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Introduction 

Mihaly Duffek 1 

 

The situation of music education in a country always reveals many important pieces of 

information about local culture, about the way of thinking about the arts, about music. 

Society’s relationship to music has always been a colourful picture of the whole 

civilization of a region, of a country. We can agree with Platon, the great Greek 

philosopher, when he says that music is a very important element of a state’s culture, 

because it has personal effects on every individual, so it also gives a great possibility to 

the state for manipulation of the souls, as we could see in the past centuries… 

Of course, we must not only see this dark possibility, but we have to understand the 

global benefits of music in the development of the personality by the transferable 

musical abilities. We know from music history that music is a very old present of 

mankind, operated by mimetic function in ancient time and developed into a high-level 

language during thousands of years. The history of music education demonstrates that 

music was always important for the leaders of a population, of a state, of a national 

culture, it was an important task to pass music culture on to the new generations. As in 

the history of sciences, music was controlled by the church, the religion, which could use 

it to give a special experience to the mysterium of the religion, and a special possibility 

for identification for everyone. Simultaneously, the folk music culture of the poor side of 

a society was also alive, bounded by several events of the community of a village. The 

secular music had the meaning that music became finally an independent element of 

human civilization, and it was and it is understandable for everybody all over the world.  

So, if we agree with the statements above, we can understand that music education has 

always been very important, but the systems and the possibilities (e.g., financial 

support) of music education were not equal in different countries. In general, education 

has always had the target to face the changes in society and to modify the methods, the 

                                                 
1 University of Debrecen, Debrecen (Hungary), Email address: duffek@music.unideb.hu, ORCID 0000-0003-1674-

7005 
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contents, and the vocal or instrumental music education. We also know from the music 

history that music can be the culture of the rich, elite groups of a society, but as the 

Kodály system shows, the folk music-based vocal system can bring the music near to the 

wide, poorer side of society.  

Europe’s music culture seems to be a homogeneous language from a distant continent, 

but we know that there are differences in mentality, in national traditions, and there are 

different styles in history with national tastes. If it is so, it is absolutely normal and 

natural that there are differences between the music educational systems, the 

methodologies, too. We can read exciting reviews on the next pages, how it works in a 

region of Europe, which had a very colourful history in the past centuries. This region of 

Europe has had a history, which contains parallelisms and differences, too. It is one of 

the reasons why, if we look at the music educational systems, we can see almost the 

same ways in state music education. At the same time, we can see national philosophies 

in the different countries. And finally, we know the results of music education today, 

listening to international music competitions, or concerts, recitals.  

We cannot forget that successful music education does not depend on the systems, and 

the schools only, but the most valuable element is the talented and well-prepared 

teacher, who is infected by music, who is the engine of every kind of music schools. 

Hungary had a great anniversary of music teacher training for the elementary music 

school system in 2016: fifty years before by a new law of education, the teachers could 

have the possibility to continue their studies in higher educational institutions. The 

story of this is a concrete example of an evolution in music education. 

The issue, which you are holding in your hand, gives you a special impression about the 

situation in a region, which could produce and give several great and talented musicians 

to the world and give the miracle of the music for many young generations in the last 

centuries.
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Music Education in Poland in the Historical 
Aspect and the Present Day 

Anna Kalarus2 & Gabriela Karin Konkol3 

Abstract 

The article presents the history of music education in Poland from the Early Middle Ages 
to the present day. Religion and secular musical centers together with schools developed 
through centuries. Several subjects, such as instrumental playing, choral singing, music 
theory, techniques of composition and other theoretical and practical subjects were 
taught. The level of teaching and its scope were constantly being improved. Apart from 
specialized education, music was also taught in general education schools. As it comes to 
the methods, Pierre Galin’s, John Curwen’s as well as Emil Jaques-Dalcroze concepts 
reached Poland in the 19th century. In the 20th century, methods of ear training were 
popularized by Tadeusz Joteyko, Karol Hławiczka and Stefan Wysocki. Methods of 
teaching music in general schools were proposed by Józef Życzkowski. In the 1930s, 
Karol Szymanowski had a great impact on the shaping of a new model of music 
education in Poland. After the Second World War the adaptations of Dalcroze, Zoltán 
Kodály’s and Carl Orff’s methods were implemented. In the 1960s the Polish concept of 
music education called ‘Contemporary Polish Pluralistic Concept of Musical Education’ 
was created by Maria Przychodzińska and co-workers. Another important idea is the 
‘Cracow Concept of Musical Education’ which was created and established by Zofia 
Burowska and her team at the beginning of the 1970’s. After the collapse of communist 
rule, the educational system changed. The major reform was implemented in 1999. The 
very new reform in general education in Poland started on the 1st of September 2017. 

Keywords: music education in Poland, methods of teaching music, educational reforms 

                                                 
2 Music Academy, Krakow (Poland), Email address: ann.kal@onet.pl 
3 The Stanisław Moniuszko Academy of Music, Gdansk (Poland), Email address: g.konkol@amuz.gda.pl 
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A brief history 

The beginnings of music education in Poland date back to the Early Middle Ages when, 

with the arrival of Christianity, a new current – Gregorian chorale – emerged. It was first 

taught to clergymen, and then to secular youth, too. The main centre was Cracow, but in 

other bishops’ residences, such as Wroclaw, choral singing, as well as principles of music 

theory were taught. The most important educational center – the Wawel Cathedral 

School in Cracow – was considered to be the first one. In 1364 the Cracow University 

was established and it was a momentous moment in the history of Polish science. The 

lectures on music theory were conducted within the liberal arts (liberalium atrium) at 

Faculty of Philosophy. Music was part of the quadrivium alongside arithmetics, 

geometry, and dialectics, and was primarily a theoretical subject, although the practical 

teaching involved Gregorian chorale and playing musical instruments. 

In the years that followed, Cracow continued to be the focus of musical culture, and the 

16th century was called the “golden age” of music. Music was taught in the same centres 

as before, but the level of teaching and its scope improved tremendously. Playing 

musical instruments such as lute, cither, clavichord, and organs was taught. 

Compositional techniques were also popularised, and Mikołaj Gomółka (ca. 1535–1591), 

who became famous as the creator of psalms, is an outstanding example. 

Baroque brought many changes to compositional techniques as well as performers (the 

flowering of instrumental and vocal-instrumental music). The changes also concerned 

the political situation, as the capital of Poland was moved to Warsaw. Despite the fact 

that some centres were experiencing a crisis, a very important centre for musical 

education of youth was established in Cracow. It was the Music School led by the Jesuit 

Order. The students were superbly educated vocally and instrumentally, but also 

prepared for teaching music.   

In the 18th century Wacław Sierakowski’s School of Singing was established, which could 

be attended by children of all estates. It was the first music school dedicated to children 

aged 7-13, who were exceptionally talented and trained to be professional musicians. 

Unfortunately, the political situation resulted in liquidation of the school4. Apart from 

specialistic education, music was also taught in general education schools. The first 

textbooks included solfeggio exercises, elements of music theory, and emphasized the 

role of music in the general upbringing of man. 

The nineteenth century was the time of the partition of Poland. The political situation of 

the country was reflected in the content of teaching and music repertoire, which was 

dominated by the patriotic element. According to available sources, it can be concluded 

that no foreign teaching methods in general education were applied at that time. It was 

not until the beginning of the twentieth century that Pierre Galin (1786–1821) and 

                                                 
4 T. Przybylski, Z dziejów nauczania muzyki w Krakowie od średniowiecza do czasów współczesnych, Wydawnictwo 

Musica Iagellonica, Kraków 1994, s. 11-32. 
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John Curwen’s (1816–1880) relational methods, as well as the absolute one, used by 

Emil Jaques-Dalcroze (1865–1950), reached Poland. 

With the beginning of the twentieth century and the regaining of independence, the 

methods of ear training began to permeate Poland. They were: the French Galin-Cheve- 

Paris method and the English Tonic-Solfa method by John Curwen. These methods were 

being implemented and popularised by Tadeusz Joteyko (1872-1932), who used the 

digital method and the Galin’s meloart in his pedagogical work, calling it phonoart. Also 

in terms of rhythm, he followed the achievements of the French pedagogues. The main 

musical activity was singing of songs, which aided improving of voice emission and 

introducing of music rules. In the interwar period, the English Tonic-Solfa method was 

supported and promoted by Karol Hławiczka (1894-1978) who, like Joteyko, paid 

attention to increasing the level of musicality among children and young people through 

singing. The proper selection of the repertoire was to serve the introduction of triads. He 

also attached importance to indigenous folk songs he included in Polish Solfeggio. 

Another representative looking for effective methods of ear training was Stefan 

Wysocki (1886-1940). He was a student of Dalcroze, studying at the Hellerau Institute 

near Dresden. According to Wysocki, the teaching of singing should be connected with 

the enjoyment of music. He was one of the first pedagogues who stressed the 

importance of practicing the habit of listening to music. He believed that by systematic 

learning, learners would develop the ability to listen to and hear music. Reading of the 

musical notation was done by arranging notes on four lines, the so-called ruling. In the 

same way as in the Tonic-Solfa method, he used phonogesture – a kind of manual 

communication. Another method of teaching music in general school was the method 

proposed by Józef Życzkowski (1895-1967), which originated from the innovative 

combination of the two methods discussed earlier: the Galin-Cheve-Paris method and 

the Tonic-Solfa method. Życzkowski’s educational offer brought good results in singing 

education, but it was still based mainly on one type of musical activity - the stereotypical 

teaching model, which was no longer sufficiently attractive and effective5. 

In the 1930s, a prominent composer, Karol Szymanowski (1882-1937)6 undertook 

decisive action in favor of the progressive shape of Polish music education. The creator 

of the ballet Harnasie, the opera King Roger, or Symphony No.3 Song of the Night, besides 

composing and pedagogical activities, was also a great visionary and reformer of music 

education in Poland7. He took great care of raising of the musical culture of the whole 

society. Szymanowski included his credo in the 1930 treatise On the educational role of 

                                                 
5 A. Wilk, Metody kształcenia słuchu muzycznego dzieci w wieku szkolnym, Wydawnictwo Naukowe Akademii 

Pedagogicznej, Kraków 2003, s. 48-56. 
6 M. Dubaj, Karol Szymanowski dzisiaj – refleksja kompozytora, In: A. Weiner (ed.), Karol Szymanowski – edukacyjne 

inspiracje. Metoda projektów, Wydawnictwo UMCS, Lublin 2008, s. 14. 
7 Szerzej: T. A. Zieliński, Szymanowski – liryka i ekstaza, PWM, Kraków 1997, s. 263-264; por.: L. Markiewicz, Wybrane 

zagadnienia pedagogiki muzycznej, Seria III: Skrypty nr 4, Akademia Muzyczna im. Karola Szymanowskiego, Katowice 

2000; H. Feicht, Wspomnienie o Karolu Szymanowskim, In: J. M. Smoter (ed.), Karol Szymanowski we wspomnieniach, 

PWM, Kraków 1974, s. 148-155. 



HERJ Hungarian Educational Research Journal, Vol 7 (2017), No 3 

10 

musical culture in society8. This was the first Polish dissertation addressed to the society 

on the subject of social and educational function of music9. 

Contemporary concepts of music education 

The post-war (1945) period is the time of adaptation of European methods. In addition 

to the previously mentioned Dalcroze method, Zoltán Kodály’s (1882-1967) concept 

and Carl Orff’s (1895-1982) system were included in the scope of interest. 

When in the 1960s the Polish concept of music education was being created and 

introduced, they referred both to the theory of aesthetic education and the experience 

gained from practice. At the foundation of this concept there was belief that the existing 

school curricula in the field of music education (the subject “vocals”) did not meet the 

changing needs of civilization and culture, as well as the postulates of aesthetic 

education10. As mentioned, the creators of the Polish concept built on the experience 

and diversity of foreign systems, which in a significant way shaped the new concept. It 

was influenced by the systems and methods of Emil Jaques-Dalcroze, Carl Orff, Zoltán 

Kodály, James Mursell (1893–1963), and the French school of Celestine Freinet. 

Interest was also aroused by Dmitri Kabalevsky’s (1904 1987) experimental program 

(learning of listening to music), conducted by this eminent composer in the Soviet Union 

in the 1960s11. 

The co-creator and implementer of the “Contemporary Polish Pluralistic Concept of 

Musical Education” is Maria Przychodzińska. Besides this eminent figure, the circle of 

creators includes: Ewa Lipska, Dorota Malko and co-authors: Małgorzata Komorowska, 

Barbara Smoleńska, Leokadia Jankowska, Magdalena Stokowska and Anna Trojanowska- 

Kaczmarska (music-art programs). In the discussed concept, the contents and forms of 

musical education are grouped into four groups: performance expression (singing and 

hearing training, playing instruments, movement with music), musical creation of 

children and youth (free expression, directed creation – subjected to discipline). An 

important element of the concept is the integration of art – music, visual arts, word, 

literature, movement, dance, film and theatre, whilst retaining specialised education in 

these fields12. 

                                                 
8 K. Szymanowski, Wychowawcza rola kultury muzycznej, PWN, Warszawa 1984. 
9 Szerzej: G. K. Konkol, Karol Szymanowski o edukacji muzycznej, In: A. Michalski (ed.) Ontologia pedagogiki muzyki. 

Europejskie systemy edukacji muzyki, Wydawnictwo Athenae Gedanenses, Gdańsk 2017 (wyd. II rozszerzone). 
10 M. Przychodzińska, Powszechne wychowanie muzyczne 1960-1990. Między koncepcją a realizacją (1), „Wychowanie 

Muzyczne”, 3/2011; M. Przychodzińska, Powszechne wychowanie muzyczne 1960-1990. Między koncepcją a realizacją 

(2), „Wychowanie Muzyczne”, 4/2011. 
11 M. Przychodzińska-Kaciczak, Polskie koncepcje powszechnego wychowania muzycznego. Tradycje – współczesność, 

WSiP, Warszawa 1987. 
12 M. Przychodzińska-Kaciczak, Muzyka i wychowanie. Nasza Księgarnia, Warszawa 1979; M. Przychodzińska, 

Słuchanie muzyki w klasach 1-3. Przewodnik do płytoteki, WSiP, Warszawa 1988; M. Przychodzińska, Wychowanie 

muzyczne – idee, treści, kierunki rozwoju, WSiP, Warszawa 1989; E. Lipska, M. Przychodzińska, Muzyka w nauczaniu 

początkowym. Metodyka, WSiP, Warszawa 1991; E. Lipska, M. Przychodzińska, Drogi do muzyki. Metodyka i materiały 
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Another concept of teaching music is the Cracow Concept of Musical Education (CCME) 

which was created by a team of musicians-pedagogues from Cracow universities 

(musical and pedagogical). CCME was established at the beginning of the 70’s of the last 

century. Its creator was Zofia Burowska – an outstanding theorist and pedagogue, and 

the co-authors included Jerzy Kurcz, Andrzej Wilk and others. The concept was 

developed through a diagnostic and experimental study that examined two important 

educational problems, namely the study of the effectiveness of music education in 

training elementary school children’s musical hearing by means of relational solmisation 

and the absolute method, and the study of the importance of musical creativity in 

preparation to music perception. The results of the research verifying the hypothesis 

allowed the first attempts to adapt the elements of Zoltán Kodály and Carl Orff’s systems 

in general education in Poland. The Cracow concept is characterized by: 

 rigorous systematization of the teaching material, resulting from the principles of 

relational solmisation, 

 spiral content, 

 using various means of expression and musical perception, i.e. the use of 

appropriate types of musical activities such as: singing, playing instruments, 

music and movement classes, managing the process of making music, listening to 

music; the use of exercises which trains the proper voice emission, dictation, 

musical score, and familiarize students with basic knowledge about music. 

Among many empirical works related to music pedagogy and pedeutology (gr. Paidentes 

– teacher, logos – science) conducted by the Academy of Music in Cracow and the 

Pedagogical Academy (now Pedagogical University) two proposals are worth 

mentioning: the first is the analysis of reception of 92 radio broadcasts by Polish Radio 

in 1985-1990. The programmes were carried out in three cycles: I – Let’s dance one and 

two, and sing so mi la, II – How nice it sounds la so do re mi, III – Let’s sing, let’s listen. The 

programmes were addressed to children, pupils in grades 1-3 of primary school and, to 

some extent, to their teachers. The content of the programme was based on the 

programme-methodological concept. The second proposal is the examination of musical 

and pedagogical competences of students of pre-school pedagogics at the Pedagogical 

Academy in Cracow in years 1992-1999. Without going into details, the result obtained 

in both studies have confirmed the high effectiveness of the concept. Numerous articles, 

research reports, classroom scenarios and book publications constitute the research and 

implementation activities of the CCME. The members of the department headed by Zofia 

Burowska, then by Jerzy Kurcz participated in seminars, scientific conferences in Poland 

and abroad, presenting achievements and exchanging experiences. The students from 

the above mentioned universities learn the theory and practice that they can verify 

during school practices. At present, the Cracow concept is more difficult to implement 

because after the introduction of reforms in general education schools, the subject Music 

                                                                                                                                                         
repertuarowe, WSiP, Warszawa 1999; por.: G. K. Konkol, Znaczenie muzyki w wychowaniu estetycznym dzieci  

i młodzieży. Polska koncepcja wychowania muzycznego, Szkice Humanistyczne Tom XIV 2014 Nr 1-2, s. 259-271. 
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is included in integrated teaching and is not always at a high level. Fewer hours than 

previously planned for music education of the future teachers results in the fact that not 

all graduates of pedagogical universities have sufficient competence to teach music. In 

conclusion, CCME is a proposal for multilateral education with a reference to theory, 

music didactics, aesthetics and psychology. It refers to the rich tradition of teaching of 

singing and music in Poland13. 

Music education in the context of the educational system14 

When talking about the educational systems, we have to introduce the political, 

historical, economic and social context. The period of political transformation, which 

started in Poland in 1989, has brought about new legislation, which became the basis for 

reforms in education. The implementation of reforms started at the end of nineties. The 

new legislation permitted the development of non-state schools, brought a higher 

percentage of youth attending general secondary schools, as well as a rapid growth in 

the number of students attending higher education institutions. The major reform 

carried out in Poland’s educational system in 1999 involved profound changes in the 

school structure as well as curricula, the grading system, and requirements for students. 

Furthermore, a new priority of this reform is to discover and develop children’s skills. As 

a result of teacher autonomy regarding the curriculum, the process of learning can be 

adjusted to suit students’ musical abilities and individual achievements and their own 

interests. 

The new education system comprises: pre-school institutions, primary schools, lower 

secondary schools (gimnazjum), upper secondary schools and post-secondary schools. 

Apart from the above mentioned schools, there are the following elements of the 

education system: schools of art, psychological and educational centers, special 

education and care institution, continuing education centers, practical training centers, 

teacher training institutions and teachers’ (pedagogical) libraries. In the light of the 

existing law, institutions of higher education are excluded from the system. They form  

a separate higher education system. 

A child aged 3 to 5 may receive pre-school education, which is not compulsory. The six- 

year-old children attend either kindergartens or pre-school classes organized in primary 

schools. From the school year 1999/2000 children between the ages of 7 and 13 attend 

primary schools for a period of six years. As it comes to primary schools (pupils aged 

                                                 
13 A. Wilk, Problemat kompetencji muzyczno-pedagogicznych studentów pedagogiki wczesnoszkolnej i nauczycieli klas 

początkowych szkoły podstawowej w świetle przeprowadzonych badań w latach 1992-1999, Wydawnictwo Naukowe 

Akademii Pedagogicznej, Krakow 2004, s. 51. 
14 The chapter is based on: G. K. Konkol, Music Teacher Training and Educational Reform in Poland – Presentation of 

Music Education Curricula In: N. Kalyoncu, D. Erice, M. Akyuz (ed.), Music and Music Education within the Context of 

Socio-cultural Changes, Series of Culture Books 5, Abant İzzet Baysal Universitesi, Bolu 2010; G. K. Konkol, M. 

Kierzkowski, ICT in Music Teaching in the Context of a New Educational System in Poland In: M. Gall, G. Sammer, A. de 

Vugt (ed.) EAS Publications, Volume 1, European Perspectives on Music Education 1 New Media in the Classroom, 

Helbling, Innsbruck-Esslingen-Bern-Belp 2012. 
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from 7-13) it is divided into two stages: the first stage (grades from 1 to 3, ages 7-9) 

offering integrated teaching in the elementary classroom (no subject division) and the 

second stage (grades 4 to 6, ages 10-13) in which subject teaching is provided (music is 

obligatory only for two years once a week). 

Since 1999/2000, all primary school leavers continue their education in a 3-year 

gimnazjum (obligatory education for pupils aged 7-16), a lower secondary compulsory 

school. At the end of this school, pupils take a compulsory external competence exam 

organized by the regional examination commission. Upon the completion of the lower 

secondary school, pupils (aged 16-19) are to attend different types of upper secondary 

schools. At the end of the some types of schools pupils can take the external exam, called 

Matura (introduced in 2005). On passing the Matura school-leavers’ examination, 

students may continue their education at an institution of tertiary education (a 

university or college). Those who did not pass the Matura examination or who were not 

accepted by higher education institutions, could continue their education in post- 

secondary schools. Non-public schools, together with community and private schools, 

are becoming more and more popular at all levels – from elementary to higher 

education. 

The Minister of Education in Poland is responsible for the whole system of education 

(including the vocational schools). The artistic schools (Music, Ballet, Fine Arts schools) 

are under the pedagogical supervision of the Minister of Culture and National Heritage. 

The reform of the state administration system and the education reform led to the 

situation that only the national educational policy is developed and carried out centrally, 

while the administration of education and the running of schools, pre-school institutions 

and other educational establishments are decentralized. The responsibility for the 

administration of public kindergartens, primary schools and since 1999/2000 also 

lower secondary schools have been delegated to local authorities. 

Due to the decentralization of Polish education system it is now possible for teachers to 

create their own teaching programmes. The system promotes teachers’ independence 

and autonomy which makes them become more creative. The main goal of music 

education is to stimulate comprehensive development of a child. The reform of the 

school system in Poland together with new music curricula brought creative methods 

and tools which can be used in teaching process. 

According to the new education system teachers are promoted through successive 

grading of professional qualifications: from trainee teacher, contract teacher, to 

appointed teacher, and diploma-holding teacher. The highest level is professor of 

education, awarded only to the very best tutors. 

As from 1999 (complete form from 2000), all educational tasks carried out by the three 

levels of territorial self-government are financed within the framework of a general 

subsidy from the State Budget. The only exception is artistic education, the 
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responsibility for which is still with the respective of Minister of Culture and National 

Heritage. 

Since the introduction of new acts concerning both higher education and The State 

Committee for Scientific Research in 1991 the public financing of higher education is 

based on the state budget (subsidy). Higher Education Institutions can also receive 

funds from local self-governments’ budgets as well as from donations including those 

from abroad. The Higher Education Act allows financing some schools’ activities from 

non-budgetary sources (own income) which include fees charged for particular types of 

studies, sale of services and other. As a result, in Polish higher education institutions two 

types of studies can be observed: tuition fee paying and free of charge. 

While mentioning present-day institutions of music education in Poland we may classify 

them as belonging to autonomous multistage system of music schools. It is a full, closed 

system covering professional music education, whose structure is analogous to the 

whole system of general education in all its stages. It comprises lower, middle and 

higher music schools; the latter being equal in level with universities. In 1961 all higher 

schools of music acquired the formal status of universities and could give the diploma of 

MA in Music. This status remained the same when in 1978 all of them were renamed as 

“academies of music”. 

During the last 40 years, music schools of all levels were both governed and financed by 

the supreme governmental administration, namely by the Department of Art Education 

in the Ministry of Culture and National Heritage. 

The statistics show that in the school year 2013/2014, the primary and secondary music 

schools constituted 80 percent of all artistic schools in Poland. There were 537 schools 

in total which included 310 public schools (215 subject to the Minister of Culture and 

National Heritage and 95 run by local government entities) and 227 non public (95 with 

public schools powers and 132 without public schools powers)15. 

