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Abstract. The authors’ starting point in this paper is analysing the changes in the 
perception of teaching profession, as well as the need for professional engagement 
of art teachers in school work and pro-active role in the society, while emphasizing 
the issues of professionalisation of their work, identity and key competencies. The 
aim of the research was to determine what competencies of art teachers are needed 
for school work and professional and proactive role in the society and what the pos-
sibilities of their professional development are. The research sample included 220 
art teachers working in primary and secondary school. Results indicate that initial 
teacher education to large extent determines their teaching preferences, as well as 
that many respondents recognise art teachers’ competencies as essential for their 
work at school and social community. It is noted that a small number of art teachers 
participate in school projects, experimental programmes, teachers’ associations, and 
that they are largely involved only in the work of school teams. It can be concluded 
that their professional development needs to be focused towards the development of 
sensitivity for the identification and understanding of different professional and so-
cial patterns and roles, towards social interaction and involvement in various school 
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teams and teachers’ associations, through which they can provide themselves with a 
source of support and resources for their work.
Key words: initial teacher education, extracurricular activities preferences, profes-
sional development, professional engagement of teachers.

INTRODUCTION

In recent years we have witnessed increasingly complex demands placed 
upon teachers, deriving primarily from a change in the perception of their 
profession. A deeper analysis of scientific literature and official documents 
in the field of education indicates that most authors, who study the problem 
of competencies, agree with the view that competent teachers should possess 
knowledge, skills, attitudes and values necessary to work in the classroom and 
the school where they work, but also the competencies required to work with 
society and within society (Gonzales & Wagenaar, 2008; Korać, 2012; Pantić, 
2008; Stanković, 2010; Ševkušić i Stanković, 2012; Vizek Vidović i Domović, 
2013; Zgaga, 2006). In the context of their professional role in society, they are 
expected not only to adapt to circumstances, schools, social change, but also 
to actively work towards changing these circumstances (Buchberger, Cam-
pos, Kallos & Stephenson, 2000). The teacher is seen as a proactive agent 
of change (Radulović, 2011) who acts responsibly and creatively, reviewing 
and changing the practice of their own work, who is ready to build different 
circumstances at school and its environment and who provides themselves 
with a source of support and resources through the activities within teachers’ 
association (Korać i Sladojević Matić, 2014).

There is an increasing number of theoretical concepts that highlight the 
social dimension of professional development and lifelong learning of teach-
ers, conceptions which foreground the professional community, a community 
based on collaborative and organisational learning (Džinović, 2011). Profes-
sional learning in the above approaches is seen as a characteristic of an or-
ganisation which learns through collaborative activities and mutual support 
of members, exchange of experiences, through shared critical analysis of the-
ory and practice, mutual teaching, building shared values (Džinović, Đević i 
Đerić, 2013).

In light of the foregoing considerations, with this research we wanted 
to determine, based on the analysis of the existing international standards 
on teaching competencies, what competencies are necessary for Art teach-
ers, as well as how Art teachers assess the contribution of their own initial 
education and professional training to acquiring the competencies. Teachers’ 
activities within schools in Serbia are stipulated in the Law on Primary Edu-
cation (2013) and in the Rulebook on Permanent Professional Development 
of Teachers, Preschool Teachers and Professional Associates (2016). This 
way, legislation emphasises the importance of engaging a teacher in a school 
through collaboration with colleagues and other individuals and institutions 
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in the local community and wider, as well as horizontal learning within the 
school. 

Research on Art Teacher Competencies

What can be seen in the world in the last twenty years is an increase in the 
number of papers in which the authors through both theory and research deal 
with teaching visual arts, visual arts teachers’ competencies and their profes-
sional development (Douglas, 2009; Eisner, 2002; Efland, 2002; Galbraith, 
2003; Zimmerman 2010). One of the relevant frames in which these issues are 
taken into consideration is Arts and Cultural Education at School in Europe 
(2009). In this document, competencies are defined as a dynamic combination 
of knowledge, skills, attitudes which allow the teacher to act efficiently in a 
particular situation. A similar attitude can be found in the scientific literature 
that raises issues of teachers’ competencies (Andevski i Gajić, 2010; Gonzales 
& Wagenaar, 2008; Kovač Cerović et al., 2004; Tatković i Ćatić, 2010; Wein-
ert, 2001) as well as in international documents in this area (Common Euro-
pean Principles for Teachers’ Competencies and Qualifications, 2005; The 
Definition and Selection of Key Competencies, 2005; Tuning Educational 
Structures in Europe, 2005, cited in: Korać, 2014).

