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Introduction 
There are seven initiatives in the comprehensive strategy plan for 2020 of the European 
Union; two of them are related to education (European Commission, 2010). This is a clear 
sign that education is the highest possible level of priority in Europe. As part of the primacies 
in education, in the past decade both higher education and teacher policies have undergone 
turbulent changes in processes and in attitude. 

The European approach regarding higher education is fundamentally determined by the social 
and economic demand for lifelong learning. The changing demands extort both mass 
education in higher education and a uniform, transparent, and permeable structure of 
education at the European level. The latter was realized within the framework of the Bologna 
Process that transformed the educational traditions of several European countries radically. 
Within the Bologna Process, we have witnessed the transition to the three-cycle structure of 
higher education, the spread of the learning outcome approach, and the raising value of non-
formal and informal learning (Bologna Secretariat, 2009). 

In parallel with all this, the outcome-based, competence-oriented approach has become 
dominant in Europe in teacher education, too, where the role of initial teacher education (ITE) 
is to prepare and to lay the foundations of the continuum of teacher education, and to ensure 
the acquisition of fundamental competences. The ITE phase prepares for the next two phases 
of the continuum – induction and continuing professional development –, and also lays the 
foundations of reflective practice which is a driving force in professional development 
(Council of the European Union, 2007; 2008; 2009). 

Beyond competence-orientation and the integrated continuum of teacher development, the 
educational system has definitely turned from knowledge to skills, from teachers to students, 
from teaching to learning. An inclusive educational system for all forms of diversity, 
differentiation in the classroom (European Agency for Development in Special Needs 
Education, 2012), promoting the professionalisation of the teaching career (Council of the 
European Union, 2009), together with induction and professional development for teacher 
educators (Council of the European Union, 2007; Donaldson, 2010; Teaching Council of 
Ireland, 2011) have been in the center of discourse at European level. 

Hungarian higher education has been influenced by the consequences of the political 
transformation and by joining the Bologna Process the most. As a result of the political 
transformation, the institutional system of higher education in Hungary was transformed and 
the number of students expanded. The basic rules of operation was laid down by the first 
independent law on higher education (A felsőoktatásról szóló 1993. évi LXXX törvény [Act 
LXXX of 1993 on Higher Education]), then the Bologna-type, multi-cycle linear education 
system was introduced within the framework of Act CXXXIX of 2005 on Higher Education 
(A felsőoktatásról szóló 2005. évi CXXXIX. törvény). 

The most important changes in the school system were the expansion and the differentiation 
of the institutional system – similarly to higher education –, and the adoption of the National 
Core Curriculum, in which competence-orientation appeared as a fundamental requirement in 
Hungary, too, in the new millennium.  

In this environment, Hungarian ITE reforms took place in two waves, the first one being the 
Government Decree 111/1997. on Teacher Qualification, the second one was Appendix 4 to 
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the Ministerial Decree 15/2006., setting the programe and outcome requirements for the 
master level qualification of teachers. 

The accelerating changes in the structure of the European and Hungarian ITE present 
themselves as topics of investigation almost naturally. Of the possible trends of investigation, 
three themes have emerged that are determinative in forming an objective view on the present 
situation of Hungarian initial teacher education. 

1. The first topic of research arising from the situation is a comparative study at a 
European level that is reviewing and comparing the effect of the multi-cycle 
educational system on ITE in different countries. The key questions of this theme are 
related to the degree, direction, and content of the realized ITE reforms, thus, the 
following questions arose: How and to what extent was the Bologna process realized 
in teacher education in Europe? What are the subject orientation and qualification 
requirements of teachers in the countries, and which ITE programs or eduacational 
paths realize them? What are the main structural and content characteristics of teacher 
education after the Bologna process? How does master-level ITE in Hungary compare 
with that in Europe? The question of context also arises in this topic: What does 
Europe think about teacher education? What are the typical trends of approach? Which 
of them belong to the European approach of higher education and which belong to 
teacher policy? 

2. Second, knowing European trends, it is interesting and worth exploring the situation of 
Hungarian teacher education from the perspective of teacher educators. In order to 
reveal the attitudes of Hungarian teacher educators, the following questions arose: 
What do teacher educators think about the elements of the reform of teacher 
education? Which aspects of the reform are the most accepted, and which ones are the 
most problematic? Which groups support the reform, and which ones reject it? Are 
there differences among institutions? What ideal teacher-images do teacher educators 
have? What do they think about the present challenges of schools? What do teacher 
educators think about and expect of the future? 

3. The third aim was to get to know who in fact is operating ITE behind the formal 
organizational structure of the institutions, and how. What are the interpersonal 
relationships among those working in ITE like? What is the size and composition of 
the groups who actually control delivery? Are the leaders of the informal and formal 
organizations the same? To what extent do differences of opinion affect interpersonal 
work relationships? Teacher educator networks and attitudes combined result in what 
kind of individual profile for the most important Hungarian ITE institutions? 

1. European comparison of ITE reforms and structures 
In order to cast light on the first theme, the results of a European comparative research, 
conducted in 2010, is shown, presenting the basic characteristics of ITE, its’ reforms, and 
structures in 27 countries and in their 29 systems. 