The reforms of the educational system reached the higher music education institutions 

as well. There are following types of higher music education institutions in Poland: 

Academies of Music; Universities, and Pedagogical Universities (previous Higher 

Pedagogical Schools). The Academies of Music are dedicated to teaching the following 

subjects of studies: composition, theory of music, conducting, instrumental play, singing, 

jazz and pop music, church music, sound engineering, and music education. There are 

eight Music Academies in Poland. They take place in the biggest cities of Poland: 

Warszawa, Katowice, Krakow, Poznań, Wrocław, Gdańsk, Łodź, Bydgoszcz. Although the 

Matura exam in Poland replaced entrance examinations to the Universities (introduced 

                                                 
15 Z. Konaszkiewicz, M. Chmurzyńska (eds.), Raport o stanie szkolnictwa muzycznego II stopnia, Instytut Muzyki  

i Tańca, Warszawa 2014, s. 19; W. Jankowski (ed.). Raport o stanie szkolnictwa muzycznego I stopnia, Instytut Muzyki 

 i Tańca, Warszawa 2012. 
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in 2005), the candidates to higher music institutions are obliged to take an additional 

competitive entrance examination. 

The higher education system in Poland comprises both state and non-state institutions 

(created on the basis of the Higher Education Act, 1990), but all Music Academies in 

Poland are state owned. Most higher education institutions are under the supervision of 

the Ministry of National Education and the Ministry of Science and Higher Education. 

However, some as Academies of Music, Fine Arts, Theatre, and Film Studies are under 

the supervision of Ministry of Culture and National Heritage. 

On the 19th June 1999 in Bologna, the European ministers in charge of Higher Education 

signed a Declaration (so called Bologna-Declaration) with the intention to create  

a “European Higher Education Area”. Professional music training, which has gradually 

been integrated into the national higher education systems during the past decades, is 

also strongly influenced by these developments. The Bologna Process has initiated 

important changes in higher education system in Europe, including Poland. The 

Declaration was signed to increase the mobility of students, teachers and professionals 

and create greater transparency in European higher education16.  

Nowadays, professional degrees at higher music institutions in Poland are 

regulated by the Bologna-Declaration indications. The graduates of institutions of higher 

music education receive the following degrees: Bachelor of Arts, Master of Arts and 

PhD. Further academic degrees are as follows: post PhD (habilitacja) and professor is 

an academic degree awarded by the President of Poland. In addition to this grading scale 

Polish Higher Education Institutions introduced the European Credit Transfer System 

(ECTS). The reforms reached the higher music education institutions, as the Academies 

of Music17. 

Conclusion 

Since the collapse of the communist rule in Poland the education system has undergone 

quite a few severe changes. The major reform carried out in Polish school system in 

1999 involved profound changes into the educational system. Currently music lessons in 

general education schools are not obligatory throughout the entire educational cycle. In 

primary schools music lessons are a part of the curriculum as a separate subject in 

grades 4-6 for three years (one hour per week). In the three-year upper secondary 

school music lessons are mandatory only in the first grade, whereas in secondary 

schools music was substituted with a more general subject of Cultural studies18. The 

                                                 
16 G. K. Konkol, The Impact of the Bologna Process on Higher Music Education in Poland In: Music Pedagogy in the 

Context of Present and Future Changes 4: Synthesis of the Traditional and Modern in Musical Education of the 21st 

Century, eds. V. Balić, D. Radica, University of Split, The Arts Academy, Split 2016. 
17 More: G. K. Konkol, Integracja europejska – Proces Boloński. Implikacje dla edukacji muzycznej, Wydawnictwo 

Athenae Gedenenses, Gdańsk 2013. 
18 G. K. Konkol, Lekcja muzyki w szkołach ogólnokształcących w Niemczech – porównania z Polską, In: A. Michalski (ed.), 

Ontologia pedagogiki muzyki. Europejskie systemy edukacji muzyki, Athenae Gedanenses, Gdańsk 2015. 
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insufficient number of music lessons at schools was the impulse for undertaking many 

actions to promote music education among children and youth. One of the strengths of 

Polish music education system is that music teachers are highly qualified. They are 

trained in Music Academies which prepare them to work in all types of schools (general 

education schools and music schools) and with children at all levels of education. 

Training takes place within subject-specialist departments which prepare professionals 

for their future careers. It also means that they have the necessary knowledge and 

practical skills to develop children’s musical abilities. 

Despite the passing of years and changing curricula, CCME is still up-to-date, the 

students of Cracow universities: the Academy of Music, the Pedagogical University, and 

Vocational School in Nowy Sącz become familiar with the concept and prepare to teach 

music in general schools. 

A reform in general education, which will take effect on 1st September 2017, is currently 

being prepared in Poland. Middle schools will be liquidated and replaced by eight-year 

primary schools and four-year secondary schools. The curricula have not been published 

yet, but the number of hours for Music is already known. Grades 1-3 will be taught Music 

in the integrated system, and grades 4-7 will have 1 hour of this subject per week. We 

hope that the new curriculum will be enriched with even more interesting content that 

will contribute to the harmonious development of children and youth. 
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History 

Slovakia, a country with over five million inhabitants, is situated in Central Europe. In 

1993, it became an independent state, and later also a member state of the United 

Nations and a part of the European Union. In the territory of Slovakia, music education 

was already mentioned in the mid-8th century. At that time, churches created schools to 

form priests, and focused on liturgical singing. In the 9th century, schools were 

instituted by the two educated brothers Cyril and Methodius. While they were in Great 

Moravia, in addition to Latin, the language understood by the common people was used 

in liturgical chants and spiritual songs. 

In the Middle Ages, in the 10th - 13th century, organized music education was imparted in 

schools in monasteries, chapters and parishes. It was led by members of religious orders 

who taught mainly church singing, music theory and notation. In the 11th century, the 

first choral school - Schola Cantorum was established in Nitra. It was inspired by the 

Roman school of Pope Gregory the Great. Cantors and succentors taught students figural 

singing and music theory on a scientific level.  

In Slovakia of the 14th and 15th centuries, the parish schools generally developed into 

urban schools – particular schools. In addition to liturgical music, singing and music 

theory, pupils had to learn instrumental playing (especially playing on wind 

instruments). 

In the 16th and 17th centuries, the organization and operation of schools fundamentally 

changed under the influence of the Reformation and Protestant movement. High-quality 

Latin schools were established in large cities (Bardejov, Levoca, Kežmarok, Presov, 

Banska Bystrica, Banska Stiavnica, Kremnica, and Bratislava). Music and singing (cantus 

et musica) became mandatory and equivalent components of education. Students 

attended these schools daily for several hours, and everyday music classes were no 

exception. Students sung polyphonic songs, played string instruments and organs, 

played in popular instrumental bands and singing choirs, and performed at public 

trimester ceremonies on a regular basis. (Gregor - Sedlický, 1990) 

The parameters of Baroque music education were determined to a large extent by the 

constitution of universities and gymnasiums (secondary schools), where music played 

an important, though not a formative role. This was especially so at the University of 

Trnava (1635), Kosice University (1657), and the Presov Collegium (1667). At the time 

of the reinstitution of Catholicism, the schools were founded by religious fraternities and 

orders which had at their disposal foreign music sheets, valuable music literature, and 

musical instruments. The Franciscans, Piarists and Jesuits raised a number of cantors 

and organists. The pupils performed in so-called School dramas - musical theaters. An 

elaborate system was systematically implemented in teaching musical disciplines. 

During Classicism, the Slovak education system had an important position in the whole 

Central European region. The first public music school “Musikschule” was founded in 
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Bratislava; a special class of music education and instrumental music was successfully 

functioning in Trencin; the first professional cantors - teachers were taught in Spisska 

Kapitula; the student teachers studied in Kosice. The quality of theoretical knowledge, 

vocal and instrumental skills of pupils, and also the work of the teachers were 

controlled. The criteria were fixed and published in the Pressburger Zeitung in advance. 

In terms of the school reform by Maria Theresa, Ratio educationis (School code) of 1777, 

the school system included three types of schools: the national – folk schools with a 

single-teacher, schools with two to four teachers – so called normal schools (schola 

normalis), and finally, the Latin schools and universities. Pupils in normal schools 

learned music two hours a day under the supervision of a special teacher (magister 

musicae). They sang, played the organ, violin; they studied music theory, and also, they 

could take an optional subject – playing wind instruments. (Gregor - Sedlický, 1990) 

The 19th century became a very complicated period for the Slovakian educational 

system. The language of instruction was Hungarian; the teachers in folk schools were 

unqualified, and the school attendance was sporadic. A more positive situation was 

found in gymnasiums, lycees, and teacher colleges, where music education received 

considerable attention. The students in teacher colleges attended four-five hours of 

singing and music weekly, they gained interpretive skills in playing piano (they played 

technical exercises and songs), organ (they played chants, overtures and postludes), and 

violin. They performed in singing choirs, and were able to orient themselves in harmony, 

song analysis, and in music theory. They also had at their disposal classical music and 

period music literature. 

Music education encountered many developmental changes in the 20th century. Progress 

meant not only stabilized teacher colleges with excellent pedagogic staff, but also the 

emergence of new educational institutions (Music School for Slovakia in Bratislava - 

1949, which, after its transformation, focused on musical and artistic education 

(Kupkova, 2014)). The inter-war period was directed towards improving the quality of 

teaching, developing active musicality in children, implementing receptive musical 

education, and accentuating the importance of folk songs. In the 50s, following the Law 

about Unified school (1948), schools became centrally managed and they respected 

many ideological content verdicts. Nevertheless, progressive attributes of music 

pedagogy entered the scene. These were linked to communicativeness of music, to the 

detailed specification of the perception process, to the anticipation of developing 

children’s musical creativity, and to the methodology of instrumental activities. The 60s 

were characterized by stagnation tendencies, because the schools and education were 

increasingly politicized. Starting from the 70s, the music education process became 

more dynamic, and in accordance with the so-called New conception (since 1976), the 

effort to modernize it, gained its more realistic form. 

After November 1989 (Velvet Revolution), it was necessary to “implement changes in the 

school system organization, make curricular transformation, and also implement changes in 

the field of teacher preparation and lifelong learning”. (Kupkova, 2014, p. 157) The public 
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became familiar with the projects “School spirit”, “School of the Year 2000”, and in 1994, 

with an interesting National Program of Education: “Constantine”. The music education 

was specified as follows: “Teaching music should lead to knowledge of musical styles 

and the most important music works, to the core competencies associated with the 

perception of music; it should interpose basic instrumental skills in singing and in 

playing at least one musical instrument.” (Projekt, 1994, p. 17) The project Constantine 

was not put into practice. More successful was the “Millennium” project. Its concept was 

gradually transformed to education reform and to the latest Law on Education (2008). 

According to renowned music teachers, it is a step backwards, and it represents a 

regressive interference in music education. 

The school system 

The school system includes the institutions of formal and informal education. Under the 

new classification ISCED 11 (International Standard Classification of Education 11), 

there are four levels of education: pre-primary education, primary, secondary, tertiary. 

In the following text, we bring detailed specification in the continuity of teaching music. 

Pre-primary education 

In the State educational program, music education is included in kindergarten’s 

educational field “Art and Culture”. Music education consists of a complex of six musical-

educational activities, which form six sub-fields of educational field “Art and Culture”: 

 Rhythmical activities that are determined by personal experience in making 

rhythms out of rhymes, words, phrases, dialogic games, and so on. The child beats 

to the rhymes in 2/4 and ¾ bars and creates elementary accompaniments. 

 Vocal activities are interpretative in nature; they provide space for voice and 

breathing exercises and for work with child’s voice. 

 Instrumental activities allow children to use the Orff instrumentation for the 

completion of singing songs and music pieces. They respect musical feeling and 

imagination of children. 

 Perceptive activities are directed towards building a relationship to music and 

towards educating an active and receptive music listener. 

 Music-movement activities cultivate physical movement of children and ensure 

the elementary dance training for children. 

 Music-dramatic activities integrate musical expressions with verbal, visual arts, 

and movement expressions and with music-dramatic improvisation and 

interpretation. (According to ISCED 0) 
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Primary education 

Primary education is divided into two stages: 

Stage 1 = primary education has a duration of four years - 1st and 4th grade in primary 

school for children aged 6-10. Music education is covered in 1 hour per week. 

Stage 2 = lower secondary education has a duration of five years - fifth to ninth grade of 

primary school for pupils aged 11 to 15. Music education is covered in 1 hour per week. 

In primary education, music education is included in educational field “Art and Culture”.  

It has three content goals: 

 Cognitive goals. 

 Socio-affective goals. 

 Psycho-motorial goals. 

The golden rule of the music education in primary level: the whole educational process 

must come out from music and head back to music. In education, it is essential to follow 

the procedure from the musical experience to knowledge and through the knowledge to 

the transfer within active listening and accessing the content of art pieces. 

The subject Music education is the complex of musical activities, which intersect and 

influence each other. These activities are: 

 Vocal-intonation activities 

 Instrumental activities 

 Perceptive activities 

 Music-movement activities 

 Music-dramatic activities. 

Music education is based on activities and experience. According to the State 

Educational Program, the music for pupils should be „simultaneously a game and 

a subject matter of a child experimenting, and a source of exploring access to the musical 

cognition“. (SVP, 2009) 

In lower secondary education, similarly to the primary education, the progression from 

music experiences to knowledge and cognition is followed. Through them, teachers lead 

pupils to the transfer in perception and interpretation of new artistic works. “The main 

purpose of music education is an optimal personality formation and efficient development of 

pupil´s musicality, so that the pupil - through communication with music - creates his 

progressive and creative way of being for his life in the 21st century.” (SVP, 2010) In lower 

secondary education, the whole process of music education takes place within the 
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purview of creative-human education. The complex of activities is identical to that in 

primary education. 

The content of music education is precisely stated in the educational program. It is based 

on three key thematic areas: 

 How the music speaks to us. Music associated with other forms of art (creation of 

an integrative project). Through music, we learn about our musical culture and 

about the culture of other nations. 

 Music of the past and the present. Through music, we learn about the cultures  of 

different nations. 

 Musical strolls through centuries. Diverse variety of popular music. Music on the 

border (permeation of different kinds and genres of music: pop music, classical 

music, jazz, ethno, world...). (SVP, 2010) 

Secondary education 

Secondary education can be completed in six types of schools. However, students are 

offered contacts targeted exclusively at music only at some of them. These are schools 

providing complete specialized secondary education with graduation exam – maturita 

(pedagogical and social academies, and conservatories), and higher specialized schools 

(5th and 6th grade at conservatories). 

At the other secondary schools with four-year education program (e.g. gymnasiums), the 

subject Art and Culture is taught, but it is not focused specifically on music. It focuses on 

“the complex perception of the culture and art in the context of current cultural, social, 

economic and political processes” (SVP, 2012, p. 1) It covers all art forms and synthetic 

arts. Music is only a part of the selected thematic units and, by content standards, the 

pupils should reflect it actively. Each year, the subject Art and Culture is taught 1 hour 

per week. 

Pedagogical and social academies 

These schools have a number of departments. Music education has a major position, 

justified and proven by history, in a teaching department for teachers in kindergartens. 

Students acquire basic theoretical knowledge and extensive practical skills to carry out 

educational activities independently. Graduates of these schools must master 

propaedeutic music theory and various practical disciplines (basic conducting 

techniques, instrument playing, singing, etc.). 

The intensive study is reflected in the time devoted to subjects such as specialized 

subject Methodics of Music Education. It is taught 3 hours per week in the 1st and 2nd 

years of studies, and two hours a week in the third year. In the 3rd and 4th years, students 

can choose an elective subject: Creative Music Education, recommended four hours a 

week.  
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The conservatory 

“The Conservatory is, in Slovakia, a specialized secondary school which provides 
education for future professional artists in music, dance, singing and acting. In terms of 
the founder, conservatories can be divided into three groups: state, church and 
private, and in terms of the focus, in two groups: dance and music conservatories.” 
(Strenacikova, Jr., 2016, s. 1) 

According to the educational program, musical art is studied in two main streams: the 

first one is “Singing” and the second one is “Music”. Music stream includes various 

departments: composition, conducting, and playing instruments: piano, organ, brass and 

percussion instruments, string instruments, accordion. 

After four years of studies, the pupil passes the graduation exams (maturita). (S)he can 

continue to study at the university, or work as a professional artist – a soloist or a 

member of artistic ensembles. Also, (s)he can continue studies at the Conservatory, and 

after two more years obtain “absolutorium” and receive a title DiS. art. (diplomovaný 

umelec). Thus, (s)he finishes the pedagogical-artistic education and becomes a qualified 

teacher at primary art schools. (Strenacikova, Jr., 2015) 

The study at conservatories develops a creative personality and a talent of the pupil. It 

provides the whole complex of skills and knowledge in the main field of study.  

“The aim of the main subject is to teach pupils to play, sing, conduct and compose at 
the professional artistic level, to achieve professional mastery associated with the 
personality development, to develop the ability to work independently, and to work at 
educational-artistic positions.” (SVP for conservatoires) 

The schools similar to conservatories were founded in Bratislava, Kosice and Žilina. In 

the 20th century, they were transformed from the higher music schools for educating 

teachers of music schools. State Conservatory in Bratislava (1941), State Conservatory 

in Kosice (1951), and the State Conservatory in Žilina (1961) (Strenacikova, Jr., 2016). 

After 1989, the number of conservatories expanded. Currently, students can study music 

and singing at five public schools (Bratislava, Kosice - two schools, Žilina, Banska 

Bystrica), at six private schools (in Nitra, Topoľcany, Zvolen, Presov, Kosice, 

Michalovce), and at one church school (Bratislava). 

Tertiary education 

Study at universities is diversified into three degrees: 

 Bachelor degree with the title Bc. 

 Master’s degree with the titles Mgr., and Mgr. art. 

 Doctoral degree with the titles PhD., or ArtD. 
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Academic education sector follows the principles of the Bologna process and European 

Higher Education Area (both terms are used interchangeably), applies the credit system, 

encourages the academic mobility, and focuses the teaching on students. Teaching is 

understood as a mission of the university. 

Music studies at the university are provided by schools with a different focus: on art, 

musicology and teaching. 

Artistic education 

Artistic education for domestic and foreign students is available at three schools: 

Academy of Performing Arts Bratislava - Music and Dance Faculty, Academy of Arts in 

Banska Bystrica - Faculty of Music and Jan Albrecht Music and Art Academy in Banska 

Stiavnica. The schools contribute to profiling the representatives of musical life, and 

they educate professional artists. 

Their graduates have almost a 100% use in practice. The university in Bratislava offers 

the opportunity to study at the Department of keyboard instruments and church music, 

composition and conducting, singing, string and wind instruments, and at the 

Department of theory of music. In Banska Bystrica, two study programs were 

constituted: Performing arts (includes singing, playing keyboard instruments, orchestral 

instruments, accordion, and conducting), and Composition study program. Likewise, two 

study programs are available in Banska Stiavnica: Music theory and interpretation and 

Theory of music and creation. Teaching competences are obtained by completing four-

semestral supplementary pedagogical education. 

Musicological education 

Faculty of Arts at Comenius University in Bratislava is the only one university in Slovakia 

that focuses on the Musicology study. The department has a scientific character, and its 

content consists of historical-philosophical, theoretical and applied humanistic sciences. 

The department is “focused on the study of the theory of the musical styles, compositional 

techniques, music theory concepts, types and methods of musical analysis, respectively on 

the interpretation of the music and the musical works, and the existence of music 

phenomenon.” (https://fphil.uniba.sk/katedry-a-odborne-pracoviska/katedra-

muzikologie/) The graduates acquire knowledge about music in its sounding, fixed-

writing and socially received form of realization. 

Pedagogical education 

Teacher education as a university teacher preparation has, in Slovakia, the longest 

tradition and the richest history. It gained its current form by transformation – first 

existed the Higher Pedagogical Schools, later the Pedagogical Institutes, then 

independent Pedagogical Faculties, and now, the Faculties/Departments of Education, 

which are part of major universities. Music teacher education is currently offered by the 
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Faculties/Departments of Education at the following universities: Matej Bel University 

in Banska Bystrica, Comenius University in Bratislava, Constantine the Philosopher 

University in Nitra, University of Presov in Presov, University of Trnava in Trnava, 

Catholic University in Ružomberok, and University of J. Selye in Komarno.  

 Students can obtain a teaching qualification by attending one of the following 

programs: Preschool and Elementary Pedagogy: it provides education for teachers 

at pre-primary and primary education, i.e. kindergarten teachers and teachers at 

the first stage of primary school. During the studies, the students attend 

obligatory lectures, seminars and trainings: Education of music in kindergartens 

and primary schools, Basics of music education, Playing a musical instrument, 

Musical Practice, Didactics of artistic-educational subjects with praxis, 

Instrument and movement in music education. 

 Teaching Music Education: it can be attended as one-field study, or in a 

combination with any other subject. Graduates obtain a qualification for the 

second stage of primary schools, for secondary schools, and for teaching music 

theory at elementary art schools. The range of compulsory and elective subjects 

is significantly wider, and it varies in accordance to the specific programs of 

schools. However, the core disciplines have a common base: Music theory, 

Harmony and polyphony, Voice education, Study of musical instruments, Forms 

and analysis of music works, History of music, Music in Slovakia, Playing the main 

and obbligatory instrument, Intonation, Conducting and leading the singing choir, 

Praxis in instrumental ensembles, Basic composition, Jazz and pop music, 

Arranging for school ensembles, Music aesthetics, Music pedagogy, and more. 

Contemporary music education 

Music education at all levels and types of schools is granted by fully qualified teachers. 

They are aware of a versatile impact of music education on pupil’s personality, and they 

participate in innovative processes aimed at improving the quality and attractiveness of 

teaching. They participate in a number of short- and long-term projects that are verified 

through research. In schools, they apply original methods and forms of teaching, they 

build on international experience and cooperation across borders, and they implement 

new teaching bases. All efforts are overarched by the educational concept of humanistic 

and global education, and by strategies of multicultural and environmental education. 

In Slovakia, there are also primary schools with extended music education programs 

that closely co-work with primary art schools. In addition, one could notice an 

increasing number of schools focused on regional culture, which has a positive effect on 

the development of key competences; experiments with the use of ICT (information and 

communication technologies), interactive whiteboards/smartboards and multimedia 

textbooks on music lesson are carried out; new forms of activating students are sought; 

interdisciplinary linking of music education with other arts, humanities and sciences is 

applied; standard content of music lessons is enriched by elements of folk, ethno and 
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world music, musicals, pop music, and so on. New educational media - unconventional, 

innovative textbooks are created... 

Educational work of Slovak music teachers is marked by the legacy of the great personof 

Hungarian and world music pedagogy: 

“…Finally, we can also live without music. The path leads even through the desert. But 
we, who care about every child to be given into his hands the key to good music, and 
with it also the protective talisman against bad music, we want each child to pass 
through life not as if walking through the desert, but through the flower garden.” 

Zoltan Kodaly (1974:468) 
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Singing and music in public education 

The origins of teaching music in public education date back to the Educational Law 

number 1948/5. This law nationalizes the religious and private schools and states the 

new school levels and their goals. Article VI of the 1948/1751 order of the Great 

National Assembly enumerates the core subject matters including physical education 

but it does not mention music, foreign languages and drawing. Nevertheless, these 

subjects were included in the educational plan but the judgement of their importance is 

obvious if we consider the above mentioned facts. In the past seven decades this point of 

view has become acceptable, moreover, the new educational laws that followed with the 

ever decreasing number of lessons only made the situation worse. 

Nowadays the subject singing and music is included in the educational plan of every 

level-from nursery school to high school- of the public education. In nursery schools 

children are taught songs connected to everyday issues, this happens usually within two 

musical activities a week. 

