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1.  Challenges and Well-Being of Academics on  
the Eastern Border of the European Union.  

The Background and Rationale for the Book

Gabriella Pusztai & Klára Kovács

1. � The World of Academics:  
Research Foundations and Insights

There is a long and distinguished tradition of international research on the 
academic professions in higher education. The literature draws attention to its 
changing character over time and space (Altbach, 2005; de Wert et al., 2006; 
Höhle & Teichler, 2013). Our research takes as a model the excellent analyses and 
summaries of the Carnegie Study on the Academic Profession from the 1990s 
(Enders & Teichler, 1995; Altbach, 2005; Teichler, 1999). We also take as an ines-
capable predecessor the study “The Changing Academic Profession” conducted 
in the 2000s (Teichler et al., 2013) and its follow-up, the 2009–2012 study “The 
Academic Profession in Europe: Responses to Societal Challenges” (EUROAC), 
which has provided insights into the marked changes in this professional group. 
Among the most important of these are the composition of academics, the diver-
sity and inequality of careers, their working conditions, their job satisfaction, 
the internationalization of the academic career, and issues of hierarchization and 
competition within this vocation (Kehm & Teichler, 2013; Höhle & Teichler, 
2013; Fumasoli, et al., 2015; Kwiek, 2022).

These analyses have attempted to capture external challenges and the responses 
to them. These, in the form of structural changes in higher education systems, 
have contributed to changes in the emphasis on academic professionals and to 
changes in the everyday life of the profession. Researchers have also raised the 
question of the extent to which changes in external circumstances affect the 
socialization of academics and influence their academic identity, their values and 
their identity (Teichler & Kehm, 2013). This latter question was also of interest 
to our research team, and, continuing the line of thought of our predecessors, 
we sought to answer how these processes influence the working and living styles 
and well-being of academics in a region on the periphery of the European Union.

A quick review of the main trends identified by the above-mentioned large-scale 
international research is important here because they have also emerged in the 
region we are studying and have had an impact on the lives of academics. There 
is no doubt that the changing role of higher education in society, in particular 
the expansion and increasing diversity of the student population, has had a direct 
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effect on the everyday life of academics worldwide. At first sight, this seemed to 
be an expansion of the tasks of higher education pedagogy, teaching methods, 
mentoring and catching up, but, already during the first wave of expansion, 
researchers noticed the widening cultural gap between the world of students 
and that of academics. Later on, keeping those at risk of dropping out engaged 
became one of their tasks (Jencks & Riesman, 2002; Tinto, 1993; Pusztai, 2015; 
Bocsi et al., 2022; Pusztai et al., 2022). As an indirect effect, early research recorded 
that academics were affected by scarce resources and dissatisfaction with the 
quality of their own teaching work as a result of the increase in student numbers 
(Höhle & Teichler, 2013). Research has also revealed a number of indirect effects 
of the systemic and institutional transformation triggered by the expansion on 
the living and working conditions of academics. One of these is the increase 
in the functional diversity of higher education as a result of the expansion of 
student numbers, which has led to an increase in the size and diversification of 
academics themselves. In addition to institutions with a mixed profile, institutions 
with a purely educational profile have emerged, with only an ostensible research 
function or no whatsoever (Höhle & Teichler, 2013; Kwiek, 2022). The role and 
tasks of academics in these institutions have begun to resemble more closely the 
role of a teacher in public education. The shift in the division of roles between 
institutions has also had significant ramifications on professional identity and 
working conditions. The unity of teaching and research was broken, and serious 
fault lines emerged between types of institutions and types of teachers in terms 
of the nature of work, working conditions and working hours (Höhle & Teichler, 
2013). A major development was the recognition of the lack of career prospects and 
the dissatisfaction of academics who were only concerned with teaching (Höhle & 
Teichler, 2013). At the same time, at the other pole, it was a completely different 
world to belong to the top ten who produce half of the most successful academic 
outputs (Kwiek, 2016). Kwiek points out that although the careers and expectations 
of academics seem to be very similar internationally, the stratification within the 
profession has become so great that it is increasingly difficult to speak of a single 
profession (Kehm & Teichler, 2013; Kwiek, 2022). While academic careers require 
a very long-term investment and persistent work, the high institutional context- 
dependence makes the returns very uncertain, and there are significant inequal-
ities in terms of gender, age, national and ethnic origin, disciplinary and ter-
ritorial differences (Enders & Teichler, 1995; Goastellec et al., 2013; Kwiek & 
Roszka, 2022a; Kwiek & Roszka, 2022b). Another empirical finding relevant to our 
research is the suggestion that academics may be internally stratified in terms of 
working habits, lifestyles, rules, norms, and values and social networks (Enders & 
Teichler, 1995; Kwiek & Antonovicz, 2015; Kwiek, 2015; Teichler & Höhle, 2013)



19

The Background and Rationale for the Book

The academic profession has perhaps been even more significantly moved by 
the transformation of higher education governance, the decline in state funding 
and the emergence of an evaluative role for the state (Enders, 2004). Despite 
national differences, there has been a unidirectional change in the way gov-
ernments approach mass higher education (Boer et al., 2008). In the 1990s, 
governments began to view higher education as a knowledge economy, expect-
ing a return on budgetary expenditure and interpreting higher education as a 
productive sector. This led to the proliferation of market-oriented institutional 
practices, which the literature calls entrepreneurialism (Clark, 1988; Kwiek, 2012). 
The functional transformation of higher education also weighed on expectations 
about the content of the knowledge produced and transmitted, with managers 
demanding applied research and the transfer of knowledge almost exclusively for 
practical application, rather than disciplinary knowledge based on academic inter-
est (Höhle & Teichler, 2013). This required academics to re-learn what they had 
known about research and education, to revise their research designs, in which 
development and innovation, and even impact assessment of innovations, became 
really emphasized, and to expect the involvement of economic and industrial 
resources (van der Kaap & Weert 2016). The introduction of practice-oriented 
training has meant that they have had to adapt the content and methodology 
of their courses, develop their links with the labor market and develop ways of 
working with them. In addition, new tasks and roles such as organizing, planning, 
networking, quality management, student recruitment, writing applications, 
and finding funding have emerged anew or have been strengthened (Musselin, 
2007; Hyde et al., 2013)

In higher education institutions with an entrepreneurial attitude, not only 
the activities and funding have changed, but also the governance, which has led 
to the rise of managerialism (Enders, 2004). If we focus only on the phenomena 
that have the most important impact on academics, we must mention the increas-
ing bureaucratization, the growing number and power of the administration. 
A recurrent experience in research is that the process of administrative staff 
taking up space in academic buildings and having a decisive voice in academics’ 
deliberations has created a sense of loss of control and power over academics’ 
academic work (Clarke et al., 2013).

After organizational and planning issues, the assessment and promotion of 
individual performance moved from the hands of the collegiate bodies of the aca-
demic profession to the hands of management, and this fundamentally changed 
the nature of teaching and research, as academics now focused on meeting mea-
surable and measured performance indicators (Hyde et al., 2013; Enders, 2013). 
Researchers have drawn attention to the fact that the state does not directly 
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control higher education, but through complex referrals (Neave, 1998). Research 
has observed that academics have gradually internalized the new value system 
of higher education through the mediation of intermediary organizations and 
institutional leadership. Often still contesting the validity of the new values, they 
have become involved in peer reviews based on the new ideology, and as a result 
they themselves are beginning to strive to improve performance and acquire 
new competences (Musselin, 2013). Traditional, collegial values were replaced by 
the new values when members of the academics profession themselves began to 
identify with these managerial values and to adopt the corporate way of speaking 
(Clarke et al., 2013; Hyde et al., 2013). Hyde et al. 2013 have done an excellent 
job of summarizing the further points at which the internalization of the audit 
approach impacts on the everyday work of academics, right down to the choice 
of teaching and research methods, such as the preference for standardized tests 
and randomized controlled trials. This process has also affected an important 
element of academic identity, the understanding of the professional community, 
which is divided on how it relates to managerial values.

Professional community recognition seems to have been devalued, and indi-
vidualized career paths have been framed by competition according to external 
assessment criteria (Clarke et al., 2013; Kwiek & Antonowitz, 2015). Examples of 
the classic incubators around the professor are few and far between, from which a 
regular and predictable career can be launched. Professional socialization is there-
fore not straightforward and goal-oriented. Rather it is fragmented, and under the 
influence of changing institutional environments, multiple, fluid reinterpretations 
and the rebuilding of academic identity become commonplace (Drennan et al., 
2020). The struggle for limited research resources intensifies growing fierce due 
to the influence of financial resources on research productivity (Daizen, 2015; 
Kwiek, 2022). Moreover, the reinterpretation of the community is the emergence 
of grant, publication and peer review networks. It is unclear whether the access 
to research funding through invisible networks makes someone successful, or 
the groundbreaking results are responsible.

One of the trends affecting academics is the internationalization of education 
and research. This is reflected in the massive mobility of students and academics. 
However, a new element is that, instead of the previous mainly individualized 
collegiate internationalization, internationalization is also an indicator of excel-
lence of countries and institutions and is therefore also an area of institutional 
governance. In education, the comparability of training content means that it is 
necessary to ensure that it is internationally valid and in line with standards. Nor 
does it depend on the individual excellence of academics to produce internation-
ally renowned publications; institutions themselves are beginning to organize and 
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encourage this, and to sanction progress. Academics have thus found themselves 
in an internationalized arena, where institutions compete with each other for 
students and research performance for funding (Probst & Goastellec, 2013). This 
means that the field of competition and network building within the occupa-
tional group has expanded for academics. What is more, the opportunities for 
them have increased, along with the workload. The result: stratification within 
the academic society becomes even more significant (Kwiek, 2022).

Research on the academic profession clearly demonstrates that academics 
have responded to systemic changes in higher education by essentially adapting, 
despite grumblings (Teichler, 2013; Hyde et al., 2013). Research on academics 
reports changing working conditions, job dissatisfaction, overwork, deteriorating 
opportunities and job insecurity, but has not shown strong criticism (Kogan & 
Teichler, 2007). In addition to a reduced sense of teaching effectiveness, a reduction 
in researcher autonomy and rights to make research decisions tends to result in a 
sense of malaise (van der Kaap & Weert, 2016). While an important facet of profes-
sional identity is the traditionally high social prestige of the profession, research 
reports perceptions of declining social and material esteem alongside decreasing 
power within the institution (Höhle & Teichler, 2013). Increasing control and 
loss of a sense of autonomy have been reported to affect an important element 
of academic identity (Moraru et al., 2013). According to several researchers, a 
sense of well-being has emerged that can be described as the proletarianization 
of academics, their becoming knowledge workers and commodities (Gould, 2006; 
Musselin, 2007; Hyde et al., 2013; Goastellec et al., 2013). This sense of well-being 
affects their performance in the workplace and ultimately gives a competitive 
advantage to those higher education systems and institutions that, according to 
their capabilities, are best able to support academics’ well-being.

The theoretical thesis of our research is based on the assumption gathered 
from previous research findings, that the changed institutional context of higher 
education determines professional identity. This is due to the fact that the institu-
tional environment has such a significant impact on career models, employment 
and working conditions, division of labor and cooperation that it can eventually 
influence individual values, attitudes, lifestyle and well-being at work and in life. 
This thesis is best explored in a higher education region where global, general 
challenges are intertwined with additional regional and local challenges. These 
specific challenges arise from the post-socialist existence, the political legacy of 
the party-state that has eroded the traditional ideal of academic excellence, and 
the often-dead-end path of recovery from the economic crisis. The underfunding 
of higher education institutions is a major determinant (Moraru et al., 2013), 
but in this area it has emerged in combination with other factors. Our research 
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focuses on how the academic profession perceives and interprets its situation in 
institutions in a specific region. 

2.  Why Are Academics in the Post-Socialist Region Special?
The region is linked by common historical roots. For centuries they were part 
of a more or less united political entity, more or less unified in terms of gov-
ernment, but also very diverse in terms of culture and religion. This formation 
reached its heyday in the early twentieth century, when the Austro-Hungarian 
Empire was established. The region is characterized by internal migration for 
historical reasons, and therefore cultures have learned to live side by side, to 
which many attribute the flow of international academic excellence (Hargittai, 
2008; Janik & Toulmin, 2023). What binds this region together is its critical 
geopolitical location in the twentieth century and today, the border between 
East and West. It was this geopolitical situation that led to its being condemned 
to belong to the Soviet sphere of interest during the negotiations that ended the 
Second World War. The shared experience of the post-communist transition, 
the attraction of Western welfare capitalism in the same period, and the expe-
rience of not attaining the latter, is also a common heritage. After the political 
regime change, while striving to integrate with the West, the region became a 
hunting ground for the market expansion of the Western European economy. 
The successive economic difficulties that followed the political regime change, 
the debt crisis inherited from state socialism and the austerity-laden ups and 
downs of the search for economic paths have led to greater social disparities 
than in the West. Though there is a constant drive to unite with Western ways 
of life and institutions, the region’s nations still lag behind. Traditional values 
such as respect for family ties, religious diversity (Catholic, Orthodox and 
Protestant) and a stronger social presence thereof are other common features. 
Furthermore, territorial and developmental differences within the region and 
between countries, and greater urban-rural inequalities are found more here 
than in the West. Civil society, which was abolished under state socialism, is rel-
atively weak and the level of trust in public institutions is below that of Western 
Europe. Education is state-supported, access to primary and secondary education 
is free, and higher education is predominantly free or at low cost. There is also 
a decades-long struggle for educational integration of marginalized groups. 
The region under our study is in the eastern part of the Central European area. 
It is distinct from the parts of the post-socialist countries that started from a 
less disadvantaged position, that had been more successful in correcting their 
socio-economic backwardness and that are generally more prosperous today. 
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Another common feature is the significant number of Hungarian minorities 
living in the countries under study, who have institutions of higher educa-
tion with Hungarian as the language of instruction. The Czech Republic and 
Slovenia are not included in the study because of the aforementioned factors, 
though other and previously mentioned features of the historical past would 
place them in this category.

The specialty of higher education in the examined region is that two major 
strands of change have over the last three decades simultaneously influenced 
this level of education. One of the major processes of change is the impact of the 
political regime changes in the post-socialist region, and the other is the trends of 
change that have affected higher education throughout the modern world. The 
two major waves of transformation have influenced changes in higher education, 
partly by following each other in rapid succession and partly by modifying one 
another’s impact.

The evolution of education systems is characterized by path dependency, and 
the regional emergence of global trends affecting higher education is also funda-
mentally determined by historically evolved structures and norms (Trow, 2007; 
Teichler, 2004). The higher education of the region today cannot be understood 
without understanding the profile of higher education before the political regime 
changes. One of the most significant socio-economic changes in the CEE region 
in the last half century, even by global standards, has taken place following the 
collapse of the state socialist political experiment. This is also seen as the starting 
point of a three-decade process of transformation in higher education.

Some of the main features of the socialist system that influenced higher educa-
tion can be highlighted. The most important is the centralized control of the CEE 
region, which ignored the educational history, traditions, social development, 
educational indicators and the development of the higher education network in 
each country. In the CEE countries, the educational and cultural policy guidelines 
issued by the Moscow headquarters were applied for almost half a century after 
the Second World War. At the beginning of the period, this Soviet model was 
copied slavishly, later, especially after the revolutions in some countries, local 
authorities imitated the center somewhat more cautiously, but it was not possi-
ble to deviate substantially from the educational policies issued from the center 
(Gyuris, 2014). The communist parties in power everywhere were responsible for 
the disciplined copying. Their functionaries controlled the work of government. 
Higher education policy was guided by a few priorities, listed below:

On the one hand, higher education was subordinated to the socialist planned 
economy, which saw education as a supply factory for socialist large-scale pro-
duction. This planned economy sought to calculate precisely how many higher 
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education specialists were needed, afterwards giving higher education institutions 
the set target number of graduates to produce. Individual interest and social 
demand did not override these calculations.

On the other hand, strict ideological and socio-political considerations 
demanded that the new class structure that had emerged as a result of the com-
munist takeover be preserved. To this end, higher education was subject to strict 
ideological control, and complex bureaucratic management and control was 
built into higher education. The selection of lecturers was based on the con-
trol and approval of the Communist parties. Undercover informers among the 
lecturers reported on their colleagues and on the mood of the students, while 
trying to recruit agents. In the higher education institutions of the Central and 
Eastern European countries, the communist secret police were active in observ-
ing, controlling and manipulating teachers and students. Ideological education 
was included in the curricula of the courses, in the teaching materials and in 
the textbooks and notes. Every student had to pass an examination in scientific 
socialism and Marxist political economy. Applicants to higher education were 
screened to ensure that only children of trustworthy parents were admitted to 
university, and students and graduates were required to write a “development” 
profile of their beliefs and worldview for prospective employers. They also did 
not allow the graduate class to grow in numbers, with a maximum of one-tenth 
of each age group allowed to continue their studies, because the creation of a 
graduate mass was identified as a quantitative threat.

Research in higher education was also subject to ideological and political 
control, with disciplines and research topics arranged in a hierarchy according 
to their ability to serve the political goals set by the party.

Like the Communist Party’s takeover in the second half of the 1940s, the col-
lapse of state socialist regimes in the CEE region occurred almost simultaneously 
between 1989 and 1991. In the first period after the political regime changes that 
took place, the first breakthroughs were freedom of political expression, the pub-
lic emergence of previously illegal civil society organizations, the emergence of 
a multi-party system and the organization of democratic elections. Even before 
that, it had become apparent in higher education institutions that dissent and dis-
senting opinions could no longer be banned. In several countries, discontent and 
criticism of the system also emerged within the ruling party elites. Intellectuals 
opposed to the regime, whether they emigrated or stayed at home, were more 
visible in academic societies than spokespersons for the ideology and policies 
of the state party. Secret, samizdat studies were circulated among lecturers and 
students, radio broadcasts from abroad were listened to, and where possible, 
critical thinkers were invited to give lectures in a restricted circle. So, it can be 
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said that although the socialist regimes guarded the universities jealously against 
reformist and anti-establishment thinking, these institutions became catalysts 
for political change. In Romania, during the revolution of December 1989, stu-
dents and faculty at the universities of Timișoara played a key role in organizing 
the resistance, the 1989 ‘Velvet Revolution’ began with a student demonstration 
and faculty played a major role in the political transformation. In the regions of 
the former Yugoslavia, university youth supported both autonomy efforts and 
reforms. In Hungary, the faculty and students of the voluntary extracurricular 
study groups that were being set up at universities were the leaders of the new 
political formations. The moment of political regime change found academics in 
the countries studied as a relatively prestigious and influential occupational group.

The first governments that came to power after the change of government were 
the first to face the dilemma in higher education policy of whether removing 
controls on the number of applicants and graduates would be the right thing 
to do. Would it not lead to an overproduction of labor and a dilution of the 
intellectual elite? And, above all, the question was whether the bankrupt CEE 
economies would be able to cope with the additional costs of increased public 
higher education. Whether to open the doors of higher education to the masses 
of students was widely debated by political parties, governments and the general 
public (Kozma 1990, Kozma 1998). After some hesitation, the increased social 
demand for higher education in each country was finally met, and enrollment 
and completion rates increased. The dilemma of whether all this growth should 
be financed by the state or whether students should cover their costs has been 
with us for the last three decades. Various solutions have been sought and found 
in the region and there have been several changes of direction in this respect. 
Each of these attempts has placed a heavy burden on academics, as widening 
participation implies a pedagogical challenge and extra work, narrowing partic-
ipation and strengthening selection rather a greater evaluation administration 
and the mental burden of whether the selection decision is indeed made on a 
fair and meritocratic basis.

Many of the manifest institutions of ideological control in higher education 
were abolished in the first stage of the political transformation (party leadership, 
Marxist departments and political indoctrination courses). Several university pro-
fessors with a history of agents were exposed, but there was no consistent public 
screening in the region under study as in East Germany or even in Poland and the 
Czech Republic (David, 2011). Political and public debates led to the decision not 
to publish the names of agents on the grounds that many had been recruited by 
force or blackmail. On the other hand, the mechanisms of state socialism made 
it almost impossible to unravel the role played by unethical service and political 
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connections to the ruling party in the development of individual academic careers. 
Thus, in these countries, the last representatives of academics/academics with a 
history of agency or who have been brought in through ideological selection will 
only be out of the system in the generational transitions in the 2020s.

In addition to struggling with the legacy of the past, higher education in the 
region was very quickly confronted with global challenges that also had a sig-
nificant impact on the world of CEE academics (Kozma, 2008). One of the main 
trends was global expansion. This expansion was not only caused by the release 
of social demands that had been suppressed in the CEE region, but it coincided 
with the second wave of expansion in the modern world, the challenges of which 
were already being addressed by the Bologna Process. As social participation 
rates in the region under study were very low, the mass of people wishing to 
continue their studies suddenly came upon the higher education systems with 
great force in the mid-1990s. In the space of a few years, this fundamentally 
changed the internal world of the institutions, the teaching methods and the 
workload. Neither the institutional capacities (buildings, classrooms, teaching 
equipment) nor the pedagogical competences of the higher education staff were 
ready to cater for them. The composition of the student body is highly diversi-
fied. Despite the large social differences that characterize the region, in the past, 
teachers encountered a relatively homogeneous student population and found 
it difficult to cope with students from diverse cultural backgrounds and with a 
wide range of motivations. The typical response to this diversity in the countries 
of the region has been the expansion of supply, the diversification of courses, 
privatization and the emergence of new providers (Levy, 2014). These phenomena 
have been accompanied by a moderate increase in the number of academics, but 
also by an internal stratification of the student population, as those working in 
different segments of higher education have found themselves with very different 
student populations, workloads, development and career prospects. The increase 
in the number of young people and women in academics was significant.

The challenges facing higher education in the western half of Europe had 
become common in the eastern part of the CEE region by the end of the 1990s. 
Despite demographic stagnation, enrollment rates increased, and graduates were 
not only a labor market asset but also a symbolic social asset. The introduction of 
multi-cycle education as a result of the Bologna Process was a response to both 
expansionary pressures and the labor market redeemability of diplomas. In the 
Central and Eastern Europe (CEE) region, the transition to multi-cycle education 
has generally been rapid (Pusztai & Szabó, 2008; Kozma et al., 2014). Academics 
have been given the task of revising the structure and curricula of education 
and research, a task that requires expertise, thoughtful decision-making and a 
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very time-consuming process. From then on, training design became an almost 
permanent task, as demand for training and the constantly changing needs 
of the labor market meant that courses had to be adapted to frequent closures 
and new courses that were added. For academics, this was an unexpected and 
demanding task.

Another aspect of the global transformation of higher education was inter-
nationalization, which the region’s higher education sector encountered as an 
important initiative as regarded European integration, pointing toward the 
creation of a European Higher Education Area. This was achieved through the 
promotion of student and teacher mobility, the introduction of a credit system to 
ensure comparability and interoperability, quality assurance and the introduction 
of the diploma supplement. Academics have found themselves in an increasingly 
competitive situation as academics and researchers in the wake of internationaliza-
tion. As students progressed through the multi-cycle training pathway, it became 
easy for them to switch to a transfer route, and the fight to retain them began. In 
CEE countries, this has led to a huge Western brain drain. Young people from 
these countries were looking for a richer, more modern environment, Western 
European universities, and in many cases were not content with semester-long 
mobility but left their home countries after secondary school. The internation-
alization of the higher education arena has therefore posed a greater challenge 
to this region (Dabney-Fekete, 2020).

After the political transition, funding autonomy, maintenance pluralism 
and entrepreneurism have emerged in higher education in the context of the 
drive toward more decentralized models. For various reasons, private and foun-
dation-based institutions are of great importance in higher education in the 
countries under study, most notably in Romania, where privatization was very 
intense during the expansionary wave and later curtailed. Minority Hungarian 
language institutions are maintained by foundations, and the share of non-state-
maintained institutions has increased in Hungary after 2020. Regardless of the 
sponsor, institutions everywhere were looking for professionals who could steer 
higher education with a business approach. Kwiek’s studies have shown how 
higher education in CEE countries adopted entrepreneurial practices in the post- 
communist transitions in response to globalization, Europeanization and reduced 
state funding (Kwiek, 2013). In the region under study, entrepreneurialism and 
managerialism arrived in the region under study not on the theoretical argu-
ments of ‘value state’ ideologies, not with a focus on rewarding quality work, but 
with a reference to decreasing state funding (Kwiek, 2013). The positive returns 
of the entrepreneurial approach were a greater emphasis on development and 
innovation in higher education research, and closer cooperation with economic 



28

Gabriella Pusztai & Klára Kovács

actors, whether in research or training. However, managerial leadership in these 
countries has also brought an increase in the proportion of administrative staff. 
Soon after the shackles of state socialist bureaucracy were removed, this new type 
of bureaucracy began to emerge. Moreover, it was often created by those who 
had been running the old state socialist bureaucracy (Kozma & Polónyi, 2022).

The democratization and liberation from ideological control for those working 
in higher education has clearly led to a boom in research activity. In different 
ways and rates, institutional structures for research funding, mediating between 
governments and the scientific community, have begun to emerge in the countries 
of the region. As the level of national income available for research funding in 
these countries is very low compared to Western European countries. Thus, the 
competition for these resources is very intense. What is new, however, is that it 
is no longer only the government that decides who gets the funds, but academ-
ics judge each other’s proposals, and the public funder decides on the basis of 
this. Non-governmental, but also foundation and international research grants 
have become available, but these are very limited. On a positive note, the role 
of scientific excellence in the career prospects of academics has slowly started to 
increase as a result of the policy change, but the limited resources available have 
created inequalities in access to research funding and scientific excellence and 
innovation are not fully reflected.

For the vast majority of academics working in the region, there was no 
well-trodden path to international academia, as under socialism there was a 
strict bureaucratic process before crossing national borders, and not everyone 
had a world passport. From this point of view, participation in the European 
mobility programs, which symbolized the examined countries’ rapprochement 
with and symbolic acceptance of European integration, was a major turning 
point. Although mobility once a year was generally modestly subsidized by 
European funds, the ever-increasing cost of attending international conferences 
and publishing in refereed journals in prestigious databases remained beyond 
the reach of many for financial reasons. They found themselves in the vicious 
circle of internationalization drop-outs. This explains why the proportion of 
academics involved in internationalization is relatively low in the countries of 
the region. In the 2020 decade, the broad swathes of academics who dropped 
out of internationalization at a young age were no longer able to win grants 
and therefore could not finance publications and conferences, leaving them at 
a severe cumulative disadvantage. Science and medicine academics were able 
to develop international research links somewhat sooner. They were able to 
study abroad even before the political regime change, because their field was 
not ideologically risky and the development of these disciplines was already a 
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priority under state socialism because of industrial links. At the same time, it is 
precisely in these fields that a significant migration of academics has occurred. 
The increased value of individual achievement, limited research funding and 
local shortcomings in underdeveloped research infrastructure, as well as the 
opening up of mobility opportunities after the fall of the Iron Curtain and 
European Union (EU) accession, have allowed a significant brain drain from 
the countries of the region. This has also made the question of going or staying 
in certain disciplines a commonplace one for cutting-edge academics.

A recent development in higher education in the region is that governments 
have moved toward performance-based funding, which emphasizes productivity 
in research, publications and winning proposals. This has increased the pressure 
on academics to perform, and the changes have also led to job insecurity, especially 
for academics who do not belong to a narrow group of elite researchers. Regional 
differences in the composition of students in higher education institutions also 
create serious inequalities in the internally stratified academic occupational group 
but also create new inequalities in performance-based funding, which affect life 
and job satisfaction (Kovács et al., 2024).

In summary, the examined region’s recovery of academic freedom after state 
socialism was followed so quickly by waves of expansion, managerialism and 
internationalization that it missed out on the golden age of abundant resources 
and high social prestige in the western world. The golden age described by Altbach 
and Enders (Altbach, 2005; Enders, 2007) ended before it had even begun in this 
region. Higher education in the region moved from a strictly state-controlled, 
centrally planned, socialist higher education policy, first to a fleeting moment of 
freer, more autonomous educational governance, and then to a market-oriented 
and performance-based model, which resulted in a radical transformation of 
governance, funding and accountability mechanisms within higher education 
institutions.

From the academics’ point of view, after the political transition, the hope 
was that academics here could achieve a similar status to academic professionals 
in Western Europe, becoming an occupational group with full research, policy 
and time-allocation freedom, generously supported by the welfare state. Their 
hopes of this were soon dashed, and they became employees of an impoverished 
and plundered state instead of the welfare state, facing increased workloads, 
fierce competition and job insecurity caused by the extremely rapid, overlapping 
changes in expansion and education policy. The age stratification of academics in 
this region is a special segmentation, as the age gap is further blurred by the fact 
that some of today’s professors were socialized under socialism, the middle gen-
eration remained in the financially miserable but hopeful circumstances after the 
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change of regime, while for the 30-year-old generation, being a university teacher 
is no longer prestigious, the career then needing to offer some substitute value.

Our research is one of those studies focusing on a post-socialist region that 
in recent decades has faced two interrelated challenges. On the one hand, it 
dealt with the serious legacy of the past and, on the other hand, with building 
newly developed systems that had to be adapted to more advanced European 
higher education systems. This was done while they themselves were in a state 
of searching for a new path (Kwiek, 2012; Höhle & Teichler, 2013; Brankovicz 
et al., 2014; Pavlin & Sušanj, 2020).

3.  New Challenge: The Well-Being of Academics
The novelty and significance of our research is that we are at a critical moment, 
facing new challenges, unlike before. With the emergence of managerialism, 
the audit approach has exploded and become dominant in higher education in 
the region over the last half decade. The bureaucratic management that higher 
education in the region had under state socialism it was accustomed to, and the 
power of administrators was not an unknown phenomenon. But in the 2020s, 
serious performance evaluation, with implications for pay, was introduced in 
the region’s institutions. This has caught most academics in the region off guard. 
The direct consequence of applying performance measures to teaching and aca-
demia is acceleration. Of course, flexibility and the capacity to evolve are almost 
a fundamental requirement in this occupational group, but the persistence of 
time pressures and the acceleration of work can fundamentally disrupt the ‘peace 
of human life and work’ (Vostal, 2015, p. 296).

Even the more gradual transformation of the academic profession has in some 
respects made academics the victims of their own careers, as early studies have 
indicated (Enders & Teichler, 1995). However, coming in congested waves, this 
rapid transformation is likely to create entirely new selection breakpoints among 
academics. Our research is timely in observing the impact of the incursion of 
managerial values and practices on organizational commitment and various 
dimensions of employee well-being. The effects have been widely studied else-
where (Bryson, 2004; Findlow, 2008; Hyde et al., 2013; Loveday, 2018), but little 
research has addressed this area. We hypothesize that our research with a regional 
focus is also necessary because research shows that there is no uniform response 
from academics to the growing managerialism. The differences are first felt in 
the area of well-being.

The issue of public perception is also interesting because the changes in higher 
education in the region under study were not gradual, but rather a very rapid 
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process, which is difficult to work through. In the post-socialist countries, the 
academic community, freed and reorganized after ideological pressure, became 
proletarianized again only a few years after gaining freedom. Therefore, a large 
part of academics see themselves as victims of the worst decisions made by their 
governments, rather than as participants in a process that is following interna-
tional trends everywhere.

Mood is a subjective perception of the current physical, mental and spiritual 
state of an individual and his or her general well-being. In the case of academ-
ics, well-being is also a diffuse concept, involving specific dimensions, the most 
important of which we have tried to examine in our research. These sub-domains 
are the perception of workplace culture, the evaluation of academic development, 
two key areas of professional self-actualization, international mobility and pub-
lication productivity, work-life conflicts, physical activity in support of physical 
and mental health, and cultural involvement as a source of intellectual pleasure 
and recreation. Of course, there are many other dimensions of well-being in 
academia, but in this paper we have only addressed the most fundamental ones.

The precursors of scientific research on the well-being of academics date 
back to the period following the first big wave of mass enrollment in higher 
education. In the 1980s, the problem of burnout and career dropout among 
academics due to long-term stress was already a fact (Melendez & De Guzman, 
1983). In the 1990s, systematic research on workload, job security and anxiety 
due to increasing demands began (Allen, 1996). It has become apparent that for 
this occupational group, a workplace environment that supports mental and 
emotional well-being is of paramount importance, with the potential to reduce 
the significant work challenges, increased workload and feelings of insecurity. On 
the other hand, physical fitness and the perception of opportunities for physical 
activity were also considered to be included, as well as intellectual satisfaction, 
meaningful intellectual activities related to career and leisure, and work-life 
balance. We believe that the well-being of academics is not a private matter, but 
a prerequisite for creative, efficient, productive higher education that is able to 
retain and develop human resources. Since the 2000s it has integrated aspects 
such as mental, emotional and social well-being (Seligman & Csíkszentmihályi, 
2000). The study of some dimensions of well-being has become increasingly 
common in higher education. Some are associated with higher-than-average job 
risks, others directly deal with crises, and there is ever-growing discussion of the 
related responsibilities of higher education institutions leaders and administra-
tors (Jayman et al., 2022; Nicholls et al., 2022; Hammoudi Halat et al., 2023). 
Research has highlighted the impact of a supportive work environment and the 
need for institutional policies to improve work-life balance and reduce workplace 
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stress. More recently, research has begun to examine the well-being of academics 
and has found that the most important dimensions are the culture of the work 
environment, career and development opportunities, work-life balance, work-
load and personal leisure balance (Gibbs & Miller, 2014; Pace et al., 2021; Buda 
& Kovács, 2024). Qualitative and mainly psychological studies exist but rarely 
interpret the phenomenon embedded in the changes in higher education, and 
no large-scale, multi-country study has been conducted in our region.

This raises several research questions. The question is whether the academics 
of the region under study, located on the eastern periphery of the European 
Higher Education Area, are close to the types described in international research 
or show new characteristics in comparison to them. As previous research has 
mainly focused on the conflict within the role of academics (Fukudome, 2015) 
rather than its compatibility with private life and well-being, it is questionable 
how the examination of academics from new perspectives nuances the picture 
of academics in the early twenty-first century. The question that remains to be 
answered is: will there be significant differences between countries or between 
academic strata according to the aspects studied, or will European developments 
have different effects in different countries?

The study of this region is also of political importance, as it has historically 
been a region struggling to balance between East and West under constant 
external influence. Our research can provide information, through the various 
higher education policy initiatives, on the state of the academic staff, without 
whose involvement the vision of a new model of higher education could not be 
realized. Education policy actors and institutional leaders can build on research 
findings to develop better practices, training, supportive policies and services. 
Our research is also of great importance beyond the region under study, as the 
aspects examined bring new approaches and perspectives to the international 
discourse from the already rich body of academic research. Although some of 
the issues examined are not unprecedented, and the members of the research 
team are following in the footsteps of renowned researchers, together we gain a 
complex picture of higher education in several countries from a new dimension. 
In this approach, there is no empirical evidence base for policy development at 
national or regional level. Our research also aims to initiate the development of 
an academics well-being evidence-based knowledge base.

From a theoretical point of view, the examined countries constitute a natural 
laboratory for comparative studies, allowing us to examine how developments in 
managerialism may affect the well-being of academics. The book is intended to 
provide a reliable contribution of higher education research to ongoing reform 
processes in the policy area.
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4.  The Research Design of the Studies
Changes in higher education in recent decades—such as expansion, the Bologna 
reform, internationalization, competition for students, managerialism and the 
emergence of a service-oriented approach—have fundamentally changed the 
work of academics. Whereas research and teaching used to be the backbone of 
their work, academics now have a much wider range of responsibilities: they are 
expected to act as tutors, researchers, mentors and sometimes counselors. The 
expectations (or demands) associated with these roles and activities place great 
pressure on them and are a major source of stress, which negatively affects health 
and well-being, as well as determines their job satisfaction and performance. 
Thus, it has important implications for institutional effectiveness. The aim of our 
research, which forms the basis of this volume and is essential in the region, was 
to examine the well-being, working conditions and performance of academics 
in five Central and Eastern European countries (Hungary, Slovakia, Ukraine, 
Romania and Serbia).

In the first part of our research, we conducted focus group interviews with aca-
demics from Hungary and in Hungarian minority higher education institutions 
in Romania, Slovakia, Serbia and Ukraine. Seven focus group interviews were 
conducted online with academics from nine higher education institutions in the 
five countries (N=41). The interviews covered a wide range of topics, including the 
work and situation of academics. After analyzing and processing the interviews, 
the questionnaire on which this volume is based was compiled. Our detailed 
questionnaire survey examined the factors that characterize academics’ teaching 
and research work, working conditions, workplace outcomes, health, lifestyle, 
institutional, family, and social backgrounds (over 300 items).

The questionnaire being translated into Serbian, Slovakian, Ukrainian and 
Romanian, and being sent, with the permission of the head of the institution, 
2 or 3 times over the internet to all academics of the institutions surveyed in the 
spring of 2023, ensured a probability sample (all academics had a chance to be 
included in the sample). We examined the higher education establishments of 
two disadvantaged regions in Hungary, the Northern Great Plains Region (the 
University of Debrecen, the Debrecen Reformed Theological University, and 
the University of Nyíregyháza), and the Southern Transdanubia Region (the 
University of Pécs). When scrutinizing institutions in the other countries, we 
targeted minority Hungarian institutions. The examined universities were as fol-
lows: the University of Novi Sad in Serbia, the J. Selye University, the University of 
Prešov and the University of Trnava in Slovakia, the Partium Christian University, 
the Oradea State University, the Emanuel University, the Sapienta Hungarian 
University of Transylvania, and the Babeş-Bolyai University and their satellite 
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branches in Romania, the Ferenc Rákóczi II Transcarpathian Hungarian College 
and Uzhhorod National University in Ukraine.

Though we looked into Hungarian minority institutions, we still sent out the 
survey in the language of the majority population. Academics from these regions 
filled out the survey, those working in institutions from inner Ukraine (non-Tran-
scarpathian Region) did as well (n=62). Regarding academics in Ukraine, most of 
the respondents in the Ukrainian subsample live and work in the Transcarpathian 
region, though several academics from the other regions of the country moved 
there because of the war. Based on their answers, we could collect a lot of valu-
able information about the special situation of academic work during the war. 
It has a significant impact on their working conditions and well-being, which is 
the most important question in our research. We therefore decided to keep the 
respondents from inside Ukraine for further analysis.