The subject of the European comparative study was ITE of class teachers and subject teachers 
of the first three levels of ISCED1, i.e., from grade 1 to 12. In the study based on a 

                                                 
1 ISCED: International Standard of Classification of Education, developed by UNESCO. ISCED 1 is primary 
education, ISCED 2 is lower secondary education and ISCED 3 is upper secondary education. 
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questionnaire, the specialists and the persons in charge of ITE in the ministries were asked 
about the following three topics: (1) the main characteristics of teacher education, (2) the state 
and the direction of the reforms, (3) the structure of the ITE programs (paths). 

The specialists and persons in charge of ITE in the ministries of the next 27 countries of the 
European Higher Education Area (EHEA) provided data about their countries: Albania, 
Armenia, Austria, Belgium (Flemish, French and German communities), Bosnia and 
Herzegovina, Croatia, Czech Republic, Denmark, Estonia, Finland, Germany, Hungary, 
Iceland, Latvia, Lichtenstein, Lithuania, Luxembourg, Moldavia, Montenegro, Netherlands, 
Norway, Romania, Spain, Sweden, Switzerland, Ukraine, and United Kingdom (England). 

The research provided compelling data, on the basis of which the following can be declared: 

 The bologna process is no longer a matter of choice, it is a European (in fact, a 
Eurasian) reality. As a result of the transformation sweeping through Europe, bachelor 
is the dominant ITE structure for primary teachers, while bachelor plus master 
(consecutive) structure for lower and upper primary teachers. 

 The ITE reforms linked to the Bologna processes have taken place in waves, but the 
great wave of the structural transformation in general has been fulfilled in Europe, fine 
tuning is taking place currently. Strengthening teacher preparation is receiving priority 
within teacher education among the present reform aims in most countries. 

 The realization of the Bologna type structural change in ITE was not an end in itself, 
but has proven to become an opportunity for professional renewal. At the European 
level, the primary motive deep behind the reforms was the need for professional 
renewal, the second motive was making teaching as a career more attractive, and the 
third one was improving the preparation of the students in subject methodology. 
Deepening special subject knowledge was mentioned as an aim only at the tenth place 
by the countries of the research. 

 As opposed to the aims, the joint analysis of the data of the present system of teacher 
education and the possible paths into teaching (educational paths) shows that ITE is 
becoming longer all over Europe, and in many countries its level has risen. It is 
typical, that for teaching at higher level of the school system a higher level 
qualification is required. 

 The average of the relevant ITE paths show an increase in the necessary study time 
and in the total number of credits to accomplish for teaching at higher level of the 
school system. This increase in time and credits is typically spent on deepening 
subject knowledge, often even at the expense of the teachers professional preparation 
and practice. This means that as a trend, the increasing length of educational paths 
provide increasing subject knowledge and decreasing teacher professional preparation 
and practice. 

 Overall, it is characteristic of European ITE paths of both primary and subject teachers 
that about 110 ECTS are allocated to professional preparation for becoming a teacher, 
including a usually one semester long (30 ECTS) in school practice, the thesis and 
optional credits. This means that usually two semesters remain for the preparation for 
teaching profession, in which the acquisition of the complex teacher competences is a 
real challenge; this is especially true of the development of skills, that is known to be 
time-consuming. Consequently, preparation of teachers can only be successful in such 
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a short time where the pedagogical approach, values, and the opinion regarding the 
ideal of a good teacher are the same for every teacher educator, in all parts of the 
program, and the group of teacher educators cooperate as a team.  

 ITE paths for ISCED 1-2 are strictly separated form those of ISCED 3 in only 4 (16%) 
of the 25 European countries providing data. 

 According to the present research, the Bologna reform of teacher education in 
Hungary progressed in accordance with the European directions, in harmony with 
their aims, structure, and proportions. Comparative analyses at the level of paths have 
revealed that the standards of ITE in Hungary are higher than the average in the fields 
of subject content and in school practice. Master level teacher education falls below 
the European average in only one aspect, namely, the credits allocated to teacher 
professional preparation, i.e., in pedagogical, psychological, methodological, and 
other credits, outside the subject matter. 

The data above do not seem to justify the criticisms often present in professional debates in 
Hungary, namely, that the amount of credits for subject content is insufficient or out of 
proportion, and that pedagogical and psychological preparation prevail. Current European 
trends do not support the claim demanded by some professionals that we should return to 
undivided educational paths and we should separate the education of teachers for the lower 
and upper secondary levels. 

Nevertheless, the already finished, and apparently “Euro conform” Bologna reform of teacher 
education in Hungary was surrounded by professional debates of teacher educators. 
Differences in approach could be seen in these debates, but they have never been explored in 
a detailed study covering the whole country. Similarly, no data have been available regarding 
who and in what informal interpersonal network actually realize ITE within the formal 
organizational structure of the institutions, and how much this is influenced by the differences 
of opinion. The aim of the second research was to find answers to these questions. 

In contrast with the orientation toward a European comparison, the second investigation 
reveals the characteristics of the central figures of teacher education in Hungary, namely, 
those of the educators and their main institutions. Since interpersonal work relationships and 
attitudes are known to change only slowly, and are particularly difficult to be changed by 
external influences, the aim of this research can be rephrased as the study of the social 
psychological features that are independent of the current structure and content of teacher 
education. 

