ayrilan zamanin, grup icindeki ¢esitli becerilerin gelisim siirecini hizlandirdigini
sOyle aciklamistir:

“Gozlem i¢in zaman ayrilmasi ¢ok 6nemliydi; bazen belli bir sekilde ¢calismaya devam
ettigimizde ya da ¢ocuklarla kurdugumuz belli bir iletisim koduna sahip oldugumuzda
[...] sanki bu baglamda kendi balonumuzda yastyor gibi oluyoruz. Baska bir kisinin
goziinden, bulundugum diger okul baglamlariyla karsilastirma yapmak ve bu ozel
cocuklarin ¢ok iyi bir ig birligi, iletisim, yanit verme kodu insa ettiklerini fark etmek
cok faydaliydi. Sanki bir ¢ocuk grubunu ilk tammaya basladiginiz ayda ortaya
¢tkamayacak bir sonucu goriiyordum. Bu, pedagojik ekibimiz i¢in ¢ok gii¢lendirici
bir histi; daha énceki [egitsel kazammlarin] farkina vardik ve bunlarin ¢ok etkili
bicimde desteklendigini hissettik. Bu ¢ok giizel bir duyguydu.” (12, OG)

Bazi katilimeilar, o zamana dek siiregelen 6z-elestirel egilimlerinin yerine, 6z takdir etme
becerisi kazandiklarini da ifade etmislerdir. Bireysel anketlerinde ¢ogunlukla beklentilerini ve
giivensizliklerini dile getiren katilimcilar, sanat projeleri sirasinda ilk etapta partnerlerinin siniftaki
olumlu etkisini yansitict giinliiklerinde raporlamis; projelerin sonlarina ve yansitici goriigmelere
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gelindiginde ise, is birligi siirecine kendi katkilarin1 fark ederek kendilerini takdir etmeye
baglamislardir. Bir sanatci, ortak planlamaya katkisini, sanatsal yollarla 6grenci grubuna alternatif
bir yaklasim gelistirmesini ve 6grencilerin ihtiya¢larini fark etmesini kendisine atfetmistir. Bir baska
sanatgi ise, sanatsal yetkinligini 6gretim etkinligine entegre etmeyi basardigini ifade etmistir.

Partnerlerinin degerini hem onlara ifade ederek hem de kendi gozlemleriyle fark etmek,
katilmeilarin giiclenmesi ve 6z-degerlerinin artmasiyla dogrudan iligkili olarak raporlanmistir. Bir
Ogretmen, artik kazandigi 6z deger duygusunu ve partnerinden siniftaki rolii hakkinda aldigi olumlu
geri bildirimi dile getirmistir. Bagka bir 6gretmen, 6gretmenlik roliiniin besledigi kontrol ihtiyacini
fark ettigini ve bu ihtiyaci proje siiresince biiylik 6l¢iide terk ettigini agiklamigtir. Kendini yargilamay1
biraktigini ve partnerinin emegini takdir edecek bir tutumla hareket etme becerisi kazandigini
belirtmistir. OSO ortakligimn ardindan kendini nasil giiglenmis hissettigini su sozlerle ifade etmistir:

“Kendi egitimci roltimde kendimi daha gii¢lii hissediyorum ve kisiligim, tasidiklarim
konusunda daha da giiclenmis ve ozgiivenli hissediyorum,; bunlarin bir ekip iginde
ne kadar faydali olabilecegini de goriiyorum.” (T4, OG)

Yukarida tariflenen 6z takdir becerisi, bireyin kendi zayifliklarinin farkina varmasi ve bunlari
asma kapasitesi olarak tanimlanan dayaniklilik kavramiyla dogrudan baglantilidir. Yukaridaki diger
bulgulardan farkli olarak bu unsur, yalnizca katilimcilara mesleki gelisim unsurlar1 soruldugunda
ortaya cikmistir. Bir ¢ift, 6grencilerin yeni teknolojiler {izerine uzun saatler ¢alismaya karsi
gosterdikleri direnci agmak i¢in dayanikliligin belirleyici bir unsur oldugunu belirtmistir. Proje
stiresince tuttuklart yansitici giinliiklerde, sanat¢1 partner bu dayanikliligi, 6gretmen partnerinin
ogrenci dinamiklerini anlama becerisiyle iligskilendirmistir; 6gretmen ise sanat¢inin siik(inetini ve
durusunu bu dayanikliligin kaynagi olarak gormiistiir.

Bazi is birliklerinde, bir partner yorgunluk ya da grubu kolaylastiramama durumundayken,
diger partner siirece miidahale etmistir. Ornegin, bir 6gretmen, yeni bir is birligi cercevesinde yiiksek
stres altinda calistigini fark ederek, olumsuz duygularini tanima, kontrol etme ve siireci daha rahat,
huzurlu bir bigimde yiiriitme becerisi kazandigini raporlamistir. Bu tiir drnekler, etkili durumsal
midahale, hizli tepki verme ve dayaniklilik gelisimi olarak yansitilmistir.

Kisisel ve Mesleki Diizeylerin i¢ ice Gecmesi

Arastirmanin ii¢ asamasinda da katilimcilara kisisel ve mesleki gelisim diizeyleri hakkinda
ayr1 ayr1 sorular yoneltilmistir. Ancak veri analizi, bu iki gelisim diizeyini birbirinden kesin bi¢cimde
ayirt etmediklerini ortaya koyan oldukga belirgin bir unsuru giin yiiziine ¢ikarmigtir. Bu bulgu, farkli
bi¢im ve igeriklerde tekrar eden bir desen olarak one ¢ikmustir. Oncelikle, her iki kategori altinda
ortaya ¢ikan ¢ogu unsur neredeyse birbirinin aynisiydi: yaratict diistinme, elestirel diisiinme, karar
verme, problem ¢dzme, etkili iletisim, etkili is birligi vb. Tek istisna ise yalnizca mesleki gelisimle
ilgili sorular sirasinda ortaya ¢ikan dayaniklilik (resilience) bulgusu olmustur.

Buna ek olarak, 6gretmenler ve sanatcilar, kisisel gelisimle ilgili sorulara siklikla mesleki
gelisim unsurlaridan s6z ederek yanit vermis, ya da tam tersini yapmis; bu da iki diizey arasindaki
ayrimi zihinlerinde netlestirmekte zorlandiklarini ortaya koymustur. Bu durum veri analizi sirasinda
belirginlesmis; birgok yanitin, aslinda sorulan sorudan farkli bir kategoriye aitmis gibi goriindiigii
anlasilmigtir. Dahasi, bu iki diizeyi ayirmadan her ikisine birden yanit vermek, ¢ogu katilimcr igin
bilingli bir tercihe doniismiistiir. Arastirma katilimcilari, farkli durumlarda bu iki kategoriyi ayirmay1
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bilingli ve kasithi olarak reddetmislerdir. Bazilari, nedenini tam olarak agiklayamasa da, bu ayrimi
yapmaktan ¢ekindiklerini agikea dile getirmistir:

“Benden kigisel ve mesleki diizeyi ayri ayri anlatmami istiyorsunuz — iste burada
cevap vermekte zorlandim.” (T5, YG); “Sanmirim kisisel ve mesleki [diizey] arasinda
ayrim yapmak kolay degil. ” (T2, OG)

Diger katilimcilar ise kisisel ve mesleki 6zelliklerin beraberinde getirdigi i¢ ice gegmis
nitelikler ilizerine agiklamalarda bulunmuslardir:

“Bu [ozellik] mesleki gelisime aitti, ama okuldan ayrildigimda kisisel diizeyde de
gliclenmis hissettim, ve bunun daha sonra bazi net tercihler yapmami sagladigini,
bu sayede kim oldugumu, bu farkll kapasiteleri nasil bir arada tasidigimi daha iyi
anladigimi diisiiniiyorum.” (T1, YG)

“Bu is birligini, bana gercekten nasil biri oldugumu gosteren bir siire¢ olarak
hatirliyorum [...] bu siire¢ tamamen kendimi kisisel olarak gézlemleme firsatiydi
ama ayni zamanda [mesleki] bir baglam iginde.” (41, OG)

Tartisma

Arastirma, Yunanistan’da okul ortaminda sanatsal is birlikleri tasarlayip uygulamak isteyen
alt1 6gretmen ve sanatci ciftini izledi. Bu calisma, Ogretmen-Sanat¢1 Ortakligi (OSO) (Teacher
Artist Partnership - TAP) metodolojisi cer¢evesinde yiiriitiildii. Okul 6ncesi ve ilkokul diizeyinde
gorev yapan alti 6gretmen, farkli disiplinlerden alt1 sanatg1 ile is birligi yaparak dans, drama ve
gorsel sanatlart (artirilmis gerceklik teknolojisi dahil) kapsayan sanat projeleri gelistirdi. Projeler,
Yunanistan’in alt1 farkl1 bolgesinde gergeklestirildi ve toplamda 106 6grenciye ulasildi. Arastirma
sorular1, 6gretmenler ile sanatcilar arasindaki ig birliginin 6zellikleri ile bu siirecin kisisel ve mesleki
gelisim i¢in sundugu potansiyel olanaklar etrafinda sekillendi. Arastirma bulgularinin incelenmesi
ve analizinde, katilimcilarin birden fazla kez basvurdugu “yansitict ayna” sembolii, verilerin
siniflandirilmasi ve raporlanmasi i¢in ¢ergeve olusturdu.