A special contribution in the field of research in this area has been given 
by the National Art Education Association in the United States (National Art 
Education Association, NAEA). In order to determine the direction in which 
Art education is going in a very decentralised education system, the associa-
tion has defined standards for the field of visual arts Professional Standards 
for Visual Arts Educators (2009). This document represents the standards for 
the content and outcomes that university programmes for educating visual art 
teachers should have. 

Changes in the perception of the teaching profession place before art 
teachers, among other things, the requirement to be ready and able to work 
with others, in order to be able to support both independence in learning and 
skills of mutual and team learning among students, and improve and enhance 
their own learning (European Commission, 2005), to be involved in the entire 
life and work of the school, to be able to articulate the values embedded in the 
organisational culture of the school, to participate in the planning and realisa-
tion of the vision, objectives and tasks of the school, to be engaged in differ-
ent teams, in a word, to understand the different roles of teachers in schools 
and develop competencies that are required to achieve these roles (Korać i 
Sladojević Matić, 2014; Korać, 2015). 

In Serbia, it can be said that the field of research on Art teachers’ compe-
tencies is almost neglected, that it is falling behind the developments in scien-
tific research in the world and that it fails to meet the demands of science and 
practice. However, what seems to be an even bigger problem is the fact that 
the results of existing research in our country in the field of Art Education, 
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the professional development of Art teachers, are not sufficiently taken into 
account during the drafting of strategic documents, legal framework, etc. In 
this context, research on the competencies of Art teachers, can significantly 
contribute to creating a picture of the current situation and the effects of their 
education.

Subject, aim and research hypothesis

The subject of the research is art teachers’ competencies with the focus on their 
professional engagement in the work of school and their role in the society. The 
aim of the research that will be presented here, which is part of the wider re-
search of the doctoral thesis (Korać, 2013), was to determine what competencies 
of art teachers are needed for school work and professional and proactive role in 
the society and what the possibilities of their professional development are. The 
concretisation of the aim led to the following research tasks:

(1) Examine the opinion of Art teachers about the importance of the 
competencies necessary for working in schools and for their professional and 
proactive role in the society.

1.1. Determine the competency that teachers consider most important and 
least important for working in schools and for professional and proactive role 
in the society.

1.2. Establish whether there are differences of the opinions between the 
respondents regarding the competencies needed for working in schools and 
for their professional and proactive role in the society in terms of gender, 
school in which they are employed, the environment in which the school is 
located, length of service and acquired initial education.

(2) Examine to what extent Art teachers are engaged in school teams.
2.1. Establish whether there are differences between the involvement of 

teachers in school teams in terms of gender, school in which they are em-
ployed, the environment in which the school is located and acquired initial 
education.

(3) Examine to what extent Art teachers are involved in school projects, 
experimental programmes, model centres.

3.1. Establish whether there are differences between the involvement of 
teachers in school teams in terms of gender, school in which they are em-
ployed, the environment in which the school is located and acquired initial 
education.

(4) Examine to what extent the Art teachers are engaged in art exhibition 
realisation. 

4.1. Establish whether there are differences between the engagement of 
teachers in art exhibition realisation in terms of gender, school in which they 
are employed, the environment in which the school is located and acquired 
initial education.
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(5) Examine to what extent Art teachers are involved in the art teachers’ 
associations.

5.1. Establish whether there are differences between the involvement of 
teachers in school teams in terms of gender, school in which they are em-
ployed, the environment in which the school is located and acquired initial 
education.

(6) Examine to what extent the Art teachers are engaged in the realisation 
of exemplary classes and speaking in the meetings of professional bodies on 
the topics related to the attended programmes of professional development.

6.1. Establish whether there are differences between the involvement of 
teachers in the realisation of exemplary classes and speaking in the meetings 
of professional bodies on the topics related to the attended programmes of 
professional development in terms of gender, school in which they are em-
ployed, the environment in which the school is located and acquired initial 
education.

Research hypothesis. The general hypothesis of our study reads: art 
teachers need a number of competencies for working in schools and for their 
professional and proactive role in society, adding that they consider compe-
tencies necessary and significant in their professional development. Specific 
hypotheses:

(1) Teachers find that they need a number of competencies for working in 
schools and for their professional and proactive role in the society.