In the elementary (1st to 4th) and secondary (5th to 8th) grades pupils study music one 

lesson a week. In high schools they study music in the 9th and 10th grades in half a lesson 

per week , but in the 11th and 12th grades only pupils on humanities study music in half a 

lesson per week.22 

In the following part we will present the expectations stipulated by the Ministry of 

Education for the different levels. In this presentation the strongly questionable 

conception about musical education can be outlined. In the Romanian musical education 

only absolute solmization is used, the relative one is not familiar with the teachers 

either, although, considering the low number of lessons, the use of relative solmization 

could lead to a more effective teaching. The alternative teaching methods are completely 

absent from the national teaching conception and this is no wonder, because in the 

higher education they started being used only ten years ago. The use of these methods is 

also prevented by the lack of music rooms and instruments in schools (for example 

pianos), as well as the fact that there are few music teachers who can improvise on the 

piano, which, for instance, represents the basis of the Dalcroze method, but we could go 

on mentioning the lack of equipment for other methods, too. Practically, the conception 

about musical education has not changed at all in the past seven decades, except that the 

number of lessons have decreased. In the 1970s there still were two or three choir 

lessons at the disposal of the music teacher, but there are none anymore. There is no 

effective musical education without choirs, but this is not included in the pupils` 

timetable and teachers are not paid for it either. If there still are choirs, those are only 

the result of the teacher`s enthusiasm and dedication. Although the educational plan 

mentions the teaching of musical instruments too, there is no special lesson for it, only 

                                                 
22 As there is only half a lesson a week for teaching visual arts too, they usually solve the problem by having one music 

respectively visual arts lesson every second week. 
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the one lesson a week or every second week. On those occasions everything should be 

taught and learned. 

During the nursery school23 years the goal of teaching music is to make children able to 

distinguish between musical sound and noise, to identify the length, strength, height of 

different notes, thus to learn to consciously identify the characteristics of the sound 

perceived. The teaching plan focuses on singing of songs for children, which is suggested 

to be done accompanied by their own rhythm and movement, and with the instrumental 

accompaniment of the teacher. Part of the program consists of two voice singing, as well 

as expressing the atmosphere of the tune by movements, and also tune-movement 

improvisation. Music audition is also included in the teaching plan: selections from the 

musical literature adequate for the children`s age are recommended to be listened to 

and recognized. 

The teaching plan for musical education in nursery schools could serve as a good base 

for the musical education at school, but unfortunately even at this level the idea that 

music is not a “core subject”, therefore it is not important, has deeply struck roots. It is 

not only this idea that prevents accomplishment, but rather the low training level of the 

nursery school teachers. The nursery and elementary school teacher training at 

universities provides only one semester of music courses, respectively a one-semester-

long course and seminar in methodology. Students do not even know the score, they 

have no knowledge in music and they will not be able to acquire any in such a short 

period of time. This will turn into a very serious shortcoming, as they will not be able to 

read and learn songs, so they will teach their own poor repertoire of songs for children 

with no chance of development or innovation. According to the recommendations of the 

teaching plan, the nursery school teachers should grant instrumental accompaniment to 

the children`s singing but this cannot be done considering the above mentioned facts. 

They do not study musical literature, so they are not able to select the appropriate 

pieces. Although the teaching plan and the bibliography contain many recommendations 

concerning what should be auditioned at nursery schools, it is not enough for the 

teachers to find them and make the children listen and understand, as they are 

unqualified in musical literature. Thus, not even the constantly enriched musical 

pedagogy literature (Zavela, 2004, Dolgoşev and Marinescu, 2004, Florea, 2006, Palade 

and Palade,2008 stb.) can help them, and it is the same case with nursery school song 

collections (Selmeczi, 1971, Selmeczi, 1972, Inescu-Motora, 1980, Lupu and Staneci, 

1999). 

The teaching plan expects the nursery school teachers to use musical instruments but 

the problem is not only that they cannot play any, but also that there are no instruments 

in most schools and nursery schools. Practice shows that not only the content of the 

teaching plan is not fulfilled but also the joy of clear singing, whose main cause is the 

                                                 
23 http://edums.ro/invpresc/Curriculum-pentru- invatamantul-prescolar.pdf 
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inadequate choice of songs, is missing. Therefore the professional preparation for 

teaching singing and music does not take place. 

When starting school at the age of six or seven, and during the following four years there 

still could be a chance to compensate the lacks of nursery school. At the end of 

elementary school, that is at the end of the 4th grade24 children should know the basis of 

reading and writing music (the line system, the notes la, sol, mi, re, do, the value of 

musical notes, the 1/4 rest, the 2/4 and 3/4 beat) to sing with correct breathing, clearly, 

with appropriate diction. They have to be able to recognize the sound of some 

instruments (piano, violin, and trumpet). They have to know folk songs. Music audition 

is also part of the teaching plan. It recommends fragments from the musical literature 

and also the minuet from among the musical genres. By the end of the 4th grade the 

ability of solo and group singing has to be acquired too with the correct dynamics and 

tempo. 

The 5th-8th grades teaching plan is based on the above mentioned knowledge, in fact it 

should be based on it but except some rare cases the elementary school music teaching 

does not fulfill its task either. Most of the elementary school teachers teach songs (more 

or less), but it is still common to teach maths during the music lessons because the 

pupils are nationally tested in maths and other “core subjects” and their teachers are 

evaluated according to the pupils` results in these tests. On the other hand the situation 

of the elementary school teachers is the same as that of the nursery school teachers 

regarding their knowledge in music Thus, musical pedagogy literature (Scornea and 

Dragan, 1998, Munteanu, 2001, Florea, 2006, Palade and Palade 2008) does not increase 

the effectiveness of music classes. 

Children go in the 5th grade at the age of ten, where they are finally taught by 

professional music teachers. What do music teachers face then? Children do not like to 

sing because if they have not learned to sing clearly and beautifully, they haven`t 

experienced the joy of music either (the cloudy, unclear singing couldn`t have brought 

about joy for them), so music lessons have become boring and uninteresting. It is known 

that, just like in the development of speaking, in building up the basis of interest in 

music there is a “critical age” in development of skills. If this age is over, it is very hard to 

develop these. In the case of music this age is between 8 and 11 (Hamori, 2002). Pupils 

have a professional music teacher in fact only at the upper limit of the critical age. The 

music teacher, even if well trained musically, may not be a teacher who can overcome 

the disinterest in music and the problems that have occurred regarding singing, 

changing this way the negative process. Practice shows that few teachers can do this and 

because most of them cannot, disinterest in music, the refusal of singing, indifference 

regarding classical music, (or even the refusal of it) and in many cases the lack of results 

in teaching music at public schools still increase. 

                                                 
24 http://www.isjcta.ro/wp-content/uploads/2013/06/IV- Programa-ed- muzicala.pdf 
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Teaching reading and writing music is not the goal of the 5th-8th grades teaching plan25 

although it contains all the necessary knowledge for that, except that the number of 

lessons is scarce. Because of the lack of time for developing the necessary skills for 

reading, the development of solmization skills is not an expectation. There are no 

textbooks or exercise books. What can then be a real expectation in this situation? The 

main goal must be singing and making children like music! 

The knowledge to be taught is complex and offers rich information until the end of the 

8th grade. Rhythmical elements: simple and complex beats dotted rhythm, special value 

division. They get acquainted with the pentatonic scales as well as with the major and 

minor scales until two key signatures, the notion and the characteristics of major and 

minor, the trichords, the ornamentations, the notion of transposition, repetition, 

progression, and variation. The teaching plan also contains knowledge about musical 

genres and literature and even contemporary popular music. It is obvious that there is a 

conception about what knowledge should be conveyed, but in spite of this an 8th grade 

graduate definitely cannot read the simplest tune, he can at most sing a few folk songs. 

The changing of the teaching plans (now from September 1st , 2017 a new one is to be 

introduced) means only the increase of the requirements not that of the lessons. The 

biggest problem is the lack of a well outlined conception for teaching music (not even 

the music teachers think about this, they teach “lessons”) and modern methods. 

The teaching plan (or curriculum) of high schools26 follows a concentric conception that 

is to say it re-discusses the previously acquired knowledge (which is boring for the 

students) starting from the musical notes, beats, scales, then some history of music 

knowledge follows in a chronological order focusing only on one genre, though there 

have been published newer, more appropriate methodological suggestions (Hausmann, 

2016). The half a lesson a week stipulated for musical education cannot grant that 

students can be made to like music and listen to it, especially if they get acquainted with 

classical music only during the music lessons at school, because neither the environment 

nor the media stimulates them in this respect. 

The activity of some outstanding music teachers is a really pleasant spot in the musical 

education of children, which certainly needs a lot of extra work. Interestingly this 

extracurricular musical education works mostly in smaller localities (little towns, 

villages). These teachers work helped by sponsors and if they produce good results, the 

local authorities may help them, too. There are several children choirs and orchestras all 

over the country with outstanding performances. The most impressive example is the 

Children`s Philharmonic of Szentegyhaza27, the “Fili”which has a 100 member children 

choir and a 40 member children orchestra. This is a unique group which started its 

                                                 
25 http://www.ise.ro/wp-content/uploads/2017/01/Educatie- muzicala.pdf 
26 http://www.isjcta.ro/wp-content/uploads/2013/06/Educatie- muzicala_clasa-a- IX-a.pdf 

http://www.isjcta.ro/wp-content/uploads/2013/06/Educatie- muzicala_clasa-a- X-a.pdf 
27 https://www.google.ro/search?q=szentegyhazi+gyermekfilharmonia&amp;rlz=1C1AVNE_enRO667RO667&amp;oq

=Szentegyhazi+&amp;aqs=chrome.1.69i57j0l5.33193j0j7&amp;s 
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activity thirty-five years ago and tours both in the country and abroad (in Canada this 

year). 

Music schools 

In the music schools of Romania -as opposed to the public schools- musical education is 

at a high level and it is very effective. The art schools comprise grades 1 to 12. The 

educational institutions granting vocational training in several branches of art like 

music, fine arts, ballet, acting, also give general knowledge education. The most frequent 

ones are music and fine arts high schools. There is an art school in every county seat, but 

there are some in smaller municipalities too. In the latter these can be only secondary 

schools (grades 1st to 8th). Students studying different arts attend the same class for 

general education. These types of schools started also at the end of the 1940s and they 

have been working successfully ever since. In the music departments of the art high 

schools the teaching is of high level, professional and has very good results. Generally, 

there are two profiles: musical instruments and singing (folk and classical). The 

instrument and canto lessons in grades 9-12 can be taught only by artist teachers who 

graduated from the Academy of Music’s departments of musical instrument and canto. 

They follow the program of teaching musical instruments, though there may be 

differences in this because, development is highly dependent on the abilities and 

diligence of students. Still, the subject matter has to be taught and learned by the school 

leaving exams. There is an entrance examination for the 1st grade of the music schools 

that checks musical abilities. Children get to the end of the 8th grade according to their 

annual performances but they have to sit for an entrance examination before the 9th 

grade. Musical training takes place after the lessons. Each pupil has two lessons of 

musical instrument per week, two sol-fa lessons, choir lesson, and history of music, 

harmony study, and chamber music orchestra later in high school. The development of 

students is checked every semester. Schools consider it very important to give their 

students the opportunity to perform in public right from the 1st grade. This is the reason 

for organizing class concerts, department concerts and recitals each semester. Beside all 

these, the artistic board of the school can organize other events to motivate the students. 

Such is, for instance, the scale competition. Every year there are several national 

competitions for music school students which are preceded by strict selections in 

schools. In addition to singing and instrumental competitions there are national 

“Olympic games” with high standards28. The prize winners of the national competitions 

can take part in international ones. 

Art schools 

The conservatoires started to be set up in the first decade of the 20th century. They 

offered musical training not necessarily for children but regardless age, to everybody 

who wanted such training. The conservatoires worked even after the 1948 reform of 

                                                 
28 http://www.isjcta.ro/wp-content/uploads/2013/06/Educatie- muzicala_clasa-a- X-a.pdf 
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education, then in 1954 the sixteen conservatoires of the country were turned into 

Popular Art Schools. These schools worked under the trusteeship and guidance of the 

Ministry of Culture and not that of the Ministry of Education and they still do nowadays, 

although the teachers` program, number of lessons and wages are the same as those of 

the public school teachers. 

The Popular Art Schools preserved the traditions of the conservatoires, that anyone can 

study there who would like to do so and whose abilities make it possible, regardless age 

and education. What makes them different from the conservatoires is that not only 

music is taught, but they offer training in all branches of art: music, fine arts, ballet, and 

acting. Not only has the range of offers widened but also the network of schools because, 

as compared to the initial sixteen conservatoires, nowadays there is one such school in 

every county seat, but also in smaller towns. 

The type of art and the training specializations these schools offer mainly depend on 

local requests. The duration of the training depends on the specialization: e.g. folk canto 

gives a certificate after two years, those who choose piano or violin can graduate after 

five years. These certificates do not grant professional qualification. Since 1989 this 

form of artistic education works as Art Schools. 

The musical education at art schools is very diverse. They try to meet everybody`s 

expectations from children to adults. Therefore their offer includes classical music, folk 

music, jazz, popular music within the canto and musical instrument section. Although 

this type of training tries to meet the needs of the amateurs, teachers and artists are 

professionals and thanks to this they have outstanding results in national competitions. 

Teaching is the same and in the same number of lessons as in music schools, namely two 

instrument lessons a week, one lesson of sol-fa, of theory of music and history of music a 

week. The training at art schools is not for free, you have to pay for it every semester but 

the tuition fee is not much, as the average financial background of the population is 

taken into consideration. 

Higher education 

After the 1948 reform of education, the university level musical education took place in 

three institutions of great tradition: Bucharest, Cluj and Iași. The predecessors of each of 

these institutions started their activity in the 19th century: Cluj-1813, Bucharest and Iași-

1864, when institutionalized musical training started, but only in the first half of the 20th 

century did they become of university level: from 1933 in Cluj, 1931 in Bucharest and 

1948 in Iași. Although these institutions preserved their denomination of 

“conservatoires”,29 since 1990 they have functioned as “academy of music” and later, 

since 1998 as “University of Musical Art”. At the beginning the training was five years 

long, then, since 1969, it has become four years long. In all the three institutions there 

                                                 
29 Cluj: Conservatorul de Muzică „Gheorghe Dima”, București: Conservatorul de Muzică „Ciprian Porumbescu”, Iași: 

Conservatorul de muzică „George Enescu” 
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were specializations in musical instruments, canto, composition, musicology, pedagogy 

of music and in Bucharest there was also conductor training. The three institutions 

trained great instrumentalists, and singers who performed with great success on the 

stage all over the world graduated from the canto department. After the change of the 

social system the range of offers of the music academies widened with training of opera 

directors, religious music, jazz and folk instruments. 

After World War II there was a shortage of music teachers in the increased number of 

schools and although in the three “conservatoires” there was teacher training of 

university level, the need for music teachers all over the country could not be met, just 

like in the case of the other subjects. Therefore in the 1960s the pedagogical institutes 

with three years training were set up, which entitled graduates to teach in grades 5th to 

8th. This is how pedagogy of music departments in Târgu Mureș, Brașov and Timișoara 

were set up. These institutes provided music teachers for rural schools, but in 1979 

because of economic reasons, the government stopped the pedagogy of music 

departments not only within the institutes, but within universities, too (the other 

departments - instrument, canto, composition, musicology-worked with a reduced 

number of students). This means that there was no music teacher training for ten years. 

The 1989 social system change brought about big changes in the musical higher 

education, too. The one-decade- long drastically reduced musical higher education got 

stronger again: the number of students increased, new specializations started and, most 

importantly, new institutions were established. Nowadays in most university centers 

there is a musical art department with different specializations. In some places only 

music teachers are trained, in others the range is wider (canto, instrument, religious 

music). 

The introduction of the Bologna system influenced the musical training, too. The basic 

training in canto, instruments and musicology is of four years, followed by a two-year- 

long master course, while at the musical pedagogy department the basic training is three 

years long, the master course is two years long, but the latter does not exist everywhere. 

There are places where only the basic training is accredited. 

When speaking about the Romanian musical education, we believe that we have to talk 

about the training of music teachers, too. Within universities the Teacher Training 

Institutes function as sub-units. The students of different specializations if they want 

(even the instrumentalists if they want to teach), can get teacher training, too. A tuition 

fee for all students is required for teacher training and is made up of two steps: basic 

training and master course. The former entitles for teaching in grades 5th to 8th, the 

latter for high school teaching and getting the PhD entitles for teaching at university. 

Throughout the teacher training period, regardless of specialization, students study 

pedagogy, psychology, didactics, class management and in addition to all these, the 

subjects specific of the specialization. In the case of music teacher trainees this means 

methodology and teaching practice. 
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The problems of teaching music are also due to the low number of lessons dedicated to 

the actual teaching. They study methodology for one semester (two courses and one 

seminar) and do teaching practice in the third year three lessons a week. This means 

that each student can teach three lessons and gets his graduation certificate as a 

professional teacher with only this much practice. The preparation for the lessons and 

their analysis are included neither in the students` timetable nor in the teacher`s. So the 

student has to face and manage teaching music having only a three-lesson teaching 

experience which can be done only by really talented teachers. 

Summary 

Musical education in Romania has a good institutional background and teaching plan, 

the number of trained music teachers has increased in the past two decades, the 

literature has significantly expanded, but the effectiveness of the musical education (and 

we are not referring to art schools and universities) in public schools is not as it should 

be. There are two causes that can be defined for this situation: one is the low number of 

lessons, the other is the extremely short time dedicated to the training of the music 

teachers, not to speak about the very deficient musical training of the nursery and 

elementary school teachers. The outstandingly trained teacher can produce good results 

even in spite of the low number of lessons; therefore, the training of the trainers should 

be dealt with. If the professional training of the teachers teaching music in public 

education would get a stronger accent and they would graduate after at least a one- 

semester-long intensive, daily teaching practice, the whole well built up network of 

institutions could be more successful, and musical education could fulfill its socially 

necessary and declared goals. 
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The place of music education in the school system 

In Hungary students have an opportunity to improve their music skills at a very young 

age: baby music1 is not institutionalized, but it is operative. In nursery schools (ISCED 0) 

professional teachers develop the children’s music skills, which is an internationally 

unique phenomenon. Children get acquainted with nursery rhymes and children’s songs 

while they perform movements and games during recitals and singing. Music education 

is extremely important at an early age, as it is on this level that Kodaly’s principles can 

be best applied. 

In the primary schools all children have music lessons. According to the prescriptions of 

the new general curriculum (2013), in the lower forms (ISCED 1) there are two music 

lessons per week in a phasing-out system instead of the former rate of one lesson per 

week. In the upper forms (ISCED 2) students learn music and singing in one lesson per 

week. 

Former specialized primary music schools can only offer their students advanced music 

training today. In the playful introductory lessons the children’s skills and competences 

are first assessed in groups, then individually, and they get admitted to the special class 

accordingly. The law prescribes three or four music lessons and two lessons of choir 

practice per week in the curricula (see Appendices to Decree of the Minister of Human 

Resources No. 51/2012. (XII. 21.) on the order of the issue and legal status of general 

curricula). 

In secondary education (ISCED 3) we differentiate between grammar schools, 

specialized grammar schools and vocational secondary schools. According to the general 

curriculum amended in 2016, there is one music lesson per week for grammar school 

classes. In the following two years they can choose between music, art and visual culture 

and art history, which are taught to students in not one but two lessons weekly in a 

phasing-out system. In specialized grammar schools – with the exception of music 

grammar schools – students can take one lesson per week of music, visual culture, 

drama and dance, or history of the moving picture and media studies under the title arts, 

depending on the decision of the school principal. No such lesson exists in the vocational 

secondary school (see Appendices to Decree of the Minister of Human Resources No. 

22/2016. (VIII. 25.) amending Decree of the Minister of Human Resources No. 51/2012. 

(XII. 21.) on the order of the issue and legal status of general curricula). 

In primary art schools the age limits are 6 and 22 years. Act No. CXXIV of 2012 provided 

primary art education as a basic duty of public education, thus the denomination of the 

institution also changed: instead of the title “primary institution of art education,” the 

title now is changed to “primary art school” (AMI) (Decree of the Minister of Human 

Resources No. 20/2012. (VIII. 31.)). There are several different types of primary art 

schools, including some that only have music education, which correspond to former 

music schools. If the institution offers music education, they can use the title “music 



HERJ Hungarian Educational Research Journal, Vol 7 (2017), No 3 

41 

school,” as they are practically legal successors to their own former music school. If they 

teach fields of art, too, besides music, they can only be called “primary art schools” (AMI) 

(Decree of the Minister of Human Resources No. 20/2012. (VIII. 31.)). In these primary 

art schools the other three arts are also represented (fine and applied art, drama and 

puppetry, dance). Any combinations of these are possible depending on what students 

demand and what kind of professionals the schools can employ in the given town. There 

are independent primary art schools and some that operate coexisting with other 

institutions of public education. This is mostly due to financial reasons. In this study we 

will be focusing on schools with music education. 

In the case of music schools/primary art schools there is an admission procedure to 

determine who has a gift for learning music with regard to their abilities and skills, so 

these schools work with a selection of children. These involve afternoon lessons for the 

pupils: 45-minute solfeggio and 30-minute instrumental lessons twice a week. 

In art schools there are, however, different training structures. In the oldest primary art 

school of one of the county seats the training course lasts for eight years, including two 

years of preparatory course and six years of basic training. Practically they get the 

lessons in the given art field incorporated in their primary school studies, meaning 45- 

minute solfeggio and 30-minute piano lessons twice a week. There are two optional 

subjects: choir, for 45 minutes twice a week in the preparatory course, and for 45 

minutes once a week in the basic training; and folk music, for 45 minutes once a week. It 

depends on the availability of professionals in the town what other instruments they can 

learn to play. In this kind of training pupils take a preliminary test of skills and abilities, 

on the basis of which the school recommends or does not recommend going on to music 

studies. Following the school’s recommendation, parents decide whether the pupil will 

learn music or not. This fact leads to the differences in standard that we experience here 

in contrast to the old-type music schools/primary art schools32. 

The goals of art schools are similar to those of music schools/primary art schools: to 

improve competences, teach and practice proficiencies, enrich pupils’ musical 

experiences, shape their realm of emotions, develop their conduct and judgment, 

provide opportunities for self-expression and community development. Other goals 

include the support and mentoring of the specially gifted to lay the foundations of art 

studies in secondary and tertiary education. 

With regard to subsidizing bodies, there are state-owned, foundation-owned, church- 

owned and private institutions, but all of them are called primary art schools. You can 

learn classical music, folk music, jazz and electro-acoustic music. In accordance with 

increasing and broader demands pupils can also learn non-classical music in state 

schools. In dance, you can learn ballet, folk, ballroom, modern and contemporary dance. 

                                                 
32 See http://www.vorosmarty-debr.extra.hu/ 
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In fine and applied arts until the end of the third form you can study in fine art courses, 

after which pupils can choose from different areas such as graphics and painting, metal 

and enamel art, textile and leather art, environmental and artisan culture, as well as 

photography and film (Statistical Yearbook of Public Education 2015-2016). 

Secondary music studies, however, belong in the domain of professional training. Those 

who wish to stay in the field of music can go on to a special course in secondary 

vocational music school. Alongside general subjects students attend individual 

instrumental and group music lessons (e.g. solfeggio, music theory, choir). At the end of 

their studies they can take a general school leaving exam as well as a professional 

closing exam. 

In tertiary education, students can study music in divided or undivided one-tier 

trainings. The Bologna system’s divided training remains, where instrumental 

performer and applied musicology majors can apply for a 2-year masters training after 

the three years of basic training. They receive their teacher’s degree as a music teacher 

after 2 semesters of studies. They can also enter the arts doctoral program (DLA) in 

possession of their MA degree. In 2013 undivided training courses recommenced for 

instrumental majors, lasting 4+1 years, and for theory majors lasting 5+1 years. You may 

graduate as a theory or instrument teacher, too, from the undivided training course. This 

teacher training entitles the student to seek employment in a primary art school, or with 

this degree they can go on to postgradual studies. Since September 2017 students with a 

music teacher’s degree have been able to earn a degree in the 2-year short-term training 

as a music teacher in another major (see http://music.unideb.hu/). 