Genel olarak bu arastirma, OSO yaklasiminin okul ortaminda sanatsal 6gretimi birlikte
yiirlitmeye olanak taniyan, esit temelli bir ortaklik gelistirdigini ve bunun kisisel ve mesleki gelisimi
destekleyerek Ogretmenler ile sanatgilart giiclendirdigini ortaya koydu. Katilimcilar, bir baska
yetiskinle grup i¢inde calismanin, dgrencilerle ve grupla iliskileri gozlemleme, farkli yaklagimlar
deneme ve zaman kisitlarin1 agsma agisindan biiylik olanaklar sundugunu vurguladilar. Karsilikli
olarak birbirlerinin ¢alismasina ve gelisen becerilerine “ayna” tuttuklarini belirttiler; bu yolla hem
kendi rollerini hem de mesleki ve kisisel kimliklerini yeniden degerlendirdiler.

Ozellikle ilk arastirma sorusuyla baglantili olarak, tiim katilimcilarin galisma gergevesinin
ilkelerine giiglii bir baglhlik gosterdigi anlagildi. OSO metodolojisinin uygulanmasi, gretmenler ve
sanatcilar arasinda yiiksek diizeyde aciklik, ¢ift yonlii iletisim ve is birligine olanak sagladi. OSO
ciftleri, bes giinliik egitimler sirasinda iligkilerini inga etme ve sanati birlikte miizakere etme firsati
buldular. 1yi iletisim, olumlu bir ruh hali, agiklik, adanmislik, mizah anlayisi, rahatlik ve dnceden
belirlenmis acik roller gibi temel ilkelerin varligi, bu deneyimlerin basaris1 agisindan biiyiilk dnem
tasidi. Farkli OSO arastirmalarinda da goriildiigii iizere, bu 6n kosullar taraflarin kendilerini ifade
edebilecegi ve yeni olasiliklart kesfedebilecegi bir gliven alaninin -yani kigisel ve ortak gelisim igin
bir “liglincli mekan”n- olusmasina olanak sagladi (Blomgren, 2019; Giannouli et al., 2023; Kenny
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ve Morissey, 2021; McGrath, 2023). Bu ¢alisma 6zelinde, s6z konusu “iiglincii mekan” 6gretmen ve
sanatcilarm aralarina bir ayna yerlestirdigi, uygulamalarini paylastigi, gézlemledigi ve kendilerini
yansittiklar1 bir sahne olarak ortaya ¢ikti.

Bu giiclii temeller tizerine insa edilen ortakliklar, karmasik ve ¢ok katmanli bir dizi olumlu
sonucu da beraberinde getirdi. Ogretmenler ve sanatcilar, giiven ortami icinde dgrenme siirecine
elestirel bir bilingle yaklasarak acik diyaloglara girdiler; mesleki kimliklerini ve is birlik¢i rollerini
yeniden diistindiiler; yaraticilik, sanat, grup yonetimi ve zaman yonetimi gibi alanlarda yeni beceriler
edindiler (Blomgren, 2019; Kenny, 2010, 2020; Kenny ve Morrissey, 2016, 2021). Yiiksek diizeyde
karar alma ve problem ¢ézme becerileri, esneklik ve uyum yetisi gelistirildi; bu da sanat projeleri
sirasinda ongoriilemeyen zorluklarla daha etkin basa ¢ikmalarini sagladi.

Katilimeilar birbirlerinin bilgi ve becerilerine duyduklari giiven sayesinde hem is birligindeki
rollerini yeniden degerlendirme hem de kendi kapasitelerini kesfetme ve egitsel riskler alma firsati
buldular. Bu siiregte sanatcilar, dgretim faaliyetlerine liderlik ederken Ogretmenler de sanatsal
gorevlerde rol aldi. Bu yansitmali siiregte katilimcilar, kendilerini partnerlerinin goziinden gorerek
uygulamalarini yeniden diisiinme firsati buldu. Baz1 katilimcilar ilk defa kendilerini takdir ettiklerini
ifade etti; bu, gecmiste gelistirilmemis bir beceriydi. Bu siire¢ sayesinde baslangictaki bakis agilarin
esnettiler, ortak ve yenilik¢i yaklasimlar benimsediler ve hem bireysel hem ortak kimliklerini
donistiirdiiler (Kenny ve Morrissey, 2016, 2021; Kind et al., 2007). Esitlik temelinde ve aym
zamanda adalet temelinde is birligi yaptilar: kimliklerini ve uzmanliklarin1 korudular, birbirlerini
yeni nitelikler ve becerilerle beslediler ve daha niiansli, ¢ok katmanli, profesyonel kimlikleri kesfedip
gelistirdiler.

Ayrica, dayaniklilik (resilience) becerisi belirgin bigimde gelisti. Katilimcilar zorlayict
anlarda sogukkanliliklarini koruma, inisiyatif alma, eslerini destekleme gibi beceriler gdsterdi. Bunun
yant sira bireysel glivensizlikleri ve esit, 6zgiir, keyifli bir is birligini engelleyen kisisel 6zelliklerini
fark edip astilar. Bu ice doniik siireg, katilimeilarin kendilerine ve egitimci/kolaylastirici rollerine
yonelik elestirel farkindalik kazanmalarini sagladi (Blomgren, 2019; Kenny ve Morrissey, 2016).

Yunanistan’daki OSO ortakliklari, yalnizca dgretmenler igin degil, tiim taraflar icin karsilikli
fayda sagladi (Christophersen, 2013; Eriksson et al., 2014; Fahy ve Kenny, 2021; Greene, 1989;
Jeffery ve Ledgard, 2009; Koruga et al., 2023; McGrath, 2023). Kenny ve Morrissey’nin (2016,
s.85) de belirttigi gibi: “Anlamli ve siirdiiriilebilir ortakliklara yatirim yapildiginda, dgretmen ve
sanat¢1 becerilerinin, bilgelerinin ve anlayislarinin birbirini son derece basarili ve giiclii bir sekilde
tamamladig1 agik¢a goriilmektedir.”

Son olarak, arastirmanin {i¢ asamasi boyunca, aragtirma katilimcilarinin kisisel ve mesleki
gelisim unsurlarint ayiramadiklari ya da bilingli olarak ayirmaktan kagindiklari agikc¢a goriilmiistiir;
bu durum, TAP arastirmalarinda oldukga yinelenen bir 6gedir (Kenny & Morrissey, 2021; Koruga
vd., 2023; McGrath, 2023). ifade edildigi gibi, mesleki gelisimin tetiklenebilmesi icin kisisel
doniisiimlerin gerceklesmesi gerekmektedir; ayni zamanda, kisinin kendi uygulamasini sorgulayip
bilgilendirmesi, elestirel diisiinme ve oncelik belirleme gibi kisisel 6zelliklere iliskin yeni bir bakis
acist sunmus goriinmektedir. Birbirlerinin uygulamalarini karsilikli olarak bilgilendirmek, bu ortak
yolculugun uzun vadeli bir kazanimi olarak algilanmakta ve katilimcilar tarafindan en yararli unsur
olarak bildirilmektedir (Blomgren, 2019; Holdhus & Espelang, 2013; NGCAE, 2018).
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Ogretmen—sanat¢1 ortakliklar, katilimeilar tarafindan genel olarak keyifli, kesintisiz
(sorunsuz) ve etkili olarak nitelendirilmis; bu durum ayni zamanda siirece dahil olan 6grenciler
tizerinde de olumlu bir izlenim birakmistir (Giannouli vd., 2023). Genel olarak olumlu ve gii¢lendirici
bu deneyim, Jeffery ve Ledgard’in daha onceki TAP programlarina iliskin benzer bulgulariyla
uyumludur; onlar hem sanatcilarin hem de 6gretmenlerin:

[...] kisisel ve mesleki gelisime yonelik ortak yaklasimdan yararlandiklarini; programin
derinlikli bir 6grenme deneyimi sundugunu; 6gretimin ilham verici oldugunu; programin katilimeilarin
hayal giiciinii yeniden canlandirarak yaraticiliklarina erigsmelerini sagladigini; programin belirli
becerilerin gelistirilmesine yardimci oldugunu bildirmislerdir (Jeffery & Ledgard, 2009, s. 48).