The core of the study was a structured questionnaire, containing open-ended, closed, multiple 
choice and scaling questions. After the preliminary approval by the rector of the given higher 
education institutions, interviewers surveyed the respondents in the sample. In addition to the 
questionnaire study, thematic qualitative interviews were also conducted with at least one 
leader of each institution in order to get acquainted with the context of the organization and 
regulation of teacher education in the institution. 

In accordance with the aims, one of the areas in the course of the research was mapping the 
system of views of the teacher educators. The basis of attitude measurement was a scaling 
measure containing a set of structured statements, supplemented by open and closed questions 
in an alternating manner. A set of questions constituted the other pillar of the questionnaire, 
designed to get to know the interpersonal work relationships of teacher educators within the 
organization. 
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The composition of the sample of about 150 was determined along three dimensions, along 
the institutions, the field of science, and the function in ITE. (The categories of the fields of 
science were: science, humanities, education and psychology, coordination, and school; the 
categories by function were: subject professors, methodologists, heads of modules, 
coordinators and school teachers. The categories of coordination/coordinators and 
school/school teachers were the same in the two stages.) The specific subjects were 
recommended by the persons in charge of ITE in the institutions, considering the proportions 
of the given areas of science and functions. Thus, sampling was in accordance with quota in a 
non-probability procedure, within the bounds of possibility. 

The returned questionnaires were analyzed by statistical methods. Principal component 
analysis was performed for the attitude measure, thus factors of views were created, whose 
characteristics by institute, area, and function were studied. The data on interpersonal 
relationships were visualized and analyzed by social network analysis, while the 
interrelationships of the opinions and characteristics of the social networks were studied by 
analysis of variance. 

2. Characteristics of the system of views of Hungarian teacher educators 
Since it is justified to expect that teacher education consider challenges in the school system, 
and give appropriate responses to them, and since the ideal image of a good teacher permeates 
teacher education directly and indirectly, the opinions of teacher educators regarding the 
school system, teacher image, and education reforms will serve to show an overall image of 
the views of teacher educators. The research findings revealed the following overall 
characteristics of the views of teacher educators. 

 Teacher educators see the lack of appreciation and lack of motivation of teachers, the 
difficulties of motivating students, and the lack of resolution of social inequalities 
within the educational system as the greatest challenges in present-day schools. (It is 
important to note that less than half of the respondents had information about the 
present situation of the school system based on their own professional working 
relationships. The majority gather their information from the media, professional 
forums, and acquaintances working as teachers; thus, the images teacher educators 
have about the challenges of schools are often indirect and easily subject to influence.) 

 According to teacher educators, the most important characteristics of a good teacher 
are high level preparedness in the subject taught, and personality characteristics like 
empathy, openness, acceptance, and authenticity. Pedagogical preparedness is much 
less important in the ideal teacher image of the teacher educators. There are two 
distinct lines of approach regarding teacher preparedness. The first one considers 
pedagogical preparedness as the acquisition and passing on of knowledge, the second 
one regards it as a complex and differentiated development of the students based on 
the teacher’s self-reflection and self-development. It is important to note that only an 
insignificant number of the responses included in their answer of pedagogical 
preparedness the capacity for differentiation in the teacher’s work, or a reflective and 
self-developing pedagogical practice or searching for innovative solutions to the new 
expectations of society. 

 Hungarian teacher educators definitely placed professional aims and raising quality at 
the top of the list of factors determining the reform, i.e. increasing coherence, and 
improving the quantity and orientation of practice. This is followed by strengthening 
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of pedagogical and psychological orientation, and by creating motivation for the 
student-teachers. Thus, we can say about the motives of the Bologna reforms in 
teacher education in Hungary that they are similar to and fit the European tendencies, 
and are tinted by Hungarian characteristics and attitudes. 

It cannot be expected that teacher education programs offer solutions to questions related to 
challenges of schools, like the appreciation of teachers or teacher careers. Thus, the most 
important challenges of the school system relevant for ITE found in the responses were 
achieving respect for knowledge in the children, motivation for achievement, provision of 
motivation, and decreasing drop-out rate and inequality. 

It can be concluded that the orientation of the above three views are not in harmony with each 
other. The individualized, differentiated development of children, and a system of 
pedagogical tools that can constantly renew itself are essential for the children’s motivation, 
their respect for knowledge, and avoiding falling behind; however, these methods are virtually 
absent from the image of the ideal teacher, while the reflective, differentiating, and 
competence-based development of pedagogical and psychological preparation is one of the 
main directions of the Bologna reforms in ITE. Thus, there is no coherence between the 
challenges of the schools and the ideal image of a good teacher, while the teacher education 
reform is in harmony with the requirements posed by the challenges of the schools; however, 
teacher education reforms run counter to the ideal image of a good teacher as seen by the 
teacher educators. All this can be illustrated in the following simple figure: 

 
Figure 1 The interrelationship among views of teacher educators: challenges of the schools, 
the ideal image of a good teacher, and the direction of the Bologna reform of teacher 
education 

 

In addition to the above contradictory system of relationships, we have also learnt the 
following about the views of the teacher educators as a whole: 

 The responses to the open ended question of the investigation showed that about half 
of the respondents agreed, and half disagreed with the Bologna reform of teacher 
education; the average support of the reform was slightly positive, scoring 3.35 on a 
five point scale. This – the opinions of the teacher educators in general – do not call 
for the withdrawal of the Bologna reform or does not show necessity of its complete 
revision. 