The location and operation of primary art schools in Hungary 

After describing the network of institutions of music education we will expressly 

concentrate on primary art schools. The web page of the Association of Hungarian Music 

Schools and Art Schools (MZMSZ 2015) carries the list of Hungarian primary art schools. 

The following figure shows the distribution of institutions, which are mostly found, with 

the exception of the Central-Hungarian region, along the eastern border, in Borsod- 

Abauj-Zemplen, Szabolcs-Szatmar- Bereg and Hajdu-Bihar counties. 
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Figure 1. Number of primary art schools by county 2015. (pieces) 

 

Source: MZMSZ 2015, editing added 

In Hungary, primary art education stresses the development of abilities and personality. 

The teaching material is a means to improve pupils’ rational, emotional abilities and 

their expression. Development and knowledge are regarded as a means of personality 

development. These improve the ability to cooperate, as well as social and emotional 

intelligence. “Primary art education and teaching promotes becoming a complete human 

being (harmony between rational and emotional education), community development, 

the mitigation of socio-cultural disadvantages, the development of key competences, a 

complex reception of the world, the possibility of self expression and joyful creation, as 

well as talent management” (NEFMI 2010). It is extremely important to adjust to the 

demands of society and to carry out development and innovation on a professional 

basis. Decree of the Minister of Culture and Public Education No. 27/1998. (VI. 10.) was 

significantly amended by Decree of the Minister of National Resources No. 3/2011 (I. 

26.), which was aimed at content development and modernizing the teaching material 

and requirements. 

It is also a duty of the institution to develop art skills, carry out talent management and 

prepare pupils for further education in the profession (Pedagogical Program of Sandor 

Vikar Primary Music and Art School; Lebanov 2014). Taking further studies in the 

profession is characteristic of 3-5% of the students (Association of Vocational Secondary 

Art Schools 2013). 

Primary music training may be divided into three tiers: preparatory course, basic course 

and further training. The condition of entering further training is passing the basic exam 

in solfeggio as well as the instrument. After further training the pupil may take a closing 
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exam in art, but this is not compulsory and does not provide admission to tertiary 

education. The closing exam in primary art studies does not, therefore, entitle the 

student to automatically enter professional music training, thus in music grammar 

schools, too, students have to take an aptitude examination just like at university when 

applying for music major, music teacher major and music mediation major. 

Pupils have music lessons on several (2-5) occasions weekly. These subjects include two 

lessons of solfeggio per week and two instrumental lessons, possibly choir and orchestra 

depending on the kind of instrument and the options offered by the institution. 

According to the ambitions of the primary art school’s teachers and pupils several types 

of bands may be operative in the institution such as a brass band, a string band, a guitar 

orchestra, or a symphonic orchestra. After the basic exam pupils can choose from 

literature of music, music theory, music history, musicology, choir practice, band 

practice and solfeggio in two lessons per week to go with the instrumental lessons. In 

the third year it is decided, on the basis of the pupil’s performance, whether they can 

learn in section “A” or “B”. Preparation of section “B” pupils for a music career is 

commenced at this time (approx. 3-4% of all students). 

The number of required programs varies with regard to the section they are in. Section 

“A” pupils have a compulsory concert at the end of the first semester, and a concert and 

an exam at the end of the year. Section “B” pupils have three hearings a year. Optional 

programs offer a wide collection of non-formal and informal learning in primary art 

schools, e.g. teachers’ concerts to be visited with a season ticket, concert of the 

foundation, band performances, opera visits, and concerts to introduce instruments in 

primary schools, pupils’ concerts in kindergartens and retirement homes on holidays, 

ethnography camp in summer. The institution’s past greatly influences the experiences 

to be had there, as institutions with a great history have versatile traditions and systems 

of customs that may make the institution attractive to new pupils (Pusztai 2002). Art 

studies are not compulsory and can only be utilized by paying an extra fee. If a pupil 

participates in courses in more than one art field, they have to state which training they 

wish to utilize for a fee and which for free2 (Decree of the Minister of Human Resources 

No. 20/2012. (VIII. 31.)). 

Primary art education is free for disadvantaged and multiply disadvantaged pupils, as 

well as physically disabled pupils, pupils with sensory deficiencies, slight and medium 

mental deficiencies and autism (National Act on Public Education 16.§). 

The teaching of art is severely challenged by the required daily time limit of education of 

16:00, introduced to primary schools in the academic year of 2013/2014, as art schools 

have special lessons in the afternoons. 
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The change of the position of teaching music in primary art schools 

In the analysis we have examined the changes in the number and owners of the 

institutions, the shift in the proportions of institution types, the changes in total 

numbers and proportions of students by various art fields and in each art field, as well 

as the proportions of new courses in the music training. When analyzing the data, we 

made an effort to find the factors that explain the changes observed. 

The change in the number of institutions can be seen in figure 2. The number of primary 

art schools was growing between 1989 and 1999, then it halted, only increasing from 

the year 2000/2001. We may see a conspicuous fall in the number of institutions from 

2007/2008, then after year 2014/2015 a new growth. 

Figure 2. Changes in the number of institutions 2016 (pc) 

 
Source: “This document was compiled by making use of the data and tables entitled Music, Music Schools prepared by the 
Central Statistics Office (www.ksh.hu) at a special request. The calculations in the document and the inferences from those 
are the express intellectual property of Timea Szucs, author”; Education Yearbook 2001-2016, editing added 

Looking for the reasons for the changes in the number of institutions we may find legal, 

economic and social ones. Statistical data show that growth is characteristic primarily in 

the number of schools teaching other art fields and private art schools. This is due to a 

process started in the 1990s (Decree No. 11/1994., Decree No. 27/1998, Decree No. 

1/1998), which provided art education in groups with favorable normative financing. 

Decree of the Minister of Culture and Public Education No. 11/1994 defined the 

operation of primary art schools regardless of their owner. As a result the first wave of 
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non-municipally owned schools was founded. Further growth was effected by the 

amendment of the implementation order (Decree No. 1/1998), which prescribed the list 

of compulsory materials and equipment for education, the necessary types of rooms and 

their furnishings. The decree started a new wave of founding schools, but while the 

number of music schools changed only to a slight degree, a great number of institutions 

teaching other art fields were set up. Owing to this the standards of art schools had vast 

differences. Some institutions were created merely to gain profit, and some schools had 

as many as 10 000 students. These corrupt practices had a bad impact on the operation 

of the other primary institutions. Thus educational policy attempted to define the 

operation of primary art schools more narrowly and make the conditions of financing 

more severe (Homorne 2009). 

The growth in the number of primary art schools was also caused by the change in 

public administration. After the change of regime 3200 municipalities were created in 

the country, which received full rights of maintenance of their schools. Along with the 

scope of maintenance the state also provided a budgetary subsidy. However, normative 

support was only allotted to the mother schools, affiliated sections did not receive any 

money. Thus the municipalities were interested in separating the sections from the 

mother schools in bigger towns and setting up standalone institutions, thus receiving 

the amount of normative subsidy. So in towns with high-standard education 

independent schools were established. 

A significant change took place in the proportion of town-based and village-based art 

schools, favoring the village-based ones. The process of urbanization was started in 

villages, which brought a shift in the quality of life of the settlement. This idea is 

corroborated by the improvement of cultural infrastructure, one possibility of which is 

to set up independent primary art schools. Parallel to this institutions of community 

culture found themselves in a graver financial situation, thus they attempted to shut out 

any activities not yielding any profit. So various art groups that did not generate any 

income were transferred to the independent primary art schools. With this the role of 

the institutions in disseminating values and representing art increased in importance. 

The falling number of institutions goes back to financial difficulties, on the one hand, and 

non-compliant quality, on the other. Since 2003 the normative support for music 

education had not increased, thus the missing amount had to be generated by the owner. 

Under such circumstances in many places there was a restoration, during which primary 

art schools were merged with general primary schools, which belonged under common 

management and were transformed into multipurpose institutions. For instance, in 

Veszprem county of 30 art schools only the Tapolca Music School remained an 

independent institution, the rest were merged (Homorne 2009). The decreasing number 

of institutions is further explained by the fact that in the academic year 2007/2008 the 

quality control inspections of primary art schools were commenced, during which 133 

out of 863 institutions did not qualify. 
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A significant change took place in maintenance, too, as municipal primary art schools 

have been operating under state ownership since 1 January 2013 (Act No. CLXXXVIII of 

2012), which is why the state has the greatest role among the owners. In settlements 

with a population of under 3000 the state owns and operates the school, while in towns 

with a population of above 3000 the municipality is required to operate them. According 

to the Public Education Act, state schools do not have an independent budget, but rights 

to financial undertaking rest with the directors of the educational district (Lebanov 

2014). 

Figure 3. Breakdown of primary art schools by owner 2016 (pieces) 

 
Source: Education Yearbook 2001-2005, 2009-2016, editing added 

Figure 3 shows that most of the primary art schools are maintained by the state – town 

municipality, county self-government, municipality of the capital, central budgetary 

body. The category “other” can include, for instance, foundations or natural persons. For 

the time being church-owned institutions are present in low numbers but the number is 

growing continually. 

Regarding the total number of students in art education according to Figure 4, until year 

2005/2006 the number of students in art education were growing, then significantly 

falling until 2013/2014, finally starting a new upward stage. 
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Figure 4. Number of students in primary art education 2016 (persons) 

 
Source: “This document was compiled by making use of the data and tables entitled Music, Music Schools prepared by the 
Central Statistics Office (www.ksh.hu) at a special request. The calculations in the document and the inferences from those 
are the express intellectual property of Timea Szucs, author”; Education Yearbook 2001-2005, 2009- 2016, editing added 

The growth in student populations was promoted by Decree No. 27/1998. (VI. 10.), as 

the field of music was supplemented with the teaching of jazz, electroacoustic music, and 

folk music. New subjects appeared in classical music, such as church music and 

musicology. In addition, the integration of more fields of arts (dance, fine and applied 

art, drama and puppetry) increased the numbers of students. The improvement in the 

popularity of primary art education is supported by the fact that in primary school the 

number of lessons in skills subjects is low, thus there was an increased demand for 

activities carried out in art schools (Homorne 2009). 

The decreasing populations of students correspond to the financing problems discussed 

earlier on, as institutions are forced to delimit the number of instruments in music 

teaching, thereby effecting the reduction of student numbers. The other financing 

problem appears on the parents’ side. The law in September 2005 reregulated the 

definitions of tuition and fee of education, according to which if children wish to study 

more fields of art simultaneously, they have to pay a tuition fee for the second field, 

which could be a burden for the parents. 

The state intended to perform the funding of institutions from three different sources. 

The first is a centralized appropriation supplementing the normative support, which 

was intended for the development of public education, teacher further trainings and the 

purchase of professional literature. Second, the amended Public Education Act defined 

the payment of a higher fee and tuition. Third, supplementing the amount was shifted to 

the owners (50-60%). This made the future of primary art schools uncertain. To pay for 
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better teaching materials tender funds from successful applications are needed, which 

makes necessary a business-type leadership (Homorne 2009). 

The change in the proportions of institution types started to show in 1994 when the 

Public Education Act first made possible the establishment of art schools that did not 

teach music. The opportunity provided by the new law was quickly discovered by school 

principals and directors of cultural centers, and by founding institutions of primary art 

education they could make available new sources to finance their clubs and art groups. 

Thus, when examining the shift in proportions of institution types we can see an 

increase in the number of schools teaching different art fields, too, and of independent 

art schools, which is regulated by the laws and decrees described above. For the sake of 

objective judgment, from 1999/2000 there have been different statistical terms due to 

changing terminology (Homorne 2009). 

Figure 5. The changing proportions of students by fields of art 2016 (%) 

 
Source: “This document was compiled by making use of the data and tables entitled Primary 93-96 prepared by the Central 
Statistics Office (www.ksh.hu) at a special request. The calculations in the document and the inferences from those are the 
express intellectual property of Timea Szucs, author”; Education Yearbook 2001-2016, editing added. 

Figure 5 clearly shows student numbers in different art fields. First the numbers of those 

studying music were the greatest, while the proportions of the other three groups are 

insignificant. When the number of music learners decreased, the proportion of children 

learning dance and fine and applied art greatly increased. From 2006/2007 the 

proportion of those studying music again grew to a minimal degree that of dancers 

slowly decreased, the number of fine and applied art students stagnated, while those 

studying puppetry and drama oscillated at a rate of 1-2%. Looking at the proportions of 

the last year it is still the number of music students that is the highest (45%), followed 

by the proportion of dancers (33%), next is fine and applied art with 17%, finally 

puppetry and drama students with a percentage of 5%. The proportions of 92-6- 1.5- 
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0.5% at the outset have significantly shifted. The great dominance of music students was 

reduced, but the order of importance in the fields of art did not change. 

Analyzing the background of the changes in proportions it is important to remember the 

fact that music training has a long history in this institution type. The other three fields 

were present in the extracurricular club choices of cultural centers, but less dominantly 

than music teaching in schools. The laws ensuring favorable funding and the wide choice 

in the new type of institution (AMI) facilitated the prosperity and increase in student 

numbers of the three other art fields alongside music. Taking into account the data from 

music teaching (classical instruments, folk music, jazz, electroacoustic music) we see a 

steady increase. While the number of instrumental students has grown steadily, in the 

other three fields of art, when taken together, there shows a much greater increase. This 

does not mean that music learning has been outnumbered, but its dominance has 

ceased. The new fields have had the strength of novelty, and many people have found 

themselves enthusiastic to try their hand at new ways of expression in the novel 

situation. Examining the distribution of numbers in the last years the diagram shows 

that a balance has been setting in and the proportions of different fields of art are 

becoming fixed. 

The change in student numbers in each art field has been different. In the case of music 

learners we can go back to 1950 with the help of statistical data. 

Figure 6. The changes in numbers of music learners 2016 (persons) 

 
Source: “This document was compiled by making use of the data and tables entitled Music, Basis 93-96 prepared by the 
Central Statistics Office (www.ksh.hu) at a special request. The calculations in the document and the inferences from those 
are the express intellectual property of Timea Szucs, author”; Education Yearbook 2001-2016, editing added. 

In Figure 6 it is clear that from 1950/1951 to 2001/2002 the number of students in 

music grew steadily (throughout 51 years), then it decreased with smaller oscillations, 
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after which, from 2014/2015 it has again been on the rise. The change in the number of 

children learning music is closely connected to the reasons for changing institution 

numbers. In 1950 only 16 music schools operated in Hungary, so few children had the 

opportunity to learn music. In 35 years the number of institutions grew tenfold and 

parallel to that the number of students grew sevenfold. Today more than 110 thousand 

children can learn music in primary art schools. 

Table 1. The most popular instruments in primary art schools 

Most popular 
instruments in 
PASs  

1 2 3 4 5 

1960/1961 piano violin violoncello solo singing clarinet 

1965/1966 piano violin violoncello clarinet solo singing 

1970/1971 piano violin violoncello clarinet trumpet 

1975/1976 piano violin recorder violoncello clarinet 

1980/1981 piano violin recorder violoncello trumpet 

1985/1986 piano violin recorder flute trumpet 

1990/1991 piano violin recorder flute trumpet 

1995/1996 piano recorder violin flute guitar 

2000/2001 piano recorder violin guitar flute 

2005/2006 piano recorder guitar violin flute 

2010/2011 piano recorder violin guitar flute 

2015/2016 piano recorder violin guitar flute 

Source: “This document was compiled by making use of the data and tables entitled Music prepared by the Central Statistics 
Office (www.ksh.hu) at a special request. The calculations in the document and the inferences from those are the express 
intellectual property of Timea Szucs, author”; Education Yearbook 2001-2016, editing added 

In the field of instrumental music education today the number of children learning the 

flute and the blockflote is intensively growing, thus flute teaching has become the 

second most popular subject after the piano. Finalists include the violin, followed by the 

guitar and the flute. It is clear that the piano has maintained its primary place, but in 

second place the violin has been replaced by the flute. It is important to add that the 

flute is a preparatory and auxiliary instrument to other wind and brass instruments, but 

today more and more children keep the instrument without passing onto winds or 

brass. The 3rd -5th places have relatively high mobility; however, in the past 20 years 

the same instruments have remained the most popular with some changes in order. 
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Figure 7. Changes in the proportions of different types of music training 2016 (persons) 

 
Source: Education Yearbook 2001-2016, editing added 

The introduction of new subjects, thus the aim of satisfying social demands, is also 

extremely important in learning music, since the popularity and quick spread of pop 

music has given rise to the increasing popularity of guitar teaching, as well as the launch 

of the electroacoustic and jazz faculties. The possibility of preserving traditions and old 

values has, furthermore, been ensured by the launch of folk music in music teaching. 

Compared to student numbers in classical faculties, student numbers in the new 

subjects appear slight, but it is significant that pupils can choose styles that suit their 

own tastes. 

In dance you may learn ballet, folk dance, ballroom dance, modern dance and 

contemporary dance. Folk dance, the most popular among the dance subjects, has an 

extremely important role in preserving traditions. In smaller settlements especially the 

tradition of singing folk songs lives on, as do the operation of folk dance groups, which 

attract a lot of young people. For instance, in Puspokladany there are four folk dance 

groups altogether: Csimpolya, Kicsimpolya, Tade and Kicsi Tade folk groups. 

Children interested in fine and applied arts may choose from several possibilities: 

graphics and painting, metal and enamel art, textile and leather art, environmental and 

artisan culture as well as photography and film. Diversity makes this field of art 

attractive, and evidently its popularity has been growing quickly. 
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In drama and puppetry groups it is possible to learn about teamwork, and the playing of 

roles not only discloses hidden acting skills but can also greatly assist self-knowledge 

and learning about extreme feelings, so there are obvious reasons for its popularity. 

As the owner is not obliged to fund art education, the future of such trainings is always 

uncertain. In many places schools have been merged, creating multipurpose institutions, 

primary schools have been brought under the same management as art schools. 

Operating these institutions more and more requires a business perspective from the 

management, where managerial skills and experience in writing applications have as 

much importance as the knowledge of music. Nonetheless, these institutions convey 

several values to children which do not necessary have a corresponding monetary value. 

Furthermore, apart from the school system lifelong music learning is assisted by 

amateur art groups and associations as well as diverse music programs offered by 

cultural institutions.  

 

References 

Decree of the Education Office No. 1/1998 on the amendment of Decree of the Minister of Culture and 
Public Education No. 11/1994 (VI. 8.) on the operation of institutions of education and culture. 

Decree of the Minister of Culture and Public Education No. 11/1994 (VI. 8.) on the operation of 
institutions of education and culture. 

Decree of the Minister of Human Resources No. 20/2012 (VIII. 31.) on the operation of institutions of 
education and culture and the denomination of institutions of public education. 

Act No. CLXXXVIII of 2012 on establishing state ownership of certain municipally owned institutions of 
public culture. 

Act No. CXXIV of 2012 on national public culture. 

Appendices to Decree of the Minister of Human Resources No. 22/2016 (VIII. 25.) on the amendment of 
Decree of the Minister of Human Resources No. 51/2012 (XII. 21.) on the order of issuing and 
approving general curricula. http://kerettanterv.ofi.hu; downloaded on 20/06/17. 

Decree of the Minister of Culture and Public Education No. 27/1998 (VI. 10.) on the requirements of 
primary art education and the introduction and issue of its curricular program. 
https://www.ksh.hu, downloaded on 20/06/17. 

Decree of the Minister of National Resources No. 3/2011 (I. 26.) on the amendment of Decree of the 
Minister of Culture and Public Education No. 27/1998 (VI. 10.) on the requirements of primary art 
education and the introduction and issue of its curricular program. 

Appendices to Decree of the Minister of Human Resources No. 51/2012 (XII. 21.) on the order of the issue 
and legal status of general curricula. http://kerettanterv.ofi.hu/; downloaded: 21/06/15. 

Besenyei, R., Borbas, E., Csecsine Marias, E., Gardovszky, V., Hagymasy, T., Konyvesi, T., & Lengyelne Kiss,K. 
(ed.) (2002). Education Yearbook 2001/2002 Budapest. 

Besenyei, R., Borbas, E., Csecsine Marias, E., Gardovszky, V., Hagymasy, T., Konyvesi, T. & Tuska, Zs. (ed.) 
(2003). Statistical Yearbook of Education 2002/2003 Budapest. 

Besenyei, R., Borbas, E., Csecsine Marias, E., Gardovszky, V.,  Hagymasy, T., Konyvesi, T. & Tuska, Zs. (ed.) 
(2004). Statistical Yearbook of Education 2003/2004 Budapest. 

Besenyei, R., Borbas, E., Csecsine Marias, E., Gardovszky, V., Hagymasy, T., Konyvesi, T. &  Tuska, Zs. (ed.) 
(2005). Statistical Yearbook of Education 2004/2005 Budapest. 



HERJ Hungarian Educational Research Journal, Vol 7 (2017), No 3 

54 

Besenyei, R., Csecsine, M., E., Konyvesi, T., Kozma-Lukacs, J., Peter, T. & Tuska, Zs. (ed.) (2007). Statistical 
Yearbook of Education 2006/2007 Budapest. 

Besenyei, R., Csecsine Marias, E., Konyvesi, T., Pados Borbas, E., Peter, T., Pusztai, L. & Tuska, Zs. (ed.) 
(2006). Statistical Yearbook of Education 2005/2006 Budapest. 

Csecsine Marias, E., Hagymasy, T., Konyvesi, T., Pados Borbas, E. & Tuska, Zs. (ed.) (2009). Statistical 
Yearbook of Education 2008/2009 Budapest. 

Csecsine Marias, E., Hagymasy, T., Konyvesi, T. & Tuska, Zs. (ed.) (2010). Statistical Yearbook of Education 
2009/2010 Budapest. 

Csecsine Marias, E., Hagymasy, T., & Konyvesi, T. (ed.) (2011). Statistical Informational Yearbook of 
Education 2010/2011 Budapest. 

Csecsine Marias, E., Hagymasy, T. & Konyvesi, T. (ed.) (2012). Statistical Informational Yearbook of 
Education 2011/2012 Budapest. 

Csecsine Marias, E., Hagymasy, T. & Konyvesi, T. (ed.) (2013). Statistical Informational Yearbook of 
Education 2012/2013 Budapest. 

Csecsine Marias, E., Hagymasy, T. & Konyvesi, T. (ed.) (2015). Statistical Informational Yearbook of 
Education 2013/2014 Budapest. 

Csecsine Marias, E., Konyvesi, T., Kozma-Lukacs, J. & Tuska, Zs. (ed.) (2008). Statistical Yearbook of 
Education 2007/2008 Budapest. 

Web page of the Faculty of Music Studies, University of Debrecen; http://music.unideb.hu; downloaded: 
20/06/17. 

Web page of Mihaly Vorosmarty Primary School and Primary Art School, Debrecen, 
http://www.vorosmarty-debr.extra.hu; downloaded: 20/06/17. 

Hagymasy, T. & Konyvesi, T. (ed.) (2016). Statistical Yearbook of Public Education 2014/2015 Budapest. 

Hagymasy, T. & Konyvesi, T. (ed.) (2017). Statistical Yearbook of Public Education 2015/2016 Budapest. 

Homor, I. (2009). Tanulmany a zeneiskolak helyzeterol a rendszervaltozastol napjainkig [Study on the 
state of music schools from the change of regime to today] In: Polifonia Special Issue: 
Zeneoktatasunk April 2009. Budapest, Magyar Zenei Tanacs; 
http://www.hunmusic.hu/tanulmanyok/ zeneoktatasunkfuzet09.pdf; downloaded: 21/06/15. 

Lebanov, J. (2014). Az alapfoku muveszetoktatas jogi szabalyozasa [Legal regulation of primary art 
education] university thesis, Faculty of Law, Gaspar Karoli Reformed University. 

Association of Hungarian Music Schools and Art Schools (2015). MZMSZ web page; http://www.mzmsz.hu; 
downloaded: 21/06/15. 