Kisithhklar

Aragtirma bulgulari, sanatin ve is birliklerinin egitim igindeki olasiliklarina dair genel
tartismalarla karsilastirilabilir ya da bu tartigmalarda dikkate alinabilir. Ancak, dogasi, odak noktasi
ve kapsami geregi bu calisma, herhangi bir istatistiksel ya da daha genis bir genelleme iddiasi
tasimamaktadir. Aragtirma, biiyiik 6l¢lide katilimcilarin 6znel ve karsilikli beyanlarina dayanmustir.
Bulgular, benzer egitimsel baglamlarda caligsan, belirli is profillerine sahip kiigiik bir arastirma
grubuna dayanmaktadir. Ancak, aragtirmadan elde edilen veriler ile programin diger ii¢ iilkesinde
(Sirbistan, Hollanda, Irlanda) yiiriitiilen galismalarin verileri arasinda ortakliklar goriilmesi dikkat
¢ekicidir (Giannouli & Choleva, 2023; Giannouli et al., 2023; Koruga et al., 2023; McGrath et al.,
2023). Bununla birlikte, her bir iilkenin farkli egitim baglamlarina sahip olmasi, bu ¢aligmanin
ve elde edilen sonuglarin tek bir arastirma birimi olarak ele alinmasi konusunda temkinli olmay1
gerektirmektedir. Bu dort iilkede yiirlitiilen ¢aligmalar, ortak egitim ve veri toplama araglarina
dayansa da baglam farkliliklar1 sonuglarin birlestirilmesine engel olusturmaktadir.

Sonug¢

Sanatin hem icerik hem de egitimsel siire¢ olarak orgilin egitimin ayrilmaz bir parcas1 haline
getirilmesi, bu siirecte yer alan herkes i¢in ¢ogunlukla faydali oldugu kanitlanmistir (Choleva et
al., 2025a, 2025b; Holochwost et al., 2021; Giotaki ve Lenakakis, 2016). Bu ¢alismada odaklanilan
temel konu, sinif ortaminda dgretmenler ile sanatgilar arasinda kurulan esit ortakliklar araciligiyla
kisisel ve mesleki gelisimin sagladigi ikincil faydalardir. Sanat projelerini uygulayan alt1 ortaklik,
sahip olduklar1 kimi beceri ve niteliklerin yiizeye ¢iktigini, uygulama bi¢imlerinin ve bunlara dair
bakis agilarinin yenilendigini fark etmistir. Gelisen unsurlarin ¢ogu, farkli disiplinden gelen baska bir
partnerle kurulan esit is birligi slireciyle dogrudan iliskili olarak ortaya ¢ikmistir.

Kolaylastirma stirecine yonelik farkli bakis agilari, ¢esitli uzmanlik alanlar1 ve en dnemlisi,
yeni yollara agik olma ve ortak anlayis, siirece katilan herkesi iletisim, is birligi ve yansitici gozlem
acisindan giivenli bir alan yaratmaya sevk etmistir. Bu giivenli alan, ayn1 zamanda bireyin kendisini
bir bagkasiin aynasinda gorerek elestirel bir sekilde yeniden degerlendirebildigi bir gelisim zemini
sunmustur. Yunanistan’daki bu ilk OSO uygulamasi, uluslararass OSO bulgulariyla &rtiiserek
ogretmenler ile sanatcilarin farkl fakat es diizeyde gelisimlerine dikkat ¢ekmistir. Ayrica, aragtirma
bulgulari, stire¢ boyunca kisisel ve mesleki gelisim unsurlarinin i¢ ige gegtigini gostermistir.

Kendi kisisel ve mesleki niteliklerini gelistirmeye istekli olan 6gretmenler ve sanatcilar, sanati
bir 6gretim ve kolaylastirma yontemi olarak benimsediklerinde yeni beceriler gelistirme olanagina
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kavusmaktadirlar. Bu bulgular, Yunanistan’daki OSO uygulamasina odaklanan bu kiiciik 6lcekli
arastirmadan elde edilmistir. Sanat egitimi Yunanistan’da halen merkezi bir konumda yer almamakla
birlikte, aragtirma bulgulari hem bireysel hem de kurumsal diizeyde, gerek Yunanistan’da gerekse
uluslararasi alanda benzer girisimlerin hayata gecirilmesi agisindan oldukga cesaret verici niteliktedir.
Katilime1 6gretmenlerden birinin ifadeleri, bu deneyimi carpici bir sekilde 6zetlemektedir:

“Swyrilarak ve igine alarak, doniistiirerek ve mayalayarak, burada bir yerlerde
yollar segiyor ve eliyorum; degerleri yeniden bicimlendiriyor ve araglarim
genisletiyorum. Cocuklarla daha dinamik, ortak bicimde sekillenen bir birlikte
varolus vizyonuna katki sunuyor, ctkmazlari fark ediyor ve ¢cok katmanl iliskimizdeki
olanaklart ve alternatifleri seziyorum. Her arzuyu, fikri ve hayali zamana ve
mekdna yayabilecegime, her ¢ocugun frekansini, zamanin giiriiltiilii parazitlerinden
koruyabilecegime inanmak istiyorum. Neyse ki, biitiin bunlart sorgulayabilecegim
bir kiirenin iginde hissediyorum kendimi. Aksi hdlde burada ne isimiz var, eger bir
ders gibi goriinmeyen dersler veremeyeceksek?” (T2, RD)
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Introduction

Today’s schools are challenged with a constant contradiction: educators are dictated to follow
strict rules on measurable educational outcomes but at the same time need to maintain more creative
thinking and flexibility to overcome new arising educational challenges. As defined by Freire (1970),
education is all about enabling students not only to know the theme they work on, but also to re-
create their knowledge. This calls for a more informed profile for current educators, adaptable to
change and constantly developing new competences in a process not of being, but rather of becoming
(Freire et al., 2014).

Towards this existential level of education, involving arts in education is already proven
essential. Arts are about risk taking, rebellion, reflective turning, confrontation of senses, imagination
of possibility and the fostering of human freedom (Greene, 1989), offering what Biesta (2013)
defines as a ‘beautiful risk of education’. Arts may come in different shapes and forms within formal
education systems: as taught subjects in their own right, as teaching methodologies, as well as artistic
interventions within the pedagogical procedure, in order to tackle social issues and seek social
transformation. In any scenario, arts inclusion within an educational context can prove beneficial
to students’ holistic development, more specifically referring to their communication, collaboration,
creative and critical thinking skills, through the intercultural dialogue they allow for (Eriksson et al.,
2014; Giotaki & Lenakakis, 2016; Greene, 1989; Holochwost et al., 202; Kondoyanni et al., 2013).
International field research has also shown the benefits in very similar educators’ benefits, when
getting involved in such creative procedures (Choleva et al., 2021; Galton, 2009; Hall & Thomson,
2021; Holdhus & Espeland, 2013; Vella, 2024).

The valuable outcomes that can come out of actively involving the arts in the educational
process, either by teaching arts, or teaching through the arts, are actually recognised, agreed upon,
advocated for and claimed on a global level (Council of Europe, 2018; United Nations, 2011; United
Nations Educational, Scientific and Cultural Organization [UNESCO], 2010, 2015; World Alliance
in Arts Education [WAAE], 2015, 2023). Part of these manifests and guidelines include the effective
collaboration between artists and teachers in the teaching and learning process, as beneficial for
students and educators. At the same time, an ongoing grassroot request for mentoring, personal
and professional development, especially through supportive peer networks is documented in the
international educational community (Stoll et al., 2006; Warkentien et al., 2022). This paper presents
a pilot program of personal and professional development for artists and teachers in Greece, who
formed teacher-artist partnerships (TAP) and worked together as equal partners, in order to create
merged environments of arts and education for students of pre-school and primary education levels.
The qualitative research was conducted under the interpretative paradigm and specifically focused on
the potential collaboration (within arts) which allows teachers and artists involved for growth, both
on a personal and professional level.

Arts (in) Education and Collaborations in Greece

Greece could be added to the long list of countries with underfunded arts in education, where
arts subjects are considered as low-status. The course of arts’ presence in Greek education has been
somewhat controversial and certainly non-linear. As a result of long-term systemic disinterest about
their multifaceted educational benefits, arts are taught in a scattered, intermittent way throughout the
school years. They are introduced as form and teaching methodology of the kindergarten teachers,

146



Reflecting Mirrors: Teachers and Artists in Partnership for Personal and Professional Development in Greece

during the obligatory 2-year preschool education. During the six-year primary education (grades 1-6,
for 6-12-year-old students) some art subjects are taught by specialised arts educators (art and music
in grades 1-6, drama in grades 1-4) (Giannouli, 2016). Less arts subjects are also partially taught in
the secondary level by arts educators (art and music in high school years 1-3). In upper secondary
years (lyceum, grades 1-3) arts were recently discarded altogether from the curriculum. This was
a devastating but also inexplicable development, as art subjects are part of the national exams for
graduate students to enter university studies.