To reach representativity we strove for a 10 percent sample for each institution 
devoid of faculties, and for each faculty in larger universities. We reached much 
larger samples with the smaller universities and colleges, where fewer than 100 
were employed. In the interest of reaching probability sample, we sent the survey 
on two or three occasions to all academics who work in the institution via the 
registrar or correspondence offices. From there, where the number of teachers 
per department and the total number of academics on campus were known, 
we compared the data with the ratio of respondents from the given institutions 
and faculties. Following this, we sent the letter of request only to the places 
where the level of academics was less than 10 percent. Thus, the Hungarian 
sample is representative per faculty, while the sub-samples from other countries 
are mainly representative of Hungarian minorities and the majority academics 
working with them, mostly in the same institution. In total, 853 filled out the 
survey and following data cleansing, that number dwindled to 821. We gave the 
database the name, Central and Eastern European Teachers in Higher Education 
(CEETHE 2023).

Among the respondents, 514 were Hungarian (61.8%), 115 Ukrainian (14.1%), 
113 Romanian (13.8%), 40 Serbian (4.9%) and 36 Slovakian (4.4%). For three of 
them, we could not identify their institutions of employment or countries of 
origin. A total of 43.7% were men and 56.3% were women, with an average age 
of 46 years (SD=10.7). The average number of years worked in higher education 
was 17 (SD=11 years). The fields of study in which they activate were medical 
(16.1%), teacher training (13.6%) and humanities and social sciences (12.9 and 
8.2%, respectively). The smallest ratios were for theology (1.1%), art mediation 
(1.9%), and law (1.5%). The ratio of other areas is 2.6–6.7%. 21.1 of the respon-
dents did not have any degree, 46.8% had a Ph.D./DLA, 17.1% were habilitated 
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doctors, and 9.2% had DSc degrees. Of the traditional academic positions, 29.6% 
were senior lecturers and 26.8% were associate professors. Additionally, 11.3% 
were college and university teachers and almost the same proportion (11.2%) were 
assistant lecturers. Smaller percentages worked as senior teachers (2.6%), language 
teachers, physical education teachers, or professional subjects (4%). Far less work 
as a research assistant (2.3%), 1.8% as a research fellow, 1% as a senior research 
fellow, and 1.2% as a research professor. 6% marked the “other” category. Of the 
respondents, 69.3% did not fulfill the leader’s function.

We listed academic jobs, based on the experiences received from the focus 
group interviews conducted before the quantitative research, asking respondents 
to rate on a 1 to 4 scale to what extent they hold the given tasks to be part of their 
jobs. Based on the answers, we did first factor, then cluster analysis, separating 
four different academic types: teaching-focused academics (33.4%), academics with an 
administrative focus (19.7%), research-focused academics (20.3%), and academic leaders 
(26.6%). The teaching-focused academics are those who boast the largest group 
in our database, they consider activities connected to teaching; course material 
development; formation and development of an online teaching environment; 
professional teaching of academics, specialty area and new results; cooperation 
with external partners while in the field / during practice; trial of new teaching 
methods, and also academic research all equally important.

Within the latter, publishing research is obligatory, academics must be the 
utmost effective to meet that requirement, what is more, publication must be in 
their mother tongue. The other types attempt to teach and do academic research 
at the highest possible quality. Among other things, those in this group must 
deal with international grant writing and publishing articles in high prestige 
journals in English.

The second group, the academics with an administrative focus, received the 
worst average value in the most examined dimensions. Teaching is less import-
ant to them than to the other groups, but it is more characteristic of their work 
than academic work, particularly belonging to a research group, publishing, and 
writing international grants. Meanwhile, they value cooperation with colleagues 
in teaching, and carrying out administrative tasks is more characteristic of them.

The third type, the research-focused academics gave similarly high values for 
academic research activities, especially international publishing and academic 
research as the teaching-focused academics, but the teaching activities were less 
important to them than the academic activities. Like the first group of academ-
ics, they considered leader-administrative tasks more characteristic of their jobs, 
which most likely refer to leading and doing the administration for grants won. 
Likewise, the academic researcher activities carry greater weight in their circle, 
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while publishing in their mother tongue is least important to their work, which 
might be explained by the fact that, in high-level researcher work and grants, 
success is measured by how many publications appear in Q-level English language 
journals registered in the international database. All the while, they still teach 
classes, considering it part of their job, putting great emphasis on increasing the 
academic re-supply. However, the professional teaching of new and specialty 
area results was of less interest to them, just like course material development.

The last group, academics leaders, gave high marks to teaching and academic 
researcher activities equally, but carrying out the tasks of a leader were of utmost 
importance (namely within the university), these tasks defining their work the 
most, and thus winning them their name.

Our volume consists of two main chapters, which present empirical findings 
using qualitative and quantitative survey data from our research and national 
and international statistical databases. The main comparative criteria used in the 
analyses were country, the types of academics described above, and their main 
job characteristics (title, discipline, academic degree, etc.).

In the first chapter, the authors analyzed the main higher education statistics 
of the five countries studied (Hungary, Slovakia, Romania, Serbia and Ukraine) 
and described the educational policy environment that determines the work of 
their academics. The second chapter examines the background and effectiveness 
of academics’ work. It analyses data from our empirical studies to show the 
background factors of academics’ well-being, productivity, work-life conflicts 
and the characteristics of their teaching methods, participation in international 
mobility and cultural consumption.

The first paper in this chapter, based on interview research, shows the types 
of institutions that have been distinguished in terms of the impact of the intro-
duction of a performance appraisal system on the institutional climate. The 
next study examines the factors that encourage and discourage participation in 
international mobility, and moving on to the issue of workplace outcomes, the 
third study looks at two specific dimensions of this, namely the background 
factors of well-being and productivity of academics. The fourth study in the 
chapter presents the characteristics of work-life conflict among academics, while 
the fifth study compares teaching methods with the characteristics of academics. 
The last study examines the characteristics of academics’ cultural consumption.

We recommend the studies of our volume to the leaders of all higher educa-
tion institutions in the region, to policymakers responsible for higher education, 
and to researchers familiar with the topic. Moreover, it is for those who wish to 
understand the opinions, experiences, and underlying factors that shape the work, 
well-being, and effectiveness of the human resources within the institutions they 
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lead and coordinate. These insights are essential for improving organizational 
efficiency and development, and we have also formulated recommendations in 
our writings to support this process.

Primarily, however, we dedicate our work to our academics, who can gain 
a deeper understanding of the background factors behind the experiences and 
challenges they encounter daily—sometimes struggling with them—and possibly 
find suggestions for overcoming and resolving these difficulties.

Finally, we would like to express our gratitude to all institutional and depart-
ment leaders who permitted data collection, participated in the process, and 
encouraged their colleagues to complete the survey. Most importantly, we thank 
the academics who sincerely shared their opinions and patiently answered every 
question in our detailed, rather lengthy questionnaire. Without their contribu-
tions, this research could not have been successfully conducted, and this volume 
would not have come to life.

References
Allen, H. L. (1996). Faculty workload and productivity in the 1990s: preliminary 

findings. Instructor, 246(100), 32–6.
Altbach, P. (2005). Academic challenges: The American professoriate in com-

parative perspective. In A. Welch (Ed.), The professoriate: Profile of a profession  
(pp. 147–165). Springer Netherlands.

Bocsi, V., Fényes, H., & Pusztai, G. (2022). First-generation students at univer-
sities from the aspect of achievement, motivation and integration. Revija za 
sociologiju, 52(1), 61–85. <https://doi.org/10.5613/rzs.52.1.0315>

de Boer, H. F., Enders, J., & Schimank, U. (2008). Comparing Higher Education 
Governance Systems in Four European Countries. In N. C. Soguel, & P. Jaccard 
(Eds.), Governance and Performance of Education Systems (pp. 35–54.). Springer. 
<https://doi.org/10.1007/978-1-4020-6446-3_3>

Branković, J., Kovačević, M., Maassen, P., Stensaker, B., & Vukasović, M. (2014). The 
Re-Institutionalization of Higher Education in the Western Balkans. The Interplay 
between European Ideas, Domestic Policies, and Institutional Practices. Peter Lang 
Verlag. <https://doi.org/10.3726/978-3-653-03179-9>

Bryson, C. (2004). What about the workers? The expansion of higher education 
and the transformation of academic work. Industrial Relations Journal, 35(1), 
38–57. <https://doi.org/10.1111/j.1468-2338.2004.00299.x>

Buda, A., & Kovács, K. (2024). The digital aspects of the wellbeing of univer-
sity teachers. Frontiers in Education, 9, 1406141. <https://doi.org/10.3389/
feduc.2024.1406141>



38

Gabriella Pusztai & Klára Kovács

Clark, B. R. (1998). The entrepreneurial university: Demand and response. Tertiary 
Education and management, 4(1), 5–16.

Clarke, M., Hyde, A., & Drennan, J. (2013). Professional Identity in Higher 
Education. In B. M. Kehm, & U. Teichler (Eds.), The Academic Profession in 
Europe: New Tasks and New Challenges. The Changing Academy—The Changing 
Academic Profession in International Comparative Perspective, vol 5. (pp. 7–21). 
Springer. <https://doi.org/10.1007/978-94-007-4614-5_2>

Dabney-Fekete, I. D. (2020). International Academic Mobility as a Capacity 
Building Factor in Higher Education. Central European Journal of Educational 
Research, 2(1), 82–91. <https://doi.org/10.37441/CEJER/2020/2/1/5761>

Daizen, T. (2015). Research Productivity. In A. Arimoto, W. Cummings, F. Huang, 
& J. Shin (Eds.), The Changing Academic Profession in Japan. The Changing Acad-
emy—The Changing Academic Profession in International Comparative Perspective, 
vol 11. (pp. 149–167). Springer. <https://doi.org/10.1007/978-3-319-09468-7_10>

David, R. (2011). Lustration and transitional justice: Personnel systems in the Czech 
Republic, Hungary, and Poland. University of Pennsylvania Press.

Drennan, J., Clarke, M., Hyde, A., & Politis, Y. (2020). Academic identity in higher 
education. In P. N. Teixeira, & J. C. Shin (Eds.), The international encyclopedia 
of higher education systems and institutions (pp. 35–40). Springer Netherlands.

Enders, J. (2004). Higher education, internationalisation, and the nation-state: 
Recent developments and challenges to governance theory. Higher Educa-
tion, 47, 361–382. <https://doi.org/10.1023/B:HIGH.0000016461.98676.30>

Enders, J. (2007). The Academic Profession. In J. J. F. Forest, & P. G. Alt-
bach (Eds.), International Handbook of Higher Education. Springer Interna-
tional Handbooks of Education, vol 18. (pp. 5–21). Springer. <https://doi.org/ 
10.1007/978-1-4020-4012-2_2>

Enders, J. (2013). The university in the audit society: on accountability, trust 
and markets. In L. Engwall, & P. Scott (Eds.), Trust in Universities (pp. 53–62). 
Portland Press.

Enders, J., & Teichler, U. (1997) A victim of their own success? Employment 
and working conditions of academic staff in comparative perspective. Higher 
Education, 34, 347–372. <https://doi.org/10.1023/A:1003023923056>

Findlow, S. (2008). Accountability and innovation in higher education: 
a disabling tension? Studies in Higher Education, 33(3), 313–329. DOI: 
10.1080/03075070802049285,

Fukudome, H. (2014). Teaching and research in the academic profession: Nexus and 
conflict. In A. Arimoto, W. Cummings, F. Huang, & J. Shin (Eds.), The Changing 
Academic Profession in Japan. The Changing Academy—The Changing Academic 

https://doi.org/10.1080/03075070802049285


39

The Background and Rationale for the Book

Profession in International Comparative Perspective, vol 11. (pp. 169–183). Springer 
International Publishing. <https://doi.org/10.1007/978-3-031-04439-7_5>

Fumasoli, T., Goastellec, G., & Kehm B. (2015). Academic Work and Careers in 
Europe: Trends, Challenges, Perspectives. Springer. <https://doi.org/10.1007/ 
978-3-319-10720-2>

Gibbs, S., & Miller, A. (2014). Professors’ resilience and well-being: A role for 
educational psychology. Professors and Teaching, 20, 609–621. <http://dx.doi.
org/10.1080/13540602.2013.844408>

Goastellec, G., Park, E., Ates, G., & Toffel, K. (2013). Academic Markets, Academic 
Careers: Where Do We Stand?. In B. M. Kehm, & U. Teichler (Eds.), The Aca-
demic Profession in Europe: New Tasks and New Challenges. The Changing Acad-
emy—The Changing Academic Profession in International Comparative Perspective, 
vol 5 (pp 93–120.). Springer. <https://doi.org/10.1007/978-94-007-4614-5_6>

Gould, E. (2006). Professor or Knowledge Worker? The Politics of Defin-
ing Faculty Work. Higher Education in Europe, 31(3), 241–249. <https://doi.
org/10.1080/03797720601058690>

Gyuris, F. (2014). Basic education in communist Hungary. A commons 
approach. International Journal of the Commons, 8(2), 531–553.

Hammoudi Halat, D., Soltani, A., Dalli, R., Alsarraj, L., & Malki, A. (2023). 
Understanding and fostering mental health and well-being among university 
faculty: A narrative review. Journal of Clinical Medicine, 12(13), 4425.

Hargittai, I. (2008). Martians of science: Five physicists who changed the twentieth 
century. Oxford University Press.

Höhle, E. A., & Teichler, U. (2013). The Teaching Function of the Academic Pro-
fession. In U. Teichler, & E. Höhle (Eds.), The Work Situation of the Academic 
Profession in Europe: Findings of a Survey in Twelve Countries. The Changing Acad-
emy—The Changing Academic Profession in International Comparative Perspective, 
vol 8. (pp 79–108). Springer. <https://doi.org/10.1007/978-94-007-5977-0_5>

Hyde, A., Clarke, M., & Drennan, J. (2013). The changing role of academics and 
the rise of managerialism. In B. M. Kehm & U. Teichler (Eds.), The academic 
profession in Europe: New tasks and new challenges (pp. 39–52). Springer.

Janik, A., & Toulmin, S. (2023). Wittgenstein’s Vienna. Rowman & Littlefield.
Jayman, M., Glazzard, J., & Rose, A. (2022). Tipping point: The staff wellbe-

ing crisis in higher education. Frontiers in Education 7, 929335. <https://doi.
org/10.3389/feduc.2022.929335>

Jencks, C., & Riesman, D. (2002 [1968]). The Academic Revolution. Doubleday.
Kehm, B. M., & Teichler, U. (2013). The academic profession in Europe: New tasks 

and new challenges (Vol. 5). Springer. DOI 10.1007/978-94-007-4614-5

https://doi.org/10.1007/978-94-007-4614-5


40

Gabriella Pusztai & Klára Kovács

Kogan,  M., & Teichler, U.  (2007).  Key challenges to the academic profession.  
UNESCO Forum on Higher Education. Retrieved from <https://unesdoc.
unesco.org/ark:/48223/pf00001>

Kovács, K., Dobay, B., Halasi, S., Pinczés, T., & Tódor, I. (2024). Demands, 
resources and institutional factors in the work of academic staff in Central 
and Eastern Europe: results of a qualitative research among university teachers 
in five countries. Frontiers in Education, 8, 1326515. <https://doi.org/10.3389/
feduc.2023.1326515>

Kozma, T. (1990). Higher education in Hungary: Facing the political transition. Euro-
pean Journal of Education, 25(4), 379–390. <https://doi.org/10.2307/1502624>

Kozma, T. (1998) New challenges of tertiary education in East-Central Europe. 
In E. Leitner (Ed.), Educational Research and Higher Education Reform in Eastern 
and Central Europe (pp. 131–143). Peter Lang.

Kozma, T. (2008). Political transformations and higher education reforms. Euro-
pean Education, 40(2), 29–45. <https://doi.org/10.2753/EUE1056-4934400202>

Kozma, T., Rébay, M., Óhidy, A., & Szolár, É. (2014). The Bologna Process in Central 
and Eastern Europe. Springer Fachmedien Wiesbaden.

Kwiek, M. (2012). Knowledge production in European universities: States, markets, 
and academic entrepreneurialism (Vol. 3). Peter Lang.

Kwiek, M. (2015). The unfading power of collegiality? University governance in 
Poland in a European comparative and quantitative perspective. International 
Journal of Educational Development, 43, 77–89. <https://doi.org/10.1016/j.
ijedudev.2015.05.002>

Kwiek, M. (2016). The European research elite: A cross-national study of highly 
productive academics in 11 countries. Higher Education, 71, 379–397.

Kwiek, M. (2022). Global Vertical Stratification of Institutions and the Aca-
demic Profession: The Role of Research in Future High Participation Envi-
ronments. In M. Klemenčič (Ed.), From Actors to Reforms in European Higher 
Education. Higher Education Dynamics, vol 58 (pp. 299–312). Springer. <https://
doi.org/10.1007/978-3-031-09400-2_21>

Kwiek, M., & Antonowicz, D. (2015). The changing paths in academic careers 
in European universities: Minor steps and major milestones. In T. Fumasoli, 
G. Goastellec, & B. M. Kehm (Eds.), Academic work and careers in Europe:
Trends, challenges, perspectives (pp. 41–68). Springer <https://doi.org/10.1007/
978-3-319-10720-2_3>

Kwiek, M., & Roszka, W. (2022a). Are female scientists less inclined to publish 
alone? The gender solo research gap. Scientometrics, 127, 1697–1735 <https://
doi.org/10.1007/s11192-022-04308-7>



41

The Background and Rationale for the Book

Kwiek, M., & Roszka, W. (2002b). Academic vs. biological age in research on 
academic careers: a large-scale study with implications for scientifically 
developing systems. Scientometrics, 127, 3543–3575. <https://doi.org/10.1007/
s11192-022-04363-0>

Lee, J. J., Cheslock, J., Maldonado-Maldonado, A., & Rhoades, G. (2005). Pro-
fessors as Knowledge Workers in the New, Global Economy. In J. C. Smart 
(Eds), Higher Education: Handbook of Theory and Research, vol 20 (pp. 55–132). 
Springer. <https://doi.org/10.1007/1-4020-3279-X_2_>

Levy, D. (2014). Evolving Privatization in Eastern and Central European 
Higher Education. European Education, 46(3), 7–30. <https://doi.org/10.2753/
EUE1056-4934460301>

Loveday, V. (2018). The neurotic academic: anxiety, casualisation, and governance 
in the neoliberalising university. Journal of Cultural Economy, 11(2), 154–166. 
<https://doi.org/10.1080/17530350.2018.1426032>

Melendez, W. A., & De Guzman, R. M. (1983). Burnout: The New Academic Disease. 
ASHE-ERIC Higher Education Research Report No. 9. Publications Department, 
Association for the Study of Higher Education.

Moraru, L., Praisler, M., Marin, S. A., & Bentea, C. C. (2013). The Academic 
Profession: Quality Assurance, Governance, Relevance, and Satisfaction. In 
B. M. Kehm, & U. Teichler (Eds.), The Academic Profession in Europe: New Tasks 
and New Challenges. The Changing Academy—The Changing Academic Profession 
in International Comparative Perspective, vol 5 (pp. 141–162). Springer. <https://
doi.org/10.1007/978-94-007-4614-5_8>

Musselin, C. (2007). The transformation of academic work: Facts and analysis. 
Research & Occasional Paper Series: CSHE.4.07. Center for Studies in Higher 
Education.

Musselin, C. (2013). How peer review empowers the academic profession and uni-
versity managers: Changes in relationships between the state, universities and 
the professoriate. Research Policy, 42(5), 1165–1173. <https://doi.org/10.1016/j.
respol.2013.02.002>

Neave, G. (1998). The evaluative state reconsidered. European Journal of Educa-
tion, 33(3), 265–284.

Nicholls, H., Nicholls, M., Tekin, S., Lamb, D., & Billings, J. (2022). The impact of 
working in academia on researchers’ mental health and well-being: A system-
atic review and qualitative meta-synthesis. PloS one, 17(5), e0268890. <https://
doi.org/10.1371/journal.pone.0268890>

Pace, F., D’Urso, G., Zappulla, C., & Pace, U. (2021). The relation between work-
load and personal well-being among university professors. Current Psychology, 
40(7), 3417–3424. <https://doi.org/10.1007/s12144-019-00294-x>



42

Gabriella Pusztai & Klára Kovács

Pavlin, S., & Sušanj, Z. (2020). The academic profession in the Western Balkans: 
Time for a turning point?. European Journal of Education, 55(4), 471–475.

Polónyi, I., & Kozma, T. (2022). From the bureaucratic model to the bureau-
cratic model: The post-socialist development of the Hungarian higher educa-
tion. Hungarian Educational Research Journal, 12(1), 80–90.

Pusztai, G. (2015). Pathways to Success in Higher Education. Rethinking the 
Social Capital Theory in the Light of Institutional Diversity. Peter Lang Edition.

Pusztai, G., & Szabó, P. C. (2008). The Bologna Process as a Trojan Horse: 
restructuring higher education in Hungary. European Education, 40(2), 85–103. 
<https://doi.org/10.2753/EUE1056-4934400205>

Pusztai, G., Fényes, H., & Kovács, K. (2022). Factors influencing the chance 
of dropout or being at risk of dropout in higher education. Education Sci-
ences, 12(11), 804. <https://doi.org/10.3390/educsci12110804>

Probst, C., & Goastellec, G. (2013). Internationalisation and the academic labour 
market. In B. M. Kehm, & U. Teichler (Eds.), The academic profession in Europe: 
New tasks and new challenges (pp. 121–139). Springer.

Seligman, M. E., & Csíkszentmihályi, M. (2000). Positive psychology: An introduc-
tion. American Psychological Association.

Teichler, U. (1999). Higher education policy and the world of work: changing 
conditions and challenges. Higher Education Policy, 12(4), 285–312.

Teichler, U. (2004). The Changing Debate on Internationalisation of Higher 
Education. Higher Education, 48(1), 5–26.

Teichler, U., Arimoto, A., & Cummings, W. K. (2013). The changing academic 
profession. Springer.

Teichler, U., & Höhle, E. A. (2013). The work situation of the academic profession in 
Europe: Findings of a survey in twelve countries. Springer Science & Business Media.

Tinto, V. (1993). Leaving college. Rethinking the Causes ad Cures of Student Attrition. 
The University of Chicago Press.

Trow, M. (2007). Reflections on the transition from elite to mass to universal 
access: Forms and phases of higher education in modern societies since WWII. 
In J. J. F. Forest, & P. G. Altbach (Eds.), International handbook of higher edu-
cation (pp. 243–280). Springer Netherlands.

van der Kaap, H., & de Weert, E. (2016). A portrait of the changing aca-
demic profession in the Netherlands. In J. F. Galaz-Fontes, A. Arimoto,  
U. Teichler, & J. Brennan (Eds.), Biographies and Careers throughout Academic Life
(pp. 143–163). Springer International Publishing.

Vostal, F. (2015). Speed kills, speed thrills: Constraining and enabling accelerations 
in academic work-life. Globalisation, Societies and Education, 13(3), 295–314.



PART I

Higher Education Systems as the Working 
Environment of Academic Staff in Central and 

Eastern Europe: Country Studies





2. Changes in Higher Education and
Academic Staff in Hungary 

István Polónyi

ABSTRACT
This study examines the characteristics and employment patterns of Hungarian higher edu-
cation academics. It briefly outlines the development of Hungarian higher education after the 
change of the socialist regime (post-1990) and describes the force field in which academics 
work. It then presents some of the academics’ characteristics (age, gender, ratio) in an inter-
national comparison and studies the rules governing their appointment and employment 
under the Hungarian Higher Education Act. The paper investigates the structure of university 
teaching staff by their function and evolution. It also analyses the lifetime earnings of doctoral 
graduates in the Hungarian context, including the rise in the number of doctoral students. 
Finally, the paper briefly describes a critical piece of instructive research that surveys the 
situation of young Hungarian academics in higher education.

Keywords: Hungarian higher education, academic staff, academic staff wages

Introduction: Topics, Data, and Methods
This study examines the characteristics and employment patterns of Hungarian 
higher education academic staff. The first part of the paper briefly outlines the 
development of Hungarian higher education following the post-socialist transi-
tion (after 1990). The analysis addresses trends in student enrollment and compares 
participation rates internationally. The investigation is based on higher education 
statistics from the Hungarian Educational Authority and the Central Statistical 
Office, as well as databases from the World Bank and Eurostat. Subsequently, 
the study reviews several characteristics of academics in higher education (age, 
gender ratio) in an international comparison. The analysis utilizes data from the 
Educational Authority and the Central Statistical Office, along with databases 
from the World Bank and the OECD. The investigations are presented using 
simple tables and figures.

Next, the study reviews the main regulations regarding the appointment and 
employment of academic staff. In terms of methodology, this review is carried 
out through a documentary analysis of Hungarian higher education legislation.

Following this, the paper examines the structure and evolution of academic 
positions and monthly and lifetime earnings on academic career paths, both inter-
nationally and domestically. The data sources for this analysis are the National 
Employment Service and the Central Statistical Office. The analysis is conducted 
using simple comparative charts and tables.
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Finally, the study addresses the international comparison of the number of 
doctoral students who represent the future supply of higher education academ-
ics, using the UNESCO database. This examination is based on a simple tabular 
analysis.

1.  �Some Characteristics of the Development of Hungarian
Higher Education After the Change of Regime

First, we review the most important features of the development of Hungarian 
higher education following the system change. Several studies analyze the devel-
opment of the period (Berács et al., 2014; 2017), and a Polish analysis (Donina 
& Jaworska, 2024) is worth mentioning among the studies of Hungarian higher 
education. But several international comparative studies can be mentioned, of 
which we highlight only two here: Scott, 2007, Keczer, 2014.

Hungary entered the democratic social order after the change of regime with 
a somewhat fragmented and low-capacity higher education system. In 1990, there 
were less than 1,000 students per 100,000 inhabitants (see Table 2.1), compared 
with 5,500 in North America. This figure may have almost doubled in the five 
years up to 1995—not coincidentally the year in which Hungary’s first Higher 
Education Act set the goal of achieving1 the participation rate in higher educa-
tion of advanced democratic societies—but it was still only three-quarters or 
half that of the developed European countries taken as examples (e.g., Austria 
2970, Germany 2628, France 3600, U.K. 3125, Finland 4190).2

Table 2.1 shows the changes in Hungarian higher education policy and the 
contradictions of thirty years of development. This educational policy envi-
ronment constitutes the force field for the employment of academic staff, and 
it is worth briefly reviewing the most significant changes of the period that 
(also) affect them.

One of the critical elements of this environment is the introduction of plural-
ism in the establishment and maintenance of institutions in 1990, which led to 
the creation of many non-state institutions (Church-run and foundation-based 
universities and colleges). As a result, by 2020, almost a third of all academic staff 

1	 According to the preamble of Act LXXX of 1993 (on Higher Education), “Parliament feels 
a special responsibility for higher education as a sector of special importance, and in this 
spirit, it shall do its utmost to ensure that the number of students of the appropriate age 
group entering higher education can be raised to the level achieved in developed democratic 
societies.”

2	 Source of data: (UNESCO 1998).
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were employed in non-state higher education (11% in Church-run and 20% in 
foundation-based institutions).3 The privatization (outsourcing) of most public 
universities reduced the number of academics employed in public higher educa-
tion to 25%, in Church-run higher education to 13%, and in foundation-based 
higher education to 62% by 2023.

The other such element includes higher education admission policies and the 
development of student numbers. Several factors have influenced the development 
of student numbers.

One that is most crucial is the demographic trend, that is, the change in the 
number of people seeking higher education. After the third-generation effect of 
the demographic wave of the 1950s (which was the result of the government’s 
demographic intervention, the abortion ban), the population aged 18–22 began 
to decline after peaking in the mid-1990s, resulting in a decline in the number of 
applicants to higher education. (See Figure 2.1 for the number of 18–22-year-olds.)  
Moreover, the exhaustion of the demand for further education, which was post-
poned due to the low enrollment in higher education, was an influencing factor 
affective right up until the change of the regime.

Another impacting element was the introduction of two-cycle education. The 
two-cycle system was introduced in 2005 in the framework of the Bologna reform 
(creation of the European Higher Education Area). The two-cycle education rad-
ically reshaped the system of higher education, (the introduction of bachelor’s 
education makes the degree process faster, while the introduction of a master’s 
degree shortens the second-degree process, which accounts for an increasing 
share of adult education). Moreover, perhaps the higher education admissions 
policy had the most sizable effect.

At the end of the 1990s—until 1998, when the conservative government 
abolished tuition fees—a reimbursement system was introduced for some of 
the admitted students (those who did not meet the ministry’s state funding 
threshold in the entrance exam) instead of the state support previously available 
to everyone. In other words, most of the students paid tuition fees, and those 
who got in under one point limit paid an expense reimbursement fee. (This 
was 2.2% for students in 1998). This system had a significant deterrent effect 
on applications. It should be added that the abolition of the tuition fee did not 
mean the abolition of the cost reimbursement, so those students who did not 

3	 Source of data: Higher education statistics of the Oktatási Hivatal (Office of Education): 
<https://dari.oktatas.hu/firstat.index>.
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reach the funding threshold score continued to pay cost reimbursement (in 
2000, 6.4% belonged to this category).4

Then, in 2013, the conservative government significantly reduced state support 
for higher education and increased tuition fees for paying students, reducing the 
number of state-funded students and, in the longer term, pursuing an elitist policy 
of reducing enrollment.5 In 2020, conditions were further tightened by making 
the advanced final exams compulsory for access to higher education.6 The high 
requirement for the advanced final exam led to a radical drop in enrollments in 
some crucial courses (STEM7 and teacher training), which attracted students from 
weaker secondary schools. The decline in enrollments and admissions resulted 
in an immediate change in higher education policy.8 From 2021, admissions 
requirements were radically relaxed.

All these effects are visible in the evolution of the specific number of students 
(per 100,000 inhabitants) and the overall participation rate (Figures 2.1 and 2.2).

Table 2.1:  Institutions, faculties, number of students (short-term, tertiary, bachelor, master 
and undivided, and doctoral) and number of academics

Institutions Faculties

Total tertiary 
education 
students Academics

Higher education  
students per 100 

thousand inhabitants

1990/91. 77 117 102 387 17 302 986.9

1991/90. 77 118 107 079 17 477 1032.3

1992/93. 91 132 117 463 17 743 1132.3

1993/94. 91 137 135 483 18 687 1307.1

1994/95. 91 137 157 137 19 103 1518.2

4	 Source of data: Statisztikai Tájékoztató Felsőoktatás 2000/2001.
5	 The allowed number of state-funded students was reduced in the case of some programs 

(scientific fields), and the highest amount was increased. Since the HEIs received less fund-
ing, they were pressed to require the higher or the highest tuition fee.

6	 Until 2020, the higher-level baccalaureate—that is, centrally organized with higher- 
level tasks—was only compulsory for specific subjects and certain specializations, while for 
most specializations, the baccalaureate organized by the secondary school was sufficient

7	 STEM: summary abbreviation of higher education study fields in science, technology, 
engineering and mathematicsn.

8	 Source of data: Oktatási Hivatal <https://www.felvi.hu/felveteli/ponthatarok_statisztikak>.
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Institutions Faculties

Total tertiary 
education 
students Academics

Higher education  
students per 100 

thousand inhabitants

1995/96. 90 138 183 021 18 098 1770.5

1996/97. 89 139 202 762 19 329 1964.6

1997/98. 90 140 237 662 19 716 2307.2

1998./99. 89 141 263 398 21 323 2562.2

1999/00. 89 143 285 452 21 249 2784.1

2000/01. 62 155 305 256 22 873 2986.3

2001/02. 65 156 324 743 22 863 3183.8

2002/03. 66 157 354 745 23 151 3486.4

2003/04. 68 169 382 001 23 288 3766.5

2004/05. 69 170 395 529 23 787 3909.5

2005/06. 71 172 399 095 23 188 3952.2

2006/07. 71 172 394 445 22 076 3914.3

2007/08. 71 173 378 942 22 376 3764.6

2008/09. 70 172 363 439 22 475 3618.1

2009/10. 69 171 353 403 21 934 3523.1

2010/11. 69 184 345 627 21 495 3451.4

2011/12. 68 183 344 754 21 357 3452.4

2012/13. 66 181 323 413 20 555 3256.3

2013/14. 66 185 300 412 21 137 3031.7

2014/15. 67 184 289 154 21 080 2927.5

2015/16. 66 185 278 829 21 668 2829.0

2016/17. 65 186 271 382 22 436 2760.8

2017/18. 64 187 266 920 23 110 2724.2

2018/19. 64 190 264 511 22 519 2705.2

2019/20. 64 191 269 315 23 383 2755.7

2020/21. 62 189 271 149 23 511 2775.3

2021/22. 63 .. 276 402 24 903 2840.4

2022/23. 63 .. 273 755 26 357 2825.4

Source: Higher education statistics of the Education Office and data from the Central Statistical 
Office.

Note: Number of students without further education.
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Analyses show (Polónyi, 2023a) that the impact of conservative education poli-
cies over the last decade and a half reduced the opportunities of certain groups 
(women, young people from disadvantaged areas, and those in vocational edu-
cation and training with a final exam, vocational secondary school/technical 
high school) to enter higher education—i.e., increased inequality in access to 
higher education.

Finally, the higher education policy slowed down the development of tertiary 
education over the last fifteen years. It missed a historic opportunity to increase 
the proportion of graduates, offered by the decline in the number of the age 
group. As a result, social mobility slowly froze; the share of young graduates fell 
in 2014 and has since stagnated at a low level, well below the 40% proposed by 
the EU 2020 strategy (Figure 2.3).

These changes in the higher education policy and, consequently, in higher 
education have formed and continue to impact the force field in which Hungarian 
higher education academics work.
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Figure 2.1:  The population aged 18–22 and the number of students and academic staff in 
Hungarian higher education from the regime change until today.
Source: Higher education statistics from the Office of Education and data from the Central 
Statistical Office.
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Figure 2.2:  Gross enrollment rate of higher education in Hungary and the EU and OECD 
average.
Source: Author’s editing based on the World Bank database.
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2.  �The Characteristics of Academics in
Hungarian Higher Education

From the data presented earlier (Table 2.1 and Figure 2.1), we can see that the 
number of academics has not moved in line with the student population since 
2005 (while between 1990 and 2004, there was a robust positive correlation of 
(+0.9752) between the number of students and academics. The period of 2005 
and 2022, however, saw a weak negative correlation of (–0.3135). Between 1997 
and 2004, the number of academics increased by just over a third (6.5 thousand), 
followed by a decrease of around 15% (3 thousand). Between 2012 and 2022, 
there was an increase of almost 28% (6 thousand people). The student-academic 
staff ratio increased from 5.9 in 1990 to 17.9 in 2006 and then decreased to 10.4 
in 2022 (Figure 2.4).

Looking at the trend in the number of academics more closely, we can see 
that it correlates with three main factors. There is a relatively strong negative 
correlation with the number of institutions (–0.7338) and a similarly significant 
positive correlation with the number of faculties (+0.7700) and the student 
population (+0.7221). The increase in the number of academics until the early 
2000s was quite clearly related to the increase in the number of students. The 
subsequent decline in the number of academics is understandable as it coin-
cided with a decline in the student population and a significant integration into 
state institutions in 2000, leading to a cutback in the number of universities. 
The reduction in budget support following the government change in 2010 
further exacerbated the downward trend. Since 2015, however, the number of 
academics has increased again, probably due to the higher education strategy 
formulated at that time, which aimed to develop higher education in certain 
areas (teacher training and STEM), and the budgetary conditions have also 
improved somewhat.

Assuming that the teaching load can be compared over the period, we can 
conclude that the teaching load tripled by 2006, and, despite the increase in 
teaching staff, it was still about twice the level of 1990, even in 2022.

Looking at the international data on student-academic staff ratios for OECD 
and EU countries between 1990 and 2017, we see that the average of the 39 
reporting countries9 is just over 14. Hungary’s data for the last decade was more 
favorable than this—thanks to the policy limiting the number of students in 
higher education during this period.

9	 Data calculated based on World Development Indicators from the World Bank.
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Figure 2.4:  Development of academic staff and student-academic staff ratio in Hungarian 
higher education, 1990–2022.
Source: Higher education statistics of the Education Office and data from the Central Statistical 
Office.

The analysis of the age distribution of academics in higher education (Table 2.2) 
shows that the Hungarian teaching staff in higher education is older than the 
average in developed countries. Nevertheless, Hungary is in the middle range in 
terms of age composition. In 2021, Hungary ranked 21st among the 30 OECD 
reporting countries for those aged 30–49 and 16th for 30–39 years. In the same 
year, Hungary ranked 16th out of the 30 reporting countries for those under 30 
and 15th out of 30 for 50 years and over.

Table 2.2:  Distribution of academic staff working in higher education by age

Less than 30 years 
old

Between 30 and  
49 years old Over 50 years old Total

Hungary
OECD 

average Hungary
OECD 

average Hungary
OECD 

average Hungary
OECD 

average

2013 5.6 9.0 53.7 51.0 40.7 40.0 100 100
2015 4.5 8.9 54.0 50.7 41.5 40.4 100 100
2017 6.1 8.9 53.5 51.1 40.4 40.0 100 100
2019 5.7 8.6 54.5 51.6 39.8 39.8 100 100
2021 5.6 8.3 53.7 51.2 40.7 40.4 100 100

Source: OECD.
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In higher education, the proportion of women among academics is increasing in 
parallel with massification. In terms of national data, we see a similar trend in  
Hungary (with a correlation of (+0.5778) between the number of students and 
the proportion of women in the case of Hungarian data). However, there is a 
non-insignificant fluctuation10 (Figure 2.5). In 2020, Hungary ranked 80th among 
144 reporting countries with a share of 41.5% of female academics in higher edu-
cation, which was significantly lower than in the case of the leading countries.
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Figure 2.5:  Percentage of women among academic staff in Hungary.
Source: World Bank database.

3.  �Employment Rules for Academics Working in
Higher Education

Before the Second World War, academic qualifications were a privilege of uni-
versities. One consequence of the Soviet-style transformation of universities was 
the separation of research and academic qualifications from universities. In 1951, 
a decree with the force of law11 stipulated that “as a first step in systematically 
ensuring scientific succession following the example of the training of the lead-
ing scientific cadre in the Soviet Union,” the academic title of the Candidate of 

10	 The reason for the increase after 2016 is probably that family-friendly measures were 
strengthened in the government’s higher education strategy (Polónyi & Kozma, 2020).