1.1. Teachers believe that the most important competency is “knowledge 
and skills to work in a team, to be involved in the entire life and work of the 
school”, while the least important competency is “knowledge and skills to 
engage in disseminating ideas about the importance of art education among 
other teachers, parents and the general public”.

1.2. There are no differences of opinion among the respondents regard-
ing competencies needed for working in schools and for their professional 
and proactive role in society in terms of gender, school in which they are 
employed, the environment in which the school is located and acquired initial 
education.

(2) The majority of art teachers are engaged in school teams.
2.1. There are no differences between the involvement of teachers in 

school teams in terms of gender, school in which they are employed, the envi-
ronment in which the school is located and acquired initial education.

(3) The majority of art teachers are engaged in school projects, experi-
mental programmes, model centres.

3.1. There are no differences between the involvement of teachers in 
school projects, experimental programmes, model centres in terms of gender, 
school in which they are employed, the environment in which the school is 
located and acquired initial education.

(4) The majority of art teachers are engaged in the art exhibition realisation
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4.1. There are no differences between the engagement of teachers in the 
art exhibition realisation in terms of gender, school in which they are em-
ployed, the environment in which the school is located and acquired initial 
education.

(5) The majority of art teachers are engaged in art teachers’ associa-
tions.

5.1. There are no differences between teachers’ involvement in Art teach-
ers’ associations in terms of gender, school in which they are employed, the 
environment in which the school is located and acquired initial education.

(6) The majority of art teachers are engaged in the realisation of exem-
plary classes and speaking in the meetings of professional bodies on the topics 
related to the attended programmes of professional development.

6.1. There are no differences between the engagement of teachers in the 
realisation of exemplary classes and speaking in the meetings of professional 
bodies on the topics related to the attended programmes of professional devel-
opment in terms of gender, school in which they are employed, the environ-
ment in which the school is located and acquired initial education.

METHOD

The methods, techniques and instruments. The method of non-experimental 
correlational draft was applied in the research using cross section method, and 
surveying technique. A questionnaire was specially designed to be used as 
the instrument, and its reliability was determined by calculating Cronbach’s 
alpha coefficient. For the whole scale, which is used to measure teachers’ 
competencies, reliability is sufficiently high (Cronbach’s Alpha=0.896). The 
reliability for the part of the scale which examines teachers’ competencies 
related to their work at school as well as with engagement and proactive role 
in the community is acceptable (Cronbach’s Alpha=0.733). The questionnaire 
distinguishes socio-demographic variables regarding the previous initial 
teacher’s education, educational institution where the teacher is employed, 
school location and teacher’s gender. The questionnaire is drafted out of a 
total of sixteen questions, the first seven of which are related to the mentioned 
research variables. 

The levels of statistical analysis. The collected data were subjected to 
different types of processing: qualitative and quantitative analysis based on 
the statistical procedures applied; Pearson correlation coefficient was calcu-
lated, Pearson χ² and χ² as a measure of the correlation of variables, while 
analysis of variance was applied for determining the significance of differ-
ences between the variables.

Participants. The research sample included 80 teachers working in ur-
ban primary schools, 80 in rural primary schools and 60 teachers working 
in secondary schools, a total of 220 teachers working in school in Serbia, out 
of whom 61% female and 39% male respondents. We decided for the sample 
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our research to consists of Art teachers, among other things, starting from the 
results of previously conducted research by Marjanović (2003) and our study 
(Korać, 2015) indicating that the initial education of Art teachers in the Re-
public Serbia varies a lot. Therefore, the ratio between artistic and psychologi-
cal, pedagogical and methodological education of Art teachers depends on the 
higher education institution where the teacher has gained initial education. 
In the primary schools which consisted the sample, the majority of teachers 
graduated from the Faculty of Arts and Faculty of Applied Arts (52%), fol-
lowed by 41% of teachers who graduated from the College of Fine and Ap-
plied Arts, while the least number graduated from the Faculty of Philosophy 
– department of History of Art and College for Preschool Teachers (7%). In 
the sample of teachers working in secondary schools there is a considerably 
larger number of Art teachers who graduated from the Faculty of Philosophy 
– Department of History of Art, as many as 20% of respondents. Data were 
obtained, while taking into account the fact that in this Department, there 
is no pedagogical preparation for the teaching profession. Furthermore, in 
the teacher sample working in secondary schools, the majority are teachers 
graduated from the Faculty of Fine Arts and Applied Arts (75%) and only 5% 
of them graduated from the College of Fine and Applied Arts. 