Association of Vocational Secondary Art Schools (2013). Tanulmany az Alapfoku Muveszeti Iskola es a 
Muveszeti Szakkozepiskolak kozotti kapcsolatrendszerrol es megfeleltethetosegrol. [Study on the 
network of relations and correlations between primary art schools and vocational secondary art 
schools] 

Ministry of National Resources (NEFMI) (2010). Az alapfoku muveszetoktatas kovetelmenyei es tantervi 
programja. [Requirements and curriculum of primary art education] 
http://www.nefmi.gov.hu/letolt/elektronikus_ugyintezes/alapfoku_muveszetoktatas_terv_mell_10
0924.pdf; downloaded: 21/06/15. 

Tamas, A. (2017). Pedagogical Program of Sandor Vikar Primary Art and Music School  



HERJ Hungarian Educational Research Journal, Vol 7 (2017), No 3 

55 

Thematic Article 

  
Hungarian Educational Research Journal 

2017, Vol. 7(3) 55–72 
© The Author(s) 2017 

http://herj.lib.unideb.hu 
Debrecen University Press 

 
DOI:10.14413/HERJ/7/3/6 

The 50th Anniversary of Music Teacher 
Training in Debrecen  

Mihaly Duffek33 

Abstract 

The study is a concrete example of the history of music teacher training education in 
Hungary. Debrecen was always famous for teacher training programs in several fields, 
including music teacher training, too. The study introduces 50 years from the point of 
view of an existing institution, which demonstrates the development. The research of 
the history was very special: from this half century, the writer himself was responsible 
leader of the school for 25 years. So the research was easy and hard in the same time.  

Hard, because there are too much personal memories of different events, and 
turnaments, which does not help to remain objective. It was a special research, reading 
important documents again, to read the books and articles about the subject of the 
study. The result of the research is a global picture about a sensitive segment of the 
higher education, tendencies, local specialities together. The reader can follow the 
changes of the institutional development, but in the same time, can follow the 
education’s changes during the years. The story shows a kind of culture historical 
connection, too, how a school can be a part of a region’s cultural life. 

Keywords: music teaching, teacher training, UD Faculty of Music, Debrecen 50 years history 

                                                 
33 University of Debrecen, Debrecen (Hungary), Email address: duffek@music.unideb.hu, ORCID 0000-0003-1674-
7005 
 
Recommended citation format: Duffek, M. (2017). The 50th Anniversary of Music Teacher Training in Debrecen. 
Hungarian Educational Research Journal, 7(3), 55-72, DOI:10.14413/HERJ/7/3/6 

mailto:duffek@music.unideb.hu


HERJ Hungarian Educational Research Journal, Vol 7 (2017), No 3 

56 

The history of the Faculty of Music 

The Faculty of Music at the University of Debrecen celebrated multiple anniversaries in 

the academic year of 2016/2017: the first opening ceremony took place at the Debrecen 

Section of Franz Liszt Academy of Music 50 years ago, in 1966. This was a new 

institution for music higher education, like the ones in Miskolc, Gyor, Pecs, Szeged as 

well as in Budapest. The other anniversary marks the date of the first successful 

accreditation of the institution 20 years ago, along with the institutions mentioned 

above. The Debrecen Conservatory won the right to be the Faculty of the University of 

Debrecen 10 years ago in 2006. The successful accreditation of the Bologna system 

happened in 2006, as well. Therefore, these dates are the milestones in the development 

of the institute, paralel with other institutions of music higher education in Hungary. The 

accreditation in 2006 was important, because the Music Faculty won the right to 

continue its BA and MA courses for performing artists. 

The music teacher training program was going on like a special program of the 

secondary music schools in Hungary before 1966. Fifty years ago, music education went 

through important changess. The new courses became three years long. (Straky 1987) 

As already mentioned, Kodaly Zoltan Secondary Music School in Debrecen was 

responsible for teacher training. The length of the courses was three years, the number 

of the students was around 40-50. It was harmonizing with the necessary music 

teachers’ number in Hungary at that time, because the system of the elementary music 

educating system was not so developed as later. The certificate of this teacher training 

program showed that the graduates had the necessary teaching skills, but the diploma 

was not an ending document of college- or university level. The leaders of the education, 

the government made the decision to establish a new system for music teacher training 

with six institutions in Budapest, Debrecen, Szeged, Pecs, Gyor and Miskolc. These cities 

were the traditional centres of music education, so it is understandable, that the 

conditions and the traditions of the new education were the strongest. The first director 

of the new school in Debrecen was Gyorgy Gulyas. This school started to play an 

importrant role in the cultral life in Debrecen and in the region, too, just like the partner 

institutions in the other big cities. 

The number of the elementary music schools began to grow, more and more music 

schools were established, so the labour market needed more and more new music 

teachers. This fact was reason of the growing number of students. As the secondary 

music school and the new higher education institutuon in Debrecen were in the same 

building, the two institutions did not have enough classrooms, instruments, etc., so the 

leadership of Debrecen and the Ministry of Education planned to build a new building 

for the new music teacher training programme to solve the problem. 

The new building was completed in 1974. The opening ceremony of the new building at 

Egyetem ter took place in October, 1974. The new building offered excellent conditions 

for music education with a dormitory for 100 students in the same building. The new 
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concert hall had 300 seats, an organ and two pianos. A modern audio studio helped the 

recordings near the concert hall. The sound-proof classes were ideal for music teaching. 

The dream of the first head teacher was to be a part of University of Debrecen in the 

future… He had the opportunity to organize a new community of professors, to increase 

the number of teachers and students, as well (Fulep – Zelinka 1988). 

The year of 1990 marks another important turning point: the length of the teacher 

training education became four years. At the same time, another important event 

happened: the Ministry of Education decided to establish two conservatories in 

Debrecen and Szeged. These two institutions continuously belonged to the organization 

of Franz Liszt Academy of Music. There were discussions about the name 

„conservatory”, because this term referred to secondary music education before the 

second world war. This new structured institution had the whole range of music 

education: a preparatory level for the pupils under the age of 18, a college level and a 

university level, too. The preparatory level was an alternative possibility for young, very 

talented musicians to study besides the secondary music school (in Szeged the 

secondary music school was integrated into the new conservatory, so it was the 

preparatory school). This new system was an exceptional possibility for the individual 

talent developing program. 

1998 was an important year in the life of the institution: all of the sections of the 

Academy of Music separated from the Academy and joined the local federations of the 

integrated universities in their cities. The Debrecen Conservatory became the 

independent member of the Federation of the Universities in Debrecen for two years, 

keeping the original education system. Somehow the dream of the first head teacher 

came true… The Conservatory, as a small institution, financially belonged to Kossuth 

Lajos University, but the leader was the member of the Presidency of Federation of 

Debrecen universities, which had eight members and organized the new integrated 

university, which consisted of all of the state universities and colleges in Debrecen, 

Hajduboszormeny and Nyiregyhaza. The duration of the talks of the Conservatory’s 

integration was less than 15 minutes, the agreement was clear and pragmatic. Professor 

Gyorgy Bazsa, the rector of Kossuth Lajos University was a very important and great 

partner. 

The year of 2000 marks the birth of a new integrated university in Debrecen. The new 

structure made it possible for the university to offer courses in a wide range of sciences. 

The Conservatory was the only place where performing art was taught in a „rector- 

directed” institution, which did not belong to any faculties of the university. 

The university had a special structure,: two centres began to work, the Centre of Medical 

Studies (including the clinics, too), and the Centre of Agriculture. The traditional 

faculties of Kossuth Lajos University, formed the third centre, called „The Independent 

Faculties”. The Conservatory belonged to this organization The next change in the life of 

the Conservatory’s position happened on 29th November, 2006: the University of 
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Debrecen established the Faculty of Music. By this step, the music education won 

independency, like other faculties. It was not only a local success, but the music higher 

education of Hungary also benefited a lot owing to the new faculty. The second faculty of 

music – after the Szeged Conservatory – expressed that Hungary had one more strong 

region in music education, so the whole system became stronger. At the same time, the 

Bologna system was accredited successfully as a 3+2-year- long education. 

The centrum-system of the new University of Debrecen was stopped by the new law for 

higher education in 2015, so this time the Faculty of Music is one of the University’s 15 

faculties. 

 
Opening ceremony of the new faculty in Liszt Hall (2006) 

This schematic history above is only a surface of a continuous evolution, changing of the 

general conditions. The most important questions, how the education has changed in its 

content, structure a financial background. This is more colourful process with exciting 

turnaments, risks, and successes. 

Changing, developing education 

The name of teachers who started to teach can be seen below: 

 first head teacher: Gyorgy Gulyas (choir conductor) 

 Dr. Erno Szabo (violinist) 

 Kalman Illes (pianist) 

 Ilona P. Nagy (pianist) 

 Jozsef Kanyasi (oboe player) 

 Rezsone Bognar (pianist) 

 Antal Zsadon (solfeggio, music theory) 

 Laszlone Bencze (folk music, music history) 

 Kalman Molnar (philsophy) 
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After the establishment, these professors worked for a long period of time in the new 

school. Since that time, this list of professors has become longer. The diploma of a new 

music teacher was a „multifunctional” document between 1966 and 1990. The students 

got a document, which gave them the right to teach their major instrument in 

elementary music schools, to teach solfeggio and singing in regular elementary schools. 

If we look at the three-year- long education, this content was rich, but this time was 

short to offer high-quality education (?). This is the reason why the entrance selection 

was hard, the talent and the well prepared level was very important at the entrance 

exams. We keep this system now, too, but the education is not the same as nowdays. One 

of the main problems was that the young, new teachers did not have the opportunity to 

study real live music pedagogy in practice. This was like a laboratory: every student had 

one child from the elementary music school for teaching for only six weeks in a 

semester. The selection of the children was very sensitive for giving good level children 

to our teacher training student. By this way it was impossible to see the real, complete, 

every day life of a music school. We coud see that this system is different from other 

teacher training programmes (eg. Mathematics, Physics, etc.), where the students went 

out to a real school to teach continuously for a longer period. 

1974 is an important date, as the independent solfeggio-music theory and choir 

conductor section was established, so the balance of the instrumental and vocal 

education became better. The students, who continued their music studies there, 

became teachers for solfeggio, music theory and singing in elementary schools, and they 

could be a choir conductor, too. 

The next important year is 1980. The leadership of Franz Liszt Academy of Music 

decided to change the structure of the music higher educational programmes: they 

established a two-step system. This means that a new possibility was opened for the 

young teachers: the students who were eminent and talented in music teaching could 

take an entrance examination for beginning the university level studies to be a 

secondary music school teacher, too. This was an additional education level after 

successfully completing college level studies. This opportunity was good for beginning of 

the new university level education on oboe, percussions, viola, violoncello, double bass, 

flute, horn, trumpet, trombone majors. 

As every education, the music teaching is not independent from the personalities either, 

whose talent and knowledge are the guarantee of the level of the education. This was the 

main point of view, when the Academy of Music gave the possibility for a professor to 

teach in that university level education. The entrance exams were organized in 

Budapest, and after these exams a committee decided where to send the students for 

studies. Like the entrance exam system, all of the examinations at the end of each 

semester were organized in Budapest, and the finishing diploma concert was also 

organized in Budapest, at the Academy of Music. After the 1980s the centralized system 

has changed, and every teacher training institution in the country got the right to 

organize all these events in the original school, where the sudents continued their 
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studies in general. One of the professors from Budapest, personally controlled the level 

of the examinations. The diploma was signed by the head teacher of the institution and 

the rector of the Academy of Music. 

The training programs for working teachers was also a valuable education in Debrecen, 

and in other cities. There were several music school teachers were taking part in that 

further training educations from the counties round Hajdu-Bihar and Debrecen, and so 

much from Budapest, from other counties, cities of Hungary. 

Contemporary music became more and more important in education, as it happened in 

the curriculum of the music schools, too. Debrecen became an important base of the 

introduction of the young composers and new pieces. There were several composers, 

who wrote vocal and instrumental pieces directly dedicated to our professors, or one of 

our choirs and orchestras. 

The next turning point is the year 1990. The political system changed, which was a very 

good reason to introduce innovations in music education, too. That is the reason why the 

status and the position of the college has changed. The new name of the school became 

Debrecen Conservatory of Franz Liszt Academy of Music. The teacher training college 

level education was changed into a four-year- long programme, which was wished for a 

long time before. This new structure gave excellent possibilities to search new content 

and forms of education, beginning of the innovations. The education of organ began in 

1991., new major was the classical guitar, and by the permission of the Academy of 

Music, the Conservatory could begin the religious music education as an independent 

major in 1996. In this year the Conservatory could also continue full time and additional 

university level education on every majors. This was a serious strategic step of the 

development. The new system had another new element: the preparatory education for 

pupils between the age of 10 and 18. This was offered for the most talented young 

children to prepare them in an individual way, with intensive developing work. So, as we 

can see, the whole vertical education was continued in the Conservatory (This was 

similar in Szeged, too.) At the first accreditation procedure of the higher education in 

Hungary, the report about the Debrecen Coservatory has told, that to organize this 

system is a „resultable experiment” of the domestic music higher education. The report 

of the accreditation mentioned that the institution is suitable for leading regional 

position, but the practicing teacher training school, where the students could continue 

real teaching practice is missing yet. 

1997 brought a dangerous economical situation for the whole Hungarian music higher 

education: the financial support for the education was reduced, so it was a real danger 

for the whole system. This is the reason why the Colleges in Miskolc and Gyor separated 

from the Academy of Music and joined the local university in their cities. This happened 

one year later in Szeged, Pecs and Debrecen. 
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This was an exciting story, because the schools, devorced in 1998, joined to the 

federations of the universities like half independent institutions, and they were 

integrated to the new, big universities in 2000, as special institutions, directly led by the 

rector of the universities. The most sensitive question was in Debrecen and Szeged, to 

keep the system of the education in original form with special regard of the university 

level education. After dangerous and hard talks, a compromise was born: the 

conservatories could keep their educational system, but the owner of the university 

level is the Academy of Music, the locale of the education was Debrecen and Szeged, but 

the financial support came directly to our university. So, it was a special co-operation, 

which was very important for the whole integrated university, and the Conseravatory, 

too. This co-operation brought a half-repetition of an earlier examination system by 

inviting the professors of the Academy of Music to the final, diploma concerts. The 

university diplomas were signed also by the rector of the Academy of Music and the 

headmaster of the Conservatory. 

2002 and 2003. were dangerous years: the Academy of Music wanted to stop the 

university level education in the conservatories, but the universities saved this, so this 

plan did not become true. The new century – the new millennium gave new innovation: 

the credit system was introduced to the Hungarian higher education, so, in the music 

education, too. It happened after fierce debates, as a strange system for the art 

education. Finally, this system gave a clearer structure of the education, but was not 

good for controlling the quality. Long time was needed to understand, that the credit 

system is not for quality control, it is quantity indicator. Parallelly, Hungary has joined to 

the Europian Union, so the situation of the competition has changed: the „racetrack” 

became wider: the whole continent. 

The next improtant turning points were the years of 2005, 2006. Hungary has joined to 

the Bologna Agreement before, which changed almaost the whole higher education until 

the deadline 2006, except some schools (medical education, law training). A hard 

decision was needed for the music higher education: to change the successful education 

into Bologna system, or not. There were also very hard talks, because the story was not 

only about the training system. This turnament brought new positions for the whole 

music educating conservatories, faculties, institutions, so it was a sensitive change for 

„every actors on the stage”… Of course, a new, general accreditation was needed. It was 

very hard to keep the former university level aducation, because the imagination was, 

that only one university, the F. Liszt Academy of Music is able to continue high level 

artistic education in Hungary, the aother institutions in the country has the task of the 

BA level education and the teacher training MA degree education. After a stong fight the 

result was, that in Debrecen the performing MA degree was accreditated on 13 majors 

(later new majors came). The Bologna System seemed to be compatible with the whole 

European higher education. There was the hope, that this system will be good for the 

mobility of the students, to receive foreign students. But there was a great mistake: the 

most of the leaders of the education thought, that the conversion of the former college- 
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university system is very simple: the BA is the college, the MA is the university level. 

This great misunderstanding in the music higher education was very bad, because the 

former college level education was four years long, but the bachelor was only three 

years long. There was another heavy problem: the BA consisted of disciplinary studies 

(instrument major and complementary subjects), the teacher training MA was full of 

pedagogical theory, so the original, musical studies were only the second after pedagogy. 

It was absolutely not useful for the quality. 

In this changing system, the integrated universities gave the pedagogical module of the 

education, but these were not fully competent to teach the pedagogy of music teaching, 

the pedagogy of individual teaching in music school. But at the same time a new, positive 

change happened: the music teacher training program enriched with an important 

element for the students: the continuous school practicing in real music schools, 

teaching like the other teachers. The one semester long new element was the most 

useful result of the whole Bologna procedure. 

The structure of this new education was: 

 Preparatory level (under the age of 18) 

 Bachelor degree 

 Teachers Master degree (on every majors) 

 Performers master degree (+ pedagogic module) on 13 majors 

The new teacher training education brought several, hard conflicts on the different 

universities between the pedagogic and disciplinary territorries, and the education itself 

was not resultable and high quality in practice. Parallelly in the society on the labour 

market, the respect of the teaching jobs were falling down quickly because of the low 

celleries. The strong conflicts and the problens inclined the government of Hungary to 

change this system, and they transformed the teacher training programs back to 

continuous education with five years long program (4 years inside education, 1 year 

outside education, which is called „continuous teaching practice”.) This system began to 

work in 2013. 

From this positive turnament, another hard situation came: the performing art 

education has kept the Bologna system with BA and MA. That was a real hard task to 

make these two systems transferable between each-other, if the students must get a 

personalized training… Nowdays this two systems are working in every institutions, 

faculties and in the Academy of Music, too. Only the solfeggio.music theory, the religious 

music and the folk music education could get the right to construct 5+1 years long 

continuous education. 
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The offensive development of the education was the main trait of the education in the 

present time Faculty of Music: 

 there is a preparatory education for young talents 

 there is bachelor degree for every instrument players of the symphonic orchestra 

(except harp) 

 there is a bachelor degree for piano, organ, guitarr, classical saxophone, recorder, 

singing, music theory, choir conducting 

 there is continuous elementary music teacher training degree (master) for all the 

instrumental and vocal majors tought in BA 

 there is performing master degree for guitar, flute, oboe, clarinet, saxophone, 

trumpet, horn, percussions, piano, organ, opera singing, wind band conducting, 

choir conducting 

 there is continuous 4+1, 5+1 master degree education for religious music and 

solfeggio-music theory, conducting 

At present time, there is an active co-operation with the Pedagogical Doctoral Program 

of the Faculty of Arts. 

The students, taking part in teacher training programs can have the possibilitiy to 

continue their permanent teaching practice (one year long!) in the partner schools of the 

University of Debrecen in Debrecen and Nyiregyhaza. The system is flexible: if there is a 

music school, where the music pedagogy is on high level, the student can also go to 

ciontinue the prmanent teaching practice. 

The students, who are over all of their studies, can teach in elementary and/or 

secondary music schools, they can be the members of symphonic orchestras, 

professional choirs, theatrers, they can find their job in the great churches, or in the 

media, too. Near 100% of the finished students can find their job during half a year after 

their graduation. (The year-books of University of Debrecen) 

Domestic and international meetings, conferences, competitions 

The former director, Mr. Tamas Kedves started to force the organization of meetings for 

different sections of the education. The original target was to give the possibility for the 

students to compare their abilities, knowledge with others from other cities, other 

countries. This is a very important element of the music education for getting high 

quality. The first meetings were the international events of the double bass section, 

organized by Karoly Saru. In the new building, the Bardos Symposium was the next 

important meeting for teachers of solfeggio, music theory, music scientists and 

practicing choir conductors. The symposium became more, than saving the testament of 

the great master, Lajos Bardos, the event became a very important conference of this 

discipline. The symposium was an exceptional possibility for giving the newest results of 

music science researches, or introduce new choir pieces, new choirs, teachers, etc. 
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The meeting and competition of the brass and percussion players is a high respected 

event in Hungary for the players and teachers of these instruments. Some competitions 

were organized as an international competitions (trumpet and percussion). The 

establisher of this competitiom was Mr. Andras Kammerer, professor of trumpet in co- 

operation of Mr. Jozsef Vrana, percussionist. 

In the last decade of the 20. century the piano memorial competitions were organized 

yearly by Dr. Mihaly Duffek, pianist, the head of Piano Department. These competitions 

were good possibilities for comparing, but the other function was to bring more pieces 

of a composer to the teaching repertoire. The participants were the students of of the 

other music faculties and institutions of the country. 

Since a long time a new competition was planned to organize, the chamber music 

meeting and competition. In the beginning of the firs decade of this century Mr. Zsolt 

Molnar organized the first domestic chamber music competition, later named after 

Ernest von Dohnanyi. The participants are also the sudents of the Academy of Music and 

the other faculties and institutions of music higher education. The co-operation with 

Prof. Sandor Devich was the key moment for the successful event. 

The Wind Department’s great result is the competition for clarinet players, organized 

yearly. Dr. Janos Szabo, clarinettist is the establisher of this domestic competition. 

Parallelly the competitions of classical saxophone is very popular. The instrument is well 

used in the classical music nowdays, this is one of the reason of popularity. 

The festival and competition of the classical guitarrists was established by Dr. Istvan 

Adrovicz, guitarrist, organized in every August. Also his event is the Festival of guitar 

orchestras in May. 

The youngest and newest competition is the Petrovics Emil Singing Competition, 

organized by Dr. Eva Mohos-Nagy, singer, the chair of Department of Singing. This 

competition is special in its repertoire, because it is based on the contemporary 

Hungarian vocal music. The competition has a grat supporter, Mrs. Eva Batori, the 

Ambassador of the Hungarian Opera. This event is the part of Young Musicians’ Summer 

Academy. 

There are competitions, which are organized together with the F. Liszt Academy of 

Music (woodwind competition and bras quintet competition, and there are special days, 

when the representatives of the teachers, students from other institutions are coming 

together in Debrecen, eg. string players, flutists, oboists, saxophonists, pianists). 

Practically this system of the competitions and meetings give a strong position in 

Hungarian music education, and open the window to the world for our students. 
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Ensembles, orchestras, choirs 

The regular education of the arts and sciences are controlled by exact law, rules, but the 

music education needs more than it is necessary to work by the plan end program of the 

education. The students need possibilities, where they can test their knowledge in real 

musical life, so the important part of the educational strategy is to form different musical 

groups (orchestras, bands, chamber ensembles, choirs). 

The predecessor intitution of Faculty of Music had choir drom the first moment, which 

was the Kodaly Choir, as a professional choir, but as the amount of the students growed, 

an independent mixed choir began to work. It belonged mainly to the plan of education. 

The real performing female choir, the Bardos Girls’ Choir was established by Zsolt 

Szesztay, head of the department of Solfeggio, Music theory and Conducting. (The name 

of Bardos Lajos was given in 1987.) The choir in its long history won a great amount of 

first prizes and grand prix in domestic and international choir contests. The 

contemporary composers composed many choral pieces directly for the choir. It was an 

emblematic choir of the Hungarian choir life during decades. The last conductor of the 

choir was Denes Szabo. 

Mainly since 1974, the new building gave the possibility for establish instrumental 

groups, because they had enough place in the building to keep their rehearsals, more 

and more students could join to these ensembles. The Symphonic Orchestra is one of the 

most traditional group at the Faculty, which was led at first by Dr. Lajos Szucs, later 

Laszlo Martos, Zoltan Kovats. This orchestra is able to play full concerts or play on 

important events in the University, or in the city, eg. on the International Day of Music. 

The sudents can learn how to be a member of a symphonic orchestra, what are the 

necessary abilities, which will be necessary, if they chose the job to be orchestra 

members in their grown up life. The String Ensemble is as old, as the symphonic 

orchestra. Its first leaders were Endre Dekany, Stefan Ruha. At present time the young 

conductor of these ensembles is Zoltan Bolyky. 