11	 Decree-Law No 26 of 1951 and Ministerial Council Decree No 184/1951 (X. 16).
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Sciences should be introduced for novice researchers, since “the previous degrees 
(old-style doctorate, private academic) do not adequately contribute to raising the 
general level of our scientific life.” The decree set out that the Hungarian Academy 
of Sciences would award the degrees of Doctor of Sciences and Candidate of 
Sciences through a Scientific Qualification Committee. The legislation also stated 
that the committee would review the scientific work of former title-holders at 
their request to determine whether they were eligible for the Doctor of Sciences 
or Candidate of Sciences degrees. Thus, in 1951, the scientific qualification became 
centralized and at the same time it was used as a tool for cadre selection, serving 
the establishment and selection of a scientific elite loyal to the “the party and the 
government” (Polónyi, 2018).

The Scientific Qualification Committee and the Hungarian Academy of 
Sciences played this role until the fall of communism. Moreover, even after 
that, at least to a small extent, since the 1993 Higher Education Act, which 
restored the right of universities to award Ph.Ds. and degrees, it allowed the 
Academy to retain the rights associated with the Soviet system of awarding doc-
torates (“senior professorship”). It was indeed renamed the “Doctor of Sciences” 
(but its holders also retained their lifelong, non-performance-related honorary 
degrees),—and this is still the case today, in the first quarter of the twenty-first 
century (which, except for one or two post-socialist countries, is very different 
from international practice). It should be added that one of the reasons why 
it took three years for the first law on higher education to be introduced into 
Parliament after the change of regime was the veto of the Academy, which had 
long wanted to keep the academic qualification for itself and would have insisted 
on the exclusive right to award doctorates.

The first law on higher education after the change of regime (Act LXXX of 
1993) stipulated that universities had the right to provide doctoral education 
and to award doctoral degrees (Ph.D.), to develop and implement the habilita-
tion12 procedure.13 The law established the National Accreditation Committee,14 

which had the right to decide which disciplines and fields of study a university 
could provide doctoral education and award doctoral degrees (Ph.D.). The law 
also stated that universities and colleges might establish academic researcher 

12	 Habilitation is the highest post-Ph.D. (doctorate) degree awarded by the university, rec-
ognizing that the lecturer is ready to teach at university level (habil for short) <https://
jelentese.hu/idegen-szavak-szotara/habilitacio> 

According to the Higher Education Act: habilitation is an institutional recognition of 
teaching and lecturing ability and academic achievement.

13	 Act LXXX of 1993, § 3.
14	 Act LXXX of 1993, § 80.
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statuses for university and college professors, associate professors, assistant 
professors, assistant lecturer, language, sports, art and college teachers, and 
other teaching and scientific research posts.15

The law also stipulated that university professors had to hold a doctorate 
(Ph.D.), a master’s degree and a habilitation and that associate professors have 
a doctorate (Ph.D.) and a master’s degree. University professors and associate 
professors must also have demonstrated through their teaching, scientific, and 
artistic activities that they could supervise the academic, scientific, and artistic 
work of students, doctoral candidates, and teaching assistants and that they could 
give lectures in a foreign language.16 University professors were appointed or 
dismissed by the Hungarian President of the Republic on the recommendation 
of the Minister of Education, who acted on a proposal from the institutional 
council (senate) (or, in the case of a non-state university, the maintenance body).17

According to the 2000 and 2003 amendments to the law, before suggesting a 
professor, the university was required to obtain the opinion of the Accreditation 
Committee on the candidate and, taking this into account, submit it to the 
Minister.18 The appointment of an associate professor was made by the rector after 
the senate gave its opinion. University and college assistant professor and assistant 
lecturers were appointed for a fixed term of up to four years. Appointments of 
university and college assistant professors could be renewed twice, while those 
of assistant lecturers could be extended once. Although the law did not explicitly 
require it, it was generally the case that teaching assistants were required to start 
their doctoral studies by the end of the four years, and assistant professors had 
to pursue their ongoing doctoral studies.19 Employees of state institutions were 
considered civil servants. A salary scale determined their remuneration compared 
to the basic salary of a university professor. The salary scale was determined by 

15	 Act LXXX of 1993, § 13.
16	 Act LXXX of 1993, §§ 17–19.
17	 In the case of a college professor, the requirements are similar—except habilitation—and 

the appointment authority rests with the Prime Minister.
18	 According to the amendment, the following point j) shall be added to paragraph (2) of Article 

81 of the Higher Education Act: [(2) The MAB shall issue an opinion at the request of the 
Minister of Education, the FTT or a higher education institution] “j) on the appointment 
of university or college teachers pursuant to paragraph (4) of Article 17 or paragraph (2) of 
Article 18.”

19	 Section 6 of Act XXXVIII of 2003 amended Section 14 (2) of the Higher Education Act of 
1993 in the sense described above.
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the country’s annual central budget law.20 The 2003 amendment introduces a 
mandatory retirement age of 70 for university professors.21

The Higher Education Act of 2005 (Act CXXXIX of 2005) essentially failed 
to make much difference. In the case of university professors, it added the 
requirement of international recognition to the previous requirements. The law 
extended the requirement of public competition to the positions of assistant 
professors and teaching assistants. It consolidated the above-mentioned practice 
that the commencement of doctoral studies was a prerequisite for employment 
as a teaching assistant, and the establishment of a doctoral relationship was a 
prerequisite for employment as an assistant professor. It also tightened their 
employment conditions by stipulating that academics who had not obtained 
an academic degree within twelve years of their employment could not be 
further employed.22

The effective Higher Education Act of 2011 (Act CCIV of 2011), which entered 
into force, introduced a number of innovations. Among other things, it stipulated 
that granting the right to use the title of university professor did not have the 
effect of establishing or terminating an employment relationship. The employment 
relationship of a college or university professor could be established or terminated 
by the rector, who exercised the authority of an employer in the higher education 
institution.23 In other words, the Hungarian President’s appointment of a uni-
versity professor essentially became an (academic) title. It did not automatically 
entail the employment relationship of a university professor.24 The conditions 
for appointment as a university professor now included a stronger emphasis on 
international recognition requirements and the obligation to publish in a foreign 
language. The regulation allowed for the dismissal of academics who failed to 
fulfill the requirements of the position.

20	 Act XXXV of 2004 defined the term “university professor I.” which is also the salary base 
for university staff. At that time, a table was added to Annex 2 to the Public Servants Act 
(Act XXXIII of 1992), which sets the salaries of university teachers in relation to the salary 
of “university teacher I.”

21	 Article 7 (1) of Act XXXVIII of 2003 amended Article 17 of the Higher Education Act of 
1993 so that the President of the Republic shall exonerate a university professor if he or 
she has reached the age of seventy.

22	 Act CXXXIX of 2005 § 91.
23	 Act CCIV of 2011, § 27.
24	 Therefore, a university lecturer employed under a contract at one university, does not 

automatically become a university professor when he or she moves to another university. 
It is at the discretion of the universities to decide whether a university professor appointed 
by the President will be employed as a university professor.
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In line with the aims of the Hungarian higher education policy, the Act and 
its 2014 amendment significantly reduced the financial autonomy of higher edu-
cation institutions. It introduced the chancellor system, which meant that the 
Prime Minister appointed a ‘chief manager’ to oversee the economic decisions of 
key institutions. The appointed official had exclusive authority over all economic, 
financial, and personnel policy decisions, radically reducing the powers of the 
senate and the rector (Kováts, 2023, Kováts & Zsátku, 2023).25 The composition 
of the accreditation committee was also radically changed to ensure that the gov-
ernment appointed the majority of delegates.26 The law diminished the powers of 
the committee by making it possible to bypass the opinion of both the university 
senate and, consequently, the accreditation committee. This was achieved by 
allowing proposals for the appointment of university professors to be made by 
the Hungarian Academy of Sciences in the case of academic appointments, the 
Hungarian Academy of Arts in the field of the arts, and the Hungarian Olympic 
Committee in the field of sport.27 (It should be added that the intervention of 
the Minister of Education was also quite common.)

It is essential to mention that considering or ignoring the opinion of the 
Accreditation Commission has been a critical point in the procedure almost since 
the introduction of the Accreditation Commission’s power to qualify university 
professors was introduced in 2000. In the case of the Minister of Education, we 
find more than one case in which the Accreditation Commission, despite its neg-
ative recommendation, referred a candidate for a university professorship to the 
President of the Republic. It is noteworthy that the decisions of the Accreditation 
Commission were subject to pressure from various institutional, professional, 
and political lobbies, which the Commission had never really been able to resist 
since its creation. The extent to which university autonomy was violated by the 
Accreditation Commission’s interference in personnel matters was still a matter 

25	 Section 19 of Act XXXVI of 2014 adds a new section to the Higher Education Act of 
2011, which reads as follows: “Section 13/A (1) In a public higher education institution, 
the Chancellor shall be responsible for the operation of the institution.” The Chancellor, 
appointed by the Prime Minister, does not have to consult the Senate or the Rector. Then, 
Act CXXXI of 2015 clearly delimits the powers of the rector, the senate and the chancellor, 
resulting in a significant reduction of autonomy in institutional self-governance.

26	 Act CCIV of 2011, § 71.
27	 The 2014 amendment of the Higher Education Act (Act XXXVI of 2014) introduced the 

possibility for the Hungarian Academy of Sciences, the Hungarian Academy of Arts and 
the Hungarian Olympic Committee to propose to the President of the Republic of Hungary 
the appointment of a university professor, bypassing the Senate of the higher education 
institutions.
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of debate, as was the extent to which the Minister’s similar interference, or over-
stepping his role as a mere postman, was also unlawful.

A crucial innovation of the 2011 Act was the regulation of working hours.28 
According to this law, academics were obliged to devote the following time (aver-
aged over two consecutive academic semesters) to lectures, seminars, exercises, and 
consultations for the preparation of students, depending on their classification.

	∙ at least eight hours per week for university or college professors,
	∙ at least 10 hours per week for associate professors,
	∙ at least 12 hours per week for assistant professors and teaching assistants.

Academics were required to devote at least twenty percent of their working 
time to academic research and perform all duties related to the operation of the 
higher education institution, which required the expertise of the academic, as 
determined by the employer.

The latest development is that in 2020, the conservative government reorga-
nized the vast majority of state higher education, 22 institutions (excluding five 
universities, all state institutions) into a public foundation (officially known as a 
“public trust for the performance of public tasks”).29 The government appointed 
separate five-member boards of trustees for each university, known as “model 
changers,” above the senates and rectors, thereby eliminating their autonomy. 
These boards of trustees (loyal to the government) were empowered to make 
decisions on all matters relating to assets, finances, management, human resources, 
research organization, and educational content. The government privatized 
and brought the major part of public higher education under political control. 
Consequently, the civil service status of those employed in these universities 
was abolished and replaced by employment in the labor market. The employees 
of the reorganized universities lost the advantages of civil service employment 
(the stability and predictability of employment, the legally guaranteed—albeit 
relatively low—salary) and were placed in labor market employment that is more 
vulnerable to the will of the employer.30

However, as a result, academics at the “model-changing” universities received 
a relatively substantial pay rise. However, their pay was linked to a detailed 

28	 Act CCIV of 2011, §26.
29	 First, Act XIX of 2019 placed Corvinus University in public foundation status, followed by 

Act LXXV of 2020 and Act LXXXV of 2023, which placed all but five (22 in total) universities 
and universities of applied sciences in public foundation status.

30	 For a comparison of public employee and labor market employment, see: (Jakab et al., 
2020).
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performance evaluation system, including standardized requirements and mea-
surements of teaching, educational organization, research and publication activ-
ities. Meanwhile, staff at the remaining state universities remained employed as 
civil servants.

4. � Some Characteristics of the Structure of the  
Academic Staff in Higher Education

Before turning to the situation of the academic staff in Hungary, it is worth 
pointing out that there is a relatively modest literature on this issue in Hungary. 
However, there is a relatively large number of international publications. To men-
tion just a few, the work of the renowned labor economist Ehrenberg (Ehrenberg 
& Zhan, 2005) should be highlighted. A similar analysis is provided by (Bettinger 
& Long, 2004). A relatively recent work is an analysis by the Higher Education 
Policy Institute (Odgen, 2023).

Turning to the situation of Hungarian higher education academics, the num-
ber of academics in Hungarian higher education has shown a pronounced fluc-
tuation trend since the change of regime (Figure 2.1). Looking at the different 
job categories, we can find that the oscillation trend is also reflected here. It is 
striking that while the total number of academics employed in higher educa-
tion has more or less stagnated since 2005, the proportion of academics in each 
category—especially university and college professors—has fallen, while the 
proportion of academics in other categories31 has risen. Notably, the number 
of university and college professors fell by two-thirds between 2005 and 2020 
(Table 2.3, Figure 2.6).

There has been no analysis of the decline in the number of university and 
college professors, but the drop is likely due to several factors. One is the conse-
quence of demographic processes, as those born at the demographic peak in the 
1950s reached retirement age in the 2020s. Another factor is the cut mentioned 
above in higher education funding in 2011, which meant that universities hired 
fewer new professors at universities due to a lack of resources rather than replacing 
retiring professors. The stricter requirements for university professors mentioned 
in the law (international recognition, high-level foreign language publications) 
also played a noticeable role.

31	 The increase is due to the reclassification in 2011 of teachers from university-based training 
schools as employees of higher education institutions.
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Table 2.3:  Structure of academic staff in Hungarian higher education

University 
and college 

professor

University 
and college 

associate 
professor

Assistant 
professor

Assistant 
lecturer and 

teaching 
assistant

Other  
lecturer 

and 
teacher Total

2000 2999 5196 5387 3517 5775 22874

2005 3224 5870 5506 3756 4832 23188

2008 3239 5892 4933 3638 4773 22475
2012 2851 5604 4305 3229 4566 20555
2016 2320 5266 4176 2935 7721 22418
2020 2100 5335 4301 2781 8994 23511
2020/2005 65% 91% 78% 74% 186% 101%

Source: Author’s calculation and editing based on data from the National Employment Service 
and the Central Statistical Office.
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Figure 2.6:  Changes in the number of academic posts in higher education 2000–2020.
Source: Education Office statistics on higher education, and Statistical Information on Higher 
Education 2000/2001 and 2005/2006 based on own editing.

Another probably fundamental factor is the salary. The guaranteed salaries of 
civil servant academics in higher education are determined based on the ratios 
projected onto the salary base of university professors at grade 1 as defined in the 
Budget Act. The salary base of university professors at grade 1 in the Budget Act was  
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437,300 HUF/month from 2009 to 2016, then 528,000 HUF/month in 2017, and 
554,400 HUF/month in 2018, which remained the same in 2023 (despite an inflation 
rate of over 30 percent between 2018 and 2022). It is about half the monthly income of  
a 40–49-year-old unit manager in industry or public administration and a third  
of the monthly income of a unit manager in a financial institution. The salaries of 
assistant professors and assistant lecturers are even lower than those available in 
the non-university labor market. (This situation has changed in the case of “model- 
changing” privatized universities, where salaries have been increased by around 
70–80 percent as an incentive to compensate for the loss of institutional autonomy).

5. � The Living Wage of Academic Staff With Scientific 
Qualifications

The situation of Hungarian academics raises the question of how profitable 
an academic career is and whether it is worthwhile to obtain a doctorate. 
International research indicates a favorable return on investment in doctoral 
education, especially in developed Western countries. An analysis of 2009 data 
in the United States found that individuals with a doctorate earned about 
22 percent more than those with a master’s degree (Carnevale et al., 2011). A 
similar study conducted in the U.K. (Britton et al., 2020) found similar results. 
It revealed that the pay advantage of doctorate holders over master’s graduates 
(taking into account average salaries) was evident for men in their late thirties 
and women in their early thirties compared to master’s graduates (taking into 
account average salaries) (Britton et al., 2020, p. 27, Figure 2.6).

Hungarian analyses (Polónyi, 2022) of the careers of doctoral graduates in higher 
education teaching and research show that the highest salaries in academic employ-
ment are at the end of the career, similar to the public sector, where earnings 
tend to increase with the age of the employee. According to Hungarian data, the 
earnings of graduates working in the business sector are characterized by a peak 
in earnings at the end of their 30s—in the mid-2010s. (Figure 2.7.) It can also be 
seen that the earnings of graduates working in the academic sector are the lowest 
in this period—under the age of 37—compared to all graduates in the education 
sector. Essential to note that the monthly earnings of academic graduates in the 
academic sector remain below those of university graduates in both the public and 
business sectors until around their late twenties and early thirties. Those with a 
doctorate working in the academic sphere roughly reach the average salary of all 
graduates in the national economy at the end of their forties, and in their early to 
mid-fifties they catch up with university graduates working in the business sphere. 
This situation is not conducive to attracting the best people into academia.
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Figure 2.7:  Average total monthly earnings of university graduates and academic staff by 
age (HUF/month) in 2016.
Source: Author’s editing based on data from the National Employment Service and the Central 
Statistical Office.

International comparisons (Table 2.4) of the earnings ratios between different 
categories of academics show that the domestic ratios between full professors 
and associate professors were broadly in line with international practice, while 
the earnings ratios between assistant professors and assistant academics were 
below the international practice.

The financial situation of university graduates was much more clearly 
reflected in the development of lifetime earnings than in monthly earn-
ings. We examined lifetime earnings using discounted cumulative earnings 
with Hungarian wage data. The data showed that the lifetime earnings of 
young people entering academia after a doctorate were below the average 
lifetime earnings of all university graduates in the national economy and 
only slightly above the average lifetime earnings of public sector graduates  
(Figure 2.8).
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Table 2.4:  Salary ratios of academics’ degrees in higher education (Data around 2015–16)

Professor
Associate 
professor

Assistant 
professor

Assistant 
lecturer

United Kingdom 1 0.5
Germany 1 0.8 0.71
Sweden 1 0.73 0.61
Switzerland 1 0.93
Denmark 1 0.76 0.66
Netherlands 1 0.8 0.53
France 1 0.73
Belgium (Fl) 1 0.68 0.6
Finland 1 0.69
U.S.A. 1 0.78 0.69
Canada 1 0.78 0.62
Hungary 2016 (according to 
legal classification) 

1 0.76 0.52 0.38

Hungary 2016 (according to 
total earnings)

1 0.7 0.5 0.4

Source: Author’s calculation based on international data <https://academicpositions.com/
career-advice/professor-salaries-from-around-the-world>.
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Figure 2.8:  Cumulative lifetime earnings based on 2016 data with a discount rate  
of 2 percent (million HUF).
Note: During the five years of doctoral studies, the statutory scholarship is deducted from the 
loss of earnings calculated on the basis of the average total earnings of graduates in the national 
economy for the age group.
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These data make it clear that, in the Hungarian earnings context, the loss of 
earnings associated with obtaining an academic qualification and the financial 
opportunities related to starting an academic career were significant disadvan-
tages in the development of lifetime earnings. In terms of education economics, 
therefore, obtaining a Ph.D. in Hungary seemed to pay off only for those uni-
versity graduates who, without the academic qualification, would have found a 
job in the budgetary sector. It was far from rewarding for those who would have 
found a career in the competitive sector (business sector). It is noteworthy that 
these analyses referred to doctorate holders working in public higher education 
institutions, whereas higher salaries in private or privatized higher education 
and research institutions might have been more favorable for those concerned.

6. � The Shortage of Scientific Researchers— 
Doctoral Students

The number of young researchers, that is, doctoral students, is crucial for 
future scientific and innovative results. According to UNESCO 2015 data, 
there were 2.9 million doctoral students worldwide in 2015, and this number  
was expected to increase by 14 percent to 3.3 million by 2020. Almost a quar-
ter of this total is concentrated in the United States and China. However, the 
ranking of the top 20 countries with the highest number of doctoral students 
has changed since 2000. The US dropped to second place behind China, and 
India moved up to third place. It can also be seen that while eight European 
countries (including five EU member states) were in the top twenty in 2015, 
only six European countries (including three EU member states) remained in 
there. Two European countries (Poland and Italy) and one African country 
(Egypt) dropped out of the top 20 and were replaced by one Asian country 
(Malaysia), one South American country (Mexico), and one African country 
(Morocco) (Table 2.5).

A radically different position is obtained when the countries are ranked accord-
ing to the number of doctoral students per 100,000 inhabitants (right-hand side 
of Table 2.5). In this ranking, the US was only 28th in 2015 and 38th in 2020, 
while China was 76th and 78th, respectively. It is also striking that 15 of the top 
20 countries in 2015 and 2020 were European (and within them, 11, i.e., 10 EU 
member states). Hungary is in a worse position than 40th in both rankings.

However, the number of doctoral students per 100,000 inhabitants 
seems to be a co-variable with scientific performance. If we examine the 
relationship between the number of doctoral students per 100,000 inhab-
itants and the number of international publications per 1,000 inhabitants 
(taking into account all internationally published documents between 1996 
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and 2018) for the fifty most developed countries32 we observe a relatively 
close correlation. We find a reasonably strong (+0.7257) and significant cor-
relation between the specific number of Ph.Ds. and the specific number33  

of international publications. (See Polónyi, 2023b) for more details).
Evidently, doctoral students form the foundation of future academics 

and researchers in higher education. If this foundation is weak, the human 
resources for the country’s higher education and research may be at risk.  
It is feared that Hungary may be facing this danger.

Table 2.5:  Ranking of countries by world share of doctoral students and number  
per 100,000 inhabitants

Share of all doctoral students worldwide Ph.D. students per 100,000 inhabitants

    2015     2020     2015     2020

1 U.S.A. 13.6% 1 China 13.4% 1 Finland 362.6 1 Liechtenstein 492.8

2 China 11.1% 2 U.S.A. 10.1% 2 Liechtenstein 305.2 2 Macao 446.6

3 Germany 6.8% 3 India 6.1% 3 Switzerland 286.1 3 Finland 333.7

4 Russian 
Fed

4.2% 4 Germany 5.5% 4 Austria 278.4 4 Switzerland 300.4

5 India 4.1% 5 Iran 4.4% 5 Greece 264.9 5 Greece 291.3

6 U.K. 3.9% 6 Türkiye 4.1% 6 Australia 241.4 6 Germany 219.8

7 Brazil 3.5% 7 Brazil 3.7% 7 Germany 240.2 7 Austria 213.2

8 Iran 3.2% 8 U.K. 3.3% 8 Czechia 233.1 8 Australia 212.1

9 Türkiye 2.7% 9 Spain 2.8% 9 Estonia 220.7 9 Portugal 209.8

10 Japan 2.5% 10 Russian Fed 2.7% 10 Sweden 218.0 10 Czechia 197.8

11 Korea Rep 2.5% 11 Japan 2.4% 11 Macao 202.8 11 Spain 195.6

12 France 2.4% 12 Korea Rep 2.4% 12 New Zeal. 191.4 12 New Z. 192.1

13 Algeria 2.3% 13 Algeria 2.2% 13 Portugal 186.4 13 Sweden 181.9

14 Australia 2.0% 14 France 2.0% 14 Denmark 174.9 14 Ireland 178.4

15 Canada 1.8% 15 Canada 1.7% 15 Ireland 174.5 15 Estonia 173.2

16 Poland 1.5% 16 Australia 1.6% 16 U.K. 173.2 16 Norway 171.7

17 Egypt 1.5% 17 Mexico 1.5% 17 Algeria 169.7 17 Algeria 171.4

18 Malaysia 1.3% 18 Indonesia 1.5% 18 Slovak R. 167.2 18 Iran 168.9

32	 Number of OECD, EU27 and G20 countries combined until 2018. 
33	 Author’s calculation based on data from Elsevier’s reference search database Author’s 

calculation based on data from Elsevier’s reference search database.
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Share of all doctoral students worldwide Ph.D. students per 100,000 inhabitants

    2015     2020     2015     2020

19 Italy 1.1% 19 Malaysia 1.4% 19 Iceland 156.9 19 U.K. 164.2

20 Spain 1.1% 20 Morocco 1.1% 20 Canada 147.2 20 Türkiye 163.0

                       

53 Hungary 0.2% 49 Hungary 0.3% 28 U.S.A. 123.1 38 U.S.A. 102.1

                       

            47 Hungary 73.4 42 Hungary 96.6

                       

  World 2.9 
mill.

  World 3.3 
mill

76 China 23.4 78 China 31.7

Source: Author’s calculation based on UNESCO database.

Summary
Hungary’s higher education system has undergone a period of intense develop-
ment in an attempt to move away from the constraints of state socialism and 
toward mass education. However, this massification was halted in the 2010s, and 
was replaced by an elitist, recruitment-restrictive higher education policy that 
has led to one of the lowest rates of young graduates in the EU. These changes 
in higher education policy and higher education in its wake have created and 
continue to create the force field in which Hungarian academic staff works. As 
a result of the decline in the student population due to the cutbacks in higher 
education, which has not been accompanied by a similar decline in the num-
ber of academics (although their number has declined), the student-academic 
staff ratio in Hungarian higher education has remained relatively low over the 
past decade. The age distribution of teaching staff in higher education is in the 
international middle range.

The traces of the post-war communist reorganization of the Hungarian 
scientific qualification system are still visible today. They are manifested in the 
Hungarian system of scientific qualification in that the Academy has retained 
some elements of the Soviet system of scientific qualification and has sought to 
position its doctoral degree above the doctoral degree awarded by universities. 
Although this hierarchical positioning is not explicitly stated in the laws, it 
can be observed in the practices of particular institutions.

The Hungarian Higher Education Act regulates the academic qualification 
and performance requirements for teaching posts in detail (university pro-
fessor, associate professor, assistant professor, assistant lecturer), and these 
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requirements have become more stringent over the past decade and a half, 
in line with the elitism of higher education policy. As a result, the number 
of university professors has fallen significantly. Nevertheless, there are other 
factors behind this decline, in particular, low levels of funding.

In the context of Hungarian earnings, the lifetime earnings of doctoral gradu-
ates entering higher education teaching and research are significantly lower than 
those of graduates working in the business sector. Our data analysis shows that 
the loss of earnings suffered during doctoral studies, the modest starting salaries 
and the low early earnings of those who choose a career in higher education 
teaching and research are significant disadvantages in terms of lifetime earnings. 
This situation is not conducive to attracting the best people into teaching and 
research careers in higher education. The data also show that Hungary does not 
perform well in the international comparisons of the number of doctoral students.

Further analysis of the employment and earnings of academics in higher edu-
cation is also essential in the domestic context because, as (Ehrenbeg & Zhang, 
2005) point out, academics’ employment conditions affect both graduation rates 
and doctoral training.

Finally, it is worth mentioning the findings of another analysis. A 2018 study 
conducted among young researchers and academics at universities and research 
institutes highlighted several factors that could prevent higher education and 
research and development in Hungary from serving the country in the best 
possible way regarding intellectual and material capacities (Alpár et al., 2018). 
Some of these factors include low incomes, career abandonment, emigration, 
rigid and hierarchical institutions, lack of transparency in grant applications, 
disadvantages for women and those with families, limited access to foreign 
connections and exchange experiences, infrastructure problems, and the lack of 
advocacy for young academics and researchers (Alpár et al., 2018).

For the future of Hungarian higher education, it would be essential for higher 
education policymakers to reconsider the position of academics and address the 
factors that hinder progress.
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ABSTRACT
The study presents an original synthesis of multi-layered data on academics in higher  
education (HE) in Slovakia, as existing sources (international and national reports)  
provide only partial insights. It begins with a historical context of HE in Slovakia—a former 
communist country—and continues with a comprehensive perspective on the current state 
of academics, giving evidence of the impact of post-Marxist legacies on current HE trends 
in post-communist Europe. After a description of reformed HE legislation, trends in student 
enrollment and attainment, the study presents characteristics the structure of academics 
by age, gender, academic degrees and seniority,—their ratio to HE students and, finally, the 
financial conditions under which academics perform their work are described. The research 
is based on a content analysis of international and national statistics, Slovak legislation and 
academic studies. Since it includes international data (primarily on Visegrád Four, OECD 
and EU countries), it allows for a comparative overview of the recent development of HE 
in post-communist countries. The authors highlight major challenges faced by Slovak ac-
ademics: increasing demands for the development of global competencies, integration of 
students with special educational needs, and a more inclusive HE, as well as an increasingly 
internationalized HE environment.

Keywords: higher education, academics, institutions, Slovakia, students, ratio, salaries

Introduction
The aim of this study is to provide an original, comprehensive overview of 
data related to the profession of HE1 academics in the Slovak Republic.2 It 
focuses on the typical characteristics of academics in their wider historical,  
legislative, organizational and academic-pedagogical contexts, which directly 
influence their work performance. The study presents national and some inter-
national data on academics in Slovakia, including the ratio of academics to HE 

1	 In this study, we use the term “higher education” instead of “tertiary education.” The data 
presented here on Slovak HE does not include ISCED level 5 (short cycle HE programs). It 
only includes levels ISCED 6 = bachelor’s degree or an equivalent tertiary education level, 
ISCED 7 = master’s degree or an equivalent tertiary education level and ISCED 8 = Doctoral 
degree or an equivalent tertiary education level. The reason is that the numbers of students 
in ISCED 5 are very small (2 800 in Slovakia in 2016/17II?). We also use the term “higher 
education” as a synonym for university education.

2	 The official name of the country is the Slovak Republic, which we use in the article when 
referring to official names of institutions or documents. In all other cases, we use the 
commonly used name, Slovakia.
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students and the distribution of academics by age, gender, and seniority. It also 
describes the financial conditions and current challenges faced by academics 
in Slovakia.

The study is based on four types of data sources which were analyzed, com-
pared and synthesized in the form of tables or graphs:

	∙ International statistics (World Bank, OECD, UNESCO, European Commission, 
European Education and Culture Executive Agency);

	∙ Official national statistics from the Statistical Office, Ministry of Education, 
Science, Research and Sport, Slovak Accreditation Agency for Higher 
Education, and Slovak Centre of Scientific and Technical Information  
(CVTI);

	∙ Laws of the Slovak Republic;
	∙ Scientific and expert studies by Slovak authors related to the topic of HE and 
academics.

Several attributes of academics required calculations across multiple levels, neces-
sitating an examination of research methodologies from various sources and 
the selection of comparable data according to established criteria (as detailed in 
the following chapters). Graphs from international organizations reveal that, in 
some countries, data were incomplete, or measurement methodologies varied in 
certain years. For Slovakia, international data were cross-verified with domestic 
official sources.

1. � The Historical Context of Higher Education in  
Slovakia After 1989

Three historical events are of fundamental importance to comprehend the state 
of HE system in contemporary Slovakia: the anti-totalitarian Velvet Revolution 
that took place in former Czechoslovakia in November 1989; the constitution of 
the Slovak Republic in 1993 and joining the EU in 2004.

The process of HE transformation in Slovakia as a newly created democracy 
followed the political and societal events, especially the abolition of the Marxist 
state ideology in 1990–1991(Kosová & Porubský, 2011). Changes in the official 
state education policy were translated into new developmental conceptions 
which directed HE (Zacharová, 2013), such as the Conception of Development 
of HE in the Regions of Western, Central, and Eastern Slovakia from 1992, 
the subsequent Conceptions of HE Development in Slovakia (until 2000 and 
until 2010), and also the National Constantine Programme of Education and 
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Training (1994). The National Programme of Education and Training in the 
Slovak Republic for the next 15–20 years (Millennium, 2001) emphasized a 
humanistic, student-centered educational paradigm, which was already well- 
established in western educational systems. The rhetoric of academics began 
to focus increasingly on promoting the holistic development of students’ 
personalities and adopting socio-cognitive and constructivist approaches. 
The transformation of HE included capitalization, globalization, economiza-
tion, unification, informatization, virtualization and internationalization. 
Academics were expected to become reflective professionals and agents of 
innovative social change.

Since the 1990s, a number of legislative changes have been introduced into 
HE by the Ministry of Education, which has been led by 17 ministers since 
November 1989. The first law on higher education, Act No. 172/1990, aligned 
with the laws of Western European democracies in terms of the degree of auton-
omy, academic rights and freedoms it provided. It liberalized the concept of 
content and organization and emphasized the self-governance of HEIs, such as 
universities. The imperative was to create a strategy for HEIs development and 
their diversification, renewing their HE staff, streamlining internal organiza-
tional structures, enhancing the role of science in relation to teaching in HEIs 
and utilizing combined sources of HEIs funding (Zaťková 2024). So, in 2002 
the Act No. 131/2002 Coll. on Higher Education came into force reassuring 
diversity of HEIs, depending on the founder (public, state and private HEIs). 
The diversification of HE in Slovakia primarily took the form of establishing 
new universities.

Although several new educational regulations have been issued and changes 
imposed on the status of academics, educational practice has not changed imme-
diately due to a significant level of inertia and conservatism in the Slovak HE 
system. The fulfillment of most of these documents has lagged behind in concrete 
implementation or has not been fulfilled at all.

After 1990, Slovak HEIs became the subject of various international audits. 
One of the first major criticisms was the low (10%) proportion of HE students 
compared to the number of secondary school graduates and the need to increase 
it to at least 30%. Several independent private HEIs were established to address 
this growing demand for HEIs. The audit in 2008/2009 showed the 49.8% share 
of secondary school graduates continuing in HE studies (Zacharová 2013, p. 259). 
The original number of 17 HEIs expanded to 23 public and state universities and 
13 private universities in 2015 (Hudoba, 2015).

In 1999, Slovakia became one of the signatory countries of the Bologna 
Process and later a partner in the European Higher Education Area (EHEA) 
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(2010). Based on the Bologna Agreement, structured HE programs began 
to be implemented in Slovakia starting from the 2004/2005 academic year: 
(1) first level—bachelor’s study programs, (2) second level— master’s study 
programs, and (3) doctoral (Ph.D.) study programs. Another major challenge 
that academics had to adapt to was the transition to the European Credit 
Transfer and Accumulation System (ECTS) assessment of students’ perfor-
mance. It became mandatory in Slovak HEIs starting from the 2005/2006  
academic year.

2.  Current Societal Context of HE in Slovakia
In accordance with Act No. 131/2002 and all its amendments up to 2023, the role 
of HEIs in building a knowledge society has been strengthened. Current Slovak 
HE legislation meets the fundamental pan-European criteria for the autonomy, 
academic rights and freedoms of HEIs and their academics.

2.1.  Current Status and Structure of HEIs
The HEIs in Slovakia are recognized as legal entities and they are categorized 
based on their funding structure, ownership and location. Public HEIs are public 
service and independent institutions founded and closed by law. They operate 
with autonomy and self-governance, overseen by self-governing bodies that 
adhere to the internal regulations of the respective institutions. State HEIs include 
military and healthcare HE institutions. Private HEIs are legally established enti-
ties, specifically established for educational and research purposes. Authorization 
for private entities to function as private HEIs is granted by the Government 
of the Slovak Republic, after the approval by the Slovak Accreditation Agency 
for Higher Education (AAHE). In Slovakia, unlike public HEIs which basically 
offer tuition-free daily studies, private HEIs charge annual tuition fees for their 
study programs, similarly to HEIs in other OECD countries (OECD 2020). On 
average across the OECD, 17% of students are enrolled in private HEIs (OECD 
2020). In Slovakia, 12% of HE students were enrolled in private HEIs in 2020. 
Top of Form Foreign HEIs provide HE in Slovakia in compliance with the 
legislature of their home country, based on the authorization granted by the 
Ministry of Education, Science, Research and Sport (MESRS) of the Slovak 
Republic (EC, 2020).

The highest number of faculties in the history of Slovakia was in 2012/2013—36 
HEIs covering 132 faculties. In 2022, there were 128 faculties (Figure 3.1). In 2023, 
HE in Slovakia was facilitated by 20 public HEIs, 3 state HEIs, 10 private HEIS 
and 6 foreign HEIs.
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Figure 3.1:  Numbers of HEIs and their faculties in Slovakia.
Source: Authors’ own processing of data from CVTI.

In 2021, the Slovak Parliament approved the current HE reforms with the 
vision of “Modern and Successful Slovakia” as part of the “Slovak Recovery and 
Resilience Plan.” It involves a comprehensive package of reforms and investments 
to be implemented in Slovak HE by 2026 (OECD 2021). On March 23, 2022, the 
Slovak Parliament approved an Act on Higher Education law that modifies Act 
No. 131/2002 Coll. on Higher Education in the area of the governance of HEIs 
(Sapała & Stanicek 2024). The objective of the reform is to improve the quality 
of administration and funding of HEIs, offer increased flexibility within HEIs, 
and foster entrepreneurial opportunities and international engagement within 
the academic community.

The system of HE study fields is administered by the MESRS of the Slovak 
Republic. HEIs have the prerogative to seek accreditation for their study 
programs by the AAHE which sets and evaluates the fulfillment of the HE 
accreditation criteria. The AAHE was established by Act No. 269/2018 Coll. 
in 2018 in response to the European Standards for Quality Assurance in 
Higher Education (ESG 2015). HEIs had to align their study programs with 
the new standards before August 31, 2022. HEIs have the right to offer study 
programs after an accredited internal system of quality assurance in place. 
HEIS regularly evaluate all their study programs on the basis of a) quanti-
tative data (number of domestic/foreign applicants, admitted and enrolled 
students, proportion of students with specific needs, proportion of outgo-
ing/incoming students and academics, quality of publications and research 
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activities of academics, structure of academic staff by age, gender and degrees 
and teaching load); b) qualitative data (feedback from students, graduates and  
employer evaluations).

2.2.  Current Trends in Numbers of HE Students and Graduates
The performance standards of academics according to the AAHE in Slovakia 
are directly related to other areas of the internal quality assurance system, pre-
dominantly those connected with HE students and graduates: (1) the criteria for 
student admission; (2) student achievements and the employment of graduates; 
(3) student support—a qualified support staff and environment related to diverse
needs of all students (providing tutoring, counseling, administrative and other
support services) at all parts of a HEI. For this reason, we consider it important
to provide some data on HE students and graduates.