 The teacher educators are basically content with the present institutional operation of 
teacher education, they do not consider it either as in a critical state, or as something 
that definitely needs to be transformed. They assume some backwardness only in 
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comparison with some indistinct image about the situation in other countries. The 
overall satisfaction with ITE falls back to a moderate evaluation in when referring to 
ITE content, i.e. the opinions of the teacher educators imply that there is still more to 
be done in the area of content revision and modernization. 

 The respondents generally judged the professional contents they used themselves as 
more up-to-date and modern than those farther from their own specialty. They thought 
that they were using a wide range of methods in their own teaching practice, but were 
developing students’ pedagogical skills only moderately. Similarly, the teacher 
educators were familiar with the modern pedagogical approach as a requirement for 
their jobs, they believed they lived up to it in their own practice, but were not 
convinced about its prevalence in the group of teacher educators as a whole. 

 The great majority of the respondents thought of themselves as teacher educators, and 
thought their teacher educator activity was especially important among their other 
tasks. The educators also reported that their activity related to teacher education was 
positive. 

 The lack of a clear vision of future was markedly present in the circle of the 
respondents, moreover, pessimistic expectations regarding the quality of students were 
also clearly demonstrable. 

An attitude scale was used to measure the system of views of the teacher educators, 
containing five (one summary and four specifying) statements in each of 26 areas related to 
the Bologna system and the master-level ITE program. The respondents had to indicate the 
level of their agreement with the 130 statements clustered by topic on a five-point scale. 

The statements in the attitude measure were derived from arguments put forward at national 
forums, lectures, and discussions regarding master-level teacher major in 2010–2011. When 
the items were selected, care was taken in every area to include ideas both that support and 
that criticize the Bologna style ITE program, and to include the most varied opinions 
proportionally, without bias, according to the arguments of professional debates. 

Principal component analysis was used to show the intercorrelation among the respondents 
regarding the level of agreement with the statements in the attitude measure. It was found that 
the attitude system of the teacher educators is fully developed: 7 components, i.e., 7 co-
varying groups of views could be identified. 

 The strongest cluster of views was the first component, depicting a system of views 
that is against the Bologna structure in teacher education and that idealizes the past. 
The advantages, the transparency, and the good organization of the undivided 
structure and those of the earlier, traditional teacher education system had the greatest 
loading among the statements of this system of views. Essentially, this system of 
views does not take into account the changes in education and higher education and in 
the social environment, does not understand the European role and well-foundedness 
of the Bologna process or the necessity of reforms not only in teacher education, but in 
higher education as a whole, either. This system of views, as the first component of 
the principal component analysis, depicts the interrelationships with the greatest 
explanatory power regarding the co-variation and variance of the views, thus, the 
connection among and the joint movement of the ratings of the views within this 
component was the strongest. The sample on the average is slightly supportive of this 
system of views, but the group of teacher educators is very much divided. 
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 The common factor in the system of views shown by the second component was 
discipline (branch of knowledge). It was an important line in this cluster that the 
organizational leadership of ITE should belong to the disciplinary departments, i.e., 
the key question is the reacquisition of the leading role and control. Another important 
view in this component was the criticism of the pedagogical and psychological 
studies; furthermore, it rejected the scientific equality of the pedagogy and psychology 
to co-disciplines. This resolute view crying for the disciplinary control of teacher 
education was slightly rejected at the edge of indifference by the totality of the teacher 
educator respondents. 

 The third component summarizes the views related to coherent, motivating, and 
practice-oriented ITE. This system of views was definitely supported by the teacher 
educators, as shown by the highest mean and lowest variance. 

 Several ideas not much related in their content clustered in the fourth component. One 
was a dislike for the practice according to which the training increased by one 
semester of in-school practice is too long, and the time of receiving the diploma is not 
in harmony with the job openings in the school system. The other idea was the 
rejection of ITE programs being unified for teaching various age-groups and for 
various subject orientations. The fourth component was evaluated by a slightly 
positive mean, near neutrality. 

 According to the system of views in the fifth component, the criterion of a good 
teacher is high level knowledge in the subject taught, coupled with a wide range of 
methodological repertoire of passing on knowledge. There is a conservative 
pedagogical opinion lying behind this view, namely, that the fundamental role of the 
teacher is to pass on knowledge, while that of the student is to take it in. The fifth 
component was slightly rejected by the sample mean. 

 The sixth component was a salvo against, or general rejection of master-level ITE 
program. The sixth component, which can be summarized as “everything is mistaken”, 
was evaluated by the mean as neutral. 

 The system of views of the seventh component appeared as a demand for “producing” 
scholarly teachers and teachers who raise their vocation to the artistic level. The 
sample mean is, supportive of the seventh component, similarily to the third 
component. 