Focusing on the earlier stages of education, arts and experiential learning activities are
included in teachers’ work. However, kindergarten teachers in public schools often face multiple
working challenges: usually working alone in the classroom, with no assistant teaching staff, being
responsible for both teaching as well as the well-being of about 25 preschoolers of 4-5 years of age.
Additionally, in cases of one-classroom schools, the teachers hold simultaneous administrational
duties, being responsible for office work (writing and answering emails, telephone communication
with parents and local education authorities, building maintenance issues, etc), at the same time as
teaching their class. These demanding circumstances may affect the quality of their work, especially
the creative- and arts-centred part of it, which would require a more relaxed and willing state of
mind; at the same time, this kind of work, in its solitude, does not allow for the useful feedback that
a teaching or arts partner in the classroom could provide.

The prevailing culture in primary education is that general class teachers work alone on
a number of subjects. They usually struggle to cover all the material within their time restrictions
and it is common that they are responsible for organising a school event once a year (related to
Christmas, Greek national days, a summer event, etc), These events may include artistic elements
(short theatre performances, poems reading, traditional dances, etc), which they need to coordinate;
however, more often than not they tend to fall into teacher-centred approaches, due to their lack of
arts education or skills. At the same time, the arts subjects in Greek primary schools exist under a
rather controversial situation. Although specialised music teachers, art teachers and drama teachers
are responsible for the teaching of the respective subjects, in most cases they are appointed in more
than one schools within the school week. As a result, they may teach in different schools each day,
or even divide their morning between schools. To make things worse, many general teachers and
certainly a large percentage of arts educators work with year contracts, which results in them shifting
school environments every September. Establishing their presence within a school, getting to know
new students (for arts educators this may mean 24 different groups within a week), feeling safe
enough to undertake creative educational risks or even meeting all their colleagues in person, are
certainly not a given. These conditions restrict possibilities of collaborations for school events, arts-
related projects or more in-depth inter-disciplinary approaches, to a minimum. These restrictions
become more evident during high school and lyceum years, when most educators teach their subject
and work in a number of schools.

Itis nonetheless a common case that schools love the arts, and seek ways to organise art-related
projects, ensuring the support of external collaborators. Arts-related initiatives and collaborations
derive usually from within the schools or an open invitation of an artistic institution; however, they
are usually related to individual or school initiatives and mainly on a voluntary basis, or as part of
specific educational projects (Giannouli et al., 2023).
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Teacher-Artist Partnership as Professional Development Methodology

Collaboration between schools and art bodies may be realised in a variety of forms. It is
rather common for schools to invite artists for short-term projects, interventions or residencies, which
are usually completed with an artistic production of students. In other cases, closer collaborations
between teachers and artists have evolved through the years, especially in countries where education
is provided by teachers with no speciality in the arts. Such an example is France, with the ‘partenariat’®
model of collaboration between teachers and artists, undertaking joint arts-related subjects (Winston,
1988).

Primarily over the last decade, Ireland, along with English-speaking countries such as Canada
and Australia, has developed Teacher-Artist Partnerships (TAP) to address the previously diminished
role of the arts in the curriculum. TAP is defined as the equal, bidirectional collaboration between
teachers and artists in an educational environment, where the educator and the artist design together
and facilitate arts-based programs with students. One of the main, distinct elements of TAP is the
time and space reserved for exclusive, joint training of the TAP pairs in artistic projects, as well as the
open communication channel they maintain throughout their collaboration (Jeffery & Ledgard, 2009;
Kenny, & Morrissey, 2016). The element of secured time allows for a rather distinct circumstance to
be realised, totally different than everyday practice within the hectic school schedule: space for the
concentration of the involved teachers and artists to focus on building their relationship, acquiring a
common language, in maintaining honesty and openness and for making and tackling any possible
mistakes. In this partnership scheme, teachers and artists participate with equality, but also equity,
each one offering and receiving different skills, but input on the same level.

Irish research has shown repeatedly that teachers may enter the partnerships with lower self-
confidence concerning their knowledge or experience in arts, and leave the space to the artists, as
experts. However, as both collaborators initiate their joint designs and projects with an openness to
learn but also to teach, they complete their endeavours with new knowledge that flows both ways:
teachers’ artistic skills are enhanced and certainly more visible/identified (Kenny, & Morrissey, 2016;
McGrath, 2023; Morissey & Kenny, 2021). Other research pinpoints the professional development
of the artists involved in TAP practices (Christophersen, & Kenny, 2018; Kenny, 2010, 2020; Kind
et al., 2007).

Research pinpoints that TAP models provide suitable time and resources to create a ‘third’
space, where the two collaborators enter in their own capacity, with a willingness to both teach and
learn, and openness to new creations (Kenny, 2010, 2020; Morissey & Kenny, 2021). In this separate,
safe space, the collaborators feel safe enough to trust their partners, and so to re-examine, retrospect
and finally re-invent their own identity as professionals, as well as persons, or even invent a new,
‘disturbed’ identity with new artistic and educational qualities (Christophersen & Kenny, 2018;
Kenny & Morissey, 2021; Kind et al., 2007; McGarth, 2023; Green, 1989; Morissey & Kenny, 2021).

Funded by both ministries of education and culture, TAP programs have spread on a national
level, and research has shown among others, the benefits of such endeavours to the professional
development of teachers and artists involved (Fahy & Kenny, 2021; Kenny & Morissey, 2021;
Morissey & Kenny, 2021). It is also emphasised that, in order for arts (in) education to be able
to deliver its full potential, the T-A partnerships should work “both ways”, exceed the duration of
short-term projects, be integrated into the curriculum and be grounded in comprehensive, sustainable
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arts educational policies (Jeffery & Ledgard, 2009; Kenny, & Morrissey, 2021; Kind et al., 2007;
Morissey & Kenny, 2021).

Evidence of TAP programs have been documented in other countries as well, such as UK
(Galton, 2009; Hall & Thomson, 2021), Norway (Christophersen, 2013; Holdus & Espeland, 2013),
Denmark (Blomgren, 2019), Serbia (Koruga et al., 2023), USA (Kenny, 2010; National Guild for
Community Arts Education, 2018), Canada (Hanley, 2003) and Australia (Stevens-Ballenger et al.,
2012). Whether on a national level or a more restricted initiative capacity, research pinpoints the
benefits TAP allows for all involved: artists, teachers, and students.

The I-TAP-PD Programme and its Implementation in Greek schools

More recently, Ireland coordinated an international collaboration in order to implement TAP
methodologies between four European countries. Under the umbrella of the European Commission,
within the framework of the Erasmus+ project ‘International Teacher-Artist Partnership - Professional
Development (I-TAP-PD) artists and teachers from Ireland, Serbia, the Netherlands and Greece
participated in partnerships and implemented arts-related projects in schools (Giannouli et al., 2023).
The program’s objectives were relevant to the involvement of arts in different curricula in Europe,
as well as the experimentation of interdisciplinary collaborations between teachers and artists within
school classes. The main focus of the program was the professional development of participants, as
well as the establishment of inclusive teaching for students.

The program followed the usual TAP axons/phases, as shaped in previous knowhow in
Ireland (Kenny & Morrissey, 2016):

1. Designing of five international trainings for the four countries’ teachers and artists
(July 2021-February 2022): For five days, the TA pairs joined in arts-related activities and projects,
received input from experts, inquired about arts curricula in European countries, established their
collaborative relationships and started designing their projects. The first training was organised
virtually due to COVID-19 restrictions, which made travelling impractical for participants. The
remaining four trainings were implemented one in each partnering country. Research data collection
was initiated.

2. Implementation of TAP arts projects in schools (February - June, 2022): The projects
were 20-hour interventions, with 4 hours dedicated to planning and 16-hours of workshops in class.
Research collection of data continued in four countries.

3. Reflection discussions and interviews with participant teachers and artists: Research
data collection completed - data analysis (June-December 2022).

4. Dissemination of good practices and research findings with publications, international
conferences, websites, peer trainings in four countries (January-August 2023).