In Slovakia, since 2008 the number of newly admitted HE students among 
19-years-olds has been decreasing every year. Between 2008 and 2018, the
number of full-time HE students decreased by 27.79%, and the number of
part-time HE students by 67.32%. In 2017, the median rate of enrolled HE
students among the population aged 20–24 (in the EHEA) was 16.4%. All
Visegrád Four countries Visegrád countries, including Slovakia, recorded
a lower share (15.9% in Poland, 11.1% in Slovakia; EEC 2020, p.20). However,
in 2021 and 2022, all showed a slight upward trend. This trend is also reflected 
in the ratio of the total number of HE students to the generation aged 20–24
(see Figure 3.2).
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Figure 3.2:  HE students as % of 20–24 years old in the Visegrád Four countries.
Source: Authors own processing of data from <https://ec.europa.eu/eurostat/>.
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According to gross HE enrollment—the metric used by the World Bank, mea-
suring the proportion of individuals in a specific age group enrolled in HEIs, in 
Slovakia the percentage of enrolled HE students decreased from 58% to 50.7% 
(from 2010 to 2021), whereas in neighboring Czechia as well as on average 
across OECD and EU countries, it has gradually increased. In the first decade 
of the twenty-first century, there was an overall increase of 14.8% in Slovakia 
whereas it was over 39% in Czechia (EEC 2020, p. 19). After 2011, the number 
of students enrolled in HE declined until 2019, when it saw a slight increase 
again (Figure 3.3).
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Figure 3.3:  Gross enrollment rate of HE students in Slovakia.
Source: School enrollment, tertiary (% gross)—Slovak data (<worldbank.org>).

This decreasing trend cannot be solely attributed to demographic changes. The 
second cause of the lower numbers of HEI students in Slovakia is the growing 
emigration of a large portion of young people to HEIs abroad. According to the 
most recent OECD report, in 2016, as many as 17% of Slovak HE students studied 
abroad, whereas the OECD average was 2% and the EU average was 4% (Hall 
et al. 2019). In 2020, there was a momentary increase in the number of students, 
largely caused by the pandemic and the measures associated with it which resulted 
in fewer opportunities to study abroad. The rate of female HE students has been 
constantly over 50% since 2002/2023.

The number of Slovak Ph.D. students studying in Slovakia has also decreased 
over the last 10 years, with a 34% decrease in full-time Ph.D. studies and a 27% 
decrease in part-time Ph.D. studies. The number of external foreign students 
has also decreased by 30%. However, there has been an encouraging 270% 
increase in the number of foreign full-time Ph.D. students (CVTI, statistics in 
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2015, 2021, 2022, 2023). In 2013 the ratio of Ph.D. graduates per 1000 population 
aged 20–29 in Slovakia was 1.4. There has been a downward trend going down 
to one Ph.D. graduate per 1000, which exceeds most neighboring countries 
and the EU average (0.6–0.8).

On the other hand, in most OECD countries, including Slovakia, there is 
a logical overall trend toward an increasing share of individuals with tertiary 
attainment. The OECD average proportion of 25–34-year-olds attaining HE 
increased by 21%: from 20.2% in 2000 to 41.2% in 2021. In Slovakia, this increase 
occurred at an even faster pace, rising by 28.4% points: from 11% in 2000 to 
39.4% in 2023 (Figure 3.4). In the previous decades, the proportion of graduates 
from HEIs in Slovakia used to fall far below the average of both EU and OECD 
nation. In 2017, Slovakia ranked among the six EU countries with the smallest 
percentage of individuals aged 25–34 holding university degrees.
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Figure 3.4:  The proportion of HE graduates aged 25–34 (%)—international comparison.
Source: Authors’ own processing of data from <https://ec.europa.eu/eurostat/>.

The share of HE graduates aged 25–34 in Slovakia has increased for both men 
and women (from 16% to 30% for men and from 21% to 45% for women) since 
2018. The total gender gap in favor of women with a HE degree has increased 
from 11.2% in 2013 to 17.6% in 2023. The highest gender difference reached was 
23 percentage points in 2021, the second highest in the EU (EK 2022).
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3.  Academic Staff in Slovakia
According to Act No. 131/2002 and all its amendments up to 2023, the mission of 
academics in Slovakia is to cultivate the development of a well-rounded person-
ality, along with knowledge, wisdom, ethical values and creativity in individuals. 
Additionally, they have to contribute to the advancement of education, science, 
culture and health for the benefit of society as a whole.

3.1. � The Characteristics of Academics According to Slovak Legislation
The current understanding of the status of academics in HE in Slovakia is regulated 
by the amendment to Act No.131/2002 Coll. of February 21, 2002, on HEIs and 
on its amendments (2023). In Slovakia, similar to most EU countries, academics 
in HE hold the posts of professor, visiting professor, associate professor (so-called 
“docent”), assistant professor (so-called “odborný asistent,” with Ph.D.), assistant lec-
turer (so-called “asistent”) and lecturer (so-called “lektor”). Professors and associate 
professors are responsible for research and education in their field of education and 
science, technology or the arts. They participate in guaranteeing the quality and 
development of the study program pursued by the HEI. HE professors are members 
of state exam committees, supervise Ph.D. students and review students’ theses. 
Assistant professor collaborate with professors or associate professors to fulfill 
the HEI’s tasks in the areas of education and in science. They conduct lectures 
on selected topics, lead seminars, supervise and examine theses, administer state 
exams in undergraduate and master’s programs, create study materials, provide 
consultations for students and organize field trips and professional internships for 
students. Assistant lecturers work under the guidance of professors and associate 
professors. They conduct practical exercises, evaluate students, contribute to the 
creation of study materials, engage in research, and organize scientific, professional, 
or artistic events. The duties of the lowest category of HE academic staff—lectur-
ers—include teaching that does not require active participation in research or 
development, primarily conducting exercises, evaluating students, participating 
in other educational activities and contributing to the creation of study materials.

According to the Higher Education Law, HEIs in Slovakia have the authority 
to select their academics, including all assistant professors, associate professors 
and professors, based on a selection process announced in national media. The 
employment contract with an academic may be concluded on the basis of compe-
tition for a maximum period of five years. A HE academic may have a maximum 
of three employment contracts with the HEI. In cases where an associate professor 
or professor has had three contracts or if the total time in these positions has 
reached at least nine years, they acquire the right to a fixed-term employment 
contract with the HEI as a HE academic until they reach the age of 70. In the 
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performance of their profession, all academics in HE in Slovakia are bound by a 
HEI Code of Ethics, which must be in accordance with the rules of the European 
Code of Ethics and Integrity in Research.

The Slovak Accreditation Agency (AAHE) establishes the following require-
ments for academics in Slovakia (Standards for the Higher Education Internal 
Quality Assurance System, Article 6—SAAVŠ, 2020):

	∙ The selection process for academics should be transparent, objective, well- 
documented, and aligned with the long-term mission and plans of the receptive 
HEI;

	∙ HEIs should be open enough to enable interinstitutional, intersectoral and 
international mobility of their academics;

	∙ HEIs should have a sufficient number of academics with the required quali-
fications and workload allocation, corresponding to the number of students;

	∙ academics in HE have the required qualifications to carry out both educational 
and research activities to ensure the expected learning outcomes of students 
in their study fields and thus provide for the promised level of qualification. 
The required qualifications of academics providing a study program are at 
least one degree higher than the qualifications achieved by its completion;

	∙ Academics in HE continue in their professional development and the devel-
opment of their linguistic, teaching, digital and transferable skills;

	∙ The workload of academics should ensure the quality development of the 
study program, including the processes related to the supervision and assess-
ment of final theses. Profile courses are typically provided by full-time  
professors or associate professors employed at the HEI.

Academics are required to engage in ongoing professional development. Their 
continuous education is regulated and managed by the regulations of their HEI. 
Most often they use the opportunity to develop their professional competencies 
through specialized activities at both the national and international levels, such 
as conferences, internships, and research and development projects. In Slovakia, 
they can apply for research projects through state-supported agencies (KEGA, 
VEGA, APVV), participate in Erasmus+ mobilities, respond to various research 
calls (under European Social Fund projects, Horizon 2030, etc.).

3.2.  Statistics on Academics in HE
In most EHEA countries, there was an increase in the number of academics in 
HE between 2000 and 2017 (e.g., Albania 415%, Malta 200% and in the Visegrád 
Four countries: Hungary +13.5%, Poland +11.4%). In Slovakia, there was a slight 
decrease in the number of academics (–0.1%), in the Czech Republic the decrease 
was even greater (–6.6%).
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3.2.1.  HE student-to-academic staff ratio
The overall ratio of HE students per academic staff was highest during the peak 
population years in the first decade (22.2 in Poland in 2005, 18.4 in Hungary in 
2007 and 18.9 in Slovakia in 2009). Since then, it has been gradually declining 
(Figure 3.5).
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Figure 3.5:  HE students-academic staff ratio 2000–2017 (Slovakia, Hungary, Poland).
Source: Authors’ own processing of data from the World Bank: Students-teacher ratio, tertiary | 
Data (<worldbank.org>).

In 2020, OECD statistics showed a modest difference between this ratio in 
public HEIs and private HEIs. That year, there were 15.3 students per aca-
demic staff in public HEIs, compared to 17.3 in private HEIs on average across 
OECD nations. In some OECD countries, such as Poland, the ratio in pri-
vate HEIs was even higher. In Slovakia, there were only 11 students per aca-
demic staff in public HEIs and 16 students per academic staff in private HEIs  
(Table 3.1).

Table 3.1:  The number of HE students per academic staff in 2020

HE students-academic staff ratio in 2020 Public HEIs Private HEIs

Slovakia 11.1 16
Czech Republic 16.2 16.4
Hungary 11.3 11.5
Poland 10.8 31.1
OECD average 15.3 17.3
EU22 average 14.3 17.1

Source: Authors’ own processing of data from OECD 2020: <https://www.compareyourcountry.
org/snaps/education-at-a-glance-2022/en/4579/2020>.
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In Figure 3.6, two sets of data from the Visegrád countries are compared. 
The first is the ratio of enrolled HE students within the generation of  
18-to-34-year-olds (in 2000 and 2017), and the second is the percentage change 
in the number of academics in HE between 2000 and 2017. The highest number 
of HE students was in Poland, where the ratio increased by 0.7%, from 15.2% in 
2000 to 15.9% in 2017. At the same time, the number of academics also increased 
by 11.4%. In the Czech Republic, the most notable change was the decrease in the 
number of academics (–6.6%) between 2000 and 2017, compared to the increase 
in enrolled HE students (from 9.4% to 14.1% of 18–34-year-olds). In Slovakia, 
there was a minimal decrease in the number of academics by 0.1%, while the 
student ratio rose by 2.1%. In Hungary, both the number of HE students among 
the 18-to-34-year-old peers and the number of academics increased between 
2000 and 2017—the ratio of students by 0.5%, and the number of academics 
by 13.5%—the highest growth of academics among Visegrád Four countries.
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Figure 3.6: C omparison of the % ratio of enrolled HE students (within 18–34-years-old)  
in 2000 and in 2017 as well as the % change in the number of academics between 2000 and 
2017 (Visegrád Four countries).
Source: Authors’ own processing of data from the World Bank: Pupil-teacher ratio, tertiary |  
Data (<worldbank.org>).

In Slovakia, over the last 8 years (2015–2023), the number of students in 
bachelor’s and master’s programs has significantly decreased (by 9%), as  
well as the number of Ph.D. students (by 27%) and the number of academics 
(by 9%) (Table 3.2).



83

Higher Education Academics in Slovakia

Table 3.2:  The changes in numbers of HEIs, their students, and academics in Slovakia 
(2015–2023)

All HEIs Universities Faculties

All bachelor 
and master 

students
All 

doctorands
All academics 

in HE

31.10.2023 33 128 109156 6049 8583

31.10.2022 33 128 109800 6190 8764

31.10.2021 33 128 108385 6482 8764

31.10.2015 35 129 118862 8220 9422

Source: Authors’ own processing of data from CVTI (2015, 2021, 2022, 2023).

3.2.2.  Age structure of academics in HE
The analysis of the representation of various age categories among academics 
in HE revealed that Slovakia belongs to a group of countries with a relatively 
high number of academics over 50 years old. This proportion increased from 
24.4% in 2005 to 43.4% in 2017. Large increases (higher than 17%) of the over 50 
academics can also be found in Spain, Portugal and Finland. In some countries, 
the proportion of the over 50 academics has decreased, for example, in France, 
Denmark, also in Hungary from 43.6 in 2000 to 40.4 in 2017 (EEC, 2020, p. 23).

Academics often commence their careers at a relatively advanced age owing 
to the extensive duration of their educational qualifications. In Slovakia, merely 
4% of academics are below the age of 30, a figure that falls short of the OECD 
average of 8%. Conversely, the proportion of academics aged 50 or older stands 
at 42%, surpassing the OECD average by a small margin of 2 percentage points 
(OECD 2020). The proportion of academics aged 50 or over has remained at 
40% between 2015 and 2020 in the OECD countries. In Italy and Greece, more 
than half of academics are at least 50. In one third of OECD countries, including 
Slovakia, the academic workforce grew younger over the past 5 years.

In 2020, the age structure of academic staff in Slovak HEIs in 2020 was as 
follows: academics under 30—4.2%, 30–49 years old—53.7%, over 50 years 
old—42.1%. Academic staff under 30 years old represented on average only 9% 
of academics at bachelor’s, master’s and doctoral level in OECD countries. These 
young academics usually enter academic world, either during doctoral studies 
or directly after (Table 3.3).

The age structure of academics (including HE researching academics) in 
Slovakia in 2024 is presented in Table 3.4. A comparison with Table 3.3 shows 
that, compared to 2020, the percentage of academics aged 30–49 increased in 2024 
(from 54% to 65%), while the number of academics over 50 years old decreased 
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(from 42% to 31.6%). Over the last 4 years, the academic staff at HEIs in Slovakia 
has thus become significantly younger.

Table 3.3:  Age distribution of academic staff/senior staff (OECD and Slovakia)

Age distribu-
tion of aca-
demic staff /
senior staff 
(OECD 2020) 

Slovakia
< 30 

years

OECD 
< 30 

years

Slovakia
30–49 
years

OECD
30–49 
years

Slovakia
≥ 50 

years

OECD
≥ 50 

years
Slovakia

all
OECD

all

2015 5.5 9 50 51 44.5 40 100 100

2020 4 8.4 54 51.5 42 40 100 100

Source: Authors’ own processing of data from OECD: Education at a Glance 2022  
<https://www.oecd-ilibrary.org/docserver/bb6ee273-en.pdf?expires=1708846132&id=id& 
accname=guest&checksum=E7044A226447451D9EF18DE7AE6AAB88>.

Table 3.4:  The age structure of HEI staff in Slovakia—% (2024)

Age Number of academics in HE Ratio (%)

0–29 555 3.01

30–39 7665

40–49 4371

30–49 12036 65.38

50–59 2822

60–69 2161

70 and more 835

50 and more 5818 31.60

Together 18409 100

Source: Authors’ own processing of data from Register zamestnancov vysokých škôl  
<https://www.portalvs.sk/regzam/stats/age?range=1&date=2023-12-31&day=30&month=6& 
year=2024>.

3.2.3.  Distribution of academics in HE by gender
The number females in HE academic teams has been growing since 2005 in most 
OECD countries. Among academics under the age of 30 in OECD countries, 
women make up, on average, about half of the academic workforce. In half of 
the EHEA countries, more than 45 % of academics in HE were female in 2017 
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(median = 45.2). In the EU, women also accounted for around 45% of academics 
in 2017 (EC 2020). In Slovakia the ratio of female academics increased from 38.4% 
in 2000 to 45.8% in 2017. The share of female academics increased in almost all 
EU countries (with the exception of Albania, Greece, Luxembourg and Latvia). 
It grew also in Visegrád Four countries: in Poland (41% in 2000 and 45% in 
2017) and in Hungary (38.5% in 2000 and 40.2% in 2017). In Czechia, the share 
of women among academics in 2000 and 2017 was the same (38.4%) (EC 2020, 
p. 24). In 2021, the share of females among academic staff of all ages reached 
43.1% in EU and OECD countries, and 46.6% in Slovakia (The World Bank 2023)  
(Figure 3.7).
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Figure 3.7:  Proportion of females among Academics in HE in the EU/OECD and in Slovakia.
Source: Authors’ own processing of data based on Tertiary education, academic staff (% female) | 
Data (<worldbank.org>).

3.2.4.  Primary function of academic staff
The primary role of academics in OECD countries is either teaching or research, 
or it may be both. In four EU countries, 100% of HEI academic staff must carry 
out both teaching and research. HEIs in 15 out of 21 OECD countries employ 
some academic staff only for research (24.7%—the highest percentage is in the 
Netherlands). In other 15 countries, 20–25% HEIs hire their academic staff only 
for teaching (around 20–25%, though some transatlantic countries employ a 
much higher number of staff teaching only—e.g., 64.9% in the U.S.A or 80% 
in Mexico). In Slovakia, the primary role of the majority of HEI academic staff 
is both teaching and conducting research (88.1%) and a relatively small portion 
(11.9%) are employed solely for research. This distribution of tasks of academics 
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in Slovakia differs from the situation in Poland, where 67.3% of academics par-
ticipate in research and teaching, 2.1% only in research, and almost 1/3 (30.5%) 
only in teaching, which is the highest proportion of such teaching HEI staff in 
the EU (OECD, 2020).

3.2.5.  Distribution of academics in HE by seniority level
Seniority in academia “refers to a combination of the level of competence 
and the types of tasks and responsibilities… The seniority of academic staff 
is one of the strongest determinants of contractual stability.” (OECD, 2020, 
pp. 412–413). There are four levels of seniority—junior, intermediate, senior 
and other academic staff. OECD defines junior as those who have been very 
recently recruited to start their academic career. In Slovakia, they often face 
stress and uncertainty in their position as they are usually employed on short 
fixed-term contracts or on a project basis. The intermediate encompasses aca-
demic personnel engaged in roles below the highest positions but surpassing 
entry-level positions. They are employed on more stable contracts. The senior 
has attained the highest degree or position in an academic career, and they 
often have permanent contracts with an HEI. Lastly, the “other” classification 
encompasses Academics in HE and researchers who are not following an 
academic career path and it “excludes doctoral candidates, teaching assistants 
and research assistants” (pp. 413–414). A similar situation was described by 
Aarrevaara et al. (2015).

In 2020, the academic staff in Slovak HEIs consisted of 12.0% senior, 70.8% 
intermediate, 5.3% junior, and 11.9% other personnel. The biggest academics 
group in Slovakia—in contrast to Poland and Hungary—consisted of mid-
dle-aged personnel. However, in some Visegrád Four countries, the situation 
was very different. In both Hungary and Poland, junior academics were the 
largest group (almost half of the whole academic personnel). The proportion 
of senior academics was quite similar (between 9.1 and 12%) (OECD, 2020) 
(Table 3.5).

Table 3.5:  Distribution of academic staff by seniority (% in 2020)

Academic staff (2020) Junior Intermediate Senior Other

Slovakia 5.3 70.8 12 11.9
Hungary 44.5 33.8 9.1 12.6
Poland 50.2 20.3 11.4 18

Source: Authors’ own processing of data from OECD: Education at a Glance, 2022.
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In Slovakia, the achieved level of scientific-pedagogical activity of individ-
ual Academics in HE is also reflected in their degree-level qualifications  
(“professors” and “docents”—associate professors). For the time being, professors 
at HEIs are primarily persons appointed as professors by the President of the 
Slovak Republic on the basis of a recommendation from HEIs as a result of suc-
cessful accomplishment of high scientific and pedagogical criteria, evaluated by 
the scientific councils of faculties and universities. Recently, the legislative possi-
bility to hire a person into the functional position of a docent (associate professor) 
and even a professor without these academic achievements has been increasingly 
applied. They are called “university professors” and “university docents.” The 
requirement for the third level in the academic position ranking—of assistant 
professors—is a Ph.D. degree. Assistant lecturer hold at least master’s degree.

Logically, academics with Ph.Ds. form the largest group of academic staff, 
followed by the group of docents, and finally professors. Since 2003, the number 
of professors and associate professors has been growing, while the number of 
academics with Ph.Ds. has been decreasing. This trend indicates an increasing 
level of seniority among academic staff in Slovakia (Table 3.6).

Table 3.6:  Distribution of academics in HE due to their academic degrees (Between  
2003 and 2023, Slovakia)

Academic staff 
Slovakia (%) Professors

Associate 
professors

Assistant professors 
with Ph.D.

Assistant 
lecturers

2003 13 23.49 62.46 1

2015 15.49 25.87 56.64 2

2021 16.05 29.71 52.07 2.17

2022 17 25.2 55.3 1.9

2023 17.36 34.3 45.26 3.08

Source: Authors’ own processing of data from the Slovak Centre of Scientific and Technical 
Information (CVTI) (2003, 2015, 2021, 2022, 2023).

3.3.  Current Challenges for Academics in HE
3.3.1. � Requirements for a broader range of transversal competencies  

of academics
Nowadays, academics in Slovakia must fulfill the qualification requirements in 
accordance with Act No. 131/2002 on Higher Education Institutions and Act No. 
269/2018 Coll. on Quality Assurance of Higher Education. The workload of 90% 
of academics in Slovakia involves not only research but also teaching HE students. 
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Their role is to apply the latest scientific findings from their research fields in 
their teaching, as well as insights from educational psychology, neuroeducation, 
and HE didactics, particularly focusing on the shift from content-focused HE to 
student-centered, competence-based HE.

In the legislation, there is no explicit requirement for teaching which raises the 
competencies of academics. In Czechoslovakia, there was a mandatory system for 
enhancing the pedagogical qualifications of academics in the 1970s and 1980s. 
Subsequently, this training was mandatory for academics according to Act No. 
39/1980, § 78. Currently, HEIs in Slovakia address the development of teaching 
skills of their academics in various ways, often on a voluntary basis. Academics 
are encouraged to raise their teaching competence either by individual depart-
ments or faculties, or they undertake it out of their own interest or concern about 
defending their position in future selection processes. The educational standards 
for higher education pedagogy and courses in the context of Slovakia are cur-
rently not established (Petríková and Váradyová 2019). Based on the research by 
Zaťková (2024), “not even half of the Slovak public universities are aware of the 
need to acquire and develop the pedagogical competence of university academics 
… Efforts for the support of academics in HE´ pedagogical education have been 
growing over the years and we are sure that it should be a well-established practice 
in the future of higher education.” (Zaťková, 2024, p. 179).

Since 2010, influenced by international trends, the pressure on academics to 
focus their educational activities on the development of students’ competencies 
has intensified. It concerns not only bachelor students but also master and Ph.D. 
students. In 2013, a survey conducted in Slovakia involved 2,453 HE graduates 
and other HE stakeholders. The evaluation of HE graduates’ competencies by 
employers yielded negative results, reflecting concerns about their ability to apply 
their theoretical knowledge in practical settings and to work independently 
(Vančo et al., 2016). The Centre for Scientific and Technical Information (CSTI) 
in Slovakia conducted significant research among employers entitled “Assessment 
of the readiness of university graduates for practice in selected competencies” in 
2015. A total of 2,671 business entities participated. Again, the outcomes revealed 
an unfavorable perception among employers regarding HE graduates’ implemen-
tation competence, specifically in their application of theoretical knowledge in 
practical scenarios, ability to work independently, as well as their orientation and 
discussion skills (Janková, 2015).

The widespread integration of digital technologies within HE during the first 
decades of the twenty-first century has underscored the imperative of revising 
the professional development programs for academics in HE. Specifically, there 
may be a heightened requirement for additional support aimed at fostering the 
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development of techno-pedagogical competencies among academics aged 50 
and older (OECD, 2022).

In the post-COVID era, a deeper pedagogical and psychological issue has 
emerged for HEIs: how to ensure the well-being of their HE students and aca-
demics, with a focus on creating a positive learning environment and mitigating 
the effects of isolation, such as depression, neuroses, and increased cyber threats 
(Niklová 2023). Academics are not only required to incorporate the development 
of specific professional competencies in their students on their courses but also 
to nurture so-called global competencies in all HE students, including Ph.D. stu-
dents. These general competencies are essential for employment and survival in 
the coming decades, for example: critical and creative thinking skills, the ability 
to collaborate, problem-solving, etc.) (WEF 2016). The question is whether they 
themselves possess these competencies that they are supposed to impart to the 
next generation of students.

3.3.2. � Coordinating students with special educational needs and 
ensuring an inclusive approach

According to ESG 2015 and other aforementioned documents, academics in HE 
in Slovakia must tailor their study programs to meet the needs of all students, 
aiming to facilitate the cultivation of their personalities and the shaping of their 
profiles in accordance with their abilities and strengths. The Act No 131/2002 
Coll. No. 131/2002 of the Act on Higher Education Institutions mandates the 
establishment of suitable study conditions for special education students to 
accommodate their specific study needs, without reducing the requirements for 
academic performance, as stipulated by Decree No. 458/2012 on the minimum 
requirements for students with specific needs. Slovakia is also dedicated to imple-
menting the 2030 Agenda, as endorsed by the Government Resolution of 2016. 
This commitment aims to bolster inclusivity within the education system at 
the national level and ensure equality of opportunity. This initiative is outlined 
in documents such as the National Program for the Development of Living 
Conditions of Persons with Disabilities for 2014–2020 (Ministry of Education 
and Science, 2014) and the National Programme of Education and Training in 
Slovakia for 2018–2027.

In Slovak HEIs, students with special educational needs (SEN) constitute 
only a small percentage of the HE population. Students who decide to officially 
acknowledge their SEN are registered by their faculties every year. According to 
the central registry, in 2017 there were 992 students with specific needs enrolled 
in HEIs in Slovakia. Although their numbers have more than doubled over the 
past five years, they still represent less than 1% of the total HE population in 
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bachelor and master studies. It is the lowest proportion across all levels of the 
education system (Hall et al. 2019). Inclusive education is still insufficiently covered 
in HE study programs in Slovakia, as reported in connection with HE courses 
for future teachers at lower levels of the educational system by the TALIS 2018 
survey (see Hall et al., 2019).

In Slovakia, targeted and organized institutional care for SEN students at 
their selected HEIs began in 2012/2013 with the development of the first internal 
study guide for these students, which also outlined the conditions for inclusion 
in the SEN register. Faculty coordinators for working with SEN students were 
chosen from among academics and appointed by faculty deans. In 2014/2015, 
the position of HE coordinator for working with SEN students was established. 
Additionally, student volunteers provide effective social assistance to SEN students 
and their teachers. Cooperation among all parts has been essential for increasing 
the effectiveness of SEN students’ studies.

Inclusive education places even greater demands on the competencies of aca-
demics than the integration of SEN students. The goal of the inclusive approach 
to students in HEIs is to enable each one to develop their talents and extract 
maximum value from their academic pursuits, ultimately contributing to a pur-
poseful and fulfilling professional and personal life. Investigation into opinions 
on the quality of the inclusive environment among all groups of HE students and 
academics is necessary. Understanding the attitudes of SEN students can help 
HEIs and their teachers provide a more appropriate and useful perspective on the 
current situation and contribute to improving the quality of inclusive education 
(Vlachou & Papananou, 2018).

The aim of the action research in 2017/18 was to assess the attitudes of under-
graduate SEN students toward the inclusive quality of the environment at the 
Slovak HEI where they studied. The research findings revealed that the attitudes 
of SEN students toward the quality of the inclusive environment were statistically 
significantly related to the effectiveness of the coordinator’s—HE academic’s—
work. However, not all academics in HE, despite their education and professional 
and scientific work at the faculty, possess the necessary knowledge and experience 
to effectively work with SEN students (Belková & Zólyomiová, 2021).

3.3.3.  Developing the dimension of internationalization in HEIs
In general, internationalization of HE consists of two main processes: internation-
alization abroad (approximately 10% of activities—Erasmus and other mobilities, 
international consortia of HEIs, international projects), and internationalization 
in the home environment (approximately 90% of activities—internationalization 
of study programs, focusing on global citizenship and development of the global 
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competencies of HE graduates as well as academics in HE). Based on these require-
ments for internationalization, Slovak HEIs are not sufficiently internationalized 
yet. That is also the outcome from a national survey of the opinions of academics 
and HE students in Slovakia—called To dá rozum—(Hall, 2020). It showed that 
in 2020 only around 3% of Slovak domestic students went abroad for mobility. 
Only 8% of Ph.D. graduates in Slovakia were foreigners, while the OECD average 
was 25%. In 2021, Slovak HEIs signed the strategy for the internationalization of 
HE by 2030. It aims to increase the availability of international mobility oppor-
tunities and to modernize HE in the context of internationalization (EK, 2022).

Although the total number of students in Slovak HEIs has been mainly decreas-
ing for two decades, the number of international students in Slovak HE has been 
slightly increasing. They have come from 118 different countries. They accounted 
for 5.8% of the HE student population in Slovak HE in 2013, whereas it was 
15.6% in 2022. In recent years, the largest groups of international students were 
from Ukraine (10,067), then from the Czech Republic (2,934) and other countries 
(from Russia—931, from Hungary—710, and from Germany—64) (Blanár, 2022).

Most EU states receive more students than they send abroad. In Slovakia, the 
outflow of the HE student to HEIs abroad is greater than the arrival of foreign 
students to Slovak HEIs. Most students prefer Czech HEIs (Hall, 2020). In 2020 
the results of a survey among HE students who were already studying abroad 
indicated strong motivation to leave Slovakia based on the conviction that for-
eign HEIs have a better reputation and a degree from a foreign HEI would open 
the door to better job opportunities than a degree from Slovakia (Hall, 2020). 
Figure 3.8 clearly illustrates a significant disparity in trends between Slovakia and 
other countries, with a considerably higher number of students leaving through 
Erasmus compared to those arriving in Slovakia.

The To dá rozum survey showed that, from the point of view of Slovak  
academics in HE, international mobility helps to build their relationships and 
partnerships with colleagues abroad, to expand their scientific knowledge, as 
well as to adopt innovative teaching methods (Hall et al., 2019). In particular, 
they value the opportunities that mobility brings to their Ph.D. students, that is, 
the chances to collaborate with partners from all over the world in their future 
careers, to acquire intercultural skills and to establish contacts with different 
research teams and institutions. The respondents highlighted also the variety 
of international collaboration between academics, in particular mutual inter-
national projects such as the Horizon 2020 program. The research data showed 
that academics, as well as HE students who participated in mobility, were more 
likely to be involved in the governance of their HEI than their counterparts who 
had not been abroad.
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Figure 3.8:  Net flow ratio of internationally mobile students (inbound–outbound), both 
sexes (%).
Source: Authors’ own processing of data from UNESCO <http://data.uis.unesco.org/index.aspx? 
queryid=3800#>.

Regarding the international diversity of academics in Slovakia, in 2020 less than 
6% of academics were from abroad, while at the best HEIs in the world this 
share was often around half of academics (at ETH Zurich up to 73%, at MIT 
56%, at Oxford University 48%). Within the framework of European scientific 
grant schemes (Horizon 2020), which supported the international research and 
mobility activities as well as activities aimed at developing scientific capacity, 
Slovakian teams of academics were in 24th place out of 28 in EU, behind all the 
other Visegrád Four countries (Hall, 2020).

Slovakia has made sustained efforts to develop strategies for the internation-
alization of its HEIS. However, these strategies have been only partially imple-
mented, largely due to a lack of a systematic approach and insufficient funding 
(Kupriyanova & Ferencz, 2022). The Slovak MESRS presented its draft HE inter-
nationalization strategy up to 2030 for public consultation in autumn 2021, with a 
major focus on the internationalization of study and human resources, especially 
on recruitment of international academics and researchers. According to this 
strategy, the goal is to increase the number of international doctoral students and 
academics by 15% and 10% respectively by 2030 (ibid., p. 23). In 2023, 31 HEIS 
and one consortium in Slovakia requested a total of 7,442 Erasmus+ mobilities. 
They included 4,396 student mobilities and 3,046 staff mobilities. Out of academ-
ics mobilities, 1,468 mobilities were for teaching purposes (an increase of 13.6% 
compared with 2022) and 1,578 mobilities for training purposes (an increase of 
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45.4% compared with 2022). Compared to the year 2022, the total number of 
requested mobilities increased by 703 (9%) (MŠVVM 2024).

4.  Public Expenditure on Academics’ Salaries
Public HEIs in Slovakia, similarly to other EU countries, are funded by state 
finances. Financing of academics in Slovakia is based on government expenditure 
on higher education as a percentage of Gross Domestic Product (GDP), with 
funds from the state budget in relation to annual GDP. Probably because of the 
economic crisis in 2008, public expenditure on HE decreased slightly in 17 out 
of 29 EU countries between 2004 and 2016. This is also the case of Slovakia, with 
a decrease in median public expenditure from 1.0 to 0.8% of GDP (including 
research and development) except in 2015. “The median public expenditure rel-
ative to GDP accounted for 0.95 % across the EHEA” in 2016 (EC, 2020, p. 27).

Further decrease in the share of public expenditure directed to HE was evi-
dent between 2009 and 2016, with the share of public expenditure on HE as a 
percentage of GDP decreasing in all EU countries except Estonia. The median 
annual expenditure per student in EHEA was 6,780 Euros in 2016. Over the 
previous two years public spending on HE in the other Visegrád Four countries 
increased (in Hungary from 2,938 Euros in 2014 to 3,443 Euros in 2016, in Poland 
from 3,310 in 2014 to 3,250 Euros in 2016). In the Czech Republic it rose from 
3,154 Euros in 2014 to 3,514 Euros per student in 2016 (EC 2020). In Slovakia, it 
dropped down from 4,942 Euros in 2014 to 4,593 Euros in 2016. In this respect, 
Slovakia ranks last among all EU member states.

The trend of decreased public expenditure on HE has also continued in recent 
years—2021–2022 (UNESCO data). Figure 3.9 compares government expenditure 
on HE as a percentage of GDP (%) across all Visegrád Four countries, among 
which Poland invests the most in HE. Slovakia, with the exception of 2015, invests 
less annually, although in 2020 it invested more than the Czech Republic. Figure 
3.9 compares the expenditures of these countries with Finland, a country known 
for its high level of education system. Since 1994, the state subsidy to public HE 
in Finland has been almost twice as high as in the Visegrád Four countries, 
although there has also been a decline after 2012.

As revealed by the TALIS 2013 study, Slovakia ranked last among 32 OECD 
countries, with 96% of teaching professionals disagreeing that their profession 
is valued in society (the OECD average was 69%). More recent data from TALIS 
2018 confirmed Slovakia’s position at the bottom among all OECD countries, 
with only 4.5% of respondents agreeing that the teaching profession is appreciated 
in society (the OECD average was 25.8%).
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Figure 3.9:  Government expenditure on HE as a percentage of GDP (%)—Visegrád Four  
and Finland.
Source: Authors’ own processing of data from UNESCO <http://data.uis.unesco.org/index.
aspx?queryid=3800#>.

As revealed by the TALIS 2013 study, Slovakia ranked last among 32 OECD 
countries, with 96% of teaching professionals in Slovakia disagreeing that their 
profession is valued in society (the OECD average was 69%). More recent data 
from the TALIS 2018 study confirmed Slovakia’s position at the bottom among 
all other OECD countries five years later, with only 4.5% of respondents agreeing 
that the teaching profession is appreciated in society (the OECD average was 
25.8%) (Hall et al. 2019). According to the perception of academics, social rec-
ognition of their teaching profession in Slovakia is the lowest among all OECD 
countries. The Ministry of Education of the Slovak Republic funds the salaries 
of academics primarily based on their scientific and research performance, and 
to a lesser extent on the number of students in HE study programs.

In Slovakia, expenditure per HE student exceeded spending in other levels of 
education, which is a trend that is reflected in most OECD countries. In 2016, 
the OECD average was $15,556 per HE student. Slovakia allocated $11,413 
per capita to HE students (OECD 2019, p. 274). In 2021, $12,749 per year was 
spent in Slovakia, which exceeds spending at the primary level by approximately 
$4,800, and at the secondary level by $5,300 (0ECD 2022). Although this is below 
the OECD average, it is similar to many other countries. However, the average 
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expenditure at HE ($17,559) is affected by high prices in some countries. Research 
and development (R&D) expenditure accounts for 21% of HE expenditure in 
Slovakia, which is below the OECD average (29%). In private HEIs in Slovakia, 
it amounts to 27%, slightly below the OECD average of 31% (OECD, 2022).

Figure 3.10 presents an international comparison of public expenditure on 
HE (% of government expenditure on education) from 2004 to 2021. After the 
exceptional year 2015 for HE, Slovakia invested a smaller share of state expendi-
ture from the education budget into HE from 2016 to 2021 (20.2% in Slovakia 
compared to 22.4% the EU average in 2021).
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Figure 3.10:  International comparison of public expenditure on HE (% of government 
expenditure on education) 2004–2021.
Source: Authors’own processing of data from Expenditure on tertiary education  
(% of government expenditure on education) | Data (<worldbank.org>), <http://data.uis.unesco.
org/index.aspx?queryid=3800#>, <https://data.uis.unesco.org/index.aspx?queryid=3852>.

Between 2001 and 2020, the pattern of expenditure on salaries for academics 
mirrors that of total state spending on HE. When compared to the other Visegrád 
Four countries and Finland, it is evident that academics in Slovakia receive the 
lowest salaries, although their salaries are increasing (Figure 3.11).

Salary conditions for academics in Slovakia are determined by govern-
ment legislation on the remuneration of educational staff—the Teaching Staff 
Remuneration Act. Academics are compensated through so-called salary tables. 
Salaries are calculated as a combination of salary grades and salary categories 
(ranging from 1 to 14) based on the type and difficulty of the work performed 
and increase with years of experience. The characteristics of the salary grades for 
activities involving a predominance of mental work in the performance of public 
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Figure 3.11: A cademics’ compensation as a percentage of total expenditure in public HEIs (%).
Source: Authors’ own processing of data from UNESCO <http://data.uis.unesco.org/index.aspx? 
queryid=3800#>.

service work are described in the Annex to Act No. 553/2003 on the remuneration 
of employees performing public service work. The Special Scale of Salaries for 
academics (2023) stipulates that the minimum salary for Grade 6 and Level 1 is 
€1,025.50 per month. The tariff salary for Grade 11 and Level 1 is €1,586.50. If the 
number of years of experience exceeds 40, the tariff salary is €1,394.50 in Grade 
6 and Level 14, and €2,166 in Grade 11 and Level 14 (Eurydice, 2024).