The characteristics of the components were as follows: 

 The contents of the seven components can be divided into two groups: five 
components (components Nos. 1, 2, 3, 4, and 6) dealt with the opinions about the 
structure of ITE, while components Nos. 5 and 7 dealt with the nature of good 
teachers. Regarding the above, a national impasse seems to be developing: The 
support of component 4 that evaluated the reform as definitely positively, and the less 
enthusiastic support of the other, anti-reform components does not show that the 
national evaluation of the reform was unequivocal. 

 The basis of agreement among the teacher educators in the country was the systems of 
views of components 3 and 7, of which the support for component 3 was definitely 
strong. As to the other components, there were strong differences of opinion. 
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 The greatest difference of opinion, i.e., the bundle of views that divide the teacher 
educators the most was component 2, that regarded the discipline itself the essence of 
teacher education and claimed for its organizational leadership. This allows for the 
conclusion that behind the present debates there is a conflict among multilateral 
demands for controlling ITE, a strategic branch of higher education. 

The components of views were also studied by the field and the function of teacher educators. 
It can be seen in the results that the teacher educators’ disciplinary field was decisive in the 
opinions: ANOVA revealed that the respondents’ discipline had a statistically significant 
effect on the mean scores on the scale in components 1, 2, and 5 (p1<0.01; p2<0.01; p5<0.01, 
respectively). 

 Analysis by discipline revealed that components 1, 2, 4, 5, and 6 were collectively or – 
so to speak – systematically rejected by the representatives of the disciplines of 
pedagogy and psychology and those of the coordinators, although to various degrees. 
While teacher educators of sciences, humanities and the schools (teachers) gave 
supportive opinions one after the other. 

 It is worth mentioning, and it probably deserves further investigation that in the case 
of component 4 of the opinions, including the rejection of in-school practice, it was 
the mean scores of the teachers in schools that was the highest, so the school based 
mentors in teacher education were against practice the most. This paradoxical result 
suggests that more intensive communication and discussion is needed between teacher 
educators in higher education and those in schools, more information should be given, 
and probably there should be more appropriate compensation for the tasks carried out 
by mentors in schools. 

 The conservative pedagogical interpretation of the role of a teacher (component 5) was 
supported most by the educators in sciences and by the mentor teachers in the schools, 
while the opinions of the other disciplines was rejective. Thus, it is an important 
difference that while the disciplines are united in objecting the coordination of the 
pedagogical-psychological field, the restrictive standpoint emphasizing subject 
knowledge and its passing on was the most characteristic of the representatives of the 
sciences and the mentors. 

 Thus, on the basis of the field of the teacher educators, the system of views of the 
pedagogical and psychological area and of the coordinators markedly differ from that 
of the areas of sciences, humanities, and teachers in schools. 

Cluster analysis on the responses identified two groups who markedly differ in their opinions, 
and a smaller, scattered group outside the mainstream opinions. The disciplinary distribution 
of the persons belonging to the different clusters reinforce the above results. 

 Persons in the first cluster formulated a rejecting opinion in the “anti-Bologna” system 
components (Nos. 1, 2, 4, 5, and 6), and supported the systems of view that emphasize 
coherence, motivation- and practice orientation, and the depict the complexity of the 
scholarly teacher and teaching as an artlike profession (components 3 and 7). Thus, 
members of the first cluster are the supporters of the Bologna system, while rejecting 
the idea of the teaching profession being restricted to passing on knowledge. This 
shows that the understanding of supporters of the Bologna system regarding the role 
of the teacher is more complex and progressive. Almost one third of the teacher 



10 

 

educators belonged to this cluster. The greatest proportion of the respondents in this 
cluster came from the areas of educational science, psychology, and coordination. 

 The persons in the second cluster systematically supported the opinion components 
that criticize teacher education in the Bologna system (components 1, 2, 4, 5, and 6), 
thus, we can say this is a group opposing the reform. Only members of this second 
cluster supported the restrictive view of the role of teachers, appearing in component 
5, limited to passing on knowledge. This cluster included two thirds of the teacher 
educators, and the respondents mainly belonged to the fields of the humanities and the 
sciences. 

Similar results emerged in a simplified study where the respondents were classed in one of 
three groups, based on the means of their ratings in the first component. 

 The results of this study also showed that the supporters of the Bologna reform, i.e. 
members in the first group constituted 30% of the sample, while the second and third 
groups – those rejecting the Bologna reforms slightly or strongly – constituted 70%. 

 The data by discipline reinforced that more than half of the respondents from the areas 
of education and psychology are in favor of the Bologna reform, those from 
coordination are slightly rejective, but one third of them are supportive, while the 
majority from the fields of sciences, humanities, and mentors from schools are 
strongly rejective. However, 30% of teacher educators in the field of humanities were 
supportive, so humanities is the most divided field regarding the reform of teacher 
education. 

The opinions were also analyzed by institutions. 

 According to the data, the Bologna reforms were the most supported by the teacher 
educators at Eötvös Loránd University, at Eszterházy Károly College, at the College 
of Nyíregyháza, at the University of Miskolc, and at the University of West Hungary.  