In I-TAP-PD, artists with teaching experience collaborated with classroom teachers on equal
terms in designing, preparing, and facilitating lessons. The program allocated specific time and space

1 International Teacher- Artist Partnership - Professional Development [[-TAP-PD] is an Erasmus+ KA?2 Strategic Partnership for School
Education initiative, coordinated by the Education Centre Tralee (Ireland) and collaborating partners the Center for Drama in Education
and Art CEDEUM (Serbia), the Hellenic Theatre/Drama & Education Network TENet-Gr (Greece) and Stichting Kopa (the Netherlan-
ds). For more information see https://i-tap-pd.net/ and International Teacher Artist Partnership - Professional Development Starter Guide
(2023), https://shorturl.ac/itapmanual
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for these partnerships to develop. In Greece, the Hellenic Theatre/Drama & Education Network
selected participants, who after joint training, implemented their plans in spring 2022 across six
Greek cities. Instead of the usual artist-led student sessions with minimal teacher involvement, this
model promoted joint training, equal contribution in lesson planning, and collaborative facilitation.
This was the first implementation of the TAP model in Greek schools, presenting new challenges in
planning, facilitation, and collaboration (Choleva et al., 2025a, 2025b; Giannouli et al., 2023; Kenny
& Morrissey, 2021).

Following the focus and findings of previous TAP research, the ITAP-PD set the framework
in order to inquire and monitor the potential benefits these partnerships might bring about to the
involved teachers and artists in different countries. In this framework, the Greek research focused on
the participants’ potential benefits these partnerships might have brought about, on both a personal
and professional level; it also focused on students’ reception of alternative, arts-based, collaborative
and inclusive procedures. The researchers and authors of this study monitored the six TAP pairs
on potential personal and professional growth and development, as reported by participants about
themselves or their partners. The main research questions were:

1. How were the teacher-artist partnerships manifested between the Greek participants?

2. How - and in which ways - could TAP practice contribute to the involved teachers’ and
artists’ personal and professional development?.

This article focuses on the artists and teachers involved in TAP procedures, and seeks the
positive outcomes (if any) of the creative collaboration between them, within the Greek educational
system. More specifically, it presents the research findings concerning the participants’ elements of
any personal and professional development, as a result of these partnerships.

Methodology
Research Method

The conditions of the research (small number of participants, the nature of a mid-term
collaboration, the relationships built between participants and researchers) defined the research
design, which relies on the qualitative paradigm. The research team was able to monitor six case
studies, in essence, involving mixed methods for the data collection, ensuring credibility. It should
also be mentioned that the teachers and artists participated on both individual and collective capacity
during the research; these separated procedures allowed for opportunities for them to feel safe to
express themselves more freely, and also interact in reflective dialogues.

Research Framework

The six TAP pairs participated in at least one of the 5 different joint 5-day trainings that were
implemented in the four participating countries (Belgrade, Athens, Utrecht, Dublin and one virtual),
between July 2021 and March 2022. Throughout their training sessions, the TAP pairs undertook
various artistic, pedagogical and planning activities, which offered opportunities to create a safe
space for artistic expression and maintain a culture of mutual interchange of expertise. They also
received inputs from mentors, participated in peer discussions and reflection groups, exchanged
views and information on different national curricula and navigated through activities. During these
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sessions some of the pairs started brainstorming or even planning their projects. They also had the
opportunity to peer review their drafts and receive feedback from the mentors and the plenary.

Different arts were undertaken in the six projects: drama, movement, music, art, visual
arts and new media (augmented reality technology), which were combined with social issues or
curriculum subjects (Giannouli et al., 2023). All pairs integrated more than one artistic discipline
in their work. The 20-hour projects consisted of 4 hours of planning and 16 hours of in-class joint
facilitations. The six projects took place between March and June 2022. Four of them were organised
in different areas of Attica (central district of Athens, northern district of Athens, west district of
Athens and West Attica), one in Peloponnese and one in Central Macedonia. Two of them were
implemented in preschool and four in primary school education, in different grades, outreaching 106
students in total, between 4 and 12 years of age.

Collection of Data

Data was collected during three phases of the research: a) before b) during and c) after the
TAP projects were completed. Different data collection instruments were created and developed for
each phase, in order to ensure validity of the research data (Cohen et al., 2007):

1. Individual questionnaires were answered after teachers and artists completed their initial
TAP training, and before they started their joint project. The questionnaire consisted of demographic
and open questions. The demographics focused on any teaching, facilitating, artistic and TAP
experience; the open-ended questions sought to document elements of personal and professional
development anticipated regarding participants’ prospective collaborations.

2. Participants were requested to keep reflective journals throughout their projects. Those
consisted of five reflective questions/axons around personal or collaborators’ facilitation elements to
be sustained and challenge management actions. Teachers and artists were able to fill them in at will
with no words or other limitations.

3. After the completion of projects two separate group interviews were conducted one for
teachers and one for artists. The open and semi-open questions focused on the reflection on the
overall experience of the program: collaboration issues, personal and professional development
elements (if any), challenges faced, and students’ responses. The interviews took place in July 2022
via video conference and lasted around one hour each.

Data Analysis and Research Ethics

Due to its empirical nature, as well as the number of its participants, this research followed
qualitative research principles. Thematic Analysis was chosen and employed for the systematisation
and coding of the collected data, due to the flexibility it offers as a method: it leads to meaning and
meaning-making, allowing researchers to interpret ‘truths’ within the participants’ contexts (Mason,
2003). The qualitative assessment of the findings followed the interpretive paradigm. An open inquiry
was conducted in order to identify thematic emergences and possibilities for thought (Guest et al,
2012). The thematic analysis below followed all six foreseen phases of the process: familiarisation
with data; emergence of initial codes; emergence of themes; reviewing of themes; definition of main
themes; report creation (Braun & Clarke, 2006). However, It should be mentioned that the codes and
categories that emerged are presented individually from one another for reporting reasons, but are in
no way in linear order, or absolute from one another; on the contrary, an overlap of elements, as well
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as rhizomorphs in the development of the central themes were observed, as their contents were in
constant dialogue and interchange.

Teachers and artists participated in the research voluntarily, after receiving full information
about the research (scope, aims, framework, instruments) and about their option to drop out at any
point. All teachers and artists participated in full throughout the research. The research group members
had previous acquaintances or collaborations with 6 of the participants; moreover, the research group
participated as members and mentors in parts of the international trainings and held an open channel
of bidirectional communication with artists and teachers throughout the research. This condition
facilitated the creation and maintenance of a secure environment, fostering the development of
trust, which in turn enabled research participants to engage in profound and genuine reflections with
openness and honesty.

Any individual details and personal data that could expose or identify specific persons were
eliminated during data analysis and publication. Participants are referred to in this study by capacity
(A=artist, T=teacher) and serial number; the source of data is referred to by initials (IQ=individual
questionnaire, RF=reflective journal, TGI=Teachers Group Interview, AGI=Artists Group Interview).

Research Participants

Between the research participants were two kindergarten teachers and four primary education
general teachers, with a range between 4 and 30 years of teaching experience. Three of them had
master degrees in drama pedagogy, but two of them had not really involved drama elements in their
teaching. Another teacher was also a certified dramatic play facilitator and; the fifth teacher had
participated in numerous short-term arts-based in-service trainings and involved arts elements in
their teaching. The remaining teacher had no previous experience in involving the arts within their
teaching. All teachers reported having little previous experience in loose collaborations with artists,
and certainly none whatsoever meeting the standards of TAP methodology.

The working circumstances of the teachers during TAP projects was a notable parameter.
Two of the teachers had additional administrational duties (one as primary school principal and one
as head of kindergarten) along with their teaching. Another teacher was a founder of and also worked
in a private kindergarten initiative. The newer teacher of the subgroup was appointed in a new school
setting during the school year of the project. Four out of the six teachers worked in the same school
environment for years.

The six artists’ artistic experience varied between 7 and 30 years. All six of them had some
experience in teaching groups of different ages and educational settings. One of them had experience
in teaching drama in both non formal and formal primary education; four of them had varying
experience in facilitating groups in their art form, in non-formal educational settings. Another artist
had teaching experience in adult education. None of the artists had ever taught pre-school groups.
Some of them had previously participated in some sort of arts projects or residencies in schools as
external collaborators, but like the participating teachers, none of them had any previous experience
on TAP methodology.

The duality of qualifications was a criterion for selection of the research participants, due to
the pilot nature of the program. On two occasions, the participants were aware of their partners’ work
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or focus, previous to their collaboration. On another occasion, the partners had previous collaboration
on totally different circumstances and framework.

Findings

The six partnering pairs in the research embarked on a new journey, eager to create for
themselves a new professional experience. Throughout this process, the teachers and artists seemed
to hold up a mirror to each other: each side reflected the other with precise detail, yet not perfect
resemblance, as nothing is exactly the same. This mirror symbolism was evident throughout the
examination of the findings.