RESULTS AND DISCUSSION

In the context of changes in the perception of the teaching profession, we 
wanted to know their opinion on the competencies needed for working in 
schools and their professional and pro-active role in the society. We asked 
the teachers to say to what extent they agree with the statements that an Art 
teacher should be able to work in a team, to be involved in the entire life and 
work of the school, to achieve successful cooperation with parents, to have 
knowledge of the legislation, to be engaged in spreading ideas about the im-
portance of Art education among other teachers, parents and the general pub-
lic. Teachers’ answers ranged on a five-point scale from I strongly disagree to 
I strongly agree, as is shown in Table 1.
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Table 1: Art Teachers’ Opinion on the Competencies Needed for Working 
in Schools and their Professional and Proactive Role in the Society

Art teachers’ competencies regarding ... АS SD N

Achieving successful cooperation with parents 4.33 0.680 220

Team work. involvement in in the entire life and work of 
school 4.30 0.730 220

Legislation 4.19 0.672 220

Engagement in spreading ideas about the importance of Art 
education among other teachers, parents and the general 
public

4.03 0.965 220

Total 16.85 3.047 220

The data shown in Table 1 suggest that all the above competencies of Art 
teachers for working in schools and for their professional role in the society 
are considered essential (Korać & Sladojević Matić, 2014: 243).

Based on the data obtained in the research we tested the hypothesis 1, 
and we can conclude that the hypothesis regarding the opinion of teachers 
about the importance of competencies of Art teachers for working in schools 
and their professional role in the society has been confirmed. However, sub-
hypotheses 1.1. which reads: Teachers believe that the most important compe-
tency is knowledge and skills to work in a team, to be involved in the entire 
life and work of the school, while the least important competency is knowl-
edge and skills to engage in disseminating ideas about the importance of Art 
education among other teachers, parents and the general public” can be only 
partially accepted. Namely, the method of univariate analysis ANOVA for re-
peated measurements showed that there are significant differences in giving 
importance to different competencies related to working in schools and pro-
fessional and proactive role in the society (F(3)=19.263; p=0.000). Bonferroni 
post hoc test showed that the highest priority was given to the competency 
related to achieving successful cooperation with parents, while the least im-
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portant competency is considered to be the one related to the engagement in 
spreading the ideas of the importance of Art education among other teachers, 
parents and the general public. Competencies related to teamwork, involve-
ment in the overall school life and the legislation, do not differ in importance. 
They are less important than the competency related to achieving successful 
cooperation with parents, but more important than the competency related 
to the engagement in spreading the ideas of the importance of Art education 
among other teachers, parents and the general public (Korać & Sladojević 
Matić: 244).

There are no statistically significant differences when comparing opin-
ions of the surveyed teachers on the importance of each competency in re-
lation to the gender (F(1)=0.328; p=0.568), length of service (F(3)=0.208; 
p=0.890), whether the teacher is employed in a primary school or secondary 
school (F(1)=0.165; p=0.685), whether the primary school where the teacher 
is employed is in rural or urban area (F(1)=2.833; p=0.094), and which high 
education institution the teacher graduated from (F(2)=2.437; p=0.090) (Ibid, 
p. 243). This means that sub-hypotheses 1.2. is confirmed.

When analysing the data on to what extent Art teachers are involved in 
the work of certain school teams, we come to the following indicators that 
most of teachers said they are involved in the work of school teams (the data 
on teachers’ involvement in various activities are given in Graph 1). This 
means that the hypothesis 2 which says that the majority of Art teachers are 
involved in school teams can be confirmed.

Graph 1: Art Teachers Involvement in School Teams and professional 
bodies, Examplary class and presentation within professional bodies, 

School Projects, Experimental Programmes, Model Centre, Art Teachers’ 
Associations
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However, it should be noted that the participation in school teams is one 
of the teachers’ obligations, which explains the higher percentage of their par-
ticipation in the teams compared to their participation in art teachers’ associa-
tions. The analysis of answers to the question which school teams they are in-
volved in indicates that teachers are mainly involved in the teams for aesthetic 
landscaping of the school, the teams for Art subjects (92.19%) and the like. 
Only 16.81% of the surveyed teachers are involved in the teams that are not 
directly related to the subject of Art and which do not necessarily require the 
participation of Art teachers (the teams that surveyed teachers mentioned are: 
the team for self-evaluation of school work, the team for school development 
planning, the team for inclusive education, the team for entrepreneurship, the 
team for the protection of children against violence).