Jozsef Vrana, the establisher of the Debrecen Percussion Ensemble could see the 

possibility of the development of the education. His student Dr. Istvan Szabo formed two 

percussion ensembles: the Talamba (which is now independent group from former 

students), and the Sonus Percussion Ensemble. These groups were and are very popular, 

they are invited to many events in Debrecen, in the region. The concert halls are always 

full with audience on their concerts. 

The Brass Band is also one of the first time established groups, which has long history 

with its establisher, Andras Kammerer. The band is continuously working and plays on 

concerts directed by guest conductors. The present time leader of the band is Peter 

Bognar. They are invited also to other cities for different events to play. 
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The Canticum Novum Chamber Choir is more than 25 years old group, the leader is the 

establisher of this mixed choir, Dr. Agnes Torok, conductor. The choir represents a high 

quality and sensitive choir singing, is awarded on several domestic and international 

choir competitions. This talented group is an important representative of whole 

Debrecen’s choir culture. 

The former Bach Collegium, and later the Harmonia Instrumentalis, and now the 

Debrecen Historical Music Group is the representative of a valuable musical taste of the 

old music. The group, consisting of mainly students, led by Dr. Csaba Nagy is a very 

special chamber music workshop of the Debrecen music education. They are often 

invited to play in several cities of Hungary. 

The Fonix Chamber Music Group now is the part of the history, but it was a special 

mixture of very talented students and their teachers. This group is already not existing, 

but was an important colour in Debrecen for a long time, led by Laszlo Martos. 

The Guitar Orchestra is a very special group with special musical character, established 

by Dr. Istvan Adrovicz. This community had invitations to foreign countries for concerts 

and competitions. They organize yearly the Festival of the guitar orchestras in Debrecen. 

They play often on the events of the University of Debrecen. 

The Wind brass conductor master degree is an important part of the education, which 

gives brass band conductor diploma for the students. The wind orchestra is formed to 

help this education as a practicing orchestra. The establisher and first conductor was 

Laszlo Dohos, at present time is Gyula Bekker. The orchestra had several full concerts, 

this ensemble gave a great help to organize the First Wind Orchestras’ Festival in 2014. 

in Debrecen, which was a successful regional international event of the world 

association (WASBE). 

These groups, orchestras and choirs are taking part on diploma concerts, or giving the 

possibilities for the students to practice their conducting studies in reality. The publicity 

of their work is a very important control, but a good public demonstration, too. There 

are common productions with closed co-operations of these ensembles, eg. Concert 

performing of operas with the talented singer students. Usually these performances can 

be compared with the professional productions of other professional ensembles. 

There is a special female choir, which has mainly amateur members, but presents a 

continuously high musical level: the Kolcsey Choir, established by Dr. Laszlo Tamasi in 

1979. This choir is working in the Faculty of Music, as a tutoral choir, taking part of the 

choir conductors education. The ensemble won several internadional prizes on 

competitions, but they are the winner of many domestic choir competitions, too, with 

radio- and CD recordings. 
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The community of the students 

In the very beginning, the students’ amount was not more than 50-60 at the school. In 

the building of the original place was not enough big for the secondary music school and 

the College of Music, so the new conditions of the new building from 1974 gave new 

dynamism for growing the number of new students. From this time the entered students 

came from Debrecen, from the region and from Budapest, from all the counties of 

Hungary. In the eightees the number of the stdents was around 160-170. After a long 

time development, this number is around 200-220. The school had foreign students, too, 

but when the school devorced from the Academy of Music, it has lost the name of F. 

Liszt, so we had to rebuild the international students’ connections by the help of the 

University. The Erasmus program was a great help, so now, the mobilisation of the 

students and the professors began to develope. 

The students and their leaders are always very good partners of the leadership of the 

Faculty, because of the personal knowledge of the music education. They are 

permanently good partners of the Faculty to fight for the common targets of the school, 

they are the members of the Faculty Council. They have a vocational college, named after 

Gyorgy Gulyas, where the most talented students are frequently supported by 

stipendiums, applications to competitions, etc. The quality work of this group is a good 

example for all the students. 

The leaders of the students’ community are the members of the Univerity’s student 

organization, so they can help in many cases for the students. Their greatest, traditional 

event is the Midnight Concert which has more than 40 years tradition. This is a concert, 

which is beginning at midnight, but there are complementary events before and after. 

The concert is performed mainly by the students, but sometimes some of the professors 

also give productions. The main target is the entertainment, the humor, the up side 

down situations of the everyday life in the Faculty. The event is very popular year by 

year. The students are performing in every parts of the University, in many events, but in 

many students’ concerts in Liszt Hall, or in Kolcsey Center of Debrecen. This activity is a 

great addition for the positive PR of the Faculty. 

The teachers, professors – the guarantee of the high level education 

There were three responsible persons in the history of the school, leading the Debrecen 

music higher education: the school establisher, Gyorgy Gulyas, Liszt awarded choir 

conductor, worthy artist, director (1966-1976), Tamas Kedves professor of violoncello, 

director (1976-1992) and Dr. Mihaly Duffek professor of piano, dean (1992-2017). 

Kalman Illes, professor of piano had the responsibility of leading for half a year in 1976. 

The mentioned persons were different characters, but their vision about the school was 

almost the same, so the development of the school had guarantee in their personality. 

This period was a continuous development, keeping the traditions and the values, but 

give new values in their own period. 



HERJ Hungarian Educational Research Journal, Vol 7 (2017), No 3 

68 

If we look at the list of the professors, teachers of the school, this list will be very serious, 

great generation of the professors worked in the education. The present time professors’ 

group is also an attractive list, that is why students are coming to Debrecen to study, and 

that is why more and more foreign students are interested in the education. The 

education is organized into departments, which are important musical communities. 

These are: Department of Strings (chair is Dr. Gyorgy Sarosi), Department of Woodwind 

(chair is Dr. Janos Szabo), Department of Brass and Percussions (shair is Dr. Istvan 

Szabo), Department of Singing (chair is Dr. Eva Mohos Nagy), Department of Solfeggio, 

Music theory and Conducting (chair is Dr. Marta S. Szabo), and the Cabinet of Chamber 

Music (chair is Zsolt Molnar). These department are not similar, than in the University, 

because they have no independency in finance, but very important working 

communities, which are coordinating the work of the professors and the students. These 

units are in closed connections with each other, like the parts of the human body: the 

problem of one of them becomes the problem of the whole system. That’s why the 

professors connections are not formal, but very much co-operative. 

The Faculty is very proud of those professors, who are the members of professional 

orchestras, or choirs in Budapest, in Debrecen, or in one of the neighbouring countries. 

More than a half of the professors, teachers have PhD or DLA degree qualification, and 

more young collegues are taking part in doctoral studies at present time. (The list of the 

present time teachers, professors can be seen at www.music.unideb.hu.). 

The Dean’s Office and Office of Education, the financing direction, cultural 

management 

The organogram of the Faculty of Music shows, that these units of the faculty are very 

important. A few persons are responsible for very much, and serious things in education, 

or in official connections with the leadership of the University, the connection of other 

instritutions, the leadership of the city, the foreign partners. At present time the 

following fellow workers help the every day work of the Faculty: Judit Katona, Erika 

Mangu Peterne, (responsible for education), Anita Bilanics (responsible for finance), 

Emese Batta Kissne (responsible for kultural managemnt’s daily organization,) Andrea 

Piros (secretary of the Dean.) There are two vice deans: Dr. Peter Lakatos (general vice 

dean,) Dr. Agnes Torok (vice dean of education). 

The cultural function of the Faculty of Music 

The fastest development of the Faculty is demonstrated by the cultural function. This 

means, that a faculty of music has two functions: first is the regular education, second is 

the organization of concerts, taking part in the cultural life of the region and the city. In 

the first years of the school the concert hall, the Kodaly Hall was of the secondary music 

school and the college, so it was very busy with concerts. But it was in the middle of the 

city, so it was easy to invite public for the concerts. After 1974, near the campus of the 

Kossuth Lajos University, it became harder, because of the distance from the city centre. 



HERJ Hungarian Educational Research Journal, Vol 7 (2017), No 3 

69 

The new concert hall was more comfortable, bigger than the Kodaly Hall, it had an organ 

and a studio for recordings. This was the moment, when the leadership of the Faculty 

decided to change this situation, and turn this into positive direction. Many guest 

concerts were organized with famous and popular artists, and there were many recitals 

of the professors of the Faculty. We remember the agreement with foreign travelling 

agencies to bring the tourists into the Faculty, and there were mini concerts for them in 

Liszt Hall. 

After this period, the integration with the University of Debrecen this situation has 

changed. Two agreement with the Kodaly Philharmony and the Csokonai Theatre 

demonstrated the new situation. The musical prerformances were organized at different 

faculties of the University in great amount. Many of our professors and students had 

concerts at the University, or musical performances at the celebrations or important 

events. At present time the situation is more positive, than before, the number of people, 

who come to the concerts is permanently growing. This function became stronger and 

stronger, so the Committe of the Faculty of Music decided to establish a management 

office for organising the events. The Office of Cultural Management is now the guarantee, 

that the concert organization is successful and valuable. The responsible leader of the 

office is Dr. Judit Varadi, cultural manager. 

After this the concert series began to be organized better and better, the Universitas 

Debrecen Concert series, the Conservatory Evenings, the Sunday Music in Kolcsey 

Centre, the Sound-play- music series for children, the so called „Heart warmer” concerts 

in the Library of the University all show, that the professional function of the cultural 

activity is well directed. The Ofiice of Cultural Management is responsible for all outside 

events in Debrecen and in other places. 

Domestic and international connections 

In the very beginning, in the sixtees all of the international connections were organized 

by the F. Liszt Academy of Music. There were not much possibilites in making individual 

foreign connections, because the political system was closed and very much centralized, 

controlled. Sometimes there were possibilities to go to the countries of the communist 

block, but the iron curtain closed the western side of the country… When the political 

changes turned the whole life in Hungary, in the beginning of the ninetees this situation 

has changed, the Faculty had more and more independency to make foreign contacts. 

The most serious result of this development was the biggest international event of the 

Faculty of Music, which was organized for the first time in 2001. This was, and this is 

now a famous and attractive international musical event in Debrecen, and in the Eastern 

region of the country. The Summer Academy’s first artistic director was Tamas Kedves. 

The event had and has two profiles: to give individual master classes for different 

instrument players by invited professors and artists from Hungary and from abroad, and 

the other profile is a symphonic orchestral camp directed by a famous conductor. The 

first conductor was Geza Oberfrank. The Academy is organized in every July with the 
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support of the University of Debrecen, the Ministry of Human Resources, th National 

Cultural Foundation, the City Council of Debrecen, the Conservatory Foundation and the 

Foundation for the Art of Future. The appliers’ number now is around 200 students, who 

are coming from several countries, eg. Slovakia, Slovenia, Rumania, Serbia, Austria, 

Finland, Germany, Great Britain, Spain, Italy, Nederland, Belgium, Japan, Korea, Peru. 

South Africa, Argentina, China. 

The leader and conductor of the Academy’s symphonic orchestra since Tamas Vasary, 

the very famous Hungarian pianist and conductor. The orchestra is permitted to use the 

name of Zoltan Kodaly Youth Orchestra. By the conception, the ensemble gives the 

closing concert of the Summer Academy, and begins a concert tour in Hungary (eg. In 

Budapest and other cities) and travels to other countries (France, Rumania, Austria, 

Iltaly, Slovakia and Czech Republic). These concert tours are unforgetable events for the 

orchestra members. This whole event demonstrates the Hungarian music education’s 

level, gives a very positive PR for the University of Debrecenm and the Faculty of Music, 

too. The director of the Summer Academy is the dean, the artistic director is Dr. Judit 

Varadi. 

The representatives of the Faculty has signed several agreement of the University for 

making contacts with other universities, but there are special agreements with Korean 

Academies for co-operations with real activities. The colourful palette of the 

international contacts the students of the Faculty have possibilities to take part in 

international competitions, too. 

The domestic contacts has a conceptional phylosophy: all the faculties and institutions of 

music higher education formed one organization before, so we are all reponsible for the 

Hungarian music culture, so these institutions have balanced, good connections with 

each-other. The changing, new rules of the music higher education were found out in a 

consorcium, in co-operation with the Academy of Music, but we could say more 

examples, too to certify this statement. 

The infrastructure 

The music education needs seriously completed infrastructure. The building at the 

central campus of the University of Debrecen was absolutely modern building in 1974, 

with sound proofed classrooms, with a 300 seats concert hall, with a dormitory for 80 

students. A sound studio was belonging to the concert hall, and it was possible to make 

sound recordings from every classes, too. The conception of the new building was, that 

the sudents must live and study among the same artistic conditions, to be better 

musicians. A small library is also belonging to the infrastructure, which is an everyday 

help for the education. Now, this unit is the part of the central library of the University, 

so the computerised connections are very useful for every professors and students.  



HERJ Hungarian Educational Research Journal, Vol 7 (2017), No 3 

71 

The first year of the new building was very important, because brand new instruments 

(mainly pianos) were bought, (Steinway, Yamaha, Bosendorfer, Bluthner, Forster, 

Estonia, and Russian pianinos). There was a reconstruction of the building inside in 

1998, but the financial background was not enough for total reconstruction. Another 

reconstruction could happen in 2012, when the building’s surface were reconstructed, 

and the heating system was partly changed into solar technology. During the 17 years of 

belonging to the University of Debrecen the informatical infrastructure developed 

quickly inside the building: the rooms of the dormitry and all of the classrooms can have 

internet connections with cable and by wifi routers, the audio-visual equipments can 

help the education in some classes. The Liszt Hall now is waiting for general 

reconstruction, the heating system will be much more modern, the seats will be changed, 

the stage and the walls of the hall will be reconstructed. A Steinway „D” model piano 

came to the concert hall in 2016, and a new cembalo was bought, too. 

 
The reconstructed building of the Faculty of Music 

Where can we can find our former students, now? 

If you search the teachers’ lists of the Hungarian music education, you can find our 

students everywhere. They are the members of the professional symphonic orchestras, 

choirs, you can find our singer students in the Hungarian State Opera, you can find our 

piano correpetitors in several theatres, in the media, etc. Many of our students became 

successful musicians in foreign countries (Germany, Spain, Italy, France, Austria, 

Finland, the USA). We are looking forward the future, because we plan new fields of 

education (music therapy, sound engineering, rock music, musical management in co-

operation with other faculties). 

The last 50 years behind us is a story of a beautiful flower, which is opening its leaves if 

it gets water and light… The support of the University and the Hungarian state is the 

guarantee, that we will have more flowers in the next fifty years. 
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Introduction 

Quality assurance of higher education continues to be the field of dynamic development, 

challenged by ongoing pressures from Europeanisation and globalisation on higher 

education. Therefore, the need to contextualise and comparatively analyse this 

development in different countries arises. In 2014, we celebrated the 25th anniversary 

of the fall of the Communist regimes in Central and Eastern Europe (CEE) and thus it is 

particularly appropriate to compare how are Slovenia, one of the ʻpost-transitionʼ 

countries, and the Netherlands, one of the Western-European ones, responding to 

international trends, which have emerged in this domain. 

But this is not the only reason behind the selection of these two countries. The 

introduction of Bologna Process has called for comparatively based research in all 

European countries, which have signed the Bologna Declaration (1999). Slovenia and 

the Netherlands have rarely been in the centre of such comparisons, since they are (still) 

too often focused on advanced, industrialised Western (European) countries. Moreover, 

they often do not consider that after the fall of the Iron Curtain, borders of Europe have 

become much broader (Hantrais, 1999). To overcome these limits, the paper will 

consider them as a sample of two of the 48 countries of European Higher Education Area 

(EHEA): the Netherlands as one of the oldest, Slovenia as one of the recently joined EU 

Member States. The former as a pioneer country in the development of quality 

assurance policies, the latter as a country, which encountered some challenges in 

implementing Bologna objectives in the appropriate way. Their selection was also 

influenced by other factors, such as size: Slovenian higher education system is among 

the smallest, the Netherlands among the medium-sized ones, so it is perhaps easier to 

compare their quality assurance systems than to compare smaller and larger ones (e.g., 

Germany, the United Kingdom). Another important factor is related to the accessibility 

of data and literature on the Dutch case in English language. Of course, the selected cases 

share also some historical, geopolitical, economic, socio-cultural differences, which will 

be considered. Also Sartori (1970) argues that subjects of comparison should share both 

similar and incomparable characteristics, since it is not reasonable to compare cases 

that are so different that only few similarities between them can be found, nor to 

compare cases that are so similar that only few differences can be noted (p. 246; see also 

Hantrais, 1999).  

All these claims suggest that the question of convergence – diversity dichotomy should 

receive more attention (Zgaga, Teichler and Brennan 2013) and to use thematic 

comparisons of two or more countries (Kogan, 1996). With this in mind, the present 

contribution aims answer the main question, if quality assurance systems from the two 

selected countries are converging or diverging. First, their development within two 

distinctive time periods – the ʻpre-Bolognaʼ (1980s-1999) and the Bologna Process 

phase (1999-2016) is analysed and arguments in favour of convergence and diversity in 

both time phases are evaluated. Specific attention is given to the development of 

national quality assurance agencies and purposes of accreditation as the prevailing 
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quality assurance approach in the EHEA. In addition, also wider European context is 

considered, since it allows the exposure of past, current and future trends, with which 

EHEA countries are confronted.  

The dichotomy question is also theoretically approached; convergent patterns that have 

emerged within different quality assurance systems are discussed as a source of 

institutional isomorphism (DiMaggio and Powell, 1983). This concept claims that 

“nation-states […] are more isomorphic than most theories would predict and change 

more uniformly than is commonly recognized.” (Meyer et al., 1997, p. 173). However, 

Dale and Robertson (2009) emphasise that in the era of globalisation, comparative 

researchers must be aware of the limits of such methodological nationalism, which 

considers the nation-state as a dominant unit of analysis. One methodological solution is 

to adopt alternative, multi-level approaches, which focus on the interdependence of 

different levels of analysis. That’s why ̔glonacal agency’ heuristic (Marginson and 

Rhoades, 2002) is used for the analysis of differentiated influences of global, national 

and local agencies and agency on the development of quality assurance systems in 

higher education.  

Research is based on the findings from PhD research project on internationalisation and 

quality assurance in Slovenian and Dutch higher education. It uses comparative 

approach, whose aim is not only to discover existing similarities and differences, but 

also to clarify the context in which they actually appear (see Kogan, 1996; Hantrais, 

1999). The method of content analysis is employed as a research technique for the 

analysis of texts and their meaning (Cohen, Manion and Morrison, 2007). Works from 

prominent scholars, who have influenced international discourses on quality assurance 

in higher education from 1980s onwards (e.g., Neave, 1988; van Vught and 

Westerheijden, 1993), are analysed as a valuable written source of information, next to 

national and supranational policy documents (e.g., legislation, documents produced 

from quality assurance agencies, Bologna Process documentation – declarations, 

communiques, guidelines etc.) and recent international studies (e.g., European 

Commission/EACEA/Eurydice, 2015; Sursock, 2015). 

The article’s findings are addressed to various stakeholders in the field of higher 

education and aim to contribute to the ongoing debate on the direction of changes in 

contemporary transformations of higher education. The illustration of (side) effects of 

the Bologna Process and beyond (e.g., globalisation) provides an updated picture of 

quality assurance reforms and as such, it fits into discussions on national and supra- 

/sub-national development of this field not only in the two selected countries, but also in 

wider international context.     
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Patterns of convergent and divergent quality assurance development prior to the 

Bologna Process (1980s-1999) 

In Slovenia and in other CEE countries, procedures of quality control were introduced 

only after the fall of the Iron Curtain (1989 onwards). Until then, systemic mechanisms 

for assuring quality did not exist, since bureaucratic state control was emphasising 

efficiency, not quality of higher education (e.g., Scott, 2007; Kohoutek, 2009). Moreover, 

the Law on Career-Oriented Education from 1980 introduced a uniform system, in which 

education after primary school was declared as education for work and profession, 

which means that as a consequence, higher education legislation was abolished for more 

than a decade (Zgaga and Miklavic, 2011). 

Only in 1993, two years after Slovenian independence from Socialist Federal Republic of 

Yugoslavia, a new Law on Higher Education (Zakon o visokem solstvu, hereinafter Zakon) 

was adopted by parliament. The law was a major novelty in itself; it introduced a binary 

degree system (university and higher professional education), diversification of higher 

education institutions (HEIs) (free-standing professional colleges, private institutions), 

it granted autonomy to HEIs for the first time, and – last but not least – introduced a new 

quality assurance system (Zakon, 1993; see also Zgaga and Miklavic, 2011). 

On its basis, the government established the Council for Higher Education, a national 

coordination and advisory authority, composed of experts in the field of higher 

education, which were responsible for procedures of accreditation (from 1994 to 2010) 

and for monitoring and assessing the quality and efficiency of higher education system 

(Zakon, 1993, Article 49). Also the Quality Assessment Commission was introduced with 

the law, representing members of all scientific and artistic disciplines and professional 

fields. Monitoring and evaluating the quality and effectiveness of work of HEIs, i. e., (self-

) evaluation, was one of its main responsibilities (ibid., Articles 49, 80). For the 

development of internal and external quality assurance system, also the National 

Commission for Quality of Higher Education was established in 1996. It was composed 

of members of universities and free-standing HEIs, the quality assessment commission 

and the student council. All these novelties indicate that “previously unknown 

accreditation and evaluation structures” (Zgaga and Miklavic, 2011, p. 17) were 

introduced after Slovenian independence from socialist regime. 

On the contrary, the Netherlands was next to UK and France one of the first European 

countries that already in the early 1980s introduced new mechanisms of quality control 

(Neave, 1988; van Vught and Westerheijden, 1993). These have emerged in the context 

of massification of higher education – one of the outcomes of policies for equity and 

equality of participation of diverse student population in higher education. Financial 

constraints were another important aspect, which led to the introduction of new 

procedures of quality control. In 1983, the Dutch government launched the so-called 

‘Conditional Funding’ policy, whose aim was to assess, how universities were using 

governmental funds for research (Jeliazkova and Westerheijden, 2004; for discussion on 
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funding policies in Western European context see also Neave, 1988; van Vught and 

Westerheijden, 1993). 

Two years later, the idea of assessing quality of research was extended also to the 

quality of teaching. In 1985, when policy document Higher Education: Autonomy and 

Quality (HOAK) was released, the traditional quality assessment, characterised by direct 

state control of input factors, was replaced with more self-regulation and greater 

autonomy of HEIs, which had to demonstrate that they offer quality education (Neave, 

1988; van Vught and Westerheijden, 1993; Jeliazkova and Westerheijden, 2004). Such 

strategic evaluation through the product control influenced the rise of the evaluative 

state (Neave, 1988). The government gave the responsibility for external evaluations to 

the associations of Dutch universities (VSNU) and universities of applied sciences (HBO 

Council), which have developed quality assessment procedures for university and higher 

professional education. Peer-review and self-evaluation were complemented with 

government’s ʻsteering from a distanceʼ through the Inspectorate for Education, whose 

task was to evaluate the assessment results (Jeliazkova and Westerheijden, 2004; see 

also van Vught and Westerheijden, 1993). 

We can claim that in the ʻpre-Bolognaʼ phase (1980s-1999), Slovenia was challenged 

with broader political, economic, social and cultural changes of its transition to 

democracy and its overall transformation of higher education after many years of 

Communist rule (Scott, 2007). As Zgaga and Miklavic (2011) point out: 

This modernisation of education was understood in the context of a country open to 
the West, […] and in the framework of specific – today almost incomprehensible – 
political terminology that made Yugoslavia so different from the countries of the 
Eastern bloc: ‘socialist self-government’, ‘associated labour’, ‘socialist market 
economy’, ‘pluralism of interests’, and so on. (p. 15) 

These distinctive historical influences have challenged Slovenian higher education 

development in a specific way and have confirmed that “the unity of Central and Eastern 

Europe is an artifice” (Scott, 2007, p. 423). CEE countries had different experiences with 

Communism and the Titoist regime sometimes even (openly) opposed to the Soviet one 

(Zgaga and Miklavic, 2011). 