Setting the Mirror

After completing their initial training, all participants expressed their need for a collaborative
framework, which would allow for expression, experimentation and reflection. In their individual
questionnaires they described their requirement for the freedom to express themselves, share, process
and try new ideas with their partners. They also enunciated their anticipation and need to feel safe
enough with their partner, as their joint effort would require exposing themselves in front of another
professional. The foundation of safety was repeatedly associated with the element of sufficient time
to be invested, in order for the two partners to become acquainted, maintain an open channel of
communication and most importantly, trust one another in and outside of the classroom.

It seemed that most participants expressed their need for not only time, but also a secure
space, where they would feel comfortable to articulate and deal with even difficult issues with their
partner, and approach challenges from different perspectives. The teachers and artists described their
expectation for maintaining a positive spirit between the two partners, and an openness to learn
something new from one another, be it a new skill or an alternative approach to a situation. They
referred to the anticipated skill of being able to shift from initial standpoints or habits, in order to
achieve that: ‘[I anticipate for both of us] to step out of our comfort zones and avoid falling back to
unsuccessful patterns of teaching and facilitation’ (A6, 1Q). This skill of flexibility was reported as a
premise/precondition for the partnership, in order for disagreements to be fruitful and for synthesis
of different ideas to be possible.

During the projects, four out of six TA pairs specifically mentioned frequent communications
between the teacher and artist, before and during implementation, far exceeding the scheduled 4
hours of common planning. The participants felt a great need to maintain constant contact with
their partner, even when feeling challenged by the process, in order to establish common ground for
their joint work. One teacher described the procedure of overcoming initial difficulties in trusting
the procedure and their partner: ‘I was disappointed and thought we wouldn’t work out, which was
resolved with a good sense of humour and honest communication from both sides [...] [I realised]
how important it is that every problem is discussed and not swept under the carpet’ (T4, RD).
This statement actually corroborated their partner’s view on the matter: ‘Through our exchange
of experience and communication from the previous days of assessment and collaboration, greater
connection, trust, serenity and a smooth flow and exchange of energy was achieved’ (A4, RD).

The element of trust repeatedly emerged as another premise for effective communication,
which was in some cases already established during the joint preparatory training. In their reflective
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journals, participants observed that giving one another the space to express and contribute from
different angles and expertise allowed for personal growth and empowerment for both parties and
strengthened the collaborations further. Overall, sufficient time, safe space, effective communication
and trust seemed to be the necessary conditions for the reflecting mirror to be set between the two
partners.

Practising in Front of a Mirror

During the arts projects, the artists and teachers had unintentionally set a mirror between
them, thus exposing themselves to their partners, but also observing their reflection in order to shape
it differently, when needed. This constant exposure and observation transformed into a rather creative,
satistfying and effective process of reshaping practices: ‘a continuous, pleasant and creative flow of
exchanging ideas, views and actions’ (T6, RD). In terms of communication between the partners, as
well as between the students and the teacher-artist pairs, participants frequently mentioned gaining
new perspectives on their work that they hadn’t realised before. The emotional connection surfaced
as equally important as the flow of ideas and information within the group. One artist explained:

As a visual artist and with the specific work I do, all my emotional expression is
channelled within my own work itself. It was therefore quite special and interesting
for me to combine two different and parallel procedures; I could express myself
emotionally not only through my work, but also directly to the students, to my partner
teacher and to the group as a whole. (45, RD)

There were also reports on how sharing the educational process with a collaborating partner
enabled participants to observe and emotionally connect in new ways with the students. For a teacher,
observing and allowing their artist partner the space needed in order to reach the students (pre-
schoolers) and get messages across the group, lead to higher communication levels between partners
but also between the adults and the students:

1 had the chance to become a listener when the artist read a story. My position in the
circle, with the children and listening to the story led me to an emotional connection
to the children, which I couldnt have acquired, had I kept a different post on this
activity [...] Our planned activity was quite open and free, based on trust, but also
clearly designed in detail. This week I spoke the least I've had so far, and managed
to connect with a child-like sense, filled with light, colour, energy, seriousness and
lightness, all at once. The calmness and trust I felt for my co-facilitator allowed me
to connect to these qualities in myself, as well as in relation with the students. [...]
[ realised] how much the presence of another person allows to open the space for
direct communication and expression of feelings. (T1, RD)

As aresult of honest communication and openness to one another, teachers and artists mainly
referred to have maintained flexibility in both their planning and facilitation. Facing the multiple
challenges, joint decisions were made when something was not working as initially planned. Two
artists specifically mentioned reaching the highest degree of problem solving-capacity with their
partners, due to everyone’s collaborative skills. It was also commonly mentioned that teachers and
artists found themselves reaching solutions without disrupting the planned implementation, when
something in the content needed to be changed or when time was not enough. This flexibility also
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manifested itself as an acquittal parameter for the teacher who found themselves altering their initial
planning:

1 was wondering ‘Is it now the tiredness speaking, because it’s the end of the year?
Is this really something excessive in the classroom? Am I really spending the week
like this?’ and somehow [artist’ name] removed the sense of guilt from me in this
case. (T3, RD)

Collaborative problem solving was mentioned as a refreshing element, delivered with
flexibility and creativity, empowerment and mutual support, in comparison the solitary usual
procedure followed by teachers and artists/facilitators when working alone. This finding of flexibility
was directly in alignment to the initial anticipations reported.

Another main element which arose from the reflecting process was the skill of effective and
equal cooperation between the teachers and the artists. Multiple participants stressed that it should
not be considered as a given circumstance, but rather it should start with an openness to collaboration
as a trait, and then be worked on as a skill. When successful, the teacher-artist partnership was noted
as a model of practice which was imparted to the student groups, as a new skill to be cultivated,
as a teacher observes about midway of the project: ‘In retrospect I apprehend a greater team spirit
in the children and this makes me feel calmer and more confident’ (T4, RD). As participants
repeatedly noted, this effort for collaborative skills cultivation should be made individually, within
the partnership, as well as within the whole school, in order to develop an overall cooperative culture:

Having in mind the safety which is caused by having collaborated with others [...]
The conclusion is that in the end it is not as easy as it seems. We have a comfort in
doing things and then we consider them so easy and so comfortable; [...] and this
is connected to what I was saying before that we build skills [...] and then we go to
communicate them with the school [...] after all, you have to build your cooperation
beforehand, work to build it, even where you think you have the common codes (T6,
TGI). As such, this effort should be initiated before even such a program begins.

The mirror between the artists and the teachers was maintained by their explicit openness
to teach and be taught new skills. The participants reported that during their collaborations creative
skills were explored, cultivated or even resurfaced. One artist noticed that this was a first experience
in working with such a freedom in content and collaborating elements, which led them to more
creative levels of thinking. Another artist also mentioned the development of their own creativity as a
professional, during the TAP process. A teacher with some drama training, explained that their creative
thinking skills were stimulated and renewed within a culture of collectivism and familiarisation with
a creative procedure. Another teacher expressed how impressed they were by their artist partner’s
creative ability to ‘create conditions of awareness [in the group] through joy and play’ (T6, RD). The
participants repeatedly reported their efforts to re-examine their role as educators, possible ways to
expand their toolkit, as well as its outcomes.

During their reflective interview, the artists of the research reported the benefits of working
collaboratively and observing the teachers’ experience when it came down to the work with the
students in a classroom. They were overall apprenticed in better linking creativity to an educational
context, as an artist noted: ‘When deemed necessary, [teacher’s name] changed the order of activities,
which showed me a readiness as to what will be most beneficial at any given moment’ (A3, RD).
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Another artist reported that they were introduced to the world of children of the current generation
in school, and another that they now understand the flexibility, simplicity and the many stimuli that
this particular age group needs.

On the other side of the mirror, the artist’ creativity and flexible approach to the arts projects,
seemed to have encouraged the teachers to experiment with new skills and even take creative
educational risks. One teacher acknowledged their partnership with an artist to have empowered
them to now work on their own on some new themes and axons. Furthermore, the safety levels
established between partners seemed to have enabled four out of the six teachers to cultivate their
facilitation skills. A teacher described how, despite their initial reluctance to participate, let alone
lead an artistic activity for their students, they found themselves taking over the artistic facilitation of
the student group, when they felt the time was right. During the reflective interview, some teachers
specifically referred to their openness to adopt creative tools and activities suggested by their artist
partners, in future use.