 The largest number of the strongest opponents of the reforms were at Eszterházy 
Károly College, at the University of Pécs, at the University of Miskolc, at the 
University of Debrecen, and at Eötvös Loránd University. 

 Consequently, the differences of opinions were the most pronounced at Eszterházy 
Károly College, at Eötvös Loránd University, and at the University of Miskolc. 

The overview of the opinions thus confirm that there is no agreement between teacher 
educators regarding the most important questions of teacher education in Hungary, in fact, 
there are fundamental differences. The opinions are determined mostly by disciplinary and 
institutional belonging, by the views that developed during the time spent in the various 
fields. Since opinions are characteristics that are subject to very slow changes and that are 
very difficult to influence from outside, it cannot be expected that the differences will be 
bridged or eliminated over the short term. 

It was also evident from the overall and detailed study of the opinions that the common 
denominator among the teacher educators in teacher education is coherence, good 
coordination and practice in preparation, and the ideal of the scholarly teacher raised to the 
artistic level. The most divisive differences of opinion could be seen regarding the 
organizational control over teacher education and the structure and proportion of contents 
within the education, affecting the interests and prestige of the teacher educators. 
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The differences of opinion regarding the structure of education and the reform are, so to 
speak, natural. The changes of teacher education affected the various disciplines and institutes 
differently, the arising different approaches were certainly influenced by the personal, group, 
and institutional interests and prestige. On the other hand, all thorough reforms have 
supporting and opposing views; the consolidation of the conflicts and the convergence of the 
opinions is usually reached as time passes, by new tasks and changes, and the verification of 
the success or failure of the reform. 

The picture received about the views of the teacher educators seems to be the most 
problematic with respect to the two markedly different ideal image of a good teacher. It is 
essential for the effectiveness and success of ITE that teacher educators develop the ideal 
image of a teacher in the student teachers in the same direction by both their conscious and 
spontaneous manifestations, since the slightly more than one semester provided by the 40 
credits of pedagogy and psychology is not enough to develop these views. Education is a 
waste of time with regards to attitude development if the educators do not agree in 
fundamental values and aims. It is especially regrettable that the respondents from the areas of 
methodology and the schools, whose profession has the most of “being a teacher”, seem to 
agree with a basically conservative teacher-image. The question arises that if the student 
teacher meets such a heterogeneous teacher-image during ITE, and if s/he meets such a 
narrow interpretation of the tasks of a teacher in the course of his/her in-school practice, will 
s/he have an opportunity or a need for correction. On the other hand, who of the educators 
with markedly different pedagogical views will have the greatest influence on the student 
teacher’s views? 

3. On the interpersonal relationships of Hungarian teacher educators 
The system of work relationships in ITE were uncovered by the method of social network 
analysis. Our primary hypothesis was that the effective and successful realization of the most 
complex educational form of Hungarian higher education, i.e., ITE master program is 
inconceivable without the coordinated cooperation among the different specialties. Therefore, 
our aim was to reveal the system of relationships and networks of the persons working in and 
operating ITE in ten institutions of teacher education, and to evaluate them from the aspect of 
organizational psychology. 

The following characteristics were used in the questionnaire regarding the interpersonal 
relationships: number of relationships, regularity of relationships, mutuality of information-
provision, pleasantness of the relationships, importance of the relationships, and the absence 
of disputes in the relationship. Three further indicators, relevant for communication, were 
introduced in the course of analysis to characterize the system of relationships: 

 Kcore components of a network: means the core group of persons in the system of 
relationships, of which all have at least K relationships and all are in contact with one 
another. It provides information about the number of people in the network who 
constitute the central core that determines the operation of the group, i.e., how narrow 
or wide the group is that actually controls the processes. 

 Page Rank of a person shows the probability of reaching the person when addressing 
someone at a random choice in the institution. Page Rank indicates how easily the 
persons can be reached, how easily they are stumbled upon in case of accidental 
contacts. 
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 Closeness centrality of a persons gives the reciprocal average distance among the 
persons in the network, i.e., how difficult or easy the cooperation of the teacher 
educators are in the established network. 

Of the 145 respondents in the study, 132 provided data on their work-relationships in teacher 
education, revealing altogether 541 persons in the institutional relationships and the 1267 
relationships among them. 

A case study was prepared of the interpersonal relationships in the 10 studied institutions, 
including the short description of the institution, the characteristics of the sample in the 
research, the main structural characteristics and figures of the interpersonal relationship 
network, the relationships of views in the central component of the institute and in the 
network of relationships. The main findings of the case study of the institutions were as 
follows: 

 The studied institutions are highly diversified, and they showed individual 
characteristics in their interpersonal relationships ensuring the complex task of ITE: 
They are heterogeneous in the form, structure and characteristics of institutional 
relationship networks, in the personal judgment of the characteristics of the system of 
relationships, and in the systems of views appearing at the different nodes of the 
relationship network. 

 A social network diagram was prepared for each institution: regarding the number of 
individuals and that of the ties between individuals, they were rather moderate at the 
Budapest University of Technology and Economics, at the University of Debrecen, at 
the University of Miskolc, at the University of Pannonia, and at the University of 
Szeged, while they were quite abundant at Eszterházy Károly College, at Eötvös 
Loránd University, at the College of Nyíregyháza, at the University of West Hungary, 
and at the University of Pécs. It can be inferred from the size how many persons are 
involved in reconciliations an in communication of the issues of ITE. Thus, 
institutions with larger networks can mobilize the affected persons involved in teacher 
education better than those with smaller networks. 