A full-time Ph.D. student is entitled to a scholarship, which is paid monthly 
and funded by the university and faculty’s own resources (2023). As a result, the 
number of newly admitted Ph.D. students has decreased by a half to two-thirds. 
There are few credits given for teaching, and the university exerts significant 
pressure on supervisors—academics—to ensure their Ph.D. students produce 
scientific outputs, for which they receive the most credits. According to Act No. 
553/2003 Coll. on the remuneration of certain employees in the public interest 
and amendments to other laws as amended, before passing the dissertation exam, 
the student receives a monthly stipend (currently 807.50 euros). After passing the 
dissertation exam, the stipend is raised to at least the salary corresponding to the 
7th pay grade (currently 940.50 euros per month) (Hamuľák, 2021).

According to a Slovak website on salaries of employees, the actual (2024) gross 
monthly salary range for people working in Education, Science & Research in 
Slovakia is typically from 1,047 EUR (minimum salary) to 1,936 EUR (highest 
average). The following sums are the total gross monthly salaries including 
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bonuses: (1) A professor and associate professor may earn between 1,300 Euros 
and 2,305 Euros. On the overall salary scale in Slovakia, this job position takes 
351st place. Women represent 49 percent of this category academy staff. (2) The 
other HE academic positions are rewarded by salaries between 1,278 and 1,932 
Euros, this job takes 446th place in the salary scale. Females represent 65 percent 
of this category of academic staff. However, generalizing or averaging salary 
data has its limits, as salaries reflect not only age and level of education but 
also the individual’s role (e.g., a member of the HEI management, performing 
additional functions).

Educational achievement (accomplished level of education) has the biggest 
influence on wage levels in the public HEI system. On average across the OECD, 
workers aged 25–64 who have completed upper secondary or postsecondary 
non-tertiary education earn 29 percent more than those with education below 
upper secondary level. Furthermore, individuals with an HE qualification earn 
approximately double the minimum income. In Slovakia, the earnings disparity 
between tertiary-educated workers and others was even more pronounced than 
the OECD average (OECD, 2020).

In Table 3.7 there is a summary of ratios between full professors, associate 
professors, assistant professors, assistant lecturers and lecturers in Slovakia in 
2022. They were broadly in line with international practice, but the earnings 
ratios between assistant professors and assistant academics were below the inter-
national practice.

Table 3.7:  The salary ratios of academics rank in HE in Slovakia (2022)

Function Professor
Associate 
professor

Assistant 
professors

Assistant 
lecturer Lecturer

salary ratios 1 0.76 0.59 0.48 0.48

Source: Authors’ own processing of data from <https://www.minedu.sk/vyrocne-spravy-o- 
stave-vysokeho-skolstva/>.

Conclusions
As we demonstrate in this study, several phenomena in contemporary Slovak HE 
are the result of both national historical factors and current global educational 
trends. We highlighted how the laws have changed to enable the transition from a 
politically dominated, totalitarian system to a democratic, humanistically focused 
and diversified system of HEIs. Slovakia is a relatively young democracy—30 
years old—whose HE is still influenced in several ways by the previous political 
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regime. Certain structures, particularly the composition of academics based 
on academic titles, have remained stable for a long time, with older academics 
dominating in Slovakia.

On the other hand, Slovak HE is also influenced by global trends, such as 
the increasing pressure on the transversal or global competencies of academics 
(Theodoulides & Hanesová 2022), including their ability to work in an increas-
ingly internationalized environment with international groups of students, as 
well as the growing need to integrate students with various special educational 
needs (SEN) into the teaching process. The present role of Slovak academics in 
HE involves generating new knowledge and facilitating competence development 
that addresses both societal and global challenges, thus ensuring the continued 
relevance of HE in the twenty-first century.

The data presented in this study concerning academics in Slovakia, allowed for 
a comparison with other countries and highlighted that the development of HEIS 
and their academics shows several similarities to other Visegrád post-communist 
countries. This is particularly evident in the comparable ratio of HE students per 
academic and the gender structure of academics, which is similar to that of other 
OECD countries. Collectively, the Visegrád Four countries differ from more devel-
oped EU democracies in having significantly lower government expenditure as a 
percentage of GDP and a smaller share of total government spending on education. 
The salary ratios of academics also do not vary significantly across these countries.

On the other hand, there are some notable differences between Slovakia and 
other countries. One key distinction is the approach of the new population of 
HE students to studying in Slovakia versus abroad—the proportion of outbound 
students to inbound students is significantly higher compared to other European 
democracies. Slovak HEIs also have a much higher proportion of older academic 
staff than in other Visegrád Four countries. In Slovak HE, the number of HE 
students has shown a more sharply declining trend, which can be explained not 
only by demographic trends but also by a higher number of students leaving 
to study abroad. Additionally, the number of Ph.D. students has been rapidly 
declining due to changes in salary policies—there are no direct subsidies from 
the ministry for Ph.D. studies, and HEIs must finance Ph.D. students from their 
own budgets based on their research performance.

Overall, the trends in Slovakia, in many respects similar to those in neighboring 
Central European countries, can be summarized as follows:

	∙ Insufficient funding compared to international standards and other sectors, 
along with inadequate social status and recognition, particularly in the case 
of assistant professors.
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	∙ Increasing pressure on academics to secure funding through their performance 
(projects, publications), with a decreasing portion of stable state funding  
for HEIs.

	∙ Decreasing number of academics staff due to an aging workforce.

In order to continuously improve the quality of study at HEIs, it is necessary for to 
be able to show innovation in the curricula of their study programs and teaching 
methods. Regular updating of teaching content, evaluation of the fulfillment of 
educational goals, effective collection and use of feedback on the quality of teach-
ing, support of academics in the preparation and implementation of teaching and 
strengthening of interactive methods in HE—these are some of the measures to 
achieve change and make studying at Slovak HEIs more attractive. They result 
from the recommendations for improving the quality of education explored via 
the national survey (Hall et al. 2019).

More analyses and in-depth research studies with practical implications for HE 
are needed to determine in which areas it is possible to contribute to the quality 
of HE in Slovakia, whether in terms of the autonomy of HEIs and academics or 
in terms of their better financial compensation.
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4.  Academics in the Romanian Higher  
Education Context 

Imre Tódor

ABSTRACT
There is a broad consensus that following the post-communist transition, higher education 
in Romania underwent significant transformations as a result of democratization and market 
liberalization. This study aims to explore how and in what direction have the Romanian higher 
education and the status of academic staff evolved since the transition. It seeks to identify the 
prevailing trends, as well as the international and national level social, economic and political 
factors that have driven these changes. The study analyses the year-to-year changes of both 
public and private higher education institutions and of the academic staff from the transition 
period to the present day, with particular attention given to the Hungarian language higher ed-
ucation network in Romania. The present paper is based on secondary data analysis obtained 
from the National Institute of Statistics, and for international comparisons, it relies on data 
from Eurostat and the World Bank. The results of the longitudinal data analysis indicate that 
by the fourth decade following the transition the number of higher education institutions in 
Romania, along with the associated changes in the number of faculties, student population, 
and academic staff, had normalized and stabilized. Currently, 90 percent of the entire aca-
demic staff teach in public higher education institutions, while only 10 percent are in private 
institutions. One-third of all academic staff are employed at universities in the capital city, 
Bucharest. Over half (55%) of the academic staff belong to the 40–54 age group, and women 
constitute more than half (52%) of the total academic workforce. From the quantitative data 
analysis, it can be concluded that in the near future Romanian higher education will face de-
mographic challenges, emigration, and the need to maintain international competitiveness. 
In addition to these challenges, Hungarian language higher education must pay special at-
tention to preserving the community’s cultural and identity-related continuity while adapting 
to modern educational challenges.

Keywords: academic staff, higher education, Romania, Hungarian language higher education 
in Romania

Introduction
In the first part of the study, I provide an overview of (Hungarian Language) 
higher education in Romania, briefly highlighting some key elements of the 
post-1989 period. The second part of the study presents the network of higher 
education institutions in Romania, based on quantitative data. Firstly, I examine 
the changes in the number of higher education institutions in Romania from the 
post-communist transition period to the present day, according to the type of 
funding (public or private) received and by development regions. Subsequently, I 
analyze the changes in academic faculties and departments within these institu-
tions, breaking down the data by development regions, counties, and university 
centers. Thirdly, I analyze government expenditures on education as a percentage 
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of GDP, reflecting the level of funding and prioritization of the educational 
system in a given country. In addition, I present the numbers of student enroll-
ment annually by type of institution. In the third part of the study, within the 
framework established earlier and also based on quantitative data, I present the 
main stakeholders of the Romanian higher education: the academic staff. First, 
an analysis of the student-staff ratio will be provided, then a detailed account of 
the annual changes in the number of academic staff is provided by development 
regions and institution types (public and private). Following this, I present the 
academic staff using various demographic indicators, including gender, age, 
academic rank, and career paths.

1. � A Brief Overview of the (Hungarian Language)  
Higher Education in Romania After the Regime Change 
(1990–2023)

Following the events in 1989, higher education in Romania has undergone sig-
nificant transformations as a result of democratization and market liberalization. 
Particularly, from the mid-1990s onward, numerous new universities have been 
established in both the public and private sectors (see Appendix 1 and 2). The 
newly accredited private higher education institutions have significantly contrib-
uted to increasing access to education. During the 1990s, the number of higher 
education institutions in Romania doubled, and concurrently, the number of 
students experienced explosive growth (see Appendix 5). However, this educa-
tional expansion did not necessarily lead to an improvement in quality (Ciolan 
et al., 2015). The rapidly increasing student population, along with the swift 
expansion of newly established institutions, often failed to ensure the necessary 
strengthening of infrastructure and academic staff.

Quality assurance systems have gradually developed but were long unable 
to effectively address the challenges posed by the increasing number of student 
population (Curaj et al., 2015b; Geven et al., 2015). Quality assurance and accred-
itation have been central elements of higher education reforms in Romania (see 
ARACIS: The Romanian Agency for Quality Assurance in Higher Education). 
As part of the Bologna Process, Romania committed to the development of 
quality assurance systems aimed at improving the standard of education and 
ensuring the recognition of degrees. The volume edited by Curaj et al. (2015a; 
2022) illustrates how Romania has developed its own quality assurance system, 
which takes into account European standards while also adapting to local speci-
ficities. The accreditation process, which ensures that institutions meet national 
and European requirements, plays a crucial role in maintaining the quality of 
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education. However, the authors highlight that the accreditation process is some-
times overly bureaucratic, which can slow down institutions’ ability to adapt to 
new challenges (Curaj et al., 2015b; Vîiu & Miroiu, 2015).

The challenges related to funding, including the reduction of state fundings, 
have caused significant difficulties for institutions, particularly impacting smaller 
universities (Curaj et al., 2015a, 2015b). Romania’s accession to the EU in 2007 
brought about new directions and opportunities for the higher education system. 
Through alignment with EU standards and the implementation of the Bologna 
Process, the Romanian higher education system has become more unified and 
competitive on the European market (Szolár, 2014). The three-cycle degree sys-
tem introduced under the Bologna Process (bachelor’s, master’s, and doctoral 
programs) has improved mobility and the comparability of the education system 
with those of other European countries (Florea & Wells, 2011). Since accession 
to the EU, significant progress has also been made in international cooperation 
and student mobility. Through the Erasmus program, more Romanian students 
and academic staff have participated in international exchange programs, con-
tributing to the improvement of educational quality and the strengthening of 
international relations (Deca et al., 2015). A quantitative study conducted by 
Dolga and colleagues found that international mobility had a positive impact on 
students’ personal and professional development, as well as on the competitiveness 
of national higher education institutions (Dolga et al., 2015).

Hungarian language higher education in Romania, as an integral part of the 
Romanian higher education system, has undergone significant changes following 
the regime change along with the broader developments in Romanian higher 
education. These changes influenced the educational opportunities available to 
the Hungarian minority and the institutional frameworks supporting them (Salat 
et al., 2010). After the fall of the communist regime, opportunities emerged for 
the reorganization and strengthening of Hungarian language higher education 
in Romania (Magyari, 2012). During the first decade after the regime change, the 
development of higher education in the mother tongue and the establishment 
of independent Hungarian universities became important objectives for the 
Transylvanian Hungarian minority (Tonk, 2010).

However, the political and social context of the time presented numerous 
challenges, causing the restoration of Hungarian language higher education to 
encounter difficulties in many cases (Magyari, 2012; Tonk, 2012). During this 
period, Babeș–Bolyai University of Cluj-Napoca (BBU) played a central role, 
where education programs in Hungarian language were partially reintroduced 
(Papp Z., 1998). At the same time, there were significant debates regarding the 
autonomy of Hungarian departments and programs, but full independence was 
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not achieved. Magyari (2012) emphasizes that the establishment of Hungarian 
language higher education is not only a matter of education, but it is also crucial 
for the cultural and identity preservation of the community. The study argues 
that for Hungarians in Romania, creating an independent university would be 
one of the most important tools for asserting linguistic, cultural, and ethnic 
rights (Magyari, 2012).

A milestone in the development of Hungarian language higher education was 
the establishment of Sapientia Hungarian University of Transylvania (SU) in 2001, 
which is the first accredited private higher education institution in Romania 
specifically providing higher education opportunities for the Transylvanian 
Hungarian minority. The university operates with various faculties and cam-
puses in Cluj-Napoca (Kolozsvár), Târgu Mureș (Marosvásárhely), Miercurea 
Ciuc (Csíkszereda), and Sfântu Gheorghe (Sepsiszentgyörgy), offering numerous 
programs in Hungarian language (Tonk, 2019). In addition to SU, the Partium 
Christian University in Oradea (Nagyvárad) also plays a significant role in 
Hungarian language higher education (János-Szatmári, 2012). Since the mid-
2000s, Hungarian higher education in Romania has faced substantial challenges, 
including funding difficulties, the need for educational infrastructure develop-
ment, and ongoing political debates over the institutionalization of Hungarian 
language education (Salat et al., 2010). During the first two decades follow-
ing the regime change, Hungarian higher education gradually expanded, with 
new programs being launched and student enrollment increasing (Tonk, 2019). 
Nevertheless, in the fourth decade following the regime change, both Romanian 
and Hungarian language higher education in Romania is confronted with serious 
challenges, such as demographic decline and emigration, which are also evident 
in the trends in student numbers (see Appendix 5).

The comprehensive reform of the Romanian (higher) education system is 
detailed in the “Educated Romania” (“România Educată”) a national project 
initiated and directed by the President of Romania, Klaus Iohannis. The pro-
gram officially commenced in 2016, with its fundamental objective to improve 
the quality of education in Romania over the long term, providing a modern, 
efficient, and equitable educational system for students, teachers, and society 
as a whole (Raport, 2021). In the first phase of the project, various professional 
events were held across the country (see <https://www.presidency.ro/ro/angaja-
mente/romania-educata>). The final document was adopted by the government 
in 2021 and includes several new proposals. According to the vision outlined in 
the document for higher education, Romanian higher education is expected to 
be equitable and of high quality for all students by 2030 (Raport, 2021). One of 
the project’s goals concerning higher education is to enhance the international 
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competitiveness of Romanian universities and to make them more internation-
alized (see Deca et al., 2015; Deca, 2016). This will be achieved by supporting 
research, developing university infrastructure, and encouraging international 
collaborations. The project supports the integration of Romanian universities 
into international networks. Additionally, it promotes the involvement of inter-
national students and academic staff, as well as the international accreditation of 
academic programs (see Raport, 2021; Deca, 2016; Deca-Santa, 2020).

To sum it up, the Romanian higher education system over the three and a half 
decades after the 1989 Revolution can be characterized by the following features: 
1) the development and diversification of the higher education system, 2) the mas-
sification of higher education, 3) the internationalization of the education system, 
4) the transition to the Bologna Process, 5) the decline and aging of the domestic 
population, 6) globalization, 7) the digitization of the system, and 8) the emigra-
tion of skilled labor. Additionally, these factors can be further compounded by the 
instability of the governmental system, as Romania has experienced 32 different 
Ministers of Education over the past 34 years.

2. � The Network of Higher Education Institutions in Romania
The network of higher education institutions in Romania will be presented based 
on data from the National Institute of Statistics, comparing the results on public 
and private higher education institutions from 1990 to 2023. Subsequently, data 
will be presented by regions (macro-regions, development regions), counties, 
and cities as well.

2.1. � Development of Higher Education Institutions in Romania 
Between 1990 and 2023

The figure (see Figure 4.1 and Appendix 1) clearly shows that during the academic 
year after the regime change (1990–1991), there were only public higher education 
institutions, totaling 48. In the year of the transition, Romania had 40 public 
higher education institutions, while private institutions did not yet exist. This 
reflects the legacy of the communist system, where the state held a monopoly on 
education. Starting from the following academic year, private higher education 
institutions began to emerge gradually, with their precise numbers appearing 
in the statistics from 1995, when the first graduating classes of newly initiated 
programs completed their four-year university education. Thus, in the 1995/1996 
academic year, there were already 95 universities, comprising 59 public and 36 
private institutions, meaning that Romania’s network of higher education institu-
tions had doubled in five years. This period is characterized by the emergence of 
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private higher education institutions, although the number of public institutions 
also increased to 59, reflecting the heightened demand for higher education.

At the turn of the millennium and during the following five years (2000–2006), 
the network of higher education institutions in Romania experienced its greatest 
expansion, with the number of universities rising above 120. The number of insti-
tutions continued to grow in both sectors, although during this period, there was a 
notable increase in the number of private institutions, which exceeded the number 
of public institutions for six academic years (from 1999/2000 to 2005/2006). For 
instance, in the 2002/2003 academic year, private universities accounted for 56 
percent of the total. This expansion is attributed to both the democratization of 
higher education and the need to meet market demands.

In the past decade, the total number of higher education institutions has 
shown a declining trend, primarily driven by a decrease in the number of private 
universities, while the public higher education network has remained relatively 
constant over the past five years. In the last four academic years, the distribution 
of the higher education network by type of institution has remained relatively 
stable. This stabilization reflects market saturation and the tightening of quality 
assurance requirements. In the academic year of 2022/2023, the Romanian higher 
education network comprised 87 accredited institutions, including 53 public and 
34 private institutions. Public higher education institutions account for 61 percent 
of the total, while the private sector represents 39 percent.
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Figure 4.1:  The evolution of the total number and types of Romanian higher education 
institutions (1990–2023).
Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL101D, 
retrieved on August 14th, 2024.
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The structure of the Hungarian language higher education network in Romania, 
as interpreted by Tonk (2019), can be represented by a “3 + 3 + 1” composi-
tion. According to this “formula,” the first trio refers to the three independent 
Hungarian language higher education institutions (Sapientia Hungarian University 
of Transylvania—Cluj-Napoca; Partium Christian University—Oradea; and the 
Protestant Theological Institute—Cluj-Napoca), which belong to the accredited 
private university sector. The other three universities (Babeș-Bolyai University—
Cluj-Napoca; “George Emil Palade” University of Medicine, Pharmacy, Sciences, 
and Technology—Târgu Mureș; and the University of Arts—Târgu Mureș) that 
also have Hungarian departments are part of the public higher education sector. 
It should be noted that, according to Article 262 of the law on higher education, 
the three public universities mentioned above are “State higher education insti-
tutions teaching in the language of national minorities, which retain their status as 
multicultural and multilingual higher education institutions, according to this law” 
(art. 262, PR 199/2023). The final digit of the formula, which is one (1), refers to 
training programs offered by Hungarian higher education institutions outside 
Hungary, which do not constitute part of the accredited higher education net-
work in Romania.

In the following portion, higher educational institutions will also be ana-
lyzed by macro-regions (NUTS-I), development regions (NUTS-II), and counties 
(NUTS-III). Romania has a total of eight development regions, which were 
established in 1998 in response to the EU’s request (David, 2020). The table (see 
Table 4.1) lists only those counties within the respective development regions 
that have universities. It is evident that the majority of higher education institu-
tions are located in the Bucharest-Ilfov region, which accounts for 35.63 percent 
of the institutions, followed by the North-West and North-East regions. The 
lowest number of higher education institutions is found in the South and South-
West regions, which can be attributed to the southern location of the capital 
and largest city of Romania (Bucharest). In terms of macro-regions (NUTS: 
Nomenclature of Territorial Units for Statistics), the III macro-region, which 
includes the Bucharest-Ilfov and South regions, contains the highest number 
of universities (35 higher education institutions), while the IV macro-region, 
which includes the South-West and West development regions, has the fewest 
(13 higher education institutions).

The higher education institutional network is most prominently represented 
in Bucharest (see Appendix 2), where more than one-third (34.5%) of the higher 
education institutions are located. Over two-thirds (67.81%) of the universities 
are concentrated in the six university cities listed in the table (see Table 4.2). 
Two-thirds (66%) of the public universities and 41.17% of the private universities 
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Table 4.1:  Higher educational institutions by macro-regions, development regions, and 
counties, types (2022/2023 academic year)

Macro-regions 
(NUTS-I)

Development regions  
(and counties) NUTS-II (NUTS-III)

Higher educational institutions

Total Public Private

I. North-West (Bihor, Cluj) 13 7 6

Center (Alba, Brașov, Mureș, Sibiu) 8 7 1

II. North-East (Bacău, Iași, Neamț, Suceava) 11 7 4

South-East (Constanța, Galați) 7 4 3

III. South (Argeș, Dâmbovița, Prahova) 4 3 1

Bucharest-Ilfov 31 16 15

IV. South-West (Dolj, Gorj) 3 3 0

West (Arad, Hunedoara, Timiș) 10 6 4

Total 87 53 34

Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL101A, 
retrieved on August 14th, 2024.

are situated in these cities. Prior to the regime change, the so-called classical uni-
versities, established in the nineteenth century and the first half of the twentieth 
century, were located in these very cities (University of Bucharest—Bucharest, 
Babeș-Bolyai University—Cluj-Napoca, Alexandru Ioan Cuza University—Iași, 
West University of Timișoara—Timișoara, etc.). Therefore, the four largest uni-
versity centers remain Bucharest, Cluj-Napoca, Iași, and Timișoara.

Table 4.2:  The largest higher education centers (2022/2023 academic year)

Largest centers

Higher educational institutions

Total Public Private

Bucharest 30 16 4
Cluj-Napoca 9 6 3
Iași 7 5 2
Timișoara 5 4 1
Constanța 4 3 1
Oradea 4 1 3
N 59 35 14

Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL101A, 
retrieved on August 14th, 2024.
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2.2. � The Development of Faculties in Romanian Higher Education 
Institutions Between 1990 and 2023

The diagram depicting the evolution of higher education institutions in Romania 
is closely aligned with the diagram (see Figure 4.2), which illustrates the devel-
opment of faculties between the 1990–2023 academic years. On the one hand, it 
is logical that the number of faculties increases in parallel with the number of 
universities. On the other hand, let us highlight some key elements. From the 
early 1990s until 2007, there was a continuous increase in both the number of 
faculties and academic programs, reflecting the diversification of higher edu-
cation offers and the growing demand for specializations. Since the 2006/2007 
academic year, a slight decline or stagnation has been observed, which can be 
attributed to demographic changes, a decrease in student numbers (see Figure 
4.4 and Appendix 5), and shifts in labor market demands.
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Figure 4.2: T he evolution of the faculties of Romanian higher education institutions 
(1990–2023).
Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL101E, 
retrieved on August 15th, 2024.

In the academic year 2022/2023 a total of 542 faculties were operational across 
87 universities. When examined by source of funding, faculties in public higher 
education institutions account for three-quarters of all faculties (N=411; 75.83%), 
while private universities contribute a quarter (N=131; 24.17%). Faculties located 
in universities based in the capital of Romania, Bucharest, represent more than 
a quarter (27.5%) of the total faculties (see Appendix 3).

2.3.  Government Expenditure on Higher Education in Romania
As previously noted, the network of higher education institutions in Romania 
has expanded and grew in numbers following the regime change. However, it 
remains to be seen how much importance the country places on investing in 
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education. This question will be explored further through a single indicator: 
expenditures on education as a percentage of GDP. This economic indicator 
reflects the level of funding and priority given to a country’s educational system. 
It demonstrates the proportion of the GDP that the government allocates to 
support the education sector. This indicator also reflects political commitment 
and long-term investment, as well as aspects such as academic staff salaries and 
training, infrastructure development, and student scholarships.

In Romania, government expenditure on education as a percentage of GDP 
is very low and significantly below the EU average (see Appendix 4). Over the 
past twenty years (2000–2021), it has averaged 3.4%. In the early 2000s, it repre-
sented a relatively low value, fluctuating around 3–4%. During the period around 
Romania’s accession to the EU (between 2006 and 2009), Romania aimed to 
gradually increase its education expenditures, reaching an average of 4.1% (4.3% 
in 2006). However, after this period, a downward trend emerged. The lowest 
point occurred in 2011 and 2012, influenced by the global financial crisis, with 
expenditures dropping to just 2.8%. Following this, the indicator remained just 
above 3.5%.
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Figure 4.3:  Government expenditure on education (% of GDP)—Romania, Hungary, Slovakia.
Source: <https://data.worldbank.org/indicator/SE.XPD.TOTL.GD.ZS>.

In an international context, it is observed that in 2021, the average govern-
ment expenditure on education as a percentage of GDP across the 27 member 
states of the EU was 5%. The figure (see Figure 4.3) presents data for Romania, 
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Hungary, and Slovakia. Among these countries, Hungary had the highest 
expenditure, reaching the EU average in 2021. Conversely, Slovakia, although 
it has increased its spending on education over the past decade compared to 
Romania, still falls short of the EU average. Between 2006 and 2009, Slovakia 
allocated less to education relative to GDP compared to Romania. Over the 
period from 2000 to 2021, Hungary’s average expenditure was 4.8%, whereas 
Slovakia’s was 4.03%, with the EU average at 4.97% (see Appendix 4). Countries 
such as Sweden, Denmark, Belgium, and Finland consistently allocate over 
6% of their GDP to education, reflecting their strong educational policy 
priorities, whereas Romania is positioned in the lower third of the list (see 
World Bank data).

In relation to the Romanian higher education institution network described 
above and the international perspective, it is important to note that none of the 
Romanian higher education institutions have been included in the Shanghai 
Ranking (ARWU) global top 1000 universities in the past two years (neither in 
2024 nor in 2023). In contrast, this year Hungary is represented by four insti-
tutions, Serbia by two, Slovakia by one, and Ukraine by one institution in the 
ranking.1 In previous years, when the ranking was expanded from 500 to 800 
and then to 1000, Babeș-Bolyai University (BBU) appeared on the ARWU 1000 
list for six consecutive years (2017–2022), while the University of Bucharest was 
listed for two years (2018–2019). In the annual national meta-ranking2 of the top 
30 higher education institutions, out of 53 public universities, 28 made the list, 
and out of 34 private universities, two were included, one of which is the Sapientia 
Hungarian University of Transylvania (27th place).

1	 The criteria used in the Shanghai Ranking are as follows: “Quality of education (10%: 
number of the alumni of an institution winning Nobel Prizes and Fields Medals); Quality 
of faculty (40%: number of the staff of an institution winning Nobel Prizes and Fields 
Medals; number of highly cited researchers); Research output (40%: number of research 
articles published in Nature and Science, and number of papers indexed in Science Citation 
Index-Expanded and Social Science Citation Index); Per Capita Performance (10%: per 
capita academic performance of an institution).” <https://www.shanghairanking.com/
methodology/arwu/2024>.

2	 The methodology for compiling the national meta-ranking is based on the scores achieved 
by universities in eight global higher education rankings (ARWU, CWUR, CWTS Leiden 
Ranking, NTU Ranking, QS World University Ranking, SCImago Institutions Ranking, 
THE, URAP). It is important to note that, among these, no Romanian higher education 
institution appears in two global rankings (ARWU and NTU). <https://www.edu.ro/sites/
default/files/_fișiere/Minister/2024/div/Raport_metaranking_2023.pdf>.



116

Imre Tódor

2.4. � Changes in the Number of Students Enrolled to Higher Education 
Institutions in Romania Between 1990 and 2023

In the final section of this chapter, I will describe the evolution of student enroll-
ment numbers at universities, their faculties, and departments based on the log-
ical framework previously outlined, specifically analyzing these trends annually 
from the post-communist period onward. The overall trend in student numbers 
shows a notable increase, as observed in case of both universities and faculties 
(see Appendix 5). From the late 1990s to the early 2010s, student enrollment 
grew exponentially, peaking during the 2007–2009 academic years (ca. 900,000 
students: ca. 500,000 in public institutions and ca. 400,000 in private institutions). 
This peak reflects increased demand for higher education and a desire for social 
mobility. Starting from the 2010s, a decline in student numbers has been observed 
in both sectors, particularly in the private education sector. This decline can be 
attributed to demographic decline, decreasing birth rates, youth emigration, and 
changing interests in higher education. Although the diagram shows an increase 
starting from the 2014/2015 academic year (ca. 100,000 students), this is due to 
the fact that from this academic year onward, the National Institute of Statistics 
includes not only undergraduate students but also those participating at all 
levels of higher education (BA, MA, Ph.D.) in the statistics. In this context, no 
significant deviation is observed, with the most noticeable reality being the low 
enrollment rates in MA and Ph.D. programs within the private education sector.

In the 2022/2023 academic year, a total of 538,720 students were enrolled in 
higher education, with 88.3% in public and 11.7% in private institutions. In terms 
of regional distribution, the largest proportion of students are enrolled in the 
Bucharest-Ilfov region (30%), which encompasses the majority of universities and 
faculties, followed by the North-Western region (18%) (Cluj and Bihor counties). 
The regions with the fewest students are the southern (4%) and South-western 
(6%) regions, according to the data presented (see Tables 4.1–4.2). In the indi-
cated academic year, over three-quarters of the students (76.15%) were enrolled 
in undergraduate programs, nearly 19.75% in master’s programs, and 4.1% in 
doctoral or postdoctoral programs (see INS Tempo Online SCL103L).

Data on students learning in Hungarian language in Romania is not available 
from the National Institute of Statistics, neither from the Ministry of Education, 
or any other official body, and must be obtained directly from the universities. 
Based on data collected directly from universities, Tonk (2019) reports that the 
number of students participating in Hungarian language programs is approxi-
mately 10,500, which has remained stable over the past decade. Therefore, it can 
be stated that this student population represents just under 2% of the national 
student population, with just under half (approximately 5,000 students) enrolled 
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at Babeș-Bolyai University (BBU) and 20% (about 2,200 students) at the Sapientia 
Hungarian University of Transylvania (SU) (Tonk, 2019).
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Figure 4.4:  The evolution of the number of students enrolled in Romanian higher 
education institutions (1990–2023).
Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL103L, 
retrieved on August 14th, 2024.

3. � Academic Staff in Romanian Higher Education Institutions
In what follows the developments in the number of academic staff in Romanian 
higher education after the regime change will be presented based on quanti-
tative data. First, the student-academic staff ratio will be examined, followed 
by an analysis of sociodemographic indicators such as gender, age, and aca-
demic rank.

3.1.  Student-Academic Staff Ratio
The first part of the analysis regarding academic staff in higher education 
examines the evolution of student-academic staff ratio in Romanian higher 
education institutions. The student-academic staff ratio is a crucial indicator of 
the quality of the education system, as it directly impacts teaching effectiveness, 
the quality of education, and students’ academic performance. In Romania, this 
ratio has undergone significant changes between 1990 and 2023 (see Figure 4.5), 
influenced by various social, economic, and political factors. The rapid expan-
sion of newly established private and public higher education institutions led 
to substantial growth in student numbers, while the increase in the number 
of academic staff did not fully keep pace with this trend. Consequently, the 
ratio of students per academic staff has increased.
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Figure 4.5: R atio of students-to-academic staff, by type of institution (1990–2023).
Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL103L and 
SCL104C, retrieved on August 15th, 2024.

Starting from the early 2000s, the ratio of student per staff gradually rose, 
remaining high throughout this period. During this time, the number of aca-
demic staff also began to increase (see Appendix 7), although the growth rate 
of student numbers continued to surpass that of the academic staff. For exam-
ple, in the 2009/2010 academic year, there was a substantial difference in the 
student-academic staff ratio between the two higher education sectors: in the 
public sector, the ratio was 16.9, while in the private sector, it was 74.2, mean-
ing that there were 74 students per academic staff in the private sector and  
17 students per academic staff in the public sector. In the 2022/23 academic 
year, the total number of students (see Appendix 5) was 775,319 (452,982 from 
the public sector and 322,337 from the private sector), while the number of 
academic staff (see Appendix 7) was 31,103 (26,757 from the public sector and 
4,346 from the private sector). From the 2010s onwards, the growth in student 
numbers began to slow down in parallel with the closure of universities and 
programs (see Appendix 5), partly due to demographic changes and economic 
factors. Concurrently, the number of academic staff stabilized, leading to a 
decrease in the ratio of student per academic staff.

In the past decade, the student-staff ratio has been approximately 15–16 stu-
dents per academic staff, marking a significant decrease compared to the pre-
2010 period, when the ratio was around 25 students per academic staff. For the 
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2022/2023 academic year, the ratio was 15.4. The ratio values show a significant 
disparity between public and private education sectors. In private education, 
the number of students per academic staff remains higher compared to public 
education. In the past two academic years, the difference in the ratio values 
between public and private education has been around 7 students per academic 
staff (see Appendix 6).

In international comparison (see Eurostat3), the student-academic staff ratio 
in the EU is traditionally lower than in Romania. Generally, the EU sees a ratio 
of 7–10 students per academic staff (in 2022, the average for the EU-27 was 12.4), 
particularly in countries with more developed educational systems, such as 
Finland (7.6 in 2022), Germany (9 in 2022), Luxembourg (8.6), etc. Among EU 
member states, the previously mentioned Scandinavian countries and Germany 
have lower ratios (7–10 students per academic staff), while other countries, such 
as Slovenia or France, show higher ratios (17–18 students per academic staff). 
Among neighboring countries, Romania had the highest ratio of student per 
academic staff in 2022 (14.3), with Serbia at the lowest (10.8), Slovakia at 11.1, and 
Hungary at 12.6. A lower student-academic staff ratio provides opportunities for 
academic staff to dedicate more time to research and innovation, thereby further 
enhancing the competitiveness of educational systems on a global scale.

3.2. � Changes in the Number of Academic Staff in Higher Education 
Between 1990 and 2023

The number of academic staff in Romanian higher education has shown signifi-
cant growth after the regime change (see Figure 4.6 and Appendix 7). This period 
marks an era of expansion in higher education, a consequence of the political 
regime changes and the shift toward a market economy. Growth continued into 
the early 2000s, followed by a stabilization observed at the end of the decade, 
which was then succeeded by a slight decrease. Educational policy reforms, 
the implementation of the Bologna Process, and the optimization of student 
numbers have also contributed to the transformation of the higher education 
structure. Starting from the 2010s, a decline in the number of academic staff 
has been observed, continuing up to 2023 with minor fluctuations. This decline 
is logically linked to the decrease in both the number of education institutions 
and student enrollment.

3	 Ratio of pupils and students to teachers and academic staff by education level and program 
orientation (online data code: educ_uoe_perp04). Source of data: Eurostat.
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Starting from the 1995/1996 academic year, the number of academic staff in 
the private sector increased, although this growth represented a smaller propor-
tion relative to the total number. Between the academic years of 2005/2006 and 
2009/2010, the number of academic staff in the private sector was at its peak, 
after which it either stabilized or declined. From the 2010/2011 to the 2022/2023 
academic years, a similar decline in the number of academic staff is observed 
in the private sector, in alignment with the decrease in student enrollment and 
economic constraints.
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Figure 4.6:  Academic staff in higher education institutions, by academic year (1990–2023).
Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL104C, 
retrieved on August 15th, 2024.

Official data on academic staff at Hungarian language higher education institu-
tions in Romania is also unavailable. According to Tonk (2019), based on data 
he directly collected from universities, the number of tenured academic staff 
involved in Hungarian language programs was approximately 750–800 during 
the years of 2012/2013 to 2018/2019, remaining stable over the past decade. Thus, 
it can be stated that this number constitutes about 3% of the total academic staff 
population (with a proportion between 2.85% and 2.91%) (Tonk, 2019). The stu-
dent-academic staff ratio during these academic years ranged from 12.8 to 13.8, 
which is close to the national average.

In the following analysis, the distribution of academic staff by development 
regions will be examined. In Romania, the distribution of academic staff across 
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Figure 4.7:  Academic staff in higher education institutions by macro-regions, development 
regions, and counties (2022–2023 academic year).
Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL104C, 
retrieved on August 15th, 2024.

development regions shows significant variations influenced by various educa-
tional, economic, and social factors. It is crucial to consider Romania’s eight devel-
opment regions for this analysis. As depicted in the diagram (see Figure 4.7), nearly 
one-third of academic staff are located in the development region encompassing 
the capital (Bucharest) and Ilfov County. This is corroborated by previous data, 
as the highest number of higher education institutions operates in this region. 
It is not surprising that 20% of academic staff are found in the North-Western 
development region, given that this region’s largest university center is located 
in Cluj-Napoca, which is also one of the country’s most important educational 
hubs, leading to a high concentration of academic staff in this area. Together, 
these two development regions account for half (51%) of the academic staff, 
while the remaining half is distributed among the other six regions. Academic 
staff are found in the lowest proportions in the southern (3%) and South-western 
(5%) development regions. The differences in the number of academic staff 
between regions are primarily influenced by educational traditions, economic 
development, followed by demographic factors, and naturally, the concentration 
of higher education institutions. Largest university centers, such as Bucharest, 
Cluj-Napoca, Iași, and Timișoara, host a larger number and higher concentra-
tion of higher education institutions, and thus employ more academic staff  
(see Table 4.3).
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Table 4.3:  The largest higher education centers, by academic staff numbers  
(2022/2023 academic year)

Largest centers

Academic staff

Total Public Private

Bucharest 8354 7147 1207

Cluj-Napoca 4055 3773 282

Iași 2871 2745 126

Timișoara 2553 2465 88

Craiova 1212 1212 0

Oradea 1042 916 126

N 20087 18258 1829

Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL104C, 
retrieved on August 15th, 2024.

As observed in Chapter 2, universities, faculties, and students are concentrated 
in the capital, and consequently, the majority of higher education academic staff 
are also located in Bucharest. For example, during the 2022/2023 academic year, 
Bucharest hosted 8,354 academic staff. Practically, every third academic staff works 
at an educational institution in Bucharest (31.34%). The cities with the largest 
academic staff bases align with the largest university cities, with Craiova being 
the sole exception. Unlike Constanța, which has four universities, Craiova hosts 
only two universities. However, these institutions are notably larger, particularly 
the University of Medicine and Pharmacy. In the 2022/2023 academic year, which 
shows no significant deviation from previous years, the six university cities listed 
in the table (see Table 4.3) account for three-quarters (75.37%) of the academic staff 
working in higher education, across both public and private sectors. The table 
presents university cities with more than a thousand academic staffs. Regarding 
the distribution of academic staff by types of educational institution, 90.7% are 
employed in public higher education institutions, while 9.3% work in private 
higher education institutions.