Self-reflecting in Front of the Mirror

The symbol of reflecting mirrors emerged repeatedly during the projects and, in retrospect,
set the perspective for this overall data analysis. Apart from exposing and observing one another’s
practice as a double, teachers’ and artists’ mirroring position seemed to have created opportunities
for self-reflection on both a personal and professional level. As described through this lens on more
than one occasions, the teacher-artist partnerships seemed to have allowed for self-observation,
understanding and self-reflection regarding the facilitation and teaching of the student groups: ‘It was
like we were functioning as a mirror to each other, and [our traits] somehow seemed brighter and we
could observe them’ (A1, RD). This view was shared by the artist’s teacher partner: ‘The artist who
came to my school acted as a mirror for me, so that I could see [...] how I move in the classroom, how
I interact with the children and how I react to her own presence in the classroom space’ (T1, RD).

Multiple opportunities for critical self-observation were created during the teacher-artist
partnerships, on both personal and professional levels. One teacher described in detail their initial
difficulty and resistance to function within an art form proposed by their collaborating artist, with
which they were unfamiliar (although trained in another artform); the teacher admitted to their initial
hesitation due to personal traits, which they managed to overcome and realise opportunities this art
form had for their heterogeneous student group. Two artists elaborated on how they observed and
learnt by both their partner and the students, and on their personal path of growth when it comes to
setting limits to themselves, in order to allow for a productive and effective collaboration teaching.
Another one described how after a long period of isolation and absence of general communication
(due to Covid19), they got back in touch with their communication tools and realised that ‘some of
them were effective’ (A3, AGI). Direct reference to reprising their self-value was also made at an
carlier stage, by their collaborating teacher: ‘having no previous experience in incorporating art in
the educational process, the TAP program empowered me to develop my self-value’ (T3, RD).

Moving on from personal traits, some teachers with additional administrational duties
proceeded in self-observations on their professional capacity and function in combination with their
teaching role. A couple of teachers reported on how their combined administrational duties tended
to take them away from their essential work with their students and create stress levels. One of them
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reported that the TAP implementation changed their perspective and their skills in re-prioritising
their duties inside and outside of the classroom:

My constant need to bring about an [educational] outcome and my fear to control
children s reactions in relation to my initial aims, push me towards a teaching model
which is not group facilitation. [...] I came to realise that I need to allow space also
for the students of my class, just as I allowed my partner’ (T1, RD).

This realisation and gradual shift in their practice, was interestingly noticed by their partner
artist: ‘I observe my teacher partner becoming aware of their roles, their possibilities that derive
from artistic knowledge, as well as their gradual release from the administrative cares that initially
distracted them from the program implementation’ (A1, RD).

In other cases, self-observation was intertwined with critical class observation. A teacher
elaborated on how the time invested for setting a mirror for observation of the class, actually resulted
in speeding up the process of different skills cultivation within the group:

1t is important that there was time for observation, sometimes when we are long in
a way of working or have a set communication code that we use with children [...]
it is like living a little in a sphere of our own in this context. It was very helpful,
all through another person’s eyes, to compare other school contexts that I have
been in and to recognize that the specific children have built a very good code of
cooperation, communication, response. It was as if | was seeing a result that cannot
happen, say, in the first month when you get to know a group of children. It was very
empowering [for] [...] our pedagogical team; we came to a realisation of a lot of
preceding [educational achievements] and sensed that this came in very effective
support of them. This was a very nice feeling (T2, TGI).

Some participants also noted their newly acquired skill to allow for self-accreditation, as
opposed to an up-to-then constant inclination for self-criticism. In their individual questionnaires,
participants expressed mostly their aspirations and insecurities, concerning the prospective
collaborations. During the arts projects, they initially reported on their partners’ positive intervention
and presence within the class, in their reflective journals. Towards the end of the projects and during
reflection interviews, they gradually started crediting themselves for their input in the collaborative
effort. An artist recognised their own contribution to the common planning, to an alternative approach
to the student group through the arts, as well as to the students’ needs assessment. Another artist
observed that they managed to infuse their artistic capacity into their teaching activity.

Mirroring their partners’ value both by expressing it to them but also observing it on their own
was reported as directly linked to empowerment and elevating one’s self-value. A teacher mentioned
the sense of self-worth they have now gained and the positive feedback they received from their
partner, regarding their role in the class. Another one elaborated on recognising their idiosyncratic
need for control which was fed by their teaching role and on discarding it to a great extent, during the
project. They explained how they eliminated self-judgement and their effort to conduct themself in
a manner which demonstrates preparedness to credit their partner’s work. They also described how
empowered they felt after the TA partnership: ‘I feel empowered in my own role as an educator and
even more empowered and more confident about my personality and what I carry as a person, and
how useful this could be within a team’ (T4, TGI).

157



Choleva, N., Giannouli, B., & Potamousi, I. (2025). Reflecting mirrors: Teachers and artists in partnership for personal
and professional development in Greece. Yaratict Drama Dergisi, 20(1), 26-46.

The self-accreditation described above was directly linked to the importance of resilience,
defined as the awareness and overcoming of their own weaknesses. Unlike the rest of the reported
findings above, this element arose only when participants were asked on professional development
elements. A pairreferred to resilience as a significant factor in order to overcome the students’ resistance
in working long hours on new technologies. In their reflective journals during their project, the artist
attributed the pair’s resilience to their partner teacher’s ability of sensing their student dynamics; in
the meanwhile, the teacher attributed it to the artist’s composure and calmness. In other partnerships,
there were cases when one partner would demonstrate tiredness or inability to facilitate the group and
the other would take initiative to step in. For example, a teacher reported on how they managed to
understand and control their negative feelings, to realise the true magnitude of the situation, to realise
that they were functioning on high stress levels within a new collaborating framework and to learn
to conduct themself in comfort and relief. These incidents of effective treatment of a situation were
mentioned as examples of self-reflection and fast reflexes, as well as resilience steps.

Personal and Professional Levels Intertwining

During the three phases of research, participants were asked separately about personal and
professional levels of development. However, the data analysis brought to the surface a quite distinct
element, that in fact they did not necessarily distinguish between the two levels of development. This
has become a recurring finding in different forms and shapes. Firstly, most of the elements which
emerged in both categories were almost identical, namely creative thinking, critical thinking, decision
making, problem solving, effective communication, effective collaboration etc. Only exception was
the finding of resilience, which only emerged during professional development related questions.

Additionally, teachers and artists, more often than not, answered about their professional
development elements when asked about their personal ones, and vice versa, unveiling a difficulty
of separating the two levels in their mind. That became transparent during the data analysis, as
many of their answers seemed to be related with different questions than the ones posed. Moreover,
not differentiating between the two levels but rather answering for both at once, became even a
conscious choice for most. The research participants consciously and deliberately refused to
separate the two categories, on different occasions. Some of them could express their reluctance
in answering in such a manner, without being able to explain why: ‘You are asking me separately
about the personal and professional level - this is where I found it difficult to answer.” (TS5, RD); ‘I
think it is not easy to distinguish between the personal and professional [level]” (T2, TGI). Others
elaborated of intertwining qualities that personal and professional traits bring about: ‘This was [a
trait of] professional development, but on leaving school I felt also empowered on a personal level;
and I think this later resulted in my making specific choices, which made it very clear to me what
is my own desire as a person, who brings about all these different capacities.” (T1, RD). ‘I keep
this collaboration in mind as a process that helped me to see how I am, really [...] it was totally an
opportunity to observe myself personally but also within a [professional] context.” (A1, AGI).

Discussion

Our research followed six couples of teachers and artists in Greece, who implored to design
and facilitate collaborative art projects in schools, within the framework of the Teacher Artist
Partnership methodology. Six teachers of pre-school and primary education collaborated with six
artists of different disciplines and created arts projects including dance, drama and visual art (including
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augmented reality technology). The projects took place in six different regions of Greece and involved
106 students in total. The research questions concerned the specifics of the collaboration between
teachers and artists, as well as the potential opportunities provided for personal and professional
development. To explore and analyse the research findings, the symbol of reflective mirrors arose
by the participants on more than one occasions, setting the framework for the categorisation and
reporting of the data.

Overall, the research showed that the TAP approach to collaborative teaching arts in schools
allowed for, among other benefits, building an equal partnership between teachers and artists in
the classroom, on preschool and primary education levels, which led to participants’ empowerment
and cultivating of skills related to their personal and professional development. Both sides also
emphasised on the importance of working with another adult within a group, as it allowed great space
for student and group-dynamics observation, following alternative approaches to students, obstacles
and time limitations. They actually referred to their function as mirrors to one another, through which
they could reflect on their work, their roles and their developing skills.