In view of the above mentioned teachers’ involvement, there are no sta-
tistically significant differences with respect to whether the teachers are em-
ployed in rural or urban schools (χ²(1)=1.108; p=0.743). Also, there are no 
statistically significant differences between the teachers employed in primary 
and secondary schools (χ²(1)=0.289; p=0.585), as well as in relation to the 
gender (χ²(1)=0.471; p=0.439). The only statistically significant differences 
are related to whether teachers graduated from the Faculty or College of Fine 
and Applied Arts. Teachers who graduated from College are more involved 
in the work of school teams (χ²(2)=19,284; p=0.000). This means that sub-hy-
potheses 2.1. is partially confirmed. 

Similar data were obtained when it comes to the participation of teachers in 
the school projects, experimental programmes, model centre and the like. Spe-
cifically, 26.8% of teachers say they participated or are participating in school 
projects, experimental programmes, model centre and the like; while as many 
as 73.2% of teachers do not. These survey results point to the conclusion that the 
third hypothesis is refuted. There are no statistically significant differences in 
relation to whether teachers are employed in rural or urban schools (χ²(1)=0.299; 
p=0.585). Also, there are no statistically significant differences between the 
teacher employed in primary and secondary schools (χ²(1)=0.426; p=0.514), as 
well as in relation to the gender (χ²(1)=0.471; p=0.439). The only statistically 
significant differences are related to whether teachers graduated from Faculty 
or College of Fine and Applied Arts. Teachers who graduated from the College 
are more involved in school projects, experimental programmes, model centre 
and the like (χ²(2)=8,298; p=0,016). These indicators point to the conclusion that 
sub-hypotheses 3.1. is partially accepted.

In addition, as many as 76.9% of teachers said they have organised art 
exhibitions. These data confirm hypothesis 4. Interestingly enough art exhi-
bitions are equally organised by teachers who are employed in rural and ur-
ban schools (χ²(1)=2.080; p=0.149). Also, there are no statistically significant 
differences between the teacher employed in primary and secondary school 
when it comes to the organisation of exhibitions (χ²(1)=0.598; p=0.439), as 
well as in relation to the gender (χ²(1)=0.475; p=0.441). The only statistically 
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significant difference is related to the previous initial teachers’ education. 
Namely, the teachers who graduated from the Faculty of Fine and Applied 
Arts organise art exhibitions more frequently than teachers who graduated 
from the College of Fine and Applied Arts (χ²(2)=21.297; p=0.000). These 
indicators point to the conclusion that subhypothesis 4.1. is partially accepted. 
A possible explanation for the results is that teachers who graduated from 
the College of Fine and Applied Arts when enrolling initial studies had pref-
erence for the teaching vocation, and therefore are more involved in school 
activities (school projects, experimental programmes, model centre, school 
teams, etc.). On the other hand, teachers who have graduated from one of the 
Art faculties organise art exhibitions more frequently, which does not fall 
within teachers’ job description.

When asked to what extent the teachers are actively involved in Art 
teachers’ associations, only 18.1% of the teachers surveyed gave a positive 
answer, and as many as 81.9% stated that they were not. In accordance with 
the data obtained in the survey we believe that hypothesis 5. that the majority 
of art teachers are involved in Art teachers’ associations of cannot be con-
firmed. It is possible that one of the reasons for this result is that as many as a 
third of the surveyed teachers stated that they did not have the opportunity to 
acquire competencies on how to get involved in art teachers’ associations, to 
get engaged in spreading ideas about the importance of Art education among 
other teachers, parents and general public, and how to provide themselves 
a source of support and resources through Art teachers’ associations.Inter-
estingly enough, teachers employed in urban primary schools and teachers 
employed in rural primary schools equally often said they participate in the 
Art teachers’ associations (χ²(1)=2.289; p=0.130). Also, there are no statisti-
cally significant differences between the teachers employed in primary and 
secondary schools (χ²(1)=0.201; p=0.654), or with respect to the institution of 
high education which the teacher graduated from (χ² (2)=0.572; p=0.456). The 
only statistically significant differences are related to the gender (χ²(1)=4.627; 
p=0.037). The obtained data suggest that men are more active in Art teachers’ 
associations compared to women. These research findings point to the con-
clusion that the sub-hypotheses 5.1. is partially confirmed. 