 Not every individual was integrated in the relationship network. In the cases of the 
Budapest University of Technology and Economics, Eszterházy Károly College, the 
College of Nyíregyháza, the University of Miskolc, and the University of Pannonia, 
there was a structurally cohesive network, while in the cases of Eötvös Loránd 
University, the University of West Hungary, the University of Pécs, and the 
University of Szeged, the individuals and the groups functioned in the periphery, cut 
off from the institution’s relationship network of teacher education. Since only 8-18 
persons were asked about their relationships, rather than all of the teacher educators, it 
is possible that the individuals and groups that seem cut off from the rest in the 
diagram are in reality connected to the network of ITE realization, but it is just as 
likely that these groups are somewhere in the periphery within the network of the 
institution. In one of the institutions, there was a group of 10 psychologists in a 
peripheral, detached position, indicating that cooperation within the institution is 
rendered difficult by severe interpersonal conflicts. 

 The shape of the diagrams can be classed into two groups. One of the groups have a 
relatively round, almost completely dense system of relationships. Eszterházy Károly 
College, Eötvös Loránd University, the College of Nyíregyháza, the University of 
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West Hungary, and the Budapest University of Technology and Economics belonged 
to this group. The other group is characterized by elongated relationship diagrams 
with relatively small core groups, and long chains of persons linking subsets of star-
like shape in different directions. The diagrams of the University of Debrecen, the 
University of Miskolc, the University of Pécs, and the University of Szeged belonged 
here. In the first group, the open, multilateral, and direct relationships prevail, while in 
the second group, small cliques or groups that can be reached by bridge individuals or 
relationship chains are characteristic, where communication is indirect and collateral. 
The University of Pannonia did not belong to either of theses groups: the shape of 
their relationship network was rather round, but based on the number of links, it was 
not dense, and interestingly, the network was built around two dominant figures who 
were not directly linked to each other. 

 The central component of the network of relationships in the studied institutions, i.e. 
the group that in effect settled the issues regarding ITE, varied in size from 5 to 33 
persons. These numbers clearly show the more centralized and commanding, or 
decentralized and coordinating-cooperating principles of operation in ensuring the 
delivery of ITE. The actual control of the processes is in the hands of a relatively 
small group, as compared to the size of the institution and the complexity of teacher 
education, at the University of Szeged, and it is outstandingly small in every respect at 
the University of Debrecen. The center of the network of relationships is moderate or 
average at the University of Miskolc, the Budapest University of Technology and 
Economics, and the University of Pannonia, while it is definitely large at Eszterházy 
Károly College, at Eötvös Loránd University, at the College of Nyíregyháza, at the 
University of West Hungary, and at the University of Pécs. 

 The closeness centrality value of the individuals in connection with each other, 
showed well the institutions in which there was a relationship network that facilitated 
cooperation by the closeness of the partners, and where the large distances between 
the partners render cooperation more difficult. Closeness centrality was outstandingly 
low at the University of West Hungary, i.e., the average distance between the teacher 
educators was the longest here, while closeness centrality was the highest, i.e. the 
average distance was the shortest at the Eszterházy Károly College. The values of 
closeness centrality was below average at the University of Debrecen, at the 
University of Miskolc, and at the University of West Hungary, while they were above 
average at the Budapest University of Technology and Economics, at Eszterházy 
Károly College, at Eötvös Loránd University, at the University of Pannonia, at the 
University of Pécs, and at the University of Szeged.  

 The national average of access probability was 3.6%, but 10 persons could be 
identified who could be characterized by 10–16% of access probability. These persons 
are extremely easy to reach, therefore, they are outstandingly important for the 
organization. There were two of such persons both at the University of Debrecen, the 
University of Pannonia and at the University of Pécs, one at each of these institutions: 
the Budapest University of Technology and Economics, Eötvös Loránd University, the 
College of Nyíregyháza, and the University of Szeged. The discipline and the 
institutional function of these persons is also important, although it could not be 
pinpointed in every case, as more than one of such persons were mentioned by the 
respondents, while they were not respondents themselves. As to the disciplinary area, 
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three such highly accessible persons worked in coordination, three in the humanities, 
two in schools, one in pedagogy and psychology, and one in sciences. 

The opinions at the institutional and the institutional group level regarding the Bologna 
reform of teacher education varied within a wide range, the proportion of the supporters and 
resolute opponents of the Bologna process varied from institution to institution; these views 
were present to various extents both in the core conponent of the relationship network and in 
the periphery.  

 It is worth looking at the average scores of the individuals in the core of the 
institutions of teacher education with respect to the first component, i.e., the support of 
the Bologna process. The Bologna process was supported by the core of the social 
network at Eötvös Loránd University, at Eszterházy Károly College, at the College of 
Nyíregyháza, and at the University of Pannonia, and rejected by the core at the 
University of Szeged, the University of Debrecen, the University of Miskolc, the 
Budapest University of Technology and Economics, and the University of West 
Hungary. 