More specifically, and particularly in relation to the first research question, all participants
demonstrated strong commitment to the principles of the working framework. Research findings
showed that the implementation of TAP methodology allowed for high levels of openness,
communication which flew both ways and collaboration between artists and teachers. The TAP
couples trained together in five-day trainings, where they were able to invest on building relationships
and negotiate arts with one another, in a specially dedicated time and space. Having established
fundamental principles such as good communication and collaboration levels, positive spirit,
openness, commitment, a sense of humour, comfort and clear and distinct agreed roles in advance
(mainly during the planning phase), were of great importance to the success of the experimentation.
As found in different TAP studies, this prerequisite enabled the establishment of a neutral space,
safety and time, where everyone could feel free to express themselves and explore new possibilities.
This ‘third space’ for personal and common growth, as already explored in research (Blomgren,
2019; [Giannouli et al., 2023], 2023b; Kenny & Morissey, 2021; McGrath, 2023), was manifested
in the current study as the stage when partners set a mirror between them, in order to share and
observe their respective practices, create new ones, but also to self-reflect. The participants would
see and reflect critically on themselves, namely: their up-to-then role and profile work within a
group of students, their developing new skills process, the level of impact they themselves had on
their partners. Simultaneously, they functioned as mirrors themselves, allowing their partners to
see themselves through their critical lens. The two collaborators in each partnership became rather
transparent both to themselves and their partner; more often than not, both participants were able to
trace individual strengths and weaknesses on both sides, empower one another and focus on their
joint creative journey. As a result, this mirroring did not create negative feelings of exposure, but
rather worked as an empowering function for both sides. During this phase, aspired elements of
trust, honesty, effective communication, and the will to shift perspectives were founded, which were
directly linked to the creation of a safe space and the investment of adequate time.

Building on such strong grounds, research participants elaborated on a number of complex,
intertwining and multi-layered positive outcomes of this joint journey. Basing their work in this
trust, the teachers and the artists of the research managed to engage in open dialogues, with critical
consciousness on the learning process, having a co-intentional experience, and being able to re-visit
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their identities as professionals and as collaborators; they learnt new skills connected to creativity,
arts, facilitation, group and time management (Blomgren, 2019; Kenny, 2010, 2020; Kenny &
Morrissey, 2016, 2021). High levels of decision-making and problem-solving skills, flexibility and
adaptability were also acquired by artists and teachers, which enabled them to work more efficiently
and effectively towards unforeseen obstacles, during the arts projects. It also led them to express
their confidence that, instead of sporadic initial fears, there are really no insurmountable challenges.

Trust in one another’s knowledge, skills and expertise was reported as the element which
allowed both artists and teachers to renegotiate their part in their collaboration, but also explore
more deeply their own capacities during the projects, and take educational risks. Experiments of
new endeavours were repeatedly reported, as artists successfully undertook facilitation sessions and
teachers led artistic tasks for the first time. During the arts projects, the mirror was well established
between the teachers and the artists, who, instead of feeling exposed, share their experiences, as
well as observe and learn from their reflecting partner. They reported that they could see themselves
through their partner’s eyes, which enabled them to effectively reconsider their practice, their
professional role, as well as their personal and professional identities. On different occasions the
participants exercised self-accreditation, a skill not developed greatly in the past. This process
enabled their initial standpoints to shift when necessary, resulting in new, blended and collaborative
approaches, but also to a positively ‘disturbed’ professional identity as educators and facilitators
(Kenny, & Morrissey, 2016, 2021; Kind et al., 2007). They collaborated in terms of equality, but also
equity: they maintained their identity and expertise, they fed each other with new qualities and skills,
and they explored and developed more nuanced, multilayered, professional identities.

Moreover, the skill of resilience was developed to a high extend, as participants described
instant capacity to keep composure, take initiatives in difficult moments, stepping in to compliment
or help their pairs when unforeseen incidents happened; it was also developed greatly in terms of
realisation of and most importantly, overcoming (individually and as pairs) personal insecurities or
traits that may limit an equal, free and enjoyable collaboration. This deep introspective procedure
enabled research participants to reach levels of self-value and critical consciousness of their role as
educators and group facilitators, as never before (Blomgren, 2019; Kenny & Morrissey, 2016). As
in other TAP programmes, the teacher-artist partnerships in Greece proved to be highly beneficial,
not only for teachers (Christophersen, 2013; Eriksson et al., 2014; Fahy & Kenny, 2021; Morrissey
& Kenny, 2021), but mutually for both partners involved (Greene, 1989, Jeffery & Ledgard, 2009;
Koruga et al., 2023; McGrath, 2023). To put it in Kenny and Morrissey’s words (2016, p.85): ‘it
is overwhelmingly evident that both teacher and artist skills, knowledge and understandings
can complement each other very successfully and most powerfully where meaningful, sustained
partnerships are invested in’.

Lastly, during all three phases of research, it was made clear that the research participants
were unable or consciously avoided to separate personal and professional development elements,
which is a rather recurring element in TAP research (Kenny & Morrissey, 2021; Koruga et al., 2023;
McGrath, 2023). As expressed, personal shifts need to be made in order for professional development
to be triggered; at the same time, informing one’s practice seemed to have offered a new perspective
on personal traits, such as critical thinking and setting priorities. Informing one another’s practice,
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seems to be perceived as a long-lasting outcome of this joint journey, an element reportedly as most
beneficial (Blomgren, 2019; Holdhus & Espelang, 2013; NGCAE, 2018).

The teacher-artist partnerships were generally characterised by participants as enjoyable,
seamless and effective, which also made a positive impression on the students involved (Giannouli
et al., 2023). This overall positive and empowering experience comes in accordance to previous TAP
program similar findings by Jeffery & Ledgard who reported that both artists and teachers:

[...] had benefited from the joint approach to personal and professional development; the
programme had been a profound learning experience; teaching had been inspirational; the programme
rekindled participants’ imagination allowing them to tap into their creativity; the programme helped
develop specific skills (Jeffery & Ledgard, 2009, 48).

Restrictions

The research findings can be compared or taken into account in the more general discourse
of the arts’ and collaborations’ possibilities within education. However, due to its nature, focus and
size, this study could not aim at any statistical or other generalisation. The research was also based
heavily on self- and inter-reporting of the participants. Its results are based on a small group of
research participants of specific working profiles, who worked under similar education-orientated
circumstances. However, it is worth noting that there were commonalities in the data arising from the
research conducted and in the data from the other three countries involved in the program (Giannouli
& Choleva, 2023; Giannouli et al., 2023; Koruga et al., 2023; McGrath et al., 2023). Nonetheless, the
data from schools in Serbia, the Netherlands, Greece and Ireland were based on shared training and
data collection tools. Furthermore, the differing educational contexts make us hesitant to consolidate
the study and results as a single research entity.

Conclusion

Including arts as an integral part of formal education (both as content and educational
procedure) is proved to be mostly beneficial for everyone involved (Choleva et al., 2025a, 2025b;
Holochwost et al., 2021; Giotaki & Lenakakis, 2016) In this study we focused mainly on the secondary
benefits offered through equal partnerships between teachers and artists within the class, in terms of
their personal and professional development. Implementing their arts projects the six pairs noticed
that skills and traits they already had, came to the surface and renewed their practice and view of it.
They also noted that most elements were developed as a direct outcome of an equal collaboration
with another partner from another discipline.

Different angles and perceptions on facilitation, different expertise but most of all, a
common understanding and openness to new paths, enabled all involved to create safe spaces for
communication, collaboration, and function as a mirror to one another which allowed for critical
self-reflection, as well as growth. This first TAP experience within the Greek context agrees with the
main TAP findings internationally focusing on the equal (although different) development of teachers
and artists. Moreover, the research findings also showed that personal and professional development
elements intertwined throughout the participants’ experience.

Teachers and artists who are willing to develop their personal and professional qualities, are
enabled to cultivate new skills when undertaking arts as a facilitating and teaching methodology.
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These findings came about by this small-scale research which focused on the TAP implementation in
Greece, where arts in education are rather side lined; its findings are very encouraging on both personal
and institutional levels for following similar attempts in Greece but also internationally, concerning
the positive outcomes based on arts and TAP schemes of work may have within educational contexts.
In the words of a participating teacher:

Shaking off and absorbing, transforming and fermenting, I am somewhere here
choosing and rejecting ways, reformulating values and expanding my tools,
contributing to the vision and the possibility of a more dynamic, co-forming
coexistence with children, recognizing dead-ends, and sensing our possibilities and
alternatives in our multifactorial relationship within it. [This is essential in order
for me to] feel that I can extend in time and space our every desire, idea and vision;
and [in order] to be able to guard every child's frequency from sound interferences
of our time. Fortunately, I feel like I'm moving in a sphere that allows me to wonder
about all of these. Otherwise, what are we doing here, if we don t teach a lesson that
doesn t look like a lesson? (T2, RD).

It is the authors’ hope to have contributed to the international arts education dialogue and
research with more evidence, as well as promote more, perhaps larger-scale research in the field.
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