In the table (see Table 4.4), we have listed six university cities with the largest 
number of academic staff in private institutions, where the number of academic 
staff exceeds 100. These cities account for 87% of the private education sector. 
Bucharest also has the highest number of academic staff, representing nearly half 
(48.9%) of those employed in private universities. When comparing this with 
the data presented in Table 4.3, we found that in Arad, the highest proportion 
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of academic staff work in private universities, similarly to Galați. In Timișoara 
and Craiova, the number of academic staff working in private universities does 
not reach 100. Notably, Craiova does not have any private universities, while in 
Timișoara, among the five universities, only one belongs to the private sector.

Table 4.4:  The largest private higher education centers, by academic staff numbers 
(2022/2023 academic year)

Largest private higher education centers Teaching staff numbers

Bucharest 1207

Arad 299

Cluj-Napoca 282

Iași 126

Oradea 126

Galați 108
N 2148

Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL104C, 
retrieved on August 15th, 2024.

3.3.  Distribution of Academic Staff in Romania by Gender
The gender distribution among academic staff in Romanian higher education 
institutions has changed from 1990 to the present, influenced by various fac-
tors including changes in social norms, educational policy reforms, and labor 
market dynamics. Based on the data presented in the diagram (see Figure 4.8), 
four distinct phases can be identified. At the time of the regime change, nearly 
three-quarters of the academic staff in Romania were men (72% male). This 
imbalance can be attributed to the legacy of the communist era, during which 
women had access to higher education, but higher positions and advancement 
in academic careers were predominantly reserved for men. The dominance of 
male academic staff at universities remained strong, particularly in fields such 
as engineering, natural sciences, and management.

Over the years, the gender gap between female and male academic staff  
has gradually narrowed. By the turn of the millennium, the proportion of male 
academic staff had decreased by 12%, resulting in a male representation of 60%, 
while the proportion of female academic staff began to slowly increase to 40%. 
This shift can be attributed to changing social norms and the increasing partic-
ipation of women in higher education, both as students and as academic staff. It 
is noteworthy that educational policy reforms introduced alongside European 



124

Imre Tódor

integration also contributed to promoting gender equality. The Bologna Process 
and EU regulations have encouraged the advancement of gender equality at all 
educational levels. Starting from the 2010s, the proportion of female academic 
staff continued to rise, and in some academic fields (such as humanities, social 
sciences, and educational sciences), women’s representation has approached or 
even surpassed that of men.
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Figure 4.8:  Female and male academic staff in the Romanian higher education  
(1990–2023; in percentages).
Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL104A, 
retrieved on August 16th, 2024.

In the 2015/2016 academic year, the ratio of female to male academic staff reached 
parity at 50–50%. While prior to the 2014/2015 academic year there were more 
male academic staff (50.6%) than female (49.4%), the trend reversed following the 
2015/2016 academic year. Consequently, the proportion of women among academic 
staff has been steadily increasing (see Appendix 8). In the 2022/2023 academic year, 
the proportion of female academic staff reached 52.3%, continuing the upward 
trend observed in recent years. According to data from the National Institute of 
Statistics (INS Tempo Online SCL104B), the proportion of women in managerial 
academic positions also increased, reaching 42.6% in the 2022/2023 academic year.

3.4.  Distribution of Academic Staff in Romania by Age Groups
The distribution of academic staff by age group for the 2022/2023 academic year is 
as follows. The diagram (see Figure 4.9) illustrates a normal distribution (Gaussian 
curve) across five-year age intervals. The proportion of academic staff under the 
age of 30 is only 2.8%, reflecting a decreasing presence of younger academics. 
This is due to the extended duration of doctoral programs and the difficulties 
associated with starting an academic career, which delay younger individuals 
from pursuing academic staff positions.
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Figure 4.9:  Distribution of academic staff in Romania by age groups (2022/2023  
academic year).
Source: Compiled by the author, based on data available at Eurostat (online data code:  
educ_uoe_perd02), retrieved on August 16th, 2024.

More than half of the academic staff in Romania (54.8%) falls within the 40 to  
54 age group, which is the dominant age group among academic staff. The major-
ity of active academic staff are in this age range, as they are likely to be at the 
peak of their careers during this period. The generation ten years younger and 
ten years older than this group is evenly distributed, accounting for 20.1–22.3% 
of the academic staff. It can also be noted that academic staff in Romania are, 
on average, around 45 years old. The proportion of academic staff under 45 is 
40.4%, while those over 50 constitute 39%, and those aged 45–49 make up 20.6%. 
Clearly, the average age of academic staff in Romania ranges between 45 and 50 
years, which is higher compared to previous years (see Figure 4.10).

Over the past decade (see Figure 4.10), the average age has increased, a trend 
partly attributable to the rise in the retirement age and the lack of younger aca-
demic replacements. I have reduced the ten age groups presented by Eurostat to 
four: less than 30 years, from 30 to 39 years, from 40 to 54 years, and 55 years or 
over. In the past decade, the number of academic staff in the 40–54 age group has 
increased, while concurrently, the younger generation (ages 30–39) has shown a 
decreasing trend. The growth in the former age group indicates that a significant 
part of academic staff is concentrated in this middle-aged bracket, likely due to 
career advancement and job stability. The dramatic decrease in the number of 
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Figure 4.10:  Distribution of academic staff in Romania by age groups (2012–2023;  
in percentage).
Source: Compiled by the author, based on data available at Eurostat (online data code:  
educ_uoe_perd02), retrieved on August 16th, 2024.

younger academic staff and the increase in the proportion of middle-aged aca-
demic staff clearly signal the aging of the academic workforce. This trend has been 
influenced by demographic changes, the transformation of career opportunities, 
as well as institutional strategies and reforms (cf. Harper, 2016; Musselin, 2001; 
Yudkevich et al., 2016). The number of academic staff under 30 has shown a dra-
matic decline during the analyzed period. While there were 1,435 young academic 
staff in higher education in 2012/2013, this number fell to 695 by 2022/2023. This 
decrease represents a roughly 50% drop, reflecting significant demographic shifts. 
The attractiveness of an academic career to younger generations has diminished due 
to both lower salaries and uncertainties related to research funding opportunities.

According to Eurostat data,4 the average age of academic staff in the EU 
member states is increasing in a manner similar to the trends observed in 
Romania. The average age generally ranges between 45 and 50 years, though 
there are significant variations between countries. Similar to Romania, other 
Eastern European countries also have a low proportion of younger academic 

4	 Source: Eurostat. Online data code: educ_uoe_perd02. <https://doi.org/10.2908/EDUC_ 
UOE_PERD02>.



127

Academics in the Romanian Higher Education Context

staff and a dominance of older academic staff. This phenomenon can be partly 
explained by comparable socio-economic conditions.

3.5. � Distribution of Academic Staff in Romania by Academic Rank
The 199/2023 law on higher education (PR 2023) defines the career advance-
ment system for academic staff and researchers at higher education institutions 
in Romania, including the requirements and conditions for entering various 
academic positions (art. 200, 199/2023). Below, I outline the career advance-
ment system according to the main academic rank. Paragraph 200 of the law 
on higher education specifies the academic rank, maintaining the hierarchical 
structure established by previous educational laws. According to this struc-
ture, the academic hierarchy is organized as follows: Assistant Lecturer (asistent 
universitar), Assistant Professor (lector universitar/șef de lucrări universitar), 
Associate Professor (conferențiar universitar), and Professor (profesor universitar). 
Previously, the position of Instructor (preparator) was also included.
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Figure 4.11:  Academic staff in Romanian higher education institutions, by academic rank 
(2000–2022; in numbers).
Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL104A, 
retrieved on August 16th, 2024.

Based on the data presented in the figure (cf. Figure 4.11 and Appendix 9), it can 
be stated that cyclical increases and decreases in academic staff positions have 
been observed over the past two decades, particularly among Professors and 
assistant lecturers. The number of associate professors has shown a relatively 
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stable increase, while the number of assistant lecturers (and Interns) has indi-
cated a continuous decline, reflecting a reorganization in the distribution of 
academic staff in higher education. Over time, the academic staff employed in 
higher education institutions has been rearranged according to the hierarchical 
dynamics of career progression.

The period from the early 2000s to 2009 is characterized by gradual growth, 
during which the number of professors increased continuously from 4,722 
(2000/2001) to 6,128 (2008/2009). A parallel increase is observed among asso-
ciate professors, from 4,051 to 5,789. In the subsequent period, the number 
of professors began to decrease after 2008, falling from 6,128 (2008/2009) to 
4,571 (2011/2012), while the number of associate professors gradually increased. 
The most noticeable change is in the position of assistant lecturers, which 
can be partly explained by the growth of doctoral and postdoctoral positions 
that replaced the former assistant lecturer roles. Additionally, generational 
shifts within the academic staff have also contributed to the reduction in 
the number of assistant lecturers. After Romania’s accession to the EU, uni-
versities increasingly sought to employ higher-qualified academics over assis-
tant lecturer, thereby enhancing the quality of education and international  
competitiveness.

The diagram (see Figure 4.12) does not display data for associate teaching 
staff (with limited-time work contract), whose numbers have fluctuated differ-
ently compared to those in tenured teaching staff (“titular,” with permanent 
contract).5 Between 2018 and 2022, the number of associate teaching staff 
significantly increased from 7,423 to 11,332. This growth is observed in all 
academic positions, with higher values particularly noted among assistant 
professors and assistant lecturers. From this, we can infer that universities 
are placing greater emphasis on involving individuals with expertise in scien-
tific activities, which is expected to have a positive impact on improving the 
quality of education.

5	 “Recruitment to a teaching or research position shall be for an indefinite-time or a limited-time. 
Employment for an indefinite-time in any teaching or research position shall be possible only 
through an open competition organized by the higher education institution.” (art. 202. (1), PR 
199/2023).
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Figure 4.12:  Academic staff in Romanian higher education institutions, by academic rank 
(2021–2022 academic year; in percentage).
Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL104A, 
retrieved on August 16th, 2024.

In the last academic year examined (2021/2022), based on the percentage distribu-
tion of academic positions among tenured academic staff in Romania (see Figure 
4.12), it can be observed that assistant professors constitute the largest proportion 
of the academic staff, making up nearly half of the total (41%), while assistant 
lecturers represent the smallest proportion (12%). The proportion of academic 
staff in higher positions (associate professors and professors) together accounts for 
47%, indicating an almost equal distribution between those in lower and higher 
academic ranks. The distribution of the entire academic staff (including associate 
teaching staff) differs slightly: the proportion of assistant professors and assistant 
lecturers is approximately two-thirds (63%), while those in professor and associate 
professor positions together account for just over one-third (37%). Notably, there 
is a significant discrepancy in the proportion of assistant lecturers between the 
two types of employment arrangements (tenured academic staff: 12%, associate 
teaching staff: 21%).

Summary
The present study intended to trace the transformation of Romanian higher edu-
cation following the regime change, with a focus on the network of Hungarian 
language higher education institutions. It is evident that from the mid-1990s, 
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numerous higher education institutions were established in both the public 
and private sectors in Romania, leading to the expansion of higher education. 
The rapid development of institutions posed significant challenges to education 
policy, particularly in addressing shortcomings related to infrastructure and aca-
demic staff support. The structural reforms introduced as a result of the Bologna 
Process, along with the significant advancements in international academic staff 
and student mobility following Romania’s accession to the EU, have greatly con-
tributed to the internationalization of Romanian higher education. Furthermore, 
during the post-communist transition period, opportunities emerged for the 
reorganization and strengthening of Hungarian language higher education, 
which is an integral part of the Romanian higher education system, leading to 
the establishment of the “3+3+1” institutional structure of the Transylvanian 
system of Hungarian language higher education network as it is known today.

In the past decade, the number of higher education institutions has decreased, 
reaching a more normalized and stabilized level, particularly due to the decline 
in the number of private universities, which also resulted in a reduction in the 
number of faculties, students, and academic staff. Behind these trends, particularly 
after Romania’s accession to the EU, lie factors such as demographic decline and 
emigration. To address the challenges of the twenty-first century, the President 
of Romania’s flagship educational project, the so-called “Educated Romania” 
national project, aims at the long-term development of Romanian higher edu-
cation and enhancing its competitiveness by 2030.

What have we learned about the current situation of academic staff in higher 
education? Based on data from the last academic year (2022/2023), we can state 
that the number of academic staff has remained constant over the past decade, 
around 26,000. During the period from 2018 to 2023, the number of associate 
academic staff significantly increased by 65%. Nearly all academic staff (99.4%) 
work full-time. 90% of the total academic staff teach in public higher education 
institutions, with only 10% in private education. More than half of the academic 
staff (55%) belong to the 40–54 age group. Female academic staff make up 52% 
of the total academic staff. The student-academic staff ratio was 15.5 students 
per academic staff, which represents a decrease compared to previous years; the 
number of students per academic staff is higher in private education (22 students) 
than in public education (15 students). One in three academic staff works at a 
university in Bucharest, and three-quarters of the academic staff in one of the 
six largest university centers.

From the analysis of quantitative data, we can conclude that in the near future, 
Romanian higher education will have to face demographic challenges, emigra-
tion, and the need to maintain international competitiveness. Undoubtedly, 
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digitalization and globalization will continue to play a defining role in the 
development of the higher education system. In addition to the aforementioned 
challenges, Hungarian language higher education must pay particular attention 
to the preservation of the community’s culture and identity while adapting to 
modern educational challenges.
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Appendices
Appendix 1:  The evolution of the total number and types of Romanian higher education 
institutions (1990–2023)

Academic year

Higher education institutions

Total Public Private
1990/1991 48 48 :
1991/1992 56 56 :
1992/1993 62 62 :
1993/1994 63 63 :
1994/1995 63 63 :
1995/1996 95 59 36
1996/1997 102 58 44
1997/1998 106 57 49
1998/1999 111 57 54
1999/2000 121 58 63
2000/2001 126 59 67
2001/2002 126 57 69
2002/2003 125 55 70
2003/2004 122 55 67
2004/2005 117 55 62
2005/2006 107 55 52
2006/2007 104 56 48
2007/2008 106 56 50
2008/2009 106 56 50
2009/2010 108 56 52
2010/2011 108 56 52
2011/2012 108 57 51
2012/2013 107 56 51
2013/2014 103 56 47
2014/2015 101 56 45
2015/2016 99 56 43
2016/2017 97 56 41
2017/2018 95 56 39
2018/2019 92 55 37
2019/2020 90 55 35
2020/2021 89 54 35
2021/2022 88 53 35
2022/2023 87 53 34

Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL101D, 
retrieved on August 14th, 2024.
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Appendix 2:  Higher Education Institutions in Romania, by type of institution  
(conform HG nr. 367/2023, cu modificările și completările ulterioare)

Nr. Higher education institutions Location
Public/ 
Private Note

1. Politehnica University of Bucharest București Public
2. Technical University of Civil Engineering of 

Bucharest
București Public

3. Ion Mincu University of Architecture and 
Urbanism of Bucharest

București Public

4. The University of Agricultural Sciences and 
Veterinary Medicine of Bucharest

București Public

5. University of Bucharest București Public
6. Carol Davila University of Medicine and Pharmacy 

of Bucharest
București Public

7. Academy of Economic Studies of Bucharest București Public
8. National University of Music Bucharest București Public
9. National University of Arts of Bucharest București Public
10. Ion Luca Caragiale National University of Theatre 

and Cinematography of Bucharest
București Public

11. National Academy of Physical Education and 
Sports of Bucharest

București Public

12. National School of Political Sciences and 
Administration Bucharest

București Public

13. Dimitrie Cantemir Christian University of Bucharest București Private
14. Titu Maiorescu University of Bucharest București Private
15. Nicolae Titulescu University of Bucharest București Private
16. Romanian-American University of Bucharest București Private
17. Hyperion University of Bucharest București Private
18. Spiru Haret University of Bucharest București Private
19. University Bioterra of Bucharest București Private
20. The Ecological University of Bucharest București Private
21. University Athenaeum of Bucharest București Private
22. University Artifex of Bucharest București Private
23. Baptist Theological Institute of Bucharest București Private
24. Pentecostal Theological Institute of Bucharest București Private
25. Theological Institute Evangelicals Timotheus of 

Bucharest
București Private

26. Romanian-American Business School București Private ****
27. Military Technical Academy Ferdinand I of Bucharest București Public *
28. National Defense University Carol I of Bucharest București Public *

(Continued)
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Nr. Higher education institutions Location
Public/ 
Private Note

29. Mihai Viteazul National Intelligence Academy of 
Bucharest

București Public *

30. Alexandru Ioan Cuza Police Academy of Bucharest București Public *
31. Technical University of Cluj-Napoca Cluj-Napoca Public
32. University of Agricultural Sciences and Veterinary 

Medicine of Cluj-Napoca
Cluj-Napoca Public

33. Babes-Bolyai University of Cluj-Napoca Cluj-Napoca Public
34. University of Medicine and Pharmacy Iuliu 

Hatieganu of Cluj-Napoca
Cluj-Napoca Public

35. Gheorghe Dima Academy of Music of Cluj-Napoca Cluj-Napoca Public
36. University of Art and Design of Cluj-Napoca Cluj-Napoca Public
37. Avram Iancu University of Cluj-Napoca Cluj-Napoca Private ***
38. Bogdan Voda University of Cluj-Napoca Cluj-Napoca Private
39. Protestant Theological Institute of Cluj-Napoca Cluj-Napoca Private **
40. Sapientia Hungarian University of Transylvania Cluj-Napoca Private **
41. Gheorghe Asachi Technical University of Iași Iași Public
42. Ion Ionescu de la Brad University of Agricultural 

Sciences and Veterinary of Iași
Iași Public

43. Alexandru Ioan Cuza University of Iași Iași Public
44. Grigore T. Popa University of Medicine and 

Pharmacy of Iași
Iași Public

45. University of Arts George Enescu of Iași Iași Public
46. Mihail Kogalniceanu University of Iași Iași Private ***
47. Petre Andrei University of Iași Iași Private
48. Apollonia University of Iași Iași Private
49. Politehnica University of Timișoara Timișoara Public
50. Banat University of Agricultural Sciences and 

Veterinary Medicine King Mihai I of Romania
Timișoara Public

51. The West University of Timișoara Timișoara Public
52. Victor Babes University of Medicine and Pharmacy 

of Timișoara
Timișoara Public

53. Tibiscus University of Timișoara Timișoara Private
54. Ovidius University of Constanța Constanța Public
55. Maritime University of Constanța Constanța Public
56. Andrei Saguna University of Constanța Constanța Private
57. Mircea cel Batran Naval Academy Constanța Public *

Appendix 2:  (Continued)
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Nr. Higher education institutions Location
Public/ 
Private Note

58. University of Oradea Oradea Public
59. Agora University of Oradea Oradea Private
60. Emanuel University of Oradea Oradea Private
61. Partium Christian University Oradea Private **
62. Lucian Blaga University of Sibiu Sibiu Public
63. Romanian-German University of Sibiu Sibiu Private ***
64. Nicolae Balcescu Land Forces Academy Sibiu Public *
65. George Emil Palade University of Medicine, 

Pharmacy, Science and Technology of Târgu-Mureș
Târgu-Mureș Public

66. University of Arts of Târgu-Mureș Târgu-Mureș Public
67. Dimitrie Cantemir University of Târgu-Mureș Târgu-Mureș Private
68. Aurel Vlaicu University of Arad Arad Public
69. Vasile Goldis West University of Arad Arad Private
70. Vasile Alecsandri University of Bacău Bacău Public
71. George Bacovia University of Bacău Bacău Private
72. Transilvania University of Brașov Brașov Public
73. Henri Coanda Air Force Academy Brașov Public *
74. University of Craiova Craiova Public
75. University of Medicine and Pharmacy of Craiova Craiova Public
76. University Dunarea de Jos Galați Galați Public
77. Danubius University of Galați Galați Private
78. Decembrie 1, 1918 University of Alba-Iulia Alba-Iulia Public
79. Dragan European University of Lugoj Lugoj Private
80. University of Petrosani Petrosani Public
81. Constantin Brancoveanu University of Pitesti Pitesti Private
82. Petroleum and Gas University of Ploiesti Ploiesti Public
83. Stefan cel Mare University of Suceava Suceava Public
84. Valahia University of Targoviste Targoviste Public
85. Constantin Brancusi University of Târgu-Jiu Târgu-Jiu Public
86. Adventist Theological Institute of Cernica Cernica Private

Source: Compiled by the author, based on data available at ME (<https://www.edu.ro/
universitati_stat_civile; https://www.edu.ro/institutii_inv_superior_militare>;  
<https://www.edu.ro/universitati_particulare_acreditate>), retrieved on  
August 15th, 2024.

Notes: *Higher education institutions with military profile; **Hungarian Language University; 
***Specializations/Programs of undergraduate studies in the structure of the higher education 
institution enter into liquidation starting with the academic year 2014–2015; 2016–2017, 2020–2021; 

****University education—second cycle.
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Appendix 3:  The evolution of the faculties and types of Romanian higher education 
institutions (1990–2023)

Academic year

Faculties

Total Public Private
1990/1991 186 186 :
1991/1992 257 257 :
1992/1993 261 261 :
1993/1994 262 262 :
1994/1995 262 262 :
1995/1996 437 : :
1996/1997 485 324 161
1997/1998 516 342 174
1998/1999 556 361 195
1999/2000 632 411 221
2000/2001 696 438 258
2001/2002 729 465 264
2002/2003 742 489 253
2003/2004 754 513 241
2004/2005 742 510 232
2005/2006 770 554 216
2006/2007 755 558 197
2007/2008 631 432 199
2008/2009 617 420 197
2009/2010 624 417 207
2010/2011 629 422 207
2011/2012 614 410 204
2012/2013 596 405 191
2013/2014 590 405 185
2014/2015 583 403 180
2015/2016 567 409 158
2016/2017 560 405 155
2017/2018 554 406 148
2018/2019 545 406 139
2019/2020 546 407 139
2020/2021 541 404 137
2021/2022 543 409 134
2022/2023 542 411 131

Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL101E, 
retrieved on August 14th, 2024.
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Appendix 4:  Government expenditure on education (% of GDP)

Year

Government expenditure on education

Romania Hungary Slovakia European Union

2000 2.90 4.90 3.90 4.90
2001 3.30 4.90 3.90 5.10
2002 3.50 5.20 4.20 5.20
2003 3.50 5.80 4.20 5.10
2004 3.30 5.30 4.10 5.00
2005 3.50 5.30 3.80 5.10
2006 4.30 5.30 3.70 5.00
2007 4.10 5.10 3.50 4.70
2008 4.10 5.00 3.50 5.00
2009 4.00 4.90 4.00 5.50
2010 3.40 4.70 4.00 5.30
2011 2.90 4.60 3.90 5.10
2012 2.80 4.10 3.90 4.90
2013 3.10 4.20 4.10 5.00
2014 3.10 4.60 4.20 5.00
2015 3.10 4.50 4.60 4.90
2016 3.00 4.60 3.90 4.80
2017 3.10 4.60 3.90 4.60
2018 3.30 4.60 4.00 4.60
2019 3.60 4.20 4.30 4.60
2020 3.60 4.20 4.80 4.90
2021 3.30 5.00 4.30 5.00
Average 3.40 4.80 4.03 4.97

Source: <https://data.worldbank.org/indicator/SE.XPD.TOTL.GD.ZS>.
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Appendix 5:  The evolution of the number of students enrolled in Romanian higher 
education institutions (1990–2023)

Academic year

Students enrolled

Total Public Private
1990/1991 192810 192810 :
1991/1992 215226 215226 :
1992/1993 235669 235669 :
1993/1994 250087 250087 :
1994/1995 255162 255162 :
1995/1996 336141 250836 85305
1996/1997 354488 261054 93434
1997/1998 360590 249875 110715
1998/1999 407720 277666 130054
1999/2000 452621 322129 130492
2000/2001 533152 382478 150674
2001/2002 582221 435406 146815
2002/2003 596297 457259 139038
2003/2004 620785 476881 143904
2004/2005 650335 495034 155301
2005/2006 716464 513678 202786
2006/2007 785506 520263 265243
2007/2008 907353 526844 380509
2008/2009 891098 480239 410859
2009/2010 775319 452982 322337
2010/2011 673001 433063 239938
2011/2012 539852 399464 140388
2012/2013 464592 364916 99676
2013/2014 433234 353988 79246
2014/2015 541653 464149 77504
2015/2016 535218 465012 70206
2016/2017 531586 464642 66944
2017/2018 538871 471376 67495
2018/2019 533749 467931 65818
2019/2020 543299 475823 67476
2020/2021 560490 491943 68547
2021/2022 554007 486520 67487
2022/2023 538720 475546 63174

Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL103L, 
retrieved on August 14th, 2024.
Note: Between the academic years 1990/1991 and 2013/2014, only the numbers of students 
enrolled in BA courses are shown, and from the following academic year until today, the numbers 
of students enrolled in all types of courses (BA, MA, Ph.D.) are shown.
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Appendix 6:  Ratio of students-to-academic staff, by type of institution (1990–2023)

Academic year

Student-staff ratio

Total Public Private

1990/1991 13.8 13.8 :
1991/1992 12.4 12.4 :
1992/1993 17.6 17.6 :
1993/1994 18.8 18.8 :
1994/1995 18 18 :
1995/1996 14.8 12.5 23.8
1996/1997 15.1 13.1 33.4
1997/1998 14.7 11.5 39.6
1998/1999 15.6 12 42.5
1999/2000 16.7 13.5 41.1
2000/2001 19 15.5 46
2001/2002 19.9 17.3 42
2002/2003 19.8 17.5 38.7
2003/2004 20.3 18 38.5
2004/2005 20.8 18.4 38.2
2005/2006 22.7 19.1 43.5
2006/2007 25.6 19.6 64.4
2007/2008 28 19.5 77.3
2008/2009 27.8 17.7 84.1
2009/2010 24.9 16.9 74.2
2010/2011 22.6 16.9 58.1
2011/2012 19 16.4 35.2
2012/2013 16.9 15.3 26.6
2013/2014 15.4 14.5 20.5
2014/2015 14.8 14.1 19.9
2015/2016 15.2 14.7 19.9
2016/2017 15.3 14.7 20.6
2017/2018 15.5 14.9 20.7
2018/2019 15.3 14.6 21.1
2019/2020 15.4 14.9 19.8
2020/2021 16.1 15.6 20.3
2021/2022 15.7 15 21.9
2022/2023 15.4 14.8 21.7

Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL103L and 
SCL104C, retrieved on August 15th, 2024.
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Appendix 7:  Academic staff in higher education institutions, by academic year  
(in numbers; 1990–2023)

Academic year

Teaching staff

Total Public Private

1990/1991 13927 13927 :
1991/1992 17315 17315 :
1992/1993 18123 18123 :
1993/1994 19130 19130 :
1994/1995 20452 20452 :
1995/1996 22611 19994 3580
1996/1997 23477 19897 2794
1997/1998 24427 21633 2794
1998/1999 26013 22955 3058
1999/2000 26977 23809 3168
2000/2001 27959 24686 3273
2001/2002 28674 25174 3500
2002/2003 29619 26029 3590
2003/2004 30137 26400 3737
2004/2005 30857 26790 4067
2005/2006 31543 26881 4662
2006/2007 30583 26464 4119
2007/2008 31964 27044 4920
2008/2009 31973 27089 4884
2009/2010 31103 26757 4346
2010/2011 29746 25618 4128
2011/2012 28365 24372 3993
2012/2013 27555 23805 3750
2013/2014 28211 24342 3869
2014/2015 27772 24467 3305
2015/2016 26949 23978 2971
2016/2017 26618 23776 2842
2017/2018 26266 23566 2700
2018/2019 26384 23822 2562
2019/2020 26429 23621 2808
2020/2021 25991 23204 2787
2021/2022 26555 23992 2563
2022/2023 26649 24181 2468

Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL104C, 
retrieved on August 15th, 2024.
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Appendix 8:  A Higher education female and male academic staff  
(in percentages; 1990–2023)

Academic year

Teaching staff

Woman Men

1990/1991 28.0 72
1991/1992 27.9 72.1
1992/1993 29.6 70.4
1993/1994 30.8 69.2
1994/1995 30.1 69.9
1995/1996 31.8 68.2
1996/1997 34.7 65.3
1997/1998 35.1 64.9
1998/1999 36.9 63.1
1999/2000 39.8 60.2
2000/2001 39.0 61
2001/2002 39.0 61
2002/2003 40.2 59.8
2003/2004 41.4 58.6
2004/2005 42.5 57.5
2005/2006 42.9 57.1
2006/2007 42.8 57.2
2007/2008 43.9 57.1
2008/2009 43.3 56.7
2009/2010 45.9 54.1
2010/2011 46.8 53.2
2011/2012 48.7 51.3
2012/2013 48.5 51.5
2013/2014 48.6 51.4
2014/2015 49.4 50.6
2015/2016 50 50
2016/2017 50.8 49.2
2017/2018 51.3 48.7
2018/2019 50.9 49.1
2019/2020 51.7 48.3
2020/2021 52.1 47.9
2021/2022 52.4 47.6
2022/2023 52.3 47.7

Source: Compiled by the author, based on data available at INS Tempo Online. Table SCL104A, 
retrieved on August 16th, 2024.
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Appendix 9:  Academic staff in Romanian higher education institutions, by academic rank 
(2000–2022; in numbers)

Academic year

Academic rank

Professor
Associate 
professor

Assistant 
professor

Assistant 
lecturer and 

instructor

2000/2001 4722 4051 7942 10431

2001/2002 4840 4369 7889 10680

2002/2003 5115 4538 8090 10955

2003/2004 5374 4723 7766 11295

2004/2005 5688 4896 8046 11352

2005/2006 5842 5148 8341 11196

2006/2007 5614 5020 8240 10725

2007/2008 6036 5477 8741 10785

2008/2009 6128 5789 8687 10396

2009/2010 5767 5609 8773 9845

2010/2011 5312 5461 8455 9410

2011/2012 4571 5319 9223 8903

2012/2013 4209 5475 9517 8134

2013/2014 4425 5988 10111 7376

2014/2015 4071 5299 8258 5319

2015/2016 4240 5380 8317 4314

2016/2017 4495 6066 9236 4183

2017/2018 4090 5651 8606 3635

2018/2019 4413 6239 9428 3615

2019/2020 4392 6511 9688 3063

2020/2021 4315 6576 9758 2930

2021/2022 4260 6768 9835 2835

Source: Compiled by the author, based on data available at INS Tempo Online.  
Table SCL104A, retrieved on August 16th, 2024.

Notes: The status of Instructor (preparator) was not included in the 1/2011 Education Law, nor 
is it present in the current Higher Education Law (199/2023). Therefore, it was not displayed 
separately in the table but was combined with the assistant lecturer position. Additionally, the 
previous Education Law (128/1997) included another position, namely Consultant Professor 
(profesor universitar consultant), which is no longer present in the last two education laws. 
Consequently, these positions have been categorized under “other” in the table, but they are not 
displayed, as they have been phased out over the years and no longer exist.
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ABSTRACT
The Serbian higher education system has undergone significant changes, particularly following 
the Bologna reforms of 2005. There is a consensus among researchers that these reforms have 
aimed to integrate Serbian institutions into the European Higher Education Area, yet challenges 
remain in fully achieving this integration. However, there is still debate regarding the effective-
ness of these reforms in improving the quality of education and the accreditation processes of 
Serbian higher education institutions. This study seeks to address these gaps by examining the 
impact of these regulations on faculty appointment and employment policies, the composition 
of academic staff, and their career progression. The research questions focus on how these regu-
lations affect the distribution of faculty and students between public and private universities, and  
the statistical analysis of student enrollment and graduation rates. The study utilizes a dataset 
provided by the Statistical Office of the Republic of Serbia. Data on higher education is collected 
by regular annual surveys. Data on students enrolled in tertiary education and academic staff 
in faculties and academies refer to the beginning of the winter semester, that is, when students 
were enrolled. Data on graduated students, specialists, Master of Arts/Science, and Ph.Ds. 
relate to the calendar year. Key analytical methods include descriptive and comparative sta-
tistics. The findings reveal significant disparities in faculty distribution and student outcomes 
between public and private institutions, highlighting areas for policy improvement. These 
results have important implications for the future of higher education in Serbia, suggesting 
that targeted reforms could enhance both academic and practical outcomes.

Keywords: Serbian higher education, Bologna Process, faculty distribution, academic staff, 
student outcomes, accreditation, policy analysis

Introduction
The educational system plays a crucial role in social development, considering that 
its quality is closely linked to economic development and its level of excellence 
(Branković, 2021; European Council 2000; Kočović, 2020; Kolarski, 2021; Škorić, 
2008). Consequently, the design of the educational system needs to align with 
labor market requirements (Avramović, 2013) and provide high-quality education 
to students (Jarić & Vukasović, 2009; Lungulov, 2015).

Serbian higher education reforms after 2005 brought significant changes to 
the structure and operation of the higher education system (Lungulov, 2011, 
2015). These reforms were part of the Bologna Process, aimed at harmonizing 
and standardizing the European Higher Education Area. The primary goal was 
to make Serbian higher education compatible with European systems, thereby 
facilitating student mobility (Jerotijević & Aleksić Glišović, 2019) and mutual 
recognition of diplomas and qualifications within EU member states. Within the 
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framework of the Bologna Process, mobility provides opportunities for students 
to access various learning and training options at all study levels. Additionally, 
it offers researchers, teachers, and non-teaching staff opportunities for research 
and training.

The Bologna Process has two main advantages in comparison to the old higher 
education system: it is the student-centered education, which reduces the potential 
flaws of the old system of university studying and makes it more vibrant, and it 
is based on the European university framework that facilitates employment after 
graduation (Osmanović Zajić & Maksimovic, 2023).

The study begins by analyzing the impacts of introducing the Bologna System 
in Serbia’s higher education system, which marked a significant shift toward 
harmonizing educational standards across Europe. The study then addresses 
The challenges of implementing the accreditation process, highlighting the 
hurdles faced by institutions in meeting the stringent criteria necessary to ensure 
quality education. A detailed analysis of the structure and characteristics of the 
higher education system provides insight into the organizational framework 
and educational paradigms that shape Serbian academia. The study also reviews 
the academic qualification requirements in higher education, scrutinizing the 
standards set for academics and their impact on teaching efficacy. In a compar-
ative analysis of state and private universities in Serbia, the study contrasts the 
two models, shedding light on their operational differences and the implications 
for students and faculty. This is complemented by an examination of trends in 
student enrollment and graduation rates, which offers a statistical perspective on 
the shifting demographics and academic outcomes within the system. Further, 
the study investigates the structure and characteristics of the higher applied 
education system, focusing on vocational and technical training as vital com-
ponents of Serbia’s educational landscape. It also contemplates the prestige of 
the academic career in Serbia, discussing the societal value placed on academia, 
the opportunities for emerging talent, and the potential trajectories for future 
development. The study concludes with a summary that encapsulates the key 
findings, emphasizing the need for ongoing reform and support to foster an 
environment conducive to educational excellence and innovation. It posits that 
embracing change and addressing current challenges head-on will be crucial for 
Serbia’s higher education system to thrive in the global academic arena.

1. � Impacts of the Bologna Process on the Serbian Higher 
Education System

The introduction of the Bologna Process not only enhanced the quality and 
efficiency of higher education (Osmanović Zajić & Maksimovic, 2023; Janićijević 
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et al., 2005; Vukasanovic, 2007) but also contributed to the international compet-
itiveness of Serbia’s higher education system. This integration paved the way for 
Serbia’s accession to the EU, which is a crucial step in the further development 
and modernization of Serbian higher education (Lungulov, 2011). Additionally, 
the Bologna Process aims to enhance the competitiveness of European higher 
education globally (The U.K. HE Europe Unit, 2005).

In Serbian higher education during the 2000s, many students either dropped 
out of their studies or took unreasonably long to complete their studies. Until 
the adoption of the new Higher Education Law in 2005, the expected duration of 
undergraduate studies at Serbian state universities was four to six years. However, 
statistical data reveal that the officially expected study time often transformed 
into significantly longer average durations (from enrollment to graduation): 
the average duration for four-year programs was 6.76 years, 7.51 years for five-
year programs, and 7.62 years for six-year programs (Jarić & Vukasović, 2009). 
Overburdened students and strict educational regulations were cited as reasons 
for this extended study period (Turajlić et al., 2004).

Another important aspect of the reforms was the transformation of curricula 
and teaching methods. Modernizing curricula and making teaching methods 
more innovative allowed students to acquire knowledge and skills more effec-
tively (Osmanović Zajić & Maksimovic, 2023: 702). Essentially, the purpose of the 
Bologna higher education system is to facilitate students’ learning experiences in 
every way possible. It aims to bring the necessary curriculum closer to students 
most efficiently and engagingly. At the end of their undergraduate studies, stu-
dents would have the opportunity to continue with master’s programs, and later, 
upon completing their master’s studies, they could pursue doctoral programs 
within their chosen field.

The reforms also impacted other areas of higher education. The broadening 
of study programs and training fields allowed students to choose from a wider 
range of academic areas and appropriately shape their professional specializations. 
This encouraged student mobility, contributing to the enrichment of cultural and 
professional experiences (The Sorbonne Declaration, 1998; Bergen Communiqué, 
2005; Budapest-Vienna Declaration, 2010; Rome Ministerial Communique, 2020).

Another innovation introduced by the Bologna higher education system is 
the ECTS. ECTS is a unique system that facilitates easier recognition and com-
parison of various educational programs and institutions across European coun-
tries (Bologna Declaration, 1999; Berlin Communiqué, 2003; Budapest-Vienna 
Declaration, 2010; Kolarski, 2021; The Sorbonne Declaration, 1998). The system 
is based on credit points that depict students’ workload during the acquisition 
of a specific study program (60 points per academic year, 30 points per semester, 
20 points per trimester). Implementing the ECTS system in university practice 
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contributes to student mobility within the European Higher Education Area, 
allowing for transferring and accumulating points earned at different institu-
tions. This forms the basis for inter-university collaboration for both students 
and academics alike (Šofranac & Damjanović, 2010; Marinković-Nedučin & 
Lazetić, 2002).