A similar result was obtained when an analysis was conducted whether 
the teachers participate in the organisation of exemplary classes, present at 
meetings of professional bodies on the subject related to a training they at-
tended. Namely, only 18,5% surveyed teachers gave a positive answer, and 
as many as 81,5 % of them said that they do not participate in realisation of 
these activities. In line with the obtained data, hypothesis 6 can’t be con-
firmed. There are no statistically significant differences between the teacher 
employed in rural and urban schools (χ²(1)=1.632; p=0.201), as well as be-
tween those that are employed in primary or secondary schools (χ²(1)=0.053; 
p=0.818) in this regard), nor statistically significant differences regarding the 
type of high education institution they graduated from (χ²(2)=0.575; p=0.459). 
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The only statistically significant difference is found in relation to the gender. 
Research results indicate that men more so than women, organised exemplary 
classes and presented at meetings of professional bodies on the subject related 
to a training they attended (χ²(1)=4.725; p=0.030). These research findings 
indicate that subhypothesis 6.1 is partially accepted. 

A possible explanation for the results of that research is the gender regime, 
which implies a relatively structured and lasting pattern of relations between 
women and men in a social context, forming gender roles, gender identity and 
the different behaviour of men and women. Gender regime is formed depend-
ing on the different economic, social, historical and cultural characteristics of 
a society, and is deeply functional for the society1. The results of the research 
in our country and in the neighbouring countries (Blagojević, 2003; 2006) 
indicate that, due to gender regimes, women more often than men choose 
professions that do not have a great reputation in the society, and one of these 
professions is, unfortunately, the teaching profession. On the other hand, even 
in professions where the majority of women are employed (and the results of 
our study suggest that in primary and secondary schools, there are many more 
female than male Art teachers), men tend to have more important, managerial 
functions (principals, presidents of teams, associations, etc.) and participate 
more frequently in the activities that bring a certain prestige and power. Be-
sides, the gender regime slows the professional achievement of women due to 
family responsibilities that they take on more frequently than men. 

CONCLUSION

Competency construct has more meanings or notions. If we try to find what 
they have in common and what essentially defines this construct, then we can 
conclude that the notion of competency in social relationships and an indi-
vidual’s life refers to the constellation of skills that engages the whole person, 
permeates different levels of functioning and manifests in a number of layered 
segments and areas of social life. In the interaction with the individual and 
social constructs – entity of a person – needs, meanings, value orientations, 
socio-cultural context, etc., these potentials develop, turning into a general 
disposition, the capacity which influences the behaviour of an individual and 
his/her environment, the individual and social development during which, in 
this interaction, it is itself developing.

Research findings indicate that initial teacher education largely deter-
mines teachers’ preferences, activities that they will later in the profession be 
involved in. All this sheds light on the issue of initial Art teacher education 
and is an encouragement for in-depth review of the development opportuni-
ties and incentives for proactive and cooperative teachers’ approach to school 

1 In other words, gender roles, identities and characteristics are largely determined by the pat-
tern of gender regimes itself and they generally adapt (Blagojević, 2006).
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practice. There is a need for the students, future teachers, to be trained, dur-
ing the initial studies, to develop competencies needed to perform different 
teachers’ roles in school, active reflection and improvement of practice, col-
laboration with other stakeholders in the education process, etc.

The research results indicate that the initial education of Art teachers is 
diverse. Therefore, the relationship of artistic and psychological, pedagogi-
cal and methodological education of teachers of this subject depends on the 
higher education institution where the teachers gained their initial training.