But as in other Eastern bloc countries, the abandonment of ideologically oriented model 

of education was indispensable not only for further systemic development of Slovenian 

higher education, but also for the establishment of new modes of quality control, which 

could not evolve during the 1980s and early 1990s due to stagnation of higher 

education. 

Unlike in Slovenia, the question of autonomy and quality was already in the mid-1980s 

announced in the Netherlands as the main driver of strategically oriented model of 

quality assurance in higher education (Neave, 1988; van Vught and Westerheijden, 1993; 

Jeliazkova and Westerheijden, 2004). The supervisory role of the state enabled that 
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procedures of quality control were largely coordinated by academics themselves and the 

elements of the so-called general model of quality assessment (i.e., managing authority 

at the system level, self-evaluation, peer review, visits, reports and their public release) 

(van Vught and Westerheijden, 1993) were in the focus of evaluation, not accreditation. 

In Slovenia, it was state-controlled accreditation, which was focusing predominantly on 

compliance with (minimum) quality standards, while evaluation was just an element of 

accreditation. This means that the general model was extended with yes/no decision, 

whether HEIs have the permission to operate (Kohoutek, 2009). Moreover, there was an 

obvious lack of knowledge among Slovenian policy makers, which often received 

assistance from foreign, also Dutch experts from the field.  

Hence, considerably divergent development between the two countries did not leave 

almost any room for convergence, since context specific circumstances influenced when, 

why, what practices were introduced and who had responsibility over them. On a more 

general level, the question of insufficient visibility of Dutch higher education model 

entered into national policy discourses of the late 1990s. It called for a more 

internationally open, strategic, comparable and attractive higher education system, 

which would be able to respond to the growing effects of globalisation and 

internationalisation on higher education (Jeliazkova and Westerheijden, 2004). Next to 

entrepreneurially oriented government strategies, also HEIs began to recognise the 

importance of operating in accordance with market developments. In Slovenia, it was 

mainly Europeanisation (not globalisation) that in the mid-1990s started to influence 

national higher education policy discourses. Due to the country’s participation in various 

international projects (e.g., PHARE, TEMPUS, CEEPUS) and membership in different 

international organisations, Slovenia gradually strengthened its cooperation with other 

(Western) European countries. The Western European model of higher education was 

certainly admired as an “idealised model” (Scott 2007, p. 435) and a source of imitation, 

but this model was highly pluralistic; it created certain difficulties in the process of 

identification with the West (ibid., p. 434), “and, as a result, […] the potential to create 

new models of higher education in the 21st century” (ibid., p. 424) has increased. 

Europeanisation of quality assurance in higher education 

Speaking of Europeanisation in higher education – let us here briefly clarify this concept, 

also known as “a ‘European way’ to manage unity and diversity in higher education” 

(Zgaga, Teichler and Brennan, 2013, p. 13). But how did this concept develop within the 

context of the topic of research? In early 1990s, Europe’s need to strengthen its 

ʻEuropeanʼ dimension in higher education emerged due to its substantially changed 

political, social, economic and cultural development. In the Treaty of Maastricht, “the 

development of quality education by encouraging cooperation between Member States 

[…] while fully respecting (their) responsibility […] for the content of teaching and the 

organization of education systems and their cultural and linguistic diversity” was 

emphasised as crucial for further progress in higher education in all EU Member States 

(Treaty on the European Union, 1992, Article 126). Based on the policies of pioneer 
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Western European countries, EU launched pilot projects in 1994/45 in 17 Member 

States. Their aim was to evaluate, if common features in quality assurance procedures 

between different countries exist. In 1998, also European Council published a 

recommendation on European cooperation in quality assurance in higher education 

(European Commission, 1998). 

However, important implications for further European development of this field were 

brought by the Bologna Process, “a motor of quality assurance reforms across Europe” 

(Enders and Westerheijden, 2014, p. 174). On 19 June 1999, twenty-nine European 

countries, among them also Slovenia and the Netherlands, committed themselves to 

promote European cooperation in the field of quality assurance by developing 

comparable methodologies as one of the six main objectives to establish the EHEA until 

2010 (Bologna Declaration, 1999). In 2003, the ministers responsible for higher 

education made an agreement at their Berlin summit that “a system of accreditation, 

certification or comparable procedures” (Berlin Communique, 2003) will be developed 

at national level by 2005 in all countries of the EHEA. 

But the turning point in strengthening common European cooperation was the adoption 

of Standards and Guidelines for Quality Assurance in the European Higher Education 

Area (ESG) for internal and external quality assurance and external quality assurance 

agencies (ENQA, 2005). To improve their clarity and applicability, their revised version 

was adopted at the Yerevan ministerial meeting in May 2015. But even if adopting the 

ESG is not mandatory for quality assurance agencies, they risk exclusion from European 

Association for Quality Assurance in Higher Education (ENQA), which represents quality 

assurance organisations from EHEA member states, and European Quality Assurance 

Register for Higher Education (EQAR), which was established in 2008 for ʻtrustworthyʼ 

agencies. 

At the moment, major trends are associated also with opening possibilities for HEIs to 

be evaluated by foreign quality assurance agencies, which work in full compliance with 

the ESG and consider ENQA membership and EQAR registration to guide HEIs in their 

choice of non-national agency. But this is not a widely spread trend, since only 12 out of 

48 EHEA countries see this criterion as obligatory for evaluation of their institutions 

and/or programmes (European Commission/EACEA/Eurydice, 2015). Also the latest 

Trends 2015 report indicates that internationalisation of quality assurance agencies and 

HEIs is progressing at high speed, while national authorities are responding slowly and 

with some resistance to this trend (Sursock, 2015). Such development undoubtedly 

raises some concerns. These were also recognised by Neave and Maassen (2007), who 

see a fundamental problem in the fact that the Bologna process advances at various 

speeds. […] There is a ‘high speed track,’ represented by the statements of intent and the 

continuous adding of new items by each succeeding Ministerial Conference. However, 

one gets a less complacent vision of progress achieved when attention turns to 

implementation, which moves at a very different pace, as most of the progress reports 

admit, albeit reluctantly. (p. 137) 
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Patterns of convergent and divergent development of quality assurance in the 

context of the Bologna Process (1999-2016) 

Different speeds of implementation and diverse interpretations of Bologna within the 

two national contexts led to specific development of national quality assurance agencies 

and influenced implementation of one particular practice – accreditation. 

In July 2004, only two months after the official joining of Slovenia to the EU, major 

novelties in accordance with main Bologna objectives were amended into legislation, e.g., 

the three-cycle degree structure, European Credit Transfer System (ECTS) and a 

combination of program and institutional accreditation (Zakon, 2004). National quality 

assurance agency, independent from the government apparatus was also predicted to be 

established until the end of 2005 (ibid., Article 51). But the center-right government 

coalition, which was elected shortly after the adoption of the amended legislation, made 

a quite radical legislative turn. In 2006, neoliberal and market-driven policies were 

introduced into legislation, which established conditions for expansion of private HEIs. 

Another important adjustment was the possibility to equate university degree from the 

previous system with the new master degree (Zakon, 2006). Most importantly, the 

reform agenda abolished the establishment of quality assurance agency and returned its 

role to the governmental body, the Council for Higher Education (ibid., Articles 48–50). 

This decision was completely in contrast with the ESG stipulation on independency of 

authority from HEIs, ministries or other stakeholders (ENQA, 2005). Only after the 

decision of the Constitutional Court that agency’s independence was not legally assured 

(and during the mandate of the center-left coalition), the Slovenian Quality Assurance 

agency for Higher Education (SQAA) began to operate in March 2010, while the council 

remained in the system as a consultative body (see also Zgaga and Miklavic, 2011). Since 

2013, SQAA is listed in EQAR and in March 2015, it (finally) joined ENQA as one of its full 

members. 

In 2016, a gradual transition to institutional accreditation was approved with the latest 

changes of the law on higher education (Zakon o spremembah in dopolnitvah Zakona o 

visokem solstvu, 2016). Institutional accreditation focuses on the question, whether 

individual HEIs have developed a system, which ensures that study programmes are of 

adequate quality. This means that its emphasis shifted from identification of minimum 

(quality) standards to institutional accountability for continuous quality improvement. 

Also the period of institutional accreditation is shortened from seven to five years. 

Moreover, a new type of accreditation (the so-called accreditation of changes of HEI) 

and external evaluation (the so-called evaluation of sample of study programmes) is also 

introduced in the new quality assurance system (ibid., Articles 16, 22). 

In the Netherlands, the minister responsible for education, culture and science already 

in 1998 appointed a group, whose task was to design procedures for introducing 

accreditation, which would partly preserve advantages of (self-) evaluation and peer 
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review from the previous system (Jeliazkova and Westerheijden, 2004). In 2002, 

legislation was amended to include programme accreditation, new bachelor-master 

degree system, ECTS etc. The introduction of the new degree structure was completed in 

2003, when first accreditations of study programmes were conducted. To increase 

international recognition of higher professional education, the reform agenda also gave 

permission to universities of applied sciences to offer master study programmes for the 

first time. 

In 2002, when the law on accreditation was published, also Dutch organisation for 

accreditation was established. In 2005, it began to operate as a unique bi-national 

quality assurance agency named NVAO (the Accreditation Organisation of the 

Netherlands and Flanders), which operates also in the Flemish part of the Belgium. This 

can be seen as another example of strong international orientation of Dutch higher 

education. The new accreditation system opened the market for legal for-profit 

organisations to become the so-called Validating and Judging Agencies (VBIs). These 

quality assessment agencies can conduct external assessments of existing programmes 

and based on their input, NVAO makes decisions about granting accreditation to HEIs. 

But HEIs could freely decide, which VBI from public list to choose, and the independence 

of these organisations soon became questionable. That’s why in the current system, HEIs 

can submit a proposal for the composition of the visitation panel to NVAO, which draws 

up a list of quality assessment agencies for carrying out credible assessments. In 2016, 

six of them are placed on the list (see NVAO, n.d.) 

However, the accreditation framework was not sufficiently effective and was creating 

administrative burden. To overcome these shortcomings, a combination of programme 

accreditation and institutional audit was introduced in January 2011 (NVAO, 2012). 

Institutional audit assesses periodically institutional quality assurance system. Its 

results are based on three possible outcomes (satisfactory, conditionally satisfactory 

and unsatisfactory), on which decisions on accreditation term are based (in case of 

positive decision up to six years, in case of positive decision ‘with conditions’ up to two 

years). If audit results are positive or conditionally positive, study programmes are 

assessed within the limited framework of assessment, in other cases (e.g., in case of 

negative decision), the extensive assessment framework is used (NVAO, 2012; NVAO, 

2016b). To further reduce the assessment burden, the latest assessment framework 

from 2014 was replaced with new assessment framework, which was introduced in 

January 2017. This modification gives possibility to institutions and programmes to 

adapt assessments to their own aims and objectives and expands the involvement of 

students and staff in assessments. The new framework also pays more attention to 

student-centred learning, changes in the assessment rules, additional in-depth visits 

after positive decision of institutional audit etc. (for more details about the differences 

between the 2014 and 2016 assessment frameworks, see NVAO, 2016a). 

We may argue that both Slovenia and the Netherlands established their quality 

assurance models according to the Bologna Process objectives. Currently, quality 
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assurance agencies from both countries are operating in substantial compliance with the 

ESG and are members of various international organisations that operate in this domain, 

e.g., ENQA, EQAR, European Consortium for Accreditation in Higher Education (ECA), 

International Network for Quality Assurance Agencies in Higher Education (INQAAHE) 

etc. In both cases, some form of accreditation was introduced, which strengthened the 

accountability side of the quality assurance model (Jeliazkova and Westerheijden, 2004; 

NVAO, 2012). Nevertheless, recent legal adjustments demonstrate that both countries 

decided to give (again) more responsibility for quality control to institutions themselves 

– in the form of institutional accreditation (in Slovenia) or in the framework of 

institutional audit and programme assessments (in the Netherlands). 

But in the development of certain quality assurance policies, considerable differences 

can also be detected. One of them relates to the possibility of HEIs and/or programmes 

to be reviewed by non-national quality assurance agencies. In Slovenia, as in other 22 

EHEA countries, quality assurance agencies cannot be evaluated by foreign quality 

assurance agency, while in the Netherlands, their ENQA membership is considered as a 

sufficient condition for such evaluation, accreditation or audit (European 

Commission/EACEA/Eurydice, 2015). Furthermore, the delayed establishment of SQAA 

clearly confirms that certain ESG requirements were not translated effectively into 

national quality assurance policies, while on the other side, NVAO’s innovative practices 

often exceed regular quality assurance procedures and confirm agency’s leading role 

internationally. For instance, NVAO’s framework for assessing quality of 

internationalisation was adopted at European level by ECA in the form of instrument 

called CeQuInt (Certificate for Quality of Internationalisation; see ECA, n.d.). 

Such development was enabled by specific historical conditions (e.g., massification, 

decentralisation, deregulation etc.), next to the full support given from all major 

stakeholders, which allowed that Dutch higher education is nowadays known for its high 

quality, strong international position in the global knowledge economy and reputation 

all around the world. On the contrary, sometimes turbulent development of Slovenian 

higher education, expressed in contradictory governmental misinterpretations of 

supranational quality assurance policies, received substantial opposition from various 

Slovenian interest groups and can be seen as one of the causes, why the country was 

struggling to implement Bologna in a right way. 

Theoretical considerations 

In the following discussion, the question of convergence – diversity dichotomy in quality 

assurance systems is approached theoretically. First, convergent tendencies of both 

quality assurance systems are explained as a source of institutional isomorphism 

(DiMaggio and Powell, 1983) – a distinctive approach, developed within the sociological 

version of neo-institutional theory (see Hall and Taylor, 1996). Afterwards, such 

argumentation is extended with the glonacal perspective (Marginson and Rhoades, 
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2002), as it allows to explain divergent development of quality assurance systems from 

global, national and local contexts. 

Institutional isomorphism and its tendencies for convergence 

Several studies demonstrated the usefulness of neo-institutional approaches in studies 

of higher education (e.g., Dobbins, 2008). One of them is the concept of institutional 

isomorphism, which is particularly useful in the analysis of institutional settings, such as 

educational organisations (DiMaggio and Powell, 1983). It focuses on processes of 

homogenisation and examines how organisations are changing when they confront the 

same pressures from external environment (e.g., harmonisation of higher education 

policies due to the Bologna Process). Adaptation to internationally accepted principles 

and regulations is crucial for the survival of organisations, such as quality assurance 

agencies or HEIs, which try to legitimise their existence by reducing their differences in 

practices, procedures, structures or rules. As such, they become more similar or 

isomorphic due to coercive, mimetic and normative pressures for homogenisation, 

which DiMaggio and Powell (1983) call mechanisms of institutional isomorphic change.  

Coercive isomorphism arises from pressures of dominant authority to which these 

organisations subordinate (ibid., p. 150–151). For example, if quality assurance agencies 

want to be recognised as members of ENQA and EQAR, they must adjust their activities 

in accordance with international policies, which are institutionalised in this field (e.g., 

the ESG; see ENQA, 2015). Mimetic isomorphism occurs in cases of uncertainty or 

insecurity and encourages imitation of more effective models or best practices from 

other organisations (DiMaggio and Powell, 1983, p. 151–152). In the Netherlands, the 

German example was used for the establishment of quality assurance agency and 

implementation of accreditation (Jeliazkova and Westerheijden, 2004, p. 311), while in 

Slovenia, certain elements of foreign, also Dutch quality assurance model (e.g., 

evaluation) were mimicked already in the 1990s, when quality assurance system was 

introduced for the first time. Within the context of normative isomorphism, which is 

associated with professionalisation (DiMaggio and Powell, 1983, p. 152–153), specific 

understanding of the meaning of quality (assurance) in higher education is spread by 

the members of international networks (such as foreign reviewers of quality assurance 

agencies) and this can visibly influence the daily routines of these agencies (e.g., writing 

reports for international audience). 

Pressures of coercive nature are more visible in the Slovenian case. They can be seen as 

a consequence of strong position of the State against other relevant stakeholders in the 

field of higher education and the following example clearly confirms this claim. In 2014, 

two public universities awarded degrees and enrolled students in some of their study 

programmes without having accreditation granted. The ministry of education, science 

and sport immediately amended the legislation and extended the validity of programme 

accreditation of these study programmes until the end of September 2018. In such way, 

it legally permitted that degrees, which were already obtained, become valid also in the 
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period when accreditation was not granted. Such solution provoked protests from the 

Slovenian Student Union, which claimed that when the ministry was searching for 

solution to this particular problem, the question of achieving minimum standards of 

quality of these programmes was not considered. On the other hand, Dutch innovative 

quality assurance practices are often mimicked by others; as already mentioned, ECA 

adopted the instrument CeQuInt on the basis of NVAO’s framework for assuring the 

quality of internationalisation. Dobbins (2008) also claims that in CEE countries, the 

Bologna Process created favourable conditions for institutionalisation of coercive and 

mimetic isomorphism, while in Western European countries, normative and mimetic 

isomorphism are more visible. 

But isomorphism is “a constraining process that forces one unit in a population to 

resemble other units that face the same set of environmental conditions” (DiMaggio and 

Powell, 1983, p. 149). Hence, it overlooks local responses and potential variations and 

thus denies the existence of different, possibly conflicting interests of various actors and 

organisations. 

Glonacal influences on quality assurance systems in higher education 

To overcome such limits of institutional isomorphism, ʻglonacal agencyʼ heuristic 

(Marginson and Rhoades, 2002) can be employed, since it suggests that isomorphic 

pressures can become quite questionable due to the unpredictable effects of 

globalisation on higher education. 

The term ʻglonacalʼ takes the interdependencies among global, national and local 

dynamics into consideration. This means that it refers to relationships beyond the level 

of the nation state and as such, it seems appropriate for discussing quality assurance 

development in the globalised environment of higher education (see Hou et al., 2015 for 

Asian context). Although quality assurance systems exist in most countries all around 

the world (national level), international accreditation (global level) is becoming 

increasingly attractive for HEIs (local level), since it offers them global recognition, 

freedom in choosing different accreditation organisations etc. (ibid.). But at the same 

time, many HEIs remain strongly determined by national and/or local conditions: they 

contribute to country’s economic development; they receive governmental funds and 

address the needs of their local communities. ʻAgencyʼ, the second term of the heuristic, 

applies to formal agency or agencies as organisations, and to human agency – their 

members or groups that have agency and operate from the three domains (Marginson 

and Rhoades, 2002, p. 288–289). In the context of this paper, INQAAHE is a global 

organisational agency, SQAA or NVAO are national-level ones, while quality assurance 

commission is a local-level formal agency. At the same time, their members exercise 

agency at each of these three spheres of influence.  
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Authors of the glonacal concept argue that differentiated course of impact of both 

organisational and human agency arises due to different strength, layers and conditions 

and spheres of activity. Strength can refer to available financial resources for the 

operation of national quality assurance agency or for institutions or programmes to 

afford international accreditation. It creates stronger or weaker, more direct or indirect 

connections and variable reciprocity, which causes “a reverse flow of influence from the 

local to the global.” (ibid., p. 296). Layers and conditions are historically embedded 

structures and norms of each individual higher education system and its HEIs; e.g., 

tradition, international orientation or level of university autonomy. Spheres refer to 

geographical scope of impact and activities, such as global, regional, national or local 

orientation of universities, faculties or programmes (ibid., p. 290–294). Hence, different 

internal dynamics and reciprocity of influences and flows between the local and the 

global can lead to “varying patterns of national and local adaptation and resistance” 

(ibid., p. 296) to global tendencies (e.g., globalisation). And as a consequence, national 

and institutional complexities of quality assurance systems can arise, as the present 

article highlighted on the example of Slovenian and Dutch development of this field. 

Conclusion 

In conclusion, it can be argued that only by combining both theoretical perspectives, 

convergent and divergent dynamics of quality assurance development in two selected 

countries can be captured. This suggests that convergence and diversity are not two 

mutually exclusive trends, but simultaneously complementing each other. The role of 

accreditation is a clear example of this claim; even if it promotes comparability and 

compatibility and is as such a prerequisite for the overall success of the Bologna Process, 

at the same time, it is one of those mechanisms that “contribute to shaping the 

hierarchies that constitute the vertical diversity of a higher education system” (Bleiklie, 

2011, p. 24). 

The presence of convergence within diversity is therefore not to be questioned and 

rather than supporting “international norm-setting and standardization” (Enders and 

Westerheijden, 2014, p. 172), it has to be acknowledged that variety and ongoing change 

are typical characteristics of quality assurance systems in all Bologna signatory 

countries, not only in Slovenia and the Netherlands. 

This can be attributed to diverse influences of competent national (political) authorities 

(or in the glonacal context: formal and human agency), their interests, priorities and 

intentions and consequently, their specific perception on assuring the quality of higher 

education. As it was illustrated on the case of Slovenia and the Netherlands, they create 

(stronger or weaker) responses to supranational development of this field, and these 

particular responses contributed to the adoption of specific solutions for improving the 

quality of HEIs and their study programmes. This means that even if both countries use 

similar methods of quality assessment (i.e. self-evaluation, peer-review, site visits, 

reporting), the choice (and combination) of approaches largely depends on decisions of 
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the dominant political authorities. Therefore, it would be too simplistic to claim that at 

the moment, we are witnessing increasing convergence between Central and Eastern 

European and Western European quality assurance development. 
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Reviewed by Kinga Makkai36 

In the academic year of 2015/2016, Rita Pletl and a group of researchers in Tîrgu-Mureş 

pursued a national, representative and diagnostic research. Its importance rests in its 

necessity, actuality and its integrative character, as in the previous decades we cannot 

find a representative research of such a large reach regarding the vocational training in 

mother tongue in Romania among the research pursued in the Hungarian educational 

system of Romania, which presents an objective overview of the level of linguistic 

competences in mother tongue of the students attending vocational training their 

language of training being Hungarian. On the other hand, we can affirm that the research 

we refer to in this writing is a necessary and non-delayable task of the current research 

on education as it outlines domains and matters whose immediate resolution and 

correction is an urgent duty of the education in mother tongue.  

Present volume of treatises is the sixth piece of the series entitled Anyanyelvoktatas 

(Teaching Mother Tongue) and represents integral part of the series which presents the 

experiences of a national survey begun earlier, and which, given its diagnostic and 

revealing character, proposes to map the efficiency of mother tongue education in 

Romania, meaning the performances and competences of students. The partial results, 

research phases, respectively the special levels of this multiannual extensive research 

have been published as the research progressed in several volumes of treatises by the 

organiser of the research, Rita Pletl. 

The volume entitled ‘Facilities and possibilities of vocational training in Hungarian 

language’ (Adottsagok es lehetosegek a magyar tannyelvu szakkepzesben) reports on 

the experiences of the survey pursued in the school year 2014-2015 based on the 

previous competence-survey also extended to vocational high schools pursued a year 

before. The volume at issue presents the facilities and possibilities of the vocational 
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training in Hungarian based on the results of an empiric enquiry which surveys the level 

of mother tongue linguistic competences of students attending vocational training. The 

former reports on the results of the survey on the level of cultural literacy (text 

comprehension and written expression) of pupils attending vocational high schools, the 

latter sums up the studies treating the many-sided surveys pursued in the field of 

vocational higher education for engineers. 

The first treaty of the volume called ‘The Legal Aspects of Minority Vocational Training’ 

(A kisebbsegi szakkepzes jogi viszonylatai) presents legal aspects of vocational training 

pursued in the language of minority citizens, the laws, statutory rules, ministerial 

decrees that rule vocational training, and all the legal measures regarding vocational 

training taken between 1990 and 2015. The author of the study Iren Beatrix Jekey after 

summing up the legal modifications within the domain states that the valid laws on 

education guarantee the legal framework needed for the efficient organisation, 

functioning and improvement of vocational training pursued in the language of minority 

citizens. This represents the main condition for the measures urging the modernization 

of the vocational training in Hungarian in Romania. The expression “facilities” in the 

subtitle of the volume points, among others, to this aspect. 