In Serbian higher education, this credit transfer procedure is often referred to 
simply as “points.” Essentially, these points indicate the effort a student invested 
in a mandatory or elective course at the university, reflecting the quality of 
knowledge acquired. Naturally, assignments such as homework, seminar papers, 
tests, or quizzes can be counted, making it easier for students. While the original 
intention of the ECTS concept was to reduce students’ burdens, many students 
feel that it has had the opposite effect: points weigh heavily on them, and the 
focus shifts from quality education to acquiring points (Kolarski, 2021).

According to Kolarski (2021), the adoption of the Bologna Declaration and 
entry into the European Higher Education Area brought innovations such as 
reduced academic workload for students, shorter study durations, higher average 
grades, and enhanced mobility opportunities.

In the Bologna higher education system, lectures and practical sessions are 
mostly mandatory. This has its advantages because students can more easily 
retain the material during lectures and practical sessions. Consequently, they 
have a solid foundation when preparing for colloquia or exams, provided they 
pay attention during lectures and practicals.

During practical sessions, teaching assistants encourage students to engage 
with relevant literature, which aids their preparation for future exams. However, 
there is one drawback related to literature: in many departments, students have 
access to outdated books for certain subjects (Kolarski, 2021). Compared to the 
pre-Bologna system, Serbia has not made significant progress in updating the 
literature. In many cases, the same content from earlier textbooks is still used, 
albeit in a condensed form due to combining material from various sources.

In the Bologna higher education system in Serbia, certain problems might 
occur: insufficient space for teaching, insufficient number of academic staff, a 
large number of students in comparison to the number of academics and facili-
ties, insufficiently developed student body, inadequate use of human, financial, 
and infrastructural resources (Osmanović Zajić & Maksimovic, 2023).

Lisman is particularly critical of the Bologna Process, which aims to create 
a unique European education system enabling comparability and mobility for 
both academics and students (Liessmann, 2008). Lisman’s critique extends to 
the organization of studies into modules-units that can be assembled or even 
exchanged like puzzle pieces. In Lisman’s view, this approach overlooks the fact 
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that science has its specific systematic structure, which does not allow for arbitrary 
omissions or combinations of elements. Furthermore, it disregards the sequence 
of processing and assimilating scientific facts.

As a key element of the Bologna reforms, each educational program must 
precisely define the expected outcomes at the end of the learning process. These 
outcomes represent the skills and competencies acquired by students. In practical 
terms, every curriculum must clearly and comprehensively describe the specific 
abilities students should possess upon successful completion of their studies 
within a particular field (Antolović & Petković, 2010).

After the introduction of the Bologna system, Serbian higher education 
witnessed a paradigm shift. The emphasis increasingly shifted toward student- 
centered education, aiming to support students’ personal development and 
enhance their practical skills. As a result, smaller group sessions, project-based 
learning, and interactive teaching methods became more widespread.

The Bologna reforms also led to the transformation of curricula and subjects. 
Instead of overly specialized traditional content, more flexible, multidisciplinary 
study programs were established, better aligned with changing labor market 
demands and societal challenges.

Furthermore, the establishment and strengthening of a quality assurance 
system were integral parts of the reforms, ensuring high standards in teaching 
and research (Lungulov, 2011). Within this framework, various quality control 
and assessment mechanisms were introduced, contributing to the continuous 
improvement of teaching and research quality.

Therefore, after the implementation of the Bologna system, Serbian higher 
education underwent significant development, resulting in modernized struc-
tures and processes that better adapt to European higher education trends and 
expectations.

2. � Challenges in Implementing the Accreditation Process 
Within the Serbian Higher Education System

The dynamic development of the reform process received renewed momentum 
with the adoption of accreditation, self-assessment, and external quality control 
standards in 2006. These standards defined the quality expectations for higher 
education institutions and study programs, establishing the framework for ini-
tiating the accreditation process. The goal of this measure was to strengthen 
and enhance the quality of higher education in Serbia, as well as to promote 
more effective operation of educational institutions and the delivery of quality 
education to students.
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The introduction of these standards facilitated objective evaluation of the 
quality of higher education institutions and study programs, while also regulating 
the accreditation process. It encouraged institutions to engage in self-assessment 
and continuous improvement, enhancing transparency and reliability within the 
higher education system.

Thanks to these reforms, higher education institutions and study programs 
have consistently improved their quality, contributing to better education for stu-
dents and more effective responsiveness to labor market demands. Furthermore, 
ongoing development of the accreditation process offers additional opportunities 
for further improvements and enhancements in the education system in the 
future.

Since its establishment, the National Entity for Accreditation and Quality 
Assurance in Higher Education (NEAQA), as an institution, financially, admin-
istratively, and professionally independent body, has, in accordance with the 
Higher Education Law starting from 2017, created the conditions for the oper-
ation by adopting new regulations and instructions. The introduction of a new 
methodology allowed for the independent conduct of accreditation procedures 
and external quality control for higher education institutions. This methodology 
includes the development of rules and instructions related to the accreditation 
of institutions and study programs, all aimed at ensuring and maintaining the 
quality of higher education. Accreditation decisions based on the new method-
ology rely on the reports of the reviewing committees.

The adoption of modern software has become essential for more efficient work 
and timely decision-making. As part of the new methodology, requirements 
have been established for digital accreditation processes for higher education 
institutions and study programs. The NAT 2019 software package, developed by 
the Faculty of Technical Sciences at the University of Novi Sad, has been actively 
in use since July 2019. With the introduction of this software, accreditation data 
management now occurs using modern and efficient tools that fully align with 
the new accreditation requirements. The unique database allows higher education 
institutions to provide information about their accreditation-related activities. 
The software automates the calculation of parameters for both institutions and 
study programs, facilitating data analysis.

The mission of the National Entity for Accreditation and Quality Assurance 
in Higher Education is to ensure that only higher education institutions that 
meet strict standards can provide education. This ensures that the professionals 
entering the job market and the professions aligned with their training meet the 
challenges of the Fourth Industrial Revolution. (Kočović, 2020). The most talented 
professionals across all social strata must constitute a high-quality workforce, 
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possessing knowledge and skills aligned with modern practices. Their role in 
promoting technological development and innovation is indispensable for prog-
ress. Serbia’s future partly depends on the extent to which the National Entity for 
Accreditation contributes to maintaining stability within the higher education 
system. It is essential that only institutions consistently meeting requirements and 
providing their students with quality knowledge and skills remain operational.

The new accreditation execution methodology must contribute to more effi-
cient assessment and fulfillment of accreditation standards for higher educa-
tion institutions and study programs. The key role should be entrusted to the 
most talented professionals across all segments of society, individuals equipped 
with quality qualifications and skills aligned with modern practices. Without a 
high-quality workforce that drives technological development and innovation, 
progress is unattainable (Kočović, 2020).

2.1. � Structure and Characteristics of Serbia’s  
Higher Education System

In the Serbian higher education system, there are two types of studies:

a)	 academic studies, primarily organized at universities, and
b)	 applied studies, organized at faculties of applied studies or within universities.

The academic study system comprises three cycles:

	∙ Undergraduate studies, which typically last 4 years with 240 ECTS, but 3-year, 
180 ECTS bachelor programs are also available.

	∙ Master’s studies typically last 1 to 2 years and correspond to 60 to 120 ECTS 
credits, while specialized academic studies last 1 year, with 60 ECTS credits.

	∙ Doctoral studies (Ph.D.) typically last for at least three years of study or 180 
ECTS credits.

The applied study system comprises two cycles:

	∙ Undergraduate applied studies, which last for three years and carry 180 ECTS 
credits, and specialized applied studies with a duration of 1 year, with 60 
ECTS credit.

	∙ Master’s applied studies, which last for 1 to 2 years, correspond to 60 to 120 
ECTS credits.

Figure 5.1. presents a schematic organization of the Serbian higher education 
system.
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Doctoral Academic Studies (Ph.D.)
Minimum of three years of study or 180 ECTS credits.

(With previously earned 300 ECTS credits in graduate academic studies.)

Master Academic Studies
Duration of 1-2 years, with 

60 to 120 ECTS credits.

Specialized Academic Studies
Duration of 1 year, with 

60  ECTS credits.

Specialized Applied Studies
Duration of 1 year, with 

60  ECTS credits.

Undergraduate Academic
Studies

Duration of 4 year, or 3 year,
 with 180-240  ECTS credits. 

Undergraduate Applied
Studies

Duration of 3 year, 
with 180  ECTS credits. 

Candidates
With completed secondary education and passed entrance exam...)

Master Applied Studies
Duration of 1-2 years, with 

60 to 120 ECTS credits.

Figure 5.1: S erbian higher education system.
Source: Republic of Serbia, Ministry of Education, Science and Technological Development: 
National Qualifications Framework of the Republic of Serbia.

Summarizing the information provided, in Serbia, higher education is  
organized within universities, faculties, and colleges. According to the 2011 
census, 10.59% of the population in Serbia held a higher education degree, while 
the 2022 data indicates a growth to 16.40% (Census of Population, Households 
and Dwellings, 2022). Every individual with a four-year high school diploma is 
entitled to higher education. Higher education institutions offer a wide range 
of study programs and specializations, allowing students to choose from various 
academic paths.

2.2. � Review of the Academic Qualification Requirements for 
Academics in Higher Education

According to the law on higher education, the academic staff consists of aca-
demics, researchers, and associates. The non-teaching staff of higher education 
institutions includes individuals who perform professional, administrative, and 
technical tasks.

In Serbia, obtaining the title of an academic in higher education is subject to 
extremely strict requirements. Applicants are evaluated based on various criteria, 
including their academic qualifications, scientific or professional achievements, 
teaching experience, and other important factors. These criteria have been estab-
lished to ensure the high standards and expertise of academics, as well as the 
excellent level of education provided to students. The rigorous requirements play 
a crucial role in maintaining the reputation of higher education institutions and 
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promoting scientific excellence in Serbia. Therefore, the selection of academics is 
not only an individual decision but also an important consideration within the 
broader context of the quality and credibility of the entire educational system.

In Serbian higher education institutions, the titles for academics encompass 
various levels, including lecturer of applied studies, senior lecturer of applied 
studies, professor of applied studies, assistant professor, associate professor, and 
full professor (Law on higher education “Official Gazette of RS,” No. 88/2017, 
73/2018, 27/2018—consolidated text, 67/2019, 6/2020—consolidated texts, 
11/2021—authentic interpretation, 67/2021, 67/2021— consolidated text, and 
76/2023). Academics holding the titles of lecturer of applied studies, senior lec-
turer of applied studies, or professor of applied studies are authorized to conduct 
teaching exclusively within applied study programs. Academics with the titles of 
assistant professor, associate professor, and full professor are authorized to teach 
across all types of study programs.

To be appointed as an academic, a candidate must meet specific criteria, includ-
ing possessing relevant professional, academic, scientific, or artistic qualifications 
acquired through accredited study programs and higher education institutions, 
as well as demonstrating pedagogical competence.

According to the law on higher education, the title of lecturer of applied 
studies can be awarded to an individual who holds the academic title of master, 
or at least the professional title of specialist in academic studies.

The title of senior lecturer of applied studies can be awarded to an individual 
who holds the scientific title of Doctor of Science, or an artistic title of Doctor 
of Arts. To attain the title of professor of applied studies, candidates must have 
relevant scientific or professional works published in scientific journals or pro-
ceedings, along with reviews, or provide evidence of artistic achievements.

According to the law on higher education, the title of assistant professor can 
be awarded to an individual who has completed previous levels of study with 
an average grade of at least eight, has at least three years of teaching experience 
at a higher education institution, holds a scientific title of Doctor of Science 
or an artistic title of Doctor of Arts, and has relevant scientific or professional 
works published in scientific journals or proceedings, accompanied by reviews 
or artistic achievements. Additionally, the title of associate professor can be con-
ferred upon an individual who, in addition to meeting the basic requirements, 
has a significant number of scientific works contributing to the development 
of science in a specific specialized field. These works should be published in 
international or leading domestic journals, along with accompanying reviews. 
Furthermore, candidates may have multiple artistic achievements in their artis-
tic field, such as original projects, studies, and patents, as well as experience in 
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leading or participating in scientific or artistic projects. Publishing textbooks, 
monographs, practical guides, or collections of tasks, as well as presenting 
works at international or domestic scientific conferences, further enhances the 
qualifications for the title of associate professor. The title of full professor can 
be conferred upon an individual who, in addition to meeting the basic require-
ments, has a significantly larger number of scientific works that are significant 
for the development of scientific thought in their specialized field. These works 
should be published in international or leading domestic journals, accompanied 
by relevant reviews. Additionally, candidates may have a greater number of recog-
nized artistic achievements that are of great importance for progress in the arts. 
Furthermore, it is necessary to have a considerable number of scientific works 
and presentations at international or domestic scientific conferences, as well as 
published textbooks, monographs, or original professional accomplishments. 
Additionally, candidates should demonstrate results in developing the scientific 
and teaching the younger generation at the faculty, as well as participation in 
final projects in specialized and master academic studies.

An individual appointed to the titles of lecturer, senior lecturer, assistant 
professor, or associate professor receives the title and enters into employment 
for a period of five years.

An individual appointed to the titles of professor of applied studies or full 
professor receives the title and enters into permanent employment.

According to the law on higher education, the titles of associates include 
teaching assistant, assistant, and assistant with a doctorate. A higher education 
institution appoints an individual to the title of assistant who has completed 
each of the previous levels of study with an average grade of at least 8.00/10.00 
and demonstrates an aptitude for teaching.

According to the law on higher education, higher education institutions can 
engage academics from other independent higher education institutions outside 
the territory of the Republic of Serbia. This can be done under the title of visiting 
professor, without the need for a public competition.

The number of academic staff starting from the 2009/10 academic year  
until the 2022/23 academic year is presented in Figure 5.2. According to  
Figure 5.2, the number of academic staff has shown a positive trend, increasing 
from 14812 to 17009 academics. Despite minor fluctuations, the overall direction 
shows an increasing trend with some variations.

Within the academic staff, the distribution of academics and associates is 
presented in Figure 5.3. The number of academics is rising, while the number of 
associates is slightly decreasing. Figure 5.3 also shows that there are approximately 
twice as many academics as there are associates.
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Figure 5.2:  Number of academics and associates.
Source: Statistical Office of the Republic of Serbia.

Figure 5.3:  Distribution of academics and associates.
Source: Statistical Office of the Republic of Serbia.
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The Statistical Office of the Republic of Serbia has been consistently providing 
data on male and female academic staff since the 2009/10 academic year. The 
gender distribution is presented in Figure 5.4.

Figure 5.4:  Distribution of male and female academic staff.
Source: Statistical Office of the Republic of Serbia.

Figure 5.4 indicates that from the 2009/10 academic year to the 2021/22 academic 
year, there has been a consistent pattern where the number of male academic 
staff in higher education in Serbia has remained constant, while the number of 
female academic staff has steadily grown. From 2009 to 2018, the number of male 
academic staff exceeded that of female academic staff. However, starting from 
the 2019/20 academic year, the number of female academic staff has surpassed 
that of male academic staff. Figure 5.5 presents the distribution of academic staff 
by gender and academic title.

It shows a consistent but slow rate of incline in the number of male Ph.D. 
holders, which was the most numerous group. The number of female Ph.D. 
holders is increasing at a faster rate. In the 2021/22 academic year, the number of 
male Doctor of Arts and Sciences was 5805, while the number of female Doctor 
of Arts and Sciences was 5754, almost as high as for males. The counts for both 
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Figure 5.5:  Distribution of academic staff by gender and title.
Source: Statistical Office of the Republic of Serbia.

male and female M.Sc. holders, as well as those without any title, remain rela-
tively flat and significantly lower than their Ph.D. counterparts. In each case, the 
number of female academic staff is higher than that of male academic staff. The 
total number of male and female academic staff from the 2009/10 academic year 
to the 2021/22 academic year is given in Figure 5.4. The data reveals a consistent 
but gradual rise in the number of male academic staff, while the female academic 
staff has experienced more rapid growth. Between the 2009/10 and 2018/19 aca-
demic years, the male academic staff population was larger. However, starting 
from 2019/20, the female portion of the academic staff overtook that of males.

2.3. � Comparative Analysis of Public and Private Universities  
in Serbia

The higher education landscape in Serbia has undergone significant transfor-
mations over the past two decades. Before 2005, higher education in Serbia was 
predominantly state-controlled, with a limited presence of private institutions. 
According to The Ministry of Education of the Republic of Serbia, as of the 
2022–23 academic year, there were eight public universities in Serbia without 
AP Kosovo and Metohia. These universities are:

	∙ University of Belgrade: founded in 1808.
	∙ University of Arts in Belgrade: established in 1957.
	∙ University of Novi Sad: established in 1960.
	∙ University of Kragujevac: founded in 1976.
	∙ University of Nis: founded in 1965.
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	∙ State University of Novi Pazar: founded in 2006.
	∙ University of Defense: established in 2011.
	∙ University of Criminal Investigation and Police Studies: established in 2018.

The Higher Education Act of 2005 liberalized the sector, leading to the estab-
lishment of numerous private universities. This period witnessed a proliferation 
of private universities, catering to niche areas of study and attracting students 
seeking alternative educational experiences. According to the Statistical Office 
of the Republic of Serbia, as of the 2022–23 academic year, there were ten private 
universities:

	∙ Megatrend University: established in 1989.
	∙ Alpha University: established in 1992.
	∙ Singidunum University: founded in 1999.
	∙ University of Business Academy: founded in 2000.
	∙ University Union: established in 2005.
	∙ University of Novi Pazar: established in 2006.
	∙ Educons University: founded in 2008.
	∙ Metropolitan University: established in 2010.
	∙ University Union—Nikola Tesla: established in 2010.
	∙ European University: accredited in 2012.

Historically, state universities enjoyed a reputation for quality education and 
research, often benefiting from government funding and resources. Concerns 
regarding the quality and accreditation of private universities persisted, 
although efforts were made to establish accreditation mechanisms to ensure 
standards.

Over the years, both state and private universities in Serbia have expanded 
their academic programs and international cooperation. The Bologna Process 
has played a pivotal role in reforming higher education, aligning Serbian uni-
versities with European standards. The number of higher education institutions 
has changed over time, as presented in Table 5.1.

While the number of public higher institutions fluctuated within a relatively 
narrow range over the years, starting from the academic year 2020/21, the 
number of public higher institutions declined. This decrease can be attributed 
to the restructuring of vocational colleges into academies of applied studies, 
a process that began in 2019. Conversely, the number of private higher insti-
tutions experienced more variability, with fluctuations and a noticeable drop 
starting from the 2013/14 academic year, followed by growth starting from 
2018/19.
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Table 5.1:  Number of higher education institutions

Academic year Public higher institutions Private higher institutions

2010/11 120 69

2011/12 120 67

2012/13 121 62

2013/14 120 59

2014/15 123 59

2015/16 123 58

2016/17 123 57

2017/18 123 58

2018/19 125 62

2019/20 122 62

2020/21 101 63

2021/22 102 66

2022/23 103 66

Source: Statistical Office of the Republic of Serbia.

The distribution of enrolled students in public and private higher institutions is 
given in Table 5.2 in percentage. The number of enrolled students has fluctuated, 
with public higher institutions consistently showing higher enrollment rates than 
private institutions. State higher institutions continue to attract those seeking 
traditional academic paths and state-funded education. Meanwhile, private insti-
tutions have seen a steady expansion of enrollment, particularly among students 
pursuing specialized programs, preferring smaller class sizes, or requiring flexible 
scheduling options. From Table 5.3, we can deduce that between 2009/10 and 
2016/17, enrollment numbers at state universities steadily rose from 188294 to 
229284. Conversely, private universities declined from 38478 to 33249 during the 
same time frame. Post-2016/17, state universities experienced a slight decrease 
in enrollment, dropping to 207370 in 2021/22, followed by a modest rise to 
209367 in 2022/23. On the other hand, private universities experienced enroll-
ment fluctuations until 2019/20, hitting a low of 33249. A significant rebound 
occurred from 2020/21 to 2022/23, with enrollments climbing to 39141. These 
trends may be attributed to various factors such as economic conditions, gov-
ernmental policies, shifts in perception and reputation, and the market demand 
for certain programs. Overall, state universities have exhibited more consistent 
growth leading to stabilization, whereas private universities have shown greater 
variability, with a marked increase in recent years.
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Table 5.2:  Distribution of enrolled students in public and private higher institutions

Academic year
Total number  

of students
Public higher  

institutions (%)
Private higher  

institutions (%)

2009/10 226772 83.03 16.97

2010/11 228531 82.89 17.11

2011/12 231661 83.99 16.01

2012/13 238945 85.15 14.85

2013/14 242848 85.60 14.40

2014/15 241054 86.82 13.18

2015/16 251162 87.12 12.88

2016/17 262108 87.48 12.52

2017/18 256172 87.34 12.66

2018/19 249771 86.43 13.57

2019/20 241968 86.26 13.74

2020/21 242550 85.78 14.22

2021/22 243730 85.08 14.92

2022/23 248508 84.25 15.75

Source: Statistical Office of the Republic of Serbia.

Among other factors, the difference between public and private higher institu-
tions is reflected in the hiring policies of academic staff. Table 5.3 displays the 
number of academic staff at public and private higher education institutions.

Table 5.3:  Distribution of academic staff in public and private higher institutions

Academic year
Public higher 
institutions

Private higher 
institutions

Total number  
of academic staff

2015/16 13042 2355 15397

2016/17 13477 2621 16098

2017/18 13377 2511 15888

2018/19 14158 2625 16783

2019/20 13221 2713 15934

2020/21 13830 3125 16955

2021/22 13758 3442 17200

2022/23 13531 3478 17009

Source: Statistical Office of the Republic of Serbia.
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The number of academic staff in public institutions has shown some fluctuations 
but generally appears to have diminished slightly over the years from 2015/16 
to 2022/23. In private institutions, the number of academic staff has generally 
gone up over the same period, although there are some fluctuations from year to 
year. This indicates potential differences between public and private institutions 
in hiring practices, financial resources, or institutional priorities. To elucidate 
the year-to-year fluctuations, we can examine whether there exists a correla-
tion between the enrollment of students and the presence of academic staff in 
both public and private higher institutions. Figure 5.6 illustrates that in public 
higher institutions, there is no discernible correlation between the number of 
enrolled students and the number of academic staff. This observation is further 
supported by a Pearson correlation coefficient of –0.26. Conversely, for private 
higher institutions, Figure 5.6 suggests a positive linear relationship between the 
enrollment of students and the number of academic staff. This trend is corrob-
orated by a Pearson correlation coefficient of 0.92. However, due to the limited 
availability of data spanning only eight years, conducting a reliable correlation 
analysis is not feasible. These differences in the trends between public and private 
institutions may suggest disparities in hiring practices, financial resources, or 
institutional priorities.

Figure 5.6:  Number of enrolled students vs. the number of academic staff.
Source: Statistical Office of the Republic of Serbia.

The student-to-academic staff and student-to-lecturer ratio are presented in 
Figure 5.7. It illustrates that academic staff in private higher institutions typically 
work with smaller groups of students.
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Figure 5.7:  Number of students per academic staff/lecturer.
Source: Statistical Office of the Republic of Serbia.

If we consider the student-to-academic ratio, the differences between the num-
bers of students per academic are even higher. The basic descriptive statistics are 
given in Table 5.4.

Table 5.4:  Descriptive statistics of students-to-academic staff and students-to- 
lecturer

Descriptive 
statistics

Students-to-academic staff Students-to-lecturer

Public higher 
institutions

Private higher 
institutions

Public higher 
institutions

Private higher 
institutions

mean 15.89 12.16 22.16 16.16

standard 
deviation

0.82 1.08 1.62 1.19

Source: Statistical Office of the Republic of Serbia.

Additionally, the data suggests that the student-to-academic staff ratio in 
public institutions fluctuates less than the student-per-lecturer ratio over the 
years. When considering students-to-academic staff, the fluctuation in pri-
vate institutions is higher than in public institutions. This indicates that 
private institutions may have been adjusting their academic staff numbers 
to accommodate changes in student enrollment, leading to a decrease in the 
student-to-academic staff ratio over time. On the other hand, when considering 
the student-to-lecturer ratio, fluctuation in public institutions is higher than 
in private institutions. This may indicate that public institutions promoted 
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more academic staff to lecturers, thereby decreasing the number of students 
per lecturer.

2.4. � Trends in Student Enrollment and Graduation Rates Within 
Serbian Higher Education

In Serbia, the academic landscape is marked by a vibrant pattern of enrollment 
and graduation. Figure 5.8 illustrates the proportion of newly enrolled students 
relative to the total number of enrollments, as well as the proportion of students 
who have graduated in comparison to the total number of enrollments.

Figure 5.8:  Number of enrolled and graduated students.
Source: Statistical Office of the Republic of Serbia.

From Table 5.2 and Figure 5.8, we observe a downward trend in both the num-
ber of newly enrolled students and their ratio relative to the total number of 
enrolled students up until the year 2018. This decline in the ratio is attributed 
to a decrease in the number of newly enrolled students alongside an increase in 
the total number of enrolled students. From 2019 onwards, the number of newly 
enrolled students has been increasing, while their ratio relative to the total number 
of enrolled students has remained consistent. The number of graduated students 
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and their proportion was rising until 2016. However, starting in 2017, there has 
been a sharp decline in the number of graduated students, accompanied by a 
steady decrease in their ratio relative to the total number of students.

Considering the distribution of newly enrolled male and female students 
as depicted in Figure 5.9, it is evident that the number of newly enrolled 
female students exceeds that of male students. The data indicates a down-
turn in enrollment for both genders in 2017, 2018, and 2019. However, 
from 2020 onwards, there has been a notable upward trend in the enroll-
ment of female students, while the number of male students has remained  
relatively stable.

Figure 5.9:  Distribution of newly enrolled male and female students.
Source: Statistical Office of the Republic of Serbia.

Serbia is divided into four statistical regions:

a)	 Vojvodina,
b)	 Belgrade,
c)	 Sumadija and Western Serbia, and
d)	 Southern and Eastern Serbia.
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The distribution of newly enrolled students in the four regions of Serbia is pre-
sented in Figure 5.10, which reveals that the region of Belgrade has the highest 
number of newly enrolled students, followed by the region of Vojvodina. The 
number of newly enrolled students in Sumadija and Western Serbia is slightly 
higher than in southern and Eastern Serbia.

Figure 5.10:  Distribution of newly enrolled students across Serbia’s statistical regions.
Source: Statistical Office of the Republic of Serbia.

2.5. � Structure and Characteristics of Serbia’s Higher Applied 
Education System

In parallel with the development of university education in Serbia, the develop-
ment of education of applied sciences progressed. At the end of the 1950s, the state 
began establishing higher applied education institutions in the larger cities and 
industrial centers of that time. The exceptionally dynamic development of society, 
especially the industry at that time, demanded well-educated professionals. Thus, 
cities such as Subotica, Novi Sad, Belgrade, Zrenjanin, Kragujevac, Trstenik, 
Krusevac, and others, acquired higher applied education institutions. They were 
formed following the example of highly respected German higher vocational 
institutions of that time. The duration of education in these institutions lasted 



166

Elvira Kovács & Zoltán Papp

between two and three years, and the study profiles and programs were always 
in line with the current level of science and technology worldwide and the needs 
of the environment. Higher applied education institutions in Serbia have always 
played a significant role and made a huge contribution to the development of 
society and the economy not only in local communities but also at the regional 
and national levels. Until the beginning of the 2000s, the higher education system 
in Serbia was tailored to the needs of society and the economy. It consisted of six 
universities and around forty higher applied education institutions.

The alignment with educational systems in Europe began in 2001. Preparations 
lasted for almost five years. A new regulation was adopted in 2005, creating 
opportunities for the transformation of the higher education system in Serbia. 
The legal solutions embraced the basic principles of the Bologna Declaration 
and introduced many innovations. The first accreditation of institutions and 
study programs began in 2007. The new law on higher education was first 
implemented in institutions of applied sciences. This led to the transformation 
of these institutions, resulting in the establishment of the first higher vocational 
colleges. After the accreditation and transformation of higher applied institu-
tions, the accreditation of universities followed. This new stipulation, among 
other things, defines the category of the Academy of Applied Studies. According 
to the law, the Academy of Applied Studies is an independent higher education 
institution that integrates educational, research, professional, and artistic work 
in carrying out its activities, as components of a unified higher education pro-
cess. These academies can be formed by the transformation of existing higher 
vocational colleges or by the merger of multiple vocational colleges into a new 
higher education institution—the Academy of Applied Studies. The formation 
of the Academies of applied studies started in 2019. The plan was to integrate all 
public vocational colleges into fourteen academies of applied studies. However, 
the Ministry of Education did not manage to carry out the plan. The process of 
transition is given in Table 5.5.

Table 5.5:  The transition from vocational colleges to academies of applied studies

Academic year 2018/19 2019/20 2020/21 2021/22 2022/23

Number of vocational colleges 43 2 9 10 10

Number of academies of  
applied studies

0 38 10 10 11

Total number 43 40 19 20 21

Source: Statistical Office of the Republic of Serbia.
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As of now, there are eleven academies of applied studies and eleven higher voca-
tional colleges. The transformation of higher vocational colleges to academies of 
applied studies is not characteristic of private higher education. In the academic 
year of 2022/23, Table 5.6 provides the number of public and private universities, 
as well as the number of faculties in universities and academies of applied sciences, 
along with vocational colleges.

Table 5.6:  Distribution of higher education institutions

Number of 
universities

Number of 
faculties

Number of academies of applied  
studies together with vocational colleges

Public 8 82 21

Private 10 51 15

Total number 18 133 36

Source: Statistical Office of the Republic of Serbia.

2.6. � Wage Ratios of Higher Education Staff and Wage Ratios Relative 
to Labor Market Wages

Between 2005 and 2010, significant changes occurred in Serbia’s higher education 
sector, which also impacted the salaries of academics. By the mid-2000s, Serbia’s 
economy slowly began to recover, resulting in some improvements in the education 
sector. As a result, several higher education institutions raised the salaries of academ-
ics to make the profession more attractive. However, during the period from 2005 
to 2010, the issue of academic salaries remained significant in Serbia. Government 
expenditures were limited, and higher education institutions faced challenges in 
securing adequate funding. Consequently, academic salaries either stagnated or 
increased only minimally, failing to align with their work and expertise.

In the early 2010s, higher education institutions continued to grapple with 
financial difficulties and limited government resources. As a result, academic 
salaries generally remained unsatisfactory, leading many to seek higher pay and 
better working conditions abroad.

However, by the mid-2010s, there was some improvement in higher educa-
tion financing in Serbia. Educational institutions received government support 
and external funding, allowing them to increase academic salaries and enhance 
working conditions. Economic growth and political stability further contributed 
to progress. While academic salaries generally rose by the end of the 2010s, there 
remained a significant gap between different institutions and various fields of 
expertise. Some institutions implemented strategies to make faculty positions 
more competitive by offering higher pay and additional benefits.
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However, in the 2020s, the COVID-19 pandemic posed further challenges 
for academics in Serbia’s higher education sector. The economic impact of the 
pandemic reduced government and institutional funding, affecting academic 
salaries. Additionally, the transition to remote teaching due to the pandemic 
presented additional challenges for academics, impacting both working condi-
tions and compensation.

Funds for the salaries of academics and associates are determined as the prod-
uct of the salary calculation base and the complexity coefficient for permanent 
employees. The salary calculation base is uniform for all academics and associates 
and is determined for each budget year by the Budget Law of the Republic of 
Serbia, after obtaining the opinion of the Social and Economic Council of the 
Republic of Serbia on the proposed amount of the base during the preparation 
of this law. and the salary calculation base established by applicable regulations.

The complexity coefficient expresses the value of all the requirements for 
the performance of the duties of the workplace. The complexity coefficients for 
financing the salaries of faculty academics and associates at faculties and univer-
sities are given in Table 5.7.

Table 5.7:  Complexity coefficients for financing the salaries

Academic staff Complexity coefficient

full professor, independent artistic associate, and  
scientific advisor with a doctorate

30.19

associate professor, senior research associate, and senior artis-
tic associate with a doctorate

28.01

independent professional associate at an academy or  
faculty of arts with a doctorate

27.46

assistant professor, research associate, artistic associate, librar-
ian advisor, and university general secretary with a doctorate

25.65

senior professional associate at an academy or faculty  
of arts with a doctorate

22.62

assistant doctor of science 21.75

senior lecturer at a university 20.96

assistant with a master’s degree, research associate,  
assistant artistic associate, and lecturer

20.17

professional associate at an academy or faculty of arts 19.78

assistant trainee 18.58

professional associate 17.91

Source: Official Gazette of RS, No. 15/2002, 100/2004, 26/2005, 38/2007, and 110/2007.
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The salary base in Serbian dinar, as reflected in Figure 5.11, decreased from 
April 2014 to January 2024, but then consistently rose, with the most signif-
icant increases occurring in the final three years, culminating in a peak by 
January 2024. Since the complexity coefficients are fixed, and the salary is  
the product of the salary base and the complexity coefficient, the trend of salary 
changes for academic staff depends solely on the complexity coefficients in a 
proportional manner.

Figure 5.11:  The trend of net salary bases in higher education.
Source: Statistical Office of the Republic of Serbia.

We can conclude that academic salaries depend on changes in the education 
system and economic circumstances. Increasing academic salaries remains an 
important task for the government and educational institutions to provide 
attractive working conditions and adequate benefits for academics, thereby 
supporting the quality of education and the development of the higher edu-
cation sector.

In this context, it is important to consider how the salaries of academics 
compare to those of other public professionals in Serbia, such as elemen-
tary and secondary school teachers, theater actors, and primarius medicine  
doctors.
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Figure 5.12:  Salary comparison of public professionals in Serbia.
Source: Statistical Office of the Republic of Serbia.

Academics in higher education generally earn more than teachers in elementary 
and secondary schools, reflecting the higher qualifications and specialized exper-
tise required. However, when compared to other professions, disparities become 
apparent. Theater actors, despite their cultural significance, tend to receive lower 
salaries, while primarius doctors, who hold a prestigious title in the medical 
field, often earn salaries comparable to or exceeding those of academics. These 
variations underscore the need for continued efforts to improve academic salaries, 
ensuring that they are competitive with other professional fields, and to maintain 
the attractiveness of the teaching profession within the broader socio-economic 
landscape of Serbia.

3. � The Prestige of the Academic Career in Serbia, 
Prospects for the Future, and Talent Development

In society, an earlier opinion persists that a diploma is an important factor in 
an individual’s social status and prestige. This notion continues to influence 
employment and social positions. The academic career in Serbia carries a cer-
tain authority and respect, especially within intellectual circles and scientific 
communities. It is often regarded as a symbol of intellectual superiority and 
knowledge. However, in a broader social context, the perception of prestige 
may be less pronounced, particularly compared to other more prominent or 
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higher-paying professions. In terms of financial appeal, academic careers are 
generally less competitive than other sectors. Most academic positions in Serbia 
do not offer high salaries, and career opportunities are often limited.

However, for many professionals, the allure of an academic career cannot be 
measured solely in monetary terms. Passion for research, teaching, and intellec-
tual work motivates them. Academic work provides a degree of autonomy and 
creativity, which can be attractive to those who value intellectual freedom.

The majority of accredited faculties, whether public or private, now admit 
students to doctoral programs. Initially, some faculties were hesitant, but during 
the accreditation process for bachelor’s and master’s programs, they were required 
to authorize doctoral studies as well. These standards indicate whether a given 
faculty has a high-quality academic staff, adequate educational facilities, sufficient 
equipment, and quality scientific and research tools.

Thanks to the Bologna study system, many students now complete their 
bachelor’s and master’s degrees with exceptionally high average grades. This 
achievement allows them to meet the minimum requirement of an average grade 
of 8 or higher for admission to doctoral programs. This represents a significant 
change compared to earlier times when only exceptional students achieved an 
average grade above eight. Once, academic education was accessible to only a 
few, and the title of “doctor” was reserved for truly outstanding individuals at 
Serbian universities.

From the perspective of academics, becoming a mentor requires not only an 
appropriate scientific doctoral degree but also specific teaching and scientific 
recognitions. Additionally, over the past decade, candidates must have at least 
five scientific publications in designated impact factor journals.

For doctoral students, faculties and institutes now represent the sole opportu-
nity for employment in the labor market. Opportunities are extremely limited 
at Serbian universities, and only a small percentage of them manage to find 
positions within the institutions. As a result, both the educational system and the 
university community have witnessed increased competition among academics 
(Jerkovic et al., 2011). Currently, a critically important question arises in our 
society: whether every person with a doctoral degree can find an opportunity to 
utilize their knowledge and abilities for the benefit of society.

Summary
The Bologna Process played a significant role in transforming higher education, 
resulting in Serbian universities aligning more closely with European standards. 
As a consequence, there has been an increase in student and staff mobility, 
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and more modern curricula have been introduced. As a result, Serbian higher 
education has undergone significant changes in the past two decades. Among 
these, there has been an observed increase in the number of private universities 
in recent years (since 2018/19), while the number of state institutions has slightly 
decreased. Overall, state higher education institutions have a higher enrollment 
rate, but the growth in enrollment rates is emphasized in private institutions, 
particularly among students requiring special programs, smaller class sizes, or 
flexible schedules. However, based on the general trend, state universities have 
shown more consistent growth.

It can be concluded that there has been a significant decline in the number 
of graduates in recent years.

In terms of gender, there has been a remarkable increase in newly enrolled 
female students, while the number of male students has remained stable. 
Regarding geographical distribution, it is observed that Belgrade has the high-
est number of newly enrolled students, followed by the Vojvodina region.

As for academics, it is evident that the number of female academics has con-
sistently grown, whereas the number of male academics has remained stable. 
Surprisingly, the data indicate that the male academics count exhibited gradual, 
slower growth, while the female academics count experienced much faster growth.

Differences can be observed in the trend of academic staff numbers between 
state and private institutions in recent years. While the academic staff count 
in state institutions has slightly decreased, it has generally increased in private 
institutions. The ratio of academic staff between state and private universities has 
decreased from 5.53 to 3.89. This difference in the trend may be influenced by 
admission practices, financial resources, and institutional priorities. State insti-
tutions face limitations that could lead to a decrease in academic staff numbers, 
whereas private institutions can more flexibly strive for expansion.