Based on the foregoing considerations, it appears that in order to have 
a comprehensive overview of professional development and empowerment 
of Art teachers’ competencies several important questions should be raised. 
The first in a series of questions concerns the very essence of the professional 
competencies of Art teachers and expresses the suspicion that we are still far 
from a precise and clear definition of this term. Without intending, at this 
point, to engage in giving the answer, which the theory is still searching for, 
we will point to one of the possible implications of a different understanding 
of this phenomenon in the educational context. If the development of profes-
sional competencies is understood as a process that determines the exchange 
and incentive for reviewing all aspects of the work of teachers with the aim of 
continuous learning, review of the educational practices (their own and oth-
ers), continuous research and the development of responsibilities for the im-
plementation of innovative models of work and projects, then those would be 
right who in the competencies of teachers, including Art teachers, seek (and 
find) new potential and drive for the improvement of the existing practices.
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КОМПЕТЕНЦИЈЕ НАСТАВНИКА ЛИКОВНЕ КУЛТУРЕ 
У КОНТЕКСТУ ЊИХОВОГ АНГАЖОВАЊА У РАДУ ШКОЛЕ 

И ПРОАКТИВНЕ УЛОГЕ У ДРУШТВУ

Исидора Кораћ 
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Оливера Гајић 
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Апстракт

Ауторке у раду полазе од сагледавања промена у поимању наставничке профе-
сије, као и потреба професионалног ангажмана наставника ликовне културе у 
раду школе и проактивне улоге у друштву, апострофирајући питања професи-
онализације њиховог рада, идентитета и кључних компетенција. Циљ истра-
живања био је да се утврди које су компетенције наставника ликовне културе 
потребне за рад у школи и професионалну и проактивну улогу у друштву и 
какве су могућности њиховог професионалног развоја. Узорак истраживања 
чини 220 наставника ликовне културе који су запослени у основним и средњим 
школама. Резултати истраживања указују на чињеницу да иницијално образо-
вање наставника у великој мери одређује њихове наставничке преференције, 
као и да испитаници препознају бројне компетенције наставника ликовне кул-
туре као битне за рад у школи и друштвеној заједници. Констатује се да мали 
број наставника ликовне културе учествује у пројектима школе, програму 
огледа, модел центрима, асоцијацијама и удружењима наставника, али да је 
највећи број њих ангажован само у раду школских актива. Закључује се да 
је професионални развој наставника ликовне културе неопходно усмерити у 
правцу развоја сензибилитета за уочавање и разумевање различитих професи-
оналних и социјалних образаца и улога, за социјалну интеракцију и ангажман 
у различитим школским тимовима и удружењима наставника, кроз која могу 
себи да обезбеде извор подршке и ресурсе за рад. 
Кључне речи: иницијално образовање наставника, преференције, професио-
нални развој, професионално ангажовање наставника.
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В КОНТЕКСТЕ ИХ ДЕЯТЕЛЬНОСТИ В РАБОТЕ ШКОЛЫ 

И ПРОАКТИВНОЙ РОЛИ В ОБЩЕСТВЕ

Исидора Корач 
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Аннотация

Авторы предлагаемой работы исходят из рассмотрения изменений в понима-
нии  профессии улителя, а также из потребностей профессионального учас-
тия учителей художественной культуры в работе школы и проактивной роли 
в обществе, апострофируя вопросы профессионализации их работы, идентич-
ности и ключевых компетенций. Цель исследования – выявить компетенции 
учителя художественной культуры, необходимые для работы в школе, а также 
для профессиональной и проактивной роли в обществе и возможности их про-
фессионального развития.Корпус испытуемых составило 220 учителей худо-
жественной култьуры, работающих в начальмых и средних школах. Резуль-
таты исследования указывают на факт, что образование учителей на уровне 
бакалавриата в значительной степени определяет их предпочтения в препо-
давательской работе. Испытуемые осознают многочисленные компетенции 
учителя хзудожественной культуры в качестве важных для работы в школе и в 
общественной среде. Констатируется, что небольшое число учителей художес-
твенной культуры участвует в проектах школы, в программе экспериментов, 
в центрах моделей, ассоциациях и обществах учитиелей, однако, наибольшее 
число учителей принимает участие в работе ученых советов. Авторы прихо-
дят к выводу о том, что профессиональное развитие учителей художественной 
культуры необходимо направить к развитию сенсибилитета для восприятия 
и понимания различных профессиональных и социальных образцов и ролей, 
для социального взаимодействия и деятельного участия в различных школь-
ных группах и ассоциациях учителей, обеспечивающих поддержку учителям 
и ресурсы для их работы. 
Ключевые слова: образование учителей на уровне бакалавриата, предпочте-
ния, профессионалжное развитие, профессиональная деятельность учителей.