The relationship characteristics of the teacher education areas and functions were studied at 
the national level, together with the composition of the central component and the effect of 
opinions on the relationship characteristics. 

 Regarding the field groups of teacher educators, those working in the area of 
coordination and pedagogy and psychology had similar relationships. These two 
groups had the greatest number of relationships, thus, the data reinforced that the 
informal system of relationships of these individuals fits their formal roles. The large 
number of relationship was paired with a relatively low level of relationship 
pleasantness and with heavier disputes – probably because of the great number and 
complexity of reconciliation tasks, and because of the huge differences among the 
systems of opinions. Teacher education-related relationships were moderately 
important for these two groups. 

 The teacher educators in the areas of science and the humanities had about the same, 
moderate amount of relationships. The pleasantness of their relationships was high, 
perceived to be relatively free of disputes. The importance of relationships in teacher 
education was rated the highest by the respondents in the humanities, and the lowest 
by those in the disciplines of science. 

 School based teacher educators had the lowest number of relationships on the average, 
but they rated these relationships to be the most pleasant and most free of disputes. 
Notwithstanding, they also rated the importance of their teacher education 
relationships as the second least important among the fields. 

The characteristics of the relationships by function revealed the following. 

 The group of subject methodologists had a markedly great number of relationships, 
which, similarly to the coordinators, implies an informal system of relationships fitting 
their formal status. This group judged their teacher education relationships as the most 
pleasant, and their importance as moderate. 

 Interestingly, respondents who were heads of modules had a small number of 
relationships on the average, lower than the average of the disciplinary professors. The 
relationships in this group were judged to be very pleasant and free of disputes. This 
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indicates that the heads of modules perform their real duties of content monitoring and 
coordination only formally, since there was no sign of the intensive and multi-player 
coordination necessary for this activity, either in the number of relationships or in the 
amount of disputes, that would also be reflected in the occasional unpleasantness of 
the relationships. Yet this role and the related review, evaluation, and innovation of 
disciplinary content should unavoidably go hand in hand with the struggles, disputes 
and unpleasantness. 

 The number of relationships of the disciplinary professors was moderate, but they 
rated the pleasantness of their teacher education relationships low. 

The national average of the relationship characteristics implies the general tendency that the 
various teacher educator groups have informal relationship profiles that fit their formal role. 
The group of module heads are an exception to this: Based on their informal relationships, 
they do not seem to play their formal parts in real interpersonal relationships. It could also be 
seen that more development is needed and is to be done at the national level in the area of 
integrating mentor teachers in the school system. 

Beyond the characteristics of the groups of fields and functions of teacher educators, the size 
and composition of the central core of the institutional relationship networks deserve special 
attention. 

 The number of persons in the institutional central core was relatively high as 
compared to the number of respondents; within the core, the proportion of persons in 
the areas of coordination and the field of pedagogy and psychology was the highest, 
followed by that of the teacher educators in the disciplinary fields, then by those in  
the schools. 

 The proportion of subject methodologists was high in the core of the networks of 
relationships, while the proportion of professors was smaller than that of the mentor 
teachers. 

The studies revealed that the importance of the person, i.e., the level of responsibility taken in 
teacher education significantly influence certain aspects of his/her interpersonal relationships. 

 Importance influenced the Page Rank of the person and the number of his/her 
relationships; thus, the more responsibility one takes at the national level in teacher 
education, the more relationships s/he has, and the greater the probability s/he will be 
reached in case of random search. This is basically also a sign of the healthy 
functioning of an organization. 

 It is interesting that the pleasantness of the relationships was significantly influenced 
by the importance of the person and by his/her system of views in an interactional 
way. This means that the views in themselves had no significant effect within the 
interpersonal relationships, cooperation must work despite the greatest possible 
differences of opinion, in order to carry on teacher education. The views and the level 
of responsibility for teacher education together, however, determined the pleasantness 
of the relationships. 

All this reinforces what has been said before, namely, that in the institutions, the groups by 
discipline and function take part in the actual interpersonal realization of teacher training in 
accordance with their formal roles, both in the ways and in the degree. 
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Knowing the history of the master level ITE program, it is clear that the reform was generated 
and led by the pedagogical and psychological field. The field whose system of views, as we 
have seen, is radically different from the that of other higher education fields in most respects. 
The reform interfered with interests and prestige relationships, and also violated and upset 
conservative views, but at the same time it is fit to the requirements of the schools, and was in 
agreement with the orientation, structure, and values of the trends in the European processes. 

The institutional case studies imply that despite the differences in the structure of 
relationships and in the proportion the different fields and functions participate, the 
fundamental frames of professional cooperation necessary for operating the master level ITE 
programs are ensured. This is supported by the fact that the “operators” of the ITE programs 
gave a 4 on a five point scale to teacher education: teacher education operates well in 
Hungary. 

Apparently, the problem is not so much with the reform itself, but with the surrounding 
attitudes, that are losing contact with Europe, with the struggles fighting to maintain previous 
conditions and positions at any price, even at the cost of losing sight of the strategic interests 
and needs of teacher education and of schools. 
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