In the second study called ‘The Context, Objective, Subject and Methods of the Research 

(A vizsgalat kontextusa, celja, targya, modszerei), the editor of the volume presents the 

general circumstances of the research on mapping the vocational training in mother 

tongue. It reviews the antecedents, objective, subject and methods of the survey on the 

standards of the cultural literacy of the pupils attending vocational high schools. The 

study unravels the fact that when planning the basic research there have both short and 

long-term targets been outlined. Among the direct objectives there was pointed out the 

survey on the cultural literacy of the pupils attending vocational high schools, the 

revealing of the learning motivations, of learning strategies and the correspondence 

between them, the summing up of the skills in using multimedia devices of the freshman 

students attending teacher training courses, their specialisation being engineer, as well 

as the survey on the correspondence between the standard of text comprehension and 

algorithmic thinking concerning the target group mentioned above. Among the long 

term objectives there figured the revealing of the correspondence between vocational 

training on different levels. The treaty presents in detail the circumstances and 

conditions of sampling, as well as the traits, dimension and stratification of the sample. 

According to the topic and objectives of the research, there are two target audiences: 

pupils in the 11th grade attending vocational high school, and the students representing 

the group of teacher candidates. Further, the study sums up the devices, realisation and 

the methods of data analysis. The competence tests used in the research was applied in 

case of the so-called control group as well, and during this, it became possible to 

measure the students’ text comprehension standard, respectively the demonstration of 

the improvement of skills in different college years. On the base of the results of the 

minutely planned and organised survey, there was outlined a general situation of the 
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standards of cultural literacy of the Hungarian pupils in Transylvania attending 

vocational high school. Through control survey, there was made the comparison 

between the knowledge of pupils and students which made possible the demonstration 

of certain development tendencies. 

In the third study called ‘The Standard of Cultural Literacy in Mother Tongue of Pupils 

Attending Vocational Highschool’ (A szakkozepiskolasok anyanyelvi kulturalis 

eszkoztudasanak szinvonala), the author analyses the results of the research presented 

before. The research surveys two main skills among the communication skills in mother 

tongue: text comprehension and the skill of creating a text. As the survey was criterion- 

oriented, for the reference of results the starting point was the system of requirements 

set in the curriculum for the eleventh grade. As consequence of the evaluation of results, 

the author states that the national averages in case of both skills are low. There are no 

significant differences among the regions. In case of more than half of pupils, the 

performance does not reach the expectable level for the certain educational phase. The 

written expression skill of pupils attending vocational high school stagnates on 

elementary level. The underachievement compared to curricular objectives regarding 

reading and text comprehension casts doubt on the skill of individual learning, as the 

average standard is too low for the reading to become the instrument of individual 

assimilation, and this points out the impossibility of assimilating professional 

knowledge. 

The research also extended on the survey of the standard of text comprehension skills 

according to thinking levels. Pupils’ performances on this field pointed out a close 

relationship with distribution data, which is the number of pupils who can complete the 

tasks correctly, reduces proportionately with the grade of difficulty of the thinking 

stages which become more and more complex. This demonstrates the fact that a 

somehow superior skill of reading and text comprehension has to reach a higher 

standard so that the problem-solving skill can be functional in higher level thinking 

operations. The latter is thought a significant intellectual element for the achievement of 

professional competence. 

The fourth study of the volume called ‘The Teaching Burden and Professional 

Experiences of Vocational High School Teachers‘ (Szakkozepiskolai pedagogusok 

tanitasi terhei es szakmai tapasztalatai) presents some special aspects of the Hungarian 

vocational training in Romania (structure of subjects, number of lessons, contents of 

vocational training, the issue of school equipment, proportion of theoretical and 

practical training, the requirements of qualification examination etc.). In her work, the 

author (Zsofia Horvath) sums up the experiences and opinions of Hungarian vocational 

high school teachers in Romania, respectively their suggestions concerning the 

resolution of some deficiencies in vocational training. The opinions of teachers involved 

in the survey point out some problems of the Hungarian vocational training in Romania 

as for example the lack of technical books in Hungarian and the lack of differentiated 

software for professions. The research revealed the factors that at the present obstruct 
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the accomplishment of efficient vocational training, and at the same time, the research 

represents a starting point for the planning of the improvement and interference-like 

further research work concerning vocational training in the Hungarian language. 

The fifth (Algorhitmic Thinking: Discovery vs. Execution / Algoritmikus gondolkodas: 

felfedezes vs. vegrehajtas) and sixth (Text Interpretation and Algorithmic Thinking / 

Szovegertelmezes es algoritmikus gondolkodas) study resonate, as their authors Katalin 

Harangus and Zolan Katai investigate the basic competence in computer science, the 

algorithmic thinking, respectively its correspondence with text comprehension skills. 

The former conducts the reader into the world of algorithmic thinking. The studies seek 

the answer for the questions whether pupils finishing high school possess the skill of 

algorithmic thinking, and whether the composition of subjects set in the curriculum for 

sciences respectively humanities sections influence the shaping of the process of 

problem-solving thinking skill in case of those attending medium level training of the 

two types and of pupils finishing studies in the same section but having different 

specialisation. Comparing the results of pupils of the two sections the differences are 

considerable. As the modern pedagogical literature defines the skill of algorithmic or 

informatics thinking as a key-competence as are writing, reading and counting, the 

author, on the basis of the evaluation of research results states that training high school 

teachers in the domain of educating algorithmic thinking within their subject is 

imperative. 

The latter study investigates a special psychological aspect of algorithmic thinking 

namely how programming experience influences the operations of algorithmic thinking 

and its levels. During the research, the author of the treatise draws the conclusion that a 

deepened, context-free algorithmic thinking is associated with programming experience 

and programming skills. This has been demonstrated by the comparing performance 

survey of students with different prior qualifications. 

The seventh and last study of the volume (Erzsebet Szentes: Survey of Internal and 

External Factors with Significant Role in Shaping Professional Life at Sapientia EMTE / A 

szakmai eletut alakulasaban jelentos szerepet jatszo belso es kulso tenyezok vizsgalata a 

Sapientia Erdelyi Magyar Tudomanyegyetemen) presents the results of the research on 

the specific aspects of professional life pursued among students. The research pursued 

in all the three campuses of Sapientia EMTE, at all its faculties investigated the factors 

that come up in choosing the institution and specialisation, the satisfaction with the 

decision made, students’ aspirations and professional plans. By presenting the research 

the reader gets an insight of the background of decisions regarding choosing their 

profession, the value system and attitude towards the profession chosen, which greatly 

influence the shaping of professional competences. 

As a consequence, it can be stated, that the pedagogical and multidisciplinary research of 

the volume draws the attention of those interested in Transylvanian vocational training 
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on phenomena whose consideration is indispensable in order to improve the efficiency 

of vocational training in Hungarian in Transylvania. The target of pedagogical research 

is to contribute to the improvement of the efficiency of educational activity by revealing 

and deepening new information. The improvement of efficiency, the ensuring of quality 

and correction measures is an extremely complex process and extends on the mapping 

of all its components, includes the revealing of an objective overview, the set of reasons 

and the precise planning and organisation of intervention measures meant for the 

improvement of the educational activity. 

The different approach of the topic which revealed certain aspects of the education in 

Hungarian in Transylvania outlined special and useful phenomena regarding vocational 

training. The data and experiences obtained during the research process as well as the 

suggestions made on the base of these harbours the possibilities to improve the 

efficiency of vocational training but shall only reach the target if the principles revealed 

shall emerge further measures and decisions that infiltrate as soon as possible in the 

practice of vocational training. 
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When a practising professional writes about theory 

Eszter Hamori’s book fills a gap. A book which is plain, easy to read and also scientific is 

hard to find in modern literature. This is no coincidence: the author has been studying 

her field for 15 years and published several papers and studies. Her book was just a 

curriculum before and became a scientific study later. About professionalism: the fact 

that Eszter Hamori is a clinical psychologist and a psychotherapist implies that she can 

support her extensive theoretical knowledge with a vast amount of practical experience. 

Therefore the book is recommended to professionals and laymen as well. Helpers and 

workers of the social sphere can benefit from it as they inevitably bond with the children 

they work with. Others experience attachment in every social group at work and in their 

private life so it’s rewarding to get information about this topic for everyone. 

1. The relevance of attachment theory for professionals of the social sphere 

The writing discusses the main points of the development of attachment theory in a 

logical and chronological order. The historical overview is relevant as the development 

of the theory is similar to the development of the individual. Not only age-specific 

characteristics but also personal ontogenesis must be considered in order to adjust the 

pedagogic method to the child’s needs. 

Moreover, children are connected to their town, to institutions, to classmates and 

teachers, not only to their nuclear families. These factors can help or ruin the children’s 

educational performance depending on the quality of internalization: depending 

whether the social norms were fully or partially internalized, what attitudes were 
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connected to them and whether they were generalized or not. The individual’s norms 

can often dissolve and become fluid (in a way that Le Bon described concerning crowd 

psychology) in a community which also infers moral plasticity. If a child is insecurely 

attached to his parents and this becomes his fundamental schema then this child could 

easily look for a surrogate in a community to satisfy this basic need of attachment. There 

are two extreme attitudes towards teachers and education: emotional or even 

attachment difficulties can cause resistance in the child or the extreme drive to meet 

every requirement and the fear of failure can be caused by a perfectionist parental 

attitude. These behaviours must be attempted to be analysed within the classroom. 

However, it is reasonable to ask for professional help if psychosomatic symptoms 

appear beside the mentioned extreme behaviours. 

This allows us to see how different scientists approached the same topic. The author 

stays objective and uses a scientific point of view as she mentions strengths and 

shortcomings of theories. Integration is one of the greatest qualities of this book: we can 

see the attempt to simplify the current approaches which are in need of constant 

synthesizing. As mentioned before, it is vital for helpers and educators to get acquainted 

with the concept of attachment. This knowledge provides a deeper understanding of the 

students/clients and helps to correctly interpret their behaviour. From a 

psychopathologic point of view, all this is relevant as children who have to grow up in 

difficult circumstances need at least one „significant other” in order to bear the early 

difficulties with a relative resilience. This significant other can be a warm-hearted 

grandparent, a protecting aunt or even a teacher who is in the child’s life for at least 4 

years. The adult provides protection towards the child with an internalized pattern 

which includes that there is no useful and practical learning without happiness and 

satisfying the clinging instinct (described by Imre Hermann). It is possible to provide 

knowledge and lexical information but this is only „book learning” which is available in a 

few minutes with the help of our electronic devices. However certain principals, 

behaviour patterns, morals and „life learning” can only be successfully adapted by a 

young adult only if a positive emotional bond is formed between him and the model. 

2. Bowlby’s contribution to today’s educational-psychological practice 

Hamori starts with analysing Bowlby’s work. As he was the first to suggest that a child’s 

emotional disorder can be caused by issues connected to the caregivers. Not only 

transgenerational influences were assumed by him (as early as the 1940s!) but he also 

emphasized that a child’s emotional disease must never be separately examined, 

without considering the atmosphere the child’s in. These beliefs were not only defying 

the era’s psychoanalytical theories but made him a pioneer as they emphasized the 

importance of systems approach. 

Bowlby realized that children do not only interact with their nuclear family and carry on 

attachment patterns from there but every human interaction (i. e. living with foster 

parents, being educated for years by teachers or a boss-employee relationship) shapes 
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the individual’s own internal work model. This model creates internal mental 

representations based on the individual’s experiences which store information of 

interaction observed during the development. These collected experiences can interfere, 

influence or exclude each other. However, a lot of negative impact can hardly or just 

partially be modified by a few positive ones. 

Bowlby’s vision had an outstanding role among the attachment theories and various 

others were based on it. One more important aspect is that one of the today’s major 

areas of research, the trauma theory research has the following goal: how does being 

traumatized by an important person we’re attached to appears as a physical symptom 

through the mechanism of dissociation. The foundation of all this (as to use Orwell’s 

concept: the „doublethink”) can be found in a shredded work model regarding the 

relationship with a person i. e. in cases of abuse. In addition, Bowlby’s findings 

influenced cognitive psychology also, as the negative filtering as a cognitive distortion is 

about a person’s rigid conception (like a working model) and not perceiving or 

devolving the information which disproves the mentioned conception. Recognizing 

these mechanisms is inevitable for those who work with people every day. 

3. Ainsworth and the experiment of the strange situation 

The name Mary Ainsworth is not to be left out of Hamori&#39;s book. As a result of 

Ainsworth’s studies and the experiment of the strange situation, attachment behavior 

became commensurable. The findings of this experiment proved Bowlby’s theories and 

three attachment groups were invented (B: safely attached, A: anxious avoidant, C: 

anxious ambivalent). Later these were expanded by a significant fourth type due to 

Main: D: disorganised. It’s not an overstatement that these four types and proving them 

with data are a milestone regarding educational and psychological studies. Not only 

several books, papers and quotes mark the importance of this theory but also the fact 

that it’s widely known in other areas as well. 

Although some tried to disprove these findings from a cultural aspect, they only partially 

succeeded. Despite the universality, it’s a valid point of the criticism (or rather 

amendment) that in some countries or areas safe attachment can’t always be considered 

as adaptive. In some situations (as living in a war zone or being permanently carried due 

to a wandering lifestyle) maintaining a constant dependent relationship with the 

nurturer helps surviving or assimilation. 

Apart from these Ainsworth and her coworker’s results became the standard which 

ensured a great base for developing this area. Therefore the next relevant theoretical 

stage was answering the following question: how stable is the predisposition of the 

attachment type detected at the age of 12-18 months in regards of the following stages 

of life. 
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4. Attachment in early childhood 

Before answering the question above we need to make a side note. None of the relevant 

scientists stated that the quality of attachment types is unequivocally inheritable and as 

a result of that cannot be influenced or changed. It is emphasized that a child can be 

attached differently to his mother and to his father due to evolutionary effects. The 

mother was always a safe, secure and protecting base as the father was meant to be a 

base for exploring the world, offering possibilities to gain control. Attachment theorist 

proclaimed that a child is born with a need of attachment – which Imre Hermann called 

the clinging instinct and Harlow’s experiments with Rhesus monkeys also demonstrated 

among primates – and that instinct demands an „object”. This is where the environment, 

the surroundings of the child become significant: if the „goodness of fit” is missing 

between the child’s features such as temperament and the response of the environment 

than the early experiences will be negative. As a result, a mutual feedback can be 

detected between the mother and her infant: this finding influenced educational and 

psychological science radically, just think of Stern’s infant competence studies. 

A baby can detect if for various reasons the mother doesn’t respond adequately to his 

negative emotional states (such as crying or boredom) or reacts unpredictably (random 

responses influenced by her own mood or doesn’t respond) as early as a few months old. 

So the infant is forced to use primitive defence which is proven scientifically by a „face to 

face” experiment. In this situation mother and baby are face to face and after a few 

minutes of connecting a frustration appears: the mother is asked not to react to the 

child’s feedback in any way for a few minutes. In this case, some infants don’t panic – 

those who regularly receive positive feedback at home – as they know (and „knowing” is 

not an overstatement in this situation) that this is only temporary. But babies who often 

receive such unpleasant, unmanageable negative feedback under other circumstances as 

well start to ignore their mother after a few seconds. They don’t look at her, don’t try to 

make eye contact to find relief, sometimes they even forget to cry. It seems like these 

infants are in apathy, showing that they are „used to this, they acquiesce”. Obviously, 

these early childhood experiences are vital, just consider Erikson’s psychosocial 

development theory and the relevant stage of this age: trust or mistrust. These babies 

will experience the latter and mistrust will become general and a part of their 

worldview. 

Answering the question above, no child’s attachment style can be detected separately on 

its own but if an infant experiences avoidant and traumatizing situations constantly 

during the early years these patterns can be dominant for him during his development 

and these will be fundamental regardless of the environmental inputs. As a result, these 

ingrained patterns can sometimes be modified only by long years of psychotherapy in 

adulthood. 



HERJ Hungarian Educational Research Journal, Vol 7 (2017), No 3 

98 

5. Perspectives on the future 

What’s in store for the future? Hamori finishes her book with a brief exposition of a new 

and interesting field: the topic of adult attachment. Several attempts were made to 

discover this issue; however, Hazan and Shaver also Bartholomew and Horowitz made 

the soundest points. The essence of these models that the stimuli received in the 

sensitive period during childhood get imprinted (just like in the ethological experiments 

made by Lorentz) and can be very rigid and hard to change. More than one 

psychotherapeutic trend finds this fundamental, i. e. Young’s schema therapy which is 

based on the early childhood experiences, organising them in schemas and clusters and 

analysing their influence on adult behaviour patterns. 

Measuring adult attachment raises difficulties as even the trickiest self-filling 

questionnaires can bear the distortion of the observer and monitoring people in a 

„natural situation” is more challenging with adults than with children. In addition, a new 

and significant type of adult attachment studies appeared: the couple attachment theory. 

This type of attachment definitely differs from parental attachment patterns and it 

inspires scientists to approach the topic differently, form a new point of view. So 

experiments are continuous and interesting fields of research are reserved for the 

future. Some theorists like Mercer even suppose that the greatest question of the 21st 

century is how the quality and quantity of human relationships alter in our changing 

world. 
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Gabriella Pusztai’s work attends to investigations concerning young people who are 

studying in high schools or universities in disadvantageous parts of Hungary such as the 

northeast region and beyond the borders of the country in Ukraine and Romania. She 

examined Hajdu-Bihar and Szabolcs-Szatmar- Bereg County in Hungary, Bihar and 

Szatmar in Romania and Beregszasz, Munkacs, Nagyszolos and Ungvar in Romania. Her 

work is based on national and international resources, according to which the students 

who study in religious schools receive better grades and tend to continue their studies in 

universities than students who study in non-religious institutes. Pusztai’s investigation 

is directed to the mentioned effect in those areas. 

The author is a well-known researcher of the subject, a doctorate in Educational 

Sciences of University of Debrecen (2002), directed by Emeritus Professor Tamas 

Kozma. She published her doctoral dissertation in 2004 via Gondolat Publishing House 

entitled „School and Community- Pupils of Denominational Schools in the Turn of the 

Millennium”. In 2013 she became the member of the MTA. Her Hungarian and English 

monographs, books and publications are essential source materials for researches. 

The present volume is the third of the “Education and society” series, which was 

preceded by „A high school history teacher education” (2008) by Andor Ladany and the 

“Bologna process in Central Europe” (2009) by Tamas Kozma and Magdolna Rebay. 

The book consists four chapters where the author clarifies the relation between the 

education and the social capital. The term „social capital” – referring to the given 

phenomenon- appeared firstly in Hanifan Lyda J.’s study in 1916. She preferred 

Coleman’s interpretation about the subject, according to which „the behaviour of the 

social system shall be discussed at the macro level, however, the notion of the 
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orientation to the purpose shall be interpreted according to the individual’s level1 

(Pusztai 2009, 14) Coleman, such as Bordieu, distinguished three types of capital, where 

the third one corresponds to the term “social capital”. It occurs in the personal 

relationship and contains the norms, trust and information generated by it. Pusztai 

describes the methods which are currently used to measure the social capital, including 

the Competence and PISA tests, which examines the connection between social capital 

and the great performance in schools. 

Young people are affected by several factors during their lifetimes, such as the school 

and residential communities, the family and the relationships outside the family. 

Coleman did not pay so much attention to the influence of friendship on the one’s 

personality; however, he examined the effect of the residential and school communities 

in details. According to his opinion, schools containing functional communities are the 

most suitable to provide important values and norms to the pupils, since the parents 

also create a community in this case (such as identical religious communities). Pusztai, 

while detailing other researcher’s observations, pays also attention to lead the reader in 

accordance with the thematic mentioned in the title. To easier interpretation, she 

constantly provides a basis for comparison consisting research results from abroad and 

other types of institutes.  

Although the author‘s dedication to the chosen topic is obvious, she did not mention 

pros and cons, she only declares the national and international results of the research. 

Concerning higher education the researchers claimed that being religious has not got a 

positive impact on studies, the religious students did not seem to be less motivated in 

this case. Presumably, the family was more important than studying. Despite this fact, 

the positive impact of belonging to a religious group is outstanding in case of the young 

generation; furthermore, the test results of pupils of religious schools are better than 

students studying in public schools. 

Reliable, comparative analyses between religious and non-religious schools can be 

found from the 1980s. The religious schools seemed to be more advantageous than 

higher test scores, fewer students decided to leave the schools and higher college 

entrance success. In the author’s previous book she confirmed the positive effect of this 

school type to the students living crucial circumstances. 

The basic question of her research, namely is there any difference between the sectors of 

the examined areas concerning public education, is followed by several further 

questions. In this way, several hypotheses were set up: functional community 

hypothesis, social network hypothesis, long-term impact hypothesis. The author’s 

purpose with investigating the areas beyond the border is to examine whether a 

character can be observed among the students of religious schools that can be found in 

Hungary as well. The other hypothesis of her research also follows this way of thinking 

that puts an emphasis on social composition. 
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The base of the research was the social situation of the candidates in order to compare 

the religious and control schools. The author draws out attention to the difficulties of the 

research, the low amount of replies. The data show that highly qualified parents tend to 

send their children to Hungarian and Transcarpathian schools than to institutes in the 

Partium. Although the Hungarian data shows that according to their profession, the 

parents of children studying in religious schools are higher qualified than the control 

group, however, it still belongs to the middle class of this area. 

Another indicator of the cultural capital is one’s attitude to high culture that the author 

would like to measure with reading. Her results show that in the families where the 

child goes to religious institutes tend to read more. The classification according to 

authors provides a speciality to the examined group. 

In the chapter „Hidden sources” the author focuses rather on the capital forms and their 

effect which differs from the regular Education Sociological tests. Pusztai examines the 

effect of the social capital in the families and in the school as well. She draws special 

attention to the pupils’ relationship system; moreover, she also investigates the parents’ 

behaviour. The students’ value preferences show interesting results, mainly because the 

chapter deals with the examination of students abroad. Finally, the author discusses the 

religious capital that completes the presentation of the social capital. Concerning the 

examination of the students in religious schools, we can declare that it highly differ from 

the students of non-religious schools. 

The pupils’ efficiency was influenced by several factors, such as the student’s workload, 

the motivation and quality of university studies, the school activates, moreover, the 

application to universities, the future plans, the attitudes to work, studying and culture. 

The fourth chapter of the book concludes the differences between the efficiency of the 

two school types. The most interesting result is that the cultural consumption, owing 

cultural articles and places in dormitories have a significant effect on the students’ 

efficiency. The fourth chapter of the book summarises the deductible denominational 

and non-denominational school effectiveness differences. The last summary section 

presents the results of the coordinated research by the author revealing the relationship 

between Easter border area and Hungarian students with a comparative analysis. The 

author of the book takes a special sensitivity during the whole book, her analytical 

methods are modern, used the educational sociological paradigm. 

The special value of this volume make differences between the three countries 

educational policy and educational system, draw a picture of a society unique 

perspective which maintains their respective educational system the two cross-border 

area has much different from each other. 

Gabriella Pusztai’s volume’s importance is not only in the fact that in addition to the 

traditional canonical capital resources, hidden resources (the religious capital, 

connections, value consensus), but also tests the three countries (Hungary, Romania, 
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Ukraine) education policy, and education system and keeping in mint differences of 

analyses. 

The „Social capital and the school” volume was not only for the education sociologists a 

valuable reading material, because a fairly specific in the scientific sense, however, it 

addresses a wide professional audience, it’s style is expressive, a variety of interesting 

approach, in addition, teachers and people working in teacher training and students also 

rotate benefit from this book. 

The book also confirms the practising teachers in their belief that the school which 

maintains and creates, and in which various levels of social relations can be detected, 

determines their student’s further career and quality of life. 
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