The variability in academics’ numbers within private institutions suggests that 
these institutions have adjusted their academics’ count based on changes in stu-
dent enrollment. As a result, the ratio of students per academic staff has decreased.

The Serbian Higher Education Law provides detailed requirements for aca-
demic qualifications and performance criteria for academics positions, such as 
assistant professors, associate professors, and full professors. Over the past decade 
and a half, these requirements have become more stringent, likely influenced by 
the political direction closely related to academic qualification procedures and 
expectations for higher education quality.

We believe that in our country, the scientific career can still carry prestige, 
even though financial rewards are generally limited. Nevertheless, for many, the 
love of the profession, the intellectual challenges, and the pursuit of outstanding 
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results in their research provide sufficient motivation for choosing a scientific 
career.

From the perspective of the development of Serbian higher education, it 
would be fundamentally important for educational policymakers to review 
the situation of academics and find solutions to eliminate obstacles that hinder 
progress.
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6.  Challenges in Higher Education and  
for Academics in Ukraine

Katalin Pallay 

ABSTRACT
The present study offers a comprehensive account of the development of higher education in 
Ukraine from the period of independence to the present day. It examines the manner in which 
the modernization and restructuring of higher education, which had its roots in the Soviet 
era, proceeded after the Declaration of Independence. The paper presents an analysis of the 
structural and content-related changes that resulted from Ukraine’s accession to the Bologna 
Process in 2005. Firstly, the study provides an overview of the political and social changes in 
Ukraine that have an impact on the higher education system. Specific focus is dedicated to the 
evolution of the student and doctoral populations. The second half of the study will analyze the 
characteristics of those engaged in teaching and instruction in higher education. Subsequently, 
an investigation will be conducted into the structure and evolution of professional roles within 
the higher education sector, the total number of academic staff in Ukraine, the proportion of 
those with academic qualifications and titles, and the gender distribution of university profes-
sors. In conclusion, the remuneration system for academic staff will be subjected to analysis.

Keywords: Higher education in Ukraine, academic staff, Bologna Process, educational reforms

Introduction
Since Ukraine gained independence in 1991, its higher education system has 
undergone significant transformation, mainly influenced by political, social and 
economic changes. The transition from a Soviet-era model to a more modern, 
European-style education system, particularly following Ukraine’s accession to 
the Bologna Process in 2005, has brought about structural changes. Researchers 
such as Kozma (2006) have described these reforms as part of a wider effort to 
align Ukraine’s educational framework with European standards. However, 
the effectiveness and depth of these changes have been debated, particularly 
in the wake of the 2014 Maidan events, which marked a turning point in the 
country’s socio-political landscape.

The present study aims to explore the development of higher education in 
Ukraine, with a focus on modernization efforts following the country’s indepen-
dence. It examines both structural and substantive changes, particularly in the 
composition of academic staff, student enrollment trends and the impact of various 
policy reforms. The paper also examines the remuneration system for academic staff 
and the challenges facing higher education in the context of the ongoing conflict.

Data for this study were collected from a number of sources, including the 
State Statistical Service of Ukraine, the Wittgenstein Centre and various academic 
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publications. The period under study spans from 1991 to 2023, with a particular 
focus on the period following Ukraine’s accession to the Bologna Process. A 
combination of descriptive statistics and trend analysis was used to provide a 
comprehensive picture of the evolution of the higher education system. While 
previous research (Orosz, 2012) has largely focused on policy implications, this 
study includes a more detailed examination of faculty composition and its impact 
on academic quality.

1. � Higher Education in Post-Regime Ukraine:  
Trends and Changes

The transformation of higher education in Ukraine following the regime change 
has been considerable. After gaining independence, Ukraine committed itself to 
modernizing its higher education system. The aim was to bring it more into line 
with European standards. The increased autonomy afforded to higher education 
institutions has facilitated the development of their curricula and research areas 
to a greater extent. The reforms affecting higher education in Ukraine have been 
gradual. This can be attributed to the necessity for the country to undergo a trans-
formation not only of its higher education system but also of the structure of the 
nascent state, which is in a state of flux. Kozma (2006) characterizes the second 
phase of higher education policies in the years following the regime change as 
a consolidation phase. The period spanning the second half of the 1990s to the 
turn of the millennium was marked by the consolidation of relations between 
power elites and civil society. During this period, Ukraine’s higher education 
policy became increasingly centralized, with the restoration of national culture 
emerging as the dominant ideology. Additionally, there was a restructuring of 
power within the field of higher education, which sought to achieve greater 
autonomy and independence (Kozma, 2006).

Following Ukraine’s 2004 presidential election and the subsequent “Orange 
Revolution” (Yekelchik, 2007), the country focused on consolidating its nation-
state identity with an emphasis on strengthening the role of the Ukrainian state 
language. Education was identified as the most effective tool for this purpose, 
leading to reforms that prioritized Ukrainian language instruction. The overar-
ching aim was to transform Ukraine into a de facto monolingual state.

2.  The Bologna System in Ukraine
Kozma (2006) defines the third phase of change in higher education policy 
as a process of re-nationalization. This process took place in the late 1990s. 



179

HIGHER EDUCATION AND ACADEMICS IN UKRAINE

Although Ukraine is not a member of the European Union, it saw the Bologna 
Process as an opportunity and a stepping stone toward EU accession. Joining 
the Bologna system had a significant impact on the country’s higher education 
policy (Orosz, 2009).

In 1999, the Bologna Declaration was signed in Bologna by the education min-
isters of 29 countries, launching a major reform of higher education known as the 
Bologna Process (Hrubos, 2005; 2021). The reform aimed to structurally harmonize 
the higher education systems of EU countries and make them interoperable by 
introducing a credit system, thus contributing to the unification of the EU. The 
previous five-year university education, common in most countries, was divided 
into two levels. Ukraine joined the Bologna Process on May 19, 2005. As a result 
of the reforms, the structure of higher education was restructured, but many 
elements of the Soviet education system were retained (Kovács, 2014; Pallay, 2019).

Ukraine moved to multilevel training and credit systems. One of the most 
important effects of joining the Bologna Process on higher education is that the 
structure of higher education has changed. Higher education in Ukraine was 
initially divided into four levels:

	∙ Baccalaureus (BSc, BA);
	∙ Specialist (SSc);
	∙ Master’s degree course, (MSc, MA);
	∙ Candidate (Doctoral studies, Ph.D.)

1.	 Bachelor’s degree—BA/BSc level (Baccalaureate)—Bachelor’s degree courses 
at colleges and universities, for which candidates with a school-leaving cer-
tificate can apply with the results of external independent test exams. The 
course lasts four years, after successful completion of which students receive 
a bachelor’s degree. The four-year duration of the course is explained by 
the fact that young people in Ukraine graduate at the age of 17. In the tra-
ditional education system, students who graduate from high school usually 
complete their secondary education at the age of 18. The one-year-longer 
basic education aims to provide an adequate professional and theoretical 
basis and to allow students develop their general education.

2.	 Specialist level—a one-year course sandwiched between bachelor’s and 
master’s degrees, leading to a diploma equivalent to a master’s degree upon 
successful completion (Orosz, 2012). The last time this type of training was 
open to people with a bachelor’s degree was in 2016. The specialist level 
was abolished in 2017. It has been replaced by a one-and-a-half or two-year 
master’s program. The BSc/BA is expected to be reduced to three years but 
is currently a four-year course (cf. law on higher education of Ukraine).
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3.	 Master’s degree course—(MA/ MSc), students who have completed a bach-
elor’s degree and hold a BSc/BA degree can apply for this level of educa-
tion. This level has now become the second level of the Bologna system in 
Ukraine as well. The master’s degree corresponds to the university degree 
obtained before the introduction of the Bologna system, which students 
could obtain after the fifth year of university studies in the undivided system. 
After obtaining a master’s degree, young graduates can find a job in the 
labor market or apply for a Ph.D. (Orosz, 2005). In Ukraine, the duration 
of a master’s degree course is 1.5 to 2 years.

4.	 Candidate/Aspirancy (Doctoral studies, Ph.D.) currently the third level 
of higher education that can be applied for with a master’s degree. The 
doctoral program lasts for four years, during which the doctoral student is 
required to fulfill the requirements set by the higher education institution 
and to complete the doctoral dissertation by the end of the training period 
(Moisieieva & Usachov, 2014).

Since joining the Bologna system, Ukraine has also seen an increase in the pro-
portion of graduates. However, the figure shows that Ukraine falls behind its 
neighbors, except for Moldova, in terms of the growth rate of higher education 
graduates (Figure 6.1).

1990 1995 2000 2005 2010 2015 2020

Ukraine 11.7 12.8 13.7 15.1 16.7 18.4 19.7
Hungary 13 14.5 16.6 19 21.7 24.3 26.8
Russia 15.9 17.4 18.6 20.4 23.2 26.2 28
Moldova 8.9 9.7 10.6 11.3 12.4 13.7 14.8
Belarus 14.3 15.6 16.7 17.8 19.8 22.2 23.9
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Figure 6.1:  Share of population aged 15 and over with tertiary education, by country.
Source: Based on data from the Wittgenstein Centre.
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Ukraine’s accession to the Bologna system has triggered a number of educational 
policy developments in the country. On July 4, 2005, the President of Ukraine, 
Viktor Yushchenko, issued a decree on the measures necessary to ensure the func-
tioning and development of education in Ukraine, aimed at reducing corruption, 
improving the quality of secondary education and integrating the Ukrainian 
education system into the European model. In order to implement the decree, the 
Ukrainian Center for Quality Assessment of Education (Ukrainian: Український 
центр оцінювання якості освіти) was established in 2005 to assess the factual 
knowledge of applicants. A unified admission system based on the Bologna sys-
tem was introduced. As a result, an advanced level examination, the so-called 
external independent test examination, must be taken at independent examina-
tion centers. The unified entrance system aims to ensure equal opportunities 
in the entrance examination. On July 13, 2007, the then Ukrainian Minister of 
Education, Stanislav Nikolayenko, ordered that from the 2008/2009 academic 
year, all applicants to higher education in Ukraine, regardless of their course of 
study, would have to take a test exam in Ukrainian language and literature at an 
advanced level. According to Viktor Yushchenko, the existence of a developed 
European state depends on the existence of a single state language (Orosz, 2009; 
Csernicskó, 2012). According to the decree of Stanislav Nikolayenko, in addition 
to the advanced level of Ukrainian language and literature, applicants must take 
an optional exam in Ukrainian language and literature and an optional exam in 
history or mathematics, depending on the subject. The decree stipulates that all 
candidates must take this exam in Ukrainian. The next Minister of Education, 
Ivan Vakarchuk, amended his predecessor’s decree of December 25, 2007, allow-
ing graduates of national schools to use a specialized vocabulary for the exam 
(Ministerial Decree No. 1171).1

From 2017, all school leavers are required to take the independent test exams, 
regardless of whether they intend to study at a higher education institution 
in Ukraine or even if they do not intend to apply to a university or college. 
Ukrainian language and literature are still compulsory for all students, while 
the other subjects are optional: history of Ukraine, mathematics or biology. A 
third subject is compulsory if the student intends to study at a higher education 
institution. The results of an independent test examination are the basis for both 
the admission score and the final grade (Csete et al., 2010; Ukrainian Center for 

1	 <https://zakon.rada.gov.ua/laws/show/z0005-08#Text>.
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Education Quality Assessment;2 Ministry of Education and Science of Ukraine: 
Admission Requirements for 20183).

The Table 6.1 shows that in the years following the regime change, Ukraine 
was also characterized by an expansion of higher education. The decline after 
2014 was partly due to shortcomings attributed to higher education, such as cor-
ruption, the global devaluation of Ukrainian university degrees, the mismatch 
of education with labor market expectations, and the financial and technical 
weakness of institutions. The Ukrainian Ministry of Education and Science 
has started to optimize the number of universities, which led to the closure of 
some institutions (Fastovets, 2020). The number of students decreased due to 
the introduction of a new admission procedure in 2008. By 2011, when all year 
groups were admitted to higher education through an external, independent 
examination, the number of students had started to decline across the country. 
It posed a challenge to higher education institutions. Both applicants and the 
academic staff had to adapt to the new admissions process.

Table 6.1:  Higher education institutions and student numbers (Undergraduate, bachelor, 
master, and postgraduate)

Academic year Number of higher education institutions Number of students

1990/91 149 881 300 

1991/92 156 876 200 

1992/93 158 855 900 

1993/94 159 829 200 

1994/95 232 888 500 

1995/96 255 922 800 

1996/97 274 976 900 

1997/98 280 1 110 000 

1998/99 298 1 210 300 

1999/2000 313 1 285 400 

2000/2001 315 1 402 900 

2001/2002 318 1 548 000 

2002/2003 330 1 686 900 

2	 <https://testportal.gov.ua/>.
3	 <https://mon.gov.ua/ua/osvita/visha-osvita/arhiv-vstupnoyi-kampaniyi-2017-2020/vstup-

na-kampaniya-2018/umovi-prijomu-na-navchannya-do-zakladiv-vishoyi-osviti-ukrayini-v-
2018-roci>.
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Academic year Number of higher education institutions Number of students

2003/2004 339 1 843 800 

2004/2005 347 2 026 700 

2005/2006 345 2 203 800 

2006/2007 350 2 318 600 

2007/2008 351 2 372 500 

2008/2009 353 2 364 500 

2009/2010 350 2 245 200 

2010/2011 349 2 129 800 

2011/2012 345 1 954 800 

2012/2013 334 1 824 900 

2013/2014 325 1 723 700 

2014/20151 277 1 438 000 

2015/20161 288 1 375 200 

2016/20171 287 1 369 400 

2017/20181 289 1 330 000 

2018/20191 282 1 322 300 

2019/20201 281 1 266 100 

2020/2021 515 1 142 000 

2021/2022 386 1 047 000 

2022/2023 347 1 054 000 

Source: Author’s calculations based on data from the State Statistics Service of Ukraine.4

3. � Development of Higher Education in Ukraine After Maidan
The so-called Orange coalition, led by President Yushchenko and Prime Minister 
Tymoshenko, soon destabilized the domestic political situation in Ukraine as 
the differences between the two parties escalated (Yekelchik, 2007). In 2010, 
Yanukovych won the presidency, and his government promoted regionalization, 
passing a law in 2012 that allowed minority languages official status in areas 
where minorities comprised at least 10 percent of the population. Despite initial 
talks with the EU, Yanukovych declined to sign an association treaty in favor 
of closer ties with Russia, sparking widespread protests known as Euromaidan. 

4	 <https://www.ukrstat.gov.ua/>.
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Following escalating violence, Yanukovych fled to Russia in February 2014, and 
Ukraine’s Parliament replaced him with Oleksandr Turchynov. A new coalition 
government was then formed under Arseniy Yatsenyuk (Deák, 2014; Sz. Bíró, 
2014; Csernicskó, 2016).

Maidan changes also affected higher education in Ukraine. On September 6,  
2014, the new law on higher education5 entered into force. The adoption of the 
law was primarily a political step, which clearly reflected the alignment of the 
Ukrainian education system with the European education space. Students played 
a key role in initiating the reform process in higher education. The first steps 
were made possible by the blockade of the Ministry of Education and Science, 
then headed by Dmytro Tabachnyk. On February 21, 2014, the students presented 
two concrete demands to the minister: firstly, the suspension of classes in higher 
education institutions until the situation of the Maidan protests was resolved, 
and secondly, an end to the repression of students supporting the Maidan. On 
February 23, 2014, the Supreme Council acquitted Tabachnyk. The new Minister 
of Education became Serhiy Kvit. Student opinion continued to dominate, and 
they imposed a number of conditions on the newly appointed minister, which 
were included in the Roadmap for the Development of Education in Ukraine. 
The students’ demands included decentralization of the higher education system 
and a more student-centered approach. As the conflict escalated, the higher edu-
cation system faced several new challenges. The annexation of the Autonomous 
Republic of Crimea and the deteriorating situation in the Donbass region made 
it necessary to address issues related to the transfer of students and staff. The 
rapid increase in the number of refugees within the country made it difficult 
to implement planned reforms in higher education. The concept of so-called 
‘universities in exile’ emerged in Ukraine. By early 2015, 26 educational and 
research institutions, including 16 universities and 10 research institutes, had 
been evacuated from the occupied territories (Shchudlo, 2015).

4. � The Impact of the Russian-Ukrainian War on  
Higher Education

In 2021, Russia began to increase its military presence on the Russian side of 
the border in eastern Ukraine. Vladimir Putin’s decision on February 21, 2022, 
heightened concern among Ukrainian and European leaders to recognize the 
independence of the two breakaway Ukrainian administrative entities of Donetsk 

5	 Про вищу освіту. Закон України №1556-18 від 1.07.2014 // Відомості Верховної Ради 
(ВВР).—2014.—№ 37-38. <https://zakon.rada.gov.ua/laws/show/1556-18#Text>.
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and Luhansk. On February 24, the Russian army invaded Ukraine, marking 
the beginning of the Russo-Ukrainian war. Western countries, including the 
European Union, strongly condemned the Russian aggression, defended Ukraine’s 
territorial integrity and imposed sanctions against the aggressor (official website 
of the Council of the EU and the European Council6).

The armed conflict posed significant challenges to the higher education sys-
tem in Ukraine. In the two weeks following the outbreak of the war, classes 
were suspended, and in March, most Ukrainian higher education institutions 
introduced distance learning for the spring semester. The war destroyed some of 
Ukraine’s higher education institutions. The institutions directly affected have 
suffered losses in several areas: infrastructure, material and human resources. The 
number of universities classified as “in exile” is increasing. A number of higher 
education institutions originally located in Luhansk, Kherson, Zaporizhzhya 
and the Crimean region are now operating in other Ukrainian provinces. The 
relocation of these institutions has brought about a significant change in the 
educational institutional system in the regions concerned. The competitiveness 
of the relocated institutions has decreased and regional disparities in higher 
education institutions have increased (Lugovyi et al. 2023).

Following the imposition of martial law, it was recognized that the admissions 
process could not continue as before. On March 24, 2022, the Supreme Council 
of Ukraine, citing the state of emergency, introduced an amendment to the law 
on simplified admission procedures.7 A decree8 on the new admission procedure 
was adopted at the end of April. The most significant change was the replacement 
of the External Independent Evaluation with a National Multi-subject Test. The 
National Multi-subject Test is a complex examination consisting of three subjects: 
Ukrainian language, Mathematics and History of Ukraine. The multi-subject test 
was administered online and consisted of far fewer test questions per subject than 
the previous external independent test.

The Russian invasion forced millions of Ukrainian citizens to leave their homes. 
Most of those who fled abroad went to neighboring EU countries. In response, 
Ukrainian examination centers were set up in 46 locations in 23 countries (21 
EU member states, the United Kingdom and Moldova). The supplementary 
test was held at 35 locations in 26 countries (19 EU member states, the United 
Kingdom, Georgia, Canada, Moldova, Switzerland, Turkey and the United States).9  

6	 <https://www.consilium.europa.eu/hu/european-council/>.
7	 <https://zakon.rada.gov.ua/laws/show/2157-20#Text>.
8	 <https://zakon.rada.gov.ua/laws/show/z0487-22#Text>.
9	 <https://testportal.gov.ua/wp-content/uploads/2022/10/Zvit_NMT_2022.pdf>.
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The results of the multi-test were used to apply for state-funded places. For 
fee-paying places and courses in private higher education institutions, with the 
exception of a few prestigious courses such as medicine and law, it was possible 
to apply with a letter of motivation. The introduction of a low threshold for 
the multiple-choice test and letters of motivation meant that the requirements 
for applicants were significantly lower than in previous years. Despite this, the 
number of students in Ukraine has neither decreased nor increased drastically. 
This is due to the fact that online distance learning is still allowed in areas where 
active fighting is taking place and that the war situation in the country has led 
many young people to start their studies abroad.

Kyiv is the city with the highest student population in Ukraine. The capital is 
followed by Kharkiv, a major university center. Next are Dnipropetrovsk, Odessa 
and Lviv, which are also important centers of higher education in Ukraine. These 
cities stand out in the country not only in terms of the number of students but 
also in the excellent higher education institutions that are located there. No 
statistics are available on the number of students in the Russian-occupied terri-
tories (Figure 6.2.)

Figure 6.2:  Number of students by field for the academic year 2022/23.10

Source: Author’s calculations based on data from the Statistical Office of Ukraine.

10	 We do not have data on the current number of students in the areas currently under Russian 
occupation.
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The martial law and the simplified admission processes have had a significant 
impact on the composition of students enrolled in higher education. Many older 
students who failed the previous admission procedure took advantage of this 
opportunity. The increase in the number of male students is due to the exemption 
from military service. Broken down by age group, it is striking to note that the 
proportion of males aged 20 and under in higher education decreased by 17% 
from 2021 to 2022 and by 21% in 2023. The proportion of males aged 20–29 
increased significantly, almost tripling in 2022 compared to the previous year. 
For those aged 30–39, the increase is even more marked, with a 15-fold increase 
in 2022, and for those aged 40+, participation rates increased 17-fold in 2022 
and 31-fold in 2023 compared to 2021 (Figure 6.3). In their study, Lugovyi et 
al. (2023) conclude that such a change in the student contingent could have a 
negative impact on the quality of higher education in Ukraine and could pose 
a risk to the Ukrainian economy in the future.

Figure 6.3:  Growth in the number of male students by age group over the past four years.
Source: Author’s calculations based on statistics from the Ministry of Education and Science of 
Ukraine.
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After the outbreak of the Russian-Ukrainian war, the number of male students 
at bachelor’s and master’s levels increased, as did the number of doctoral stu-
dents (candidates). In 2022, 13.386 doctoral students started their studies, of 
which only 2.231 were women. From the regime change until the mid-2010s, 
doctoral studies in Ukraine were followed by a candidate’s degree. Again, 
the higher education system was considered to be in line with EU standards, 
but the influence of the Soviet education system was still felt (Rumyantseva  
et al., 2018). The current law on higher education, adopted in 2014, has brought 
changes in the area of doctoral degrees. After the law came into force, the 
Candidate of Sciences degree became equivalent to the Ph.D. degree, and the 
traditional system of Candidate of Sciences degrees was changed to the Ph.D. 
degree in line with international practice. The main aim was to harmonize 
Ukrainian doctoral education with European and international standards. The 
introduction of the new system will facilitate the international recognition of 
Ukrainian doctoral degrees, which is an essential step for the international 
cooperation of the scientific community and researchers. Those who started 
their studies after 2014 will have obtained a doctoral degree instead of the 
previous candidate’s degree. However, those who started their studies earlier 
but defended their dissertation after 2014 will continue to hold a candidate’s 
degree (law on higher education of Ukraine11).

There are currently 384 higher education institutions in Ukraine offering 
full-time and part-time doctoral programs with state support and fees. The 
proportion of doctoral students increased since the change of regime in 2010, 
partly due to the expansion of higher education in Ukraine. The increasingly 
mass higher education has required an increasing number of academic staff, 
which has led to a gradual increase in the number of doctoral students. The 
events of 2014 also created a precarious situation in higher education, with 
a gradual decrease in the number of Ph.D. students. In the year of the out-
break of the war, however, there was a sharp increase. As mentioned above, 
the exemption from military service for full-time students played a role in  
the background.

11	 <https://zakon.rada.gov.ua/laws/show/1556-18#Text>.
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Figure 6.4:  Number of Ph.D. students in Ukraine from the regime change to the present.
Source: Author’s calculations based on data from the Statistical Office of Ukraine.

In terms of age, doctoral students are predominantly young. 4.392 of them are 
between 22 and 25 years old, indicating that they started their doctoral studies 
immediately after graduation. Forty percent of the students, 13.598, are between 
26 and 30 years old. 136 started their doctoral studies at the age of 60 or more. 
The distributions are shown in the graph.
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5. � Employment Regulations for Academic Staff in  
Higher Education of Ukraine

In Ukraine, persons who meet the so-called licensing (tender) conditions approved 
by the Cabinet of Ministers of Ukraine in Resolution No. 118712 may be employed 
in higher education. The conditions include 20 points, of which at least four must 
be fulfilled over a period of five years in order to be employed as academic staff:

1.	 At least five publications in journals listed in the Ukrainian list of peer- 
reviewed publications, as well as in scientific metrics databases, including 
Scopus, Web of Science Core Collection;

2.	 A patent for an invention;
3.	 One published textbook or monograph (with at least 5 author sheets), includ-

ing co-authored publications (with at least 1.5 author sheets per co-author);
4.	 At least three educational aids and methodological guides;
5.	 A doctoral degree;
6.	 Supervisory role for a doctoral student;
7.	 Participation as an opponent in reviews or scientific evaluations,  

membership of a scientific committee;
8.	 Editors-in-chief, members of editorial boards, proofreaders of Ukrainian 

or foreign indexed journals;
9.	 Member of the National Agency for Higher Education Quality Assurance, 

Accreditation Commission, expert or member of three expert councils of 
the Ministry of Education and Science;

10.	 Participation in international scientific and/or educational projects;
11.	 Scientific advice to research institutions for at least three years;
12.	 At least five scientific or professional studies;
13.	 Teaching in a foreign language (except for language training specializations) 

for at least 50 hours per academic year;
14.	 Tutoring a student who has won a prize at the first or second stage of a 

Student Olympic games or as a member of the organizing committee or 
jury of the All-Ukrainian Student Olympic games, international competi-
tions, festivals, etc.;

15.	 Tutoring a student who has been awarded a place in the “Minor Academy 
of Sciences of Ukraine,” participation in the jury;

16.	 Active participation in the armed struggle in Ukraine;
17.	 Participation in international peacekeeping and security operations under 

the auspices of the United Nations;
18.	 Participation in international military exercises (training) involving the 

armed forces of NATO member states;
19.	 Membership in professional organizations;
20.	 At least five years of non-specialized professional experience.

12	 <https://zakon.rada.gov.ua/laws/show/1187-2015-%D0%BF#Text>.
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In addition, in Ukrainian higher education, the employment of academic staff 
is based on whether their educational and professional qualifications meet the 
educational components of the mandatory elements of the applicant’s training 
program. Evidence of compliance with these components is a university degree, 
a degree in the same field as the diploma, at least five years of professional experi-
ence, a doctoral thesis in Ukraine or abroad, publications in at least five Ukrainian 
journals and/or journals indexed in scientific metrics databases (Scopus, Web of 
Science (WoS)). The professional activity requirements do not apply to academic 
staff with less than three years’ experience, staff who have fought on the front 
line, and to part-time academic staff (Decision 1187).

It can be concluded that in Ukrainian higher education over the past five years, 
research activity has gained increasing emphasis for academics and has become a 
primary task. This aligns with Kwiek’s (2016) perspective, who argues that only 
those who prioritize research activities and subordinate all other university roles 
can be considered part of the research elite.

Also, academic staff in Ukrainian higher education institutions must undergo 
an annual performance evaluation regulated independently by the relevant aca-
demic institutions. These include Government Decree No. 411 of April 13, 201113 
on “Issues Related to Further Training of Scientific and Scientific-Pedagogical Staff in 
Foreign Educational and Scientific Institutions,” Government Decree No. 800 of 
August 21, 201914 on “In-Service Training of Pedagogical and Scientific-Pedagogical 
Personnel” (as amended by Decree No. 1133 of December 27, 201915), Decree of 
the Ministry of Education and Science of Ukraine No. 1341 of October 30, 202016 
on “Methodological Recommendations for Professional Development of Scientific-
Pedagogical Personnel.” On this basis, higher education institutions are required to 
develop regulations for the in-service training of academics. Ukrainian academic 
staff are re-certified every five years. During the five-year period, credits must 
be accumulated through in-service training in accordance with the standards 
of the ECTS. Forms of professional development may include participation in 
seminars, workshops, training courses, webinars, and master classes. Internships 
for academic staff and certain types of professional activities (e.g., participation in 
conferences) may also be recognized as professional development. How credits are 
earned is left to the academic staff to decide. For example, they may attend one 
training course in the first year to obtain the required 6 credits at once, or they may 

13	 <https://zakon.rada.gov.ua/laws/show/411-2011-%D0%BF#Text>.
14	 <https://zakon.rada.gov.ua/laws/show/800-2019-%D0%BF#n18>.
15	 <https://zakon.rada.gov.ua/laws/show/1133-2019-%D0%BF#Text>.
16	 <https://mon.gov.ua/ua/npa/pro-zatverdzhennya-metodichnih-rekomendacij-dlya- 

profesijnogo-rozvitku-naukovo-pedagogichnih-pracivnikiv>.
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attend short courses once a year for one or two weeks to obtain 1–2 credits. The 
topics of the training courses must be relevant to the subjects taught by the aca-
demic staff. Academic staff may also attend professional training courses abroad 
in compliance with Government Decree No 411 of April 13, 201117 on “The Training 
of Students and Doctoral Candidates and Issues Related to the Training of Academic 
and Scientific-Pedagogical Staff in Foreign Educational and Scientific Institutions.”

Regular in-service training provides academics with the opportunity to learn 
about current pedagogical methods, professional trends and new information 
that can contribute to the development and application of effective teaching and 
methodological practices. In addition, in-service training can help academics 
acquire up-to-date professional knowledge that contributes to improving the 
quality of teaching and the relevance of the curricula.

6. � The Structure of Academic Staff of the Ukrainian  
Higher Education

At the initiative of the Ministry of Education and Science of Ukraine, the Ministry 
of Economics, Trade and Agricultural Development approved the Professional 
Standard of Academic Staff of Higher Education Institutions by Decree No. 610 of 
23.03.2021.18 The decree stipulates that in higher education in Ukraine, academ-
ics can be organized in the positions of assistant, instructor, assistant professor, 
associate professor and professor. Early-career academic staff can aim for assistant 
positions, which require a higher education degree in the field of specializa-
tion and scientific research in line with the profile of the department. Previous 
employment is not a criterion. The lecturer posts require a university degree or 
a Ph.D. or candidate’s degree in the relevant discipline, academic work relevant 
to the profile of the department and at least two years of academic experience. 
Lecturers are expected to have completed three years of doctoral studies. For 
assistant professors, a university degree in a discipline relevant to the field, at least 
five years of teaching and research experience (minimum 5 published scientific 
publications, at least 6 conferences attended), and in the case of an existing Ph.D. 

17	 <https://zakon.rada.gov.ua/laws/show/411-2011-%D0%BF#Text>.
18	 <https://mon.gov.ua/storage/app/media/pto/standarty/2021/03/25/Standart%20na%20

hrupu%20profesiy_Vykladachi%20zakladiv%20vyshchoyi%20osvity_25.03.pdf>.
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degree, at least 3 years of teaching and research experience. An assistant professor 
lecturer is required to obtain a Ph.D. or candidate’s degree19 within five years.

The associate professor position requires a minimum of five years of teaching 
and research experience, a candidate or Ph.D. degree and/or an associate professor 
title, methodological publications, a monograph or textbook, a paper published 
in Ukrainian journals or a Scopus or WoS indexed journal. Academics in an 
associate professor’s post are encouraged to supervise students’ doctoral thesis 
and prepare the Ph.D. students for their thesis over a period of five years. To be 
considered for a professorial position, academic staff must hold a professorial 
academic title and/or an associate professorship with a doctorate degree (Doctor 
of Science), have at least ten years of teaching and research experience, and be 
the author of textbooks, monographs, papers published in Ukrainian journals or 
journals indexed by Scopus or WoS. Professorial staff should be involved in the 
organization of student competitions or scientific conferences, as well as national 
and international research projects.

In addition to jobs in higher education, there are also opportunities to obtain 
academic titles. According to Decree No. 13 of January 14, 201620 on Approval 
of the Procedure for Awarding Scientific Titles to Researchers and Scientific Staff, it is 
possible to apply for the titles of Associate Professor, Senior Research Fellow and 
Professor in Ukraine. In the case of the title of associate professor, the scientific 
council of the higher education institution first examines whether the candidate 
is eligible for the title of associate professor. If the candidate meets the require-
ments and the council finds him/her suitable, the candidate is submitted to the 
Ministry of Education and Science of Ukraine. In Ukraine, the requirements 
for the title of associate professor include a doctoral or postdoctoral degree, 
a foreign language certificate of at least intermediate level (B2) in a complex 
language or equivalent, at least five years of professional experience in higher 
education, independent scientific achievement, recognized publications in the 
relevant field, postdoctoral research published in a Scopus or WoS indexed 
journal, regular participation in pedagogical and professional training courses, 
supplemented by international mobility. The candidate must have given a 
public lecture at the institution to be awarded the title of Associate Professor.

19	 Candidate of Sciences is an academic degree that can be earned by the holder of a master’s 
or specialist’s qualification. The standard time of study in the postgraduate department is 
3 years (daytime) or 4 years (extramural). The last admission to the Candidate of Sciences' 
programs was in 2015.

20	 <https://zakon.rada.gov.ua/laws/show/z0183-16#Text>.
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To be awarded the title of Senior Research Fellow, the candidate’s application 
must be supported by at least six staff members of the higher education institution 
or research institute holding a scientific degree. The title of Senior Research Fellow, 
which is equivalent to that of the Associate Professor, is open to researchers who 
hold a doctorate or postgraduate degree and have at least five years’ professional 
experience, of which at least one year must have been as a senior researcher, 
senior research fellow, associate professor, professor, head or deputy head of a 
research institute, head of department, rector, deputy rector for science, direc-
tor, deputy director for scientific work, and scientific secretary. In addition, the 
program requires at least an intermediate level (B2) or equivalent in a foreign 
language, or at least ten publications in English in Scopus or WoS journals, and 
participation in international research projects and international conferences. 
Proof of professional competence must be provided via the publishing of at least 
two studies in Scopus or WoS journals following the writing of the dissertation.

The professor’s title may be awarded to a person with a doctorate in higher 
education who has already obtained the title of associate professor and who 
regularly participates in professional training and international research proj-
ects. He or she must also have at least 10 years of professional experience. Other 
requirements include at least an intermediate level (B2) in a language of the EU 
or ten publications in a journal indexed by Scopus or WoS. Professional compe-
tence must be demonstrated by at least two of the person’s own publications in 
Scopus or WoS journals.

7.  Number of University Academic Staff in Ukraine
On July 13, 2011, the Cabinet of Ministers of Ukraine adopted a Resolution on the 
Creation of a Unified State Electronic Education Database (Resolution No. 752).21 
The document states that the Unified State Electronic Education Database is 
an automated system of collection, registration, processing, storage and pro-
tection of information and data on education. The Unified State Electronic 
Education Database is owned by the state, administered by the Ministry of 
Education and Science of Ukraine, and technically managed by the state enter-
prise Inforesource.22 The inclusion of higher education institutions in the Unified 
State Electronic Education Database started in 2012. All lecturers’ qualifications, 
titles, degrees and training certificates are recorded in the unified system.

21	 <https://zakon.rada.gov.ua/laws/show/752-2011-%D0%BF#Text>.
22	 <https://www.inforesurs.gov.ua/>.
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The number of academics also increased in line with changes in the number 
of higher education institutions and Ph.D. students until 2020. The COVID-19 
pandemic and the subsequent Russian aggression led to a reduction in the number 
of Ukrainian academics. The measures taken in the wake of the epidemic and 
the subsequent Russian aggression also posed a significant challenge to higher 
education, especially in war zones. In their research, Tsybuliak et al. (2023) point 
out that the war has increased burnout among the members of higher education 
staff. Women have been negatively affected by the relocation of universities and 
associated migration processes, but the prolonged war also leads to emotional 
exhaustion among men. Some academics have also emigrated and given up their 
careers. These factors may have contributed to the decline in the number of aca-
demics in universities and colleges. The reduction of the teaching workload from 
900 to 600 hours per year has also contributed to the decline in the number of 
academic staff. As a result, student autonomy has increased while the number of 
university staff has not. There are also plans to reduce the number of hours spent 
on the tuition of bachelor’s and master’s theses (Stavytskyy, 2018).

The reduction in the number of faculty can be attributed to the emigration of 
academic staff. Since Ukraine’s independence, the emigration of highly skilled 
professionals (“brain drain”) has posed a significant challenge for the country’s 
scientific community. The main wave of emigration began in the 1990s, as 
numerous researchers and scientists left Ukraine due to political and economic 
instability. Between 1991 and 2000, 420 researchers migrated to the United 
States, of whom 343 held a Candidate of Sciences degree and 77 held a Doctor 
of Sciences degree, while 251 went to Germany, including 208 Candidates of 
Sciences and 43 Doctors of Sciences. Although the emigration rate later declined, 
the 2014 Maidan protests marked another sharp increase, with 1,781 scientists 
leaving the country, including 1,436 Candidates of Sciences and 345 Doctors 
of Sciences. According to Popp & Kirda (2024), this emigration of researchers 
has resulted in substantial economic losses, with Ukraine estimated to have lost 
$36 billion due to the outflow of scientists by 2014. OECD and World Bank 
data from 2020 indicate that Ukraine’s R&D expenditures accounted for only 
0.41% of GDP, far below the levels seen in developed countries. Even prior to 
the war, low funding levels and limited development opportunities led many 
scientists to seek employment abroad (Medina & Pendur, 2014). The Russian-
Ukrainian war starting in 2022 has further aggravated the situation. According 
to a survey of 2022 entitled “Rebooting Science After the War,”23 14.6% of Ukrainian 

23	 Research report: Проєкт «Наука в небезпеці» березень 2023 <scienceatrisk.org>.
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researchers have been forced to relocate abroad since the war began, with most 
of them moving to Germany (26.8%) and Poland (25.1%). Internal migration 
poses additional challenges, as 38% of researchers and academic staff have 
been forced to relocate within Ukraine due to the conflict, disrupting research 
networks and collaborative efforts. Since 2015, the Statistical Office of Ukraine 
has not maintained records on the emigration of academic staff and researchers 
(Nikitenko, 2019).
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Figure 6.6:  Change in the number of Ukrainian academic staff over the last  
five years (N).
Source: Author’s calculations based on data from the State Statistics Service of Ukraine.

Based on the statistical data for 2022 analyzing the composition of the higher 
education staff in Ukraine, it can be observed that slightly more than half of 
the academic staff (50.82%) have a Ph.D. degree, and 1.59% have a doctorate. 
The reason for this imbalance is that Ukraine switched from candidate to 
doctoral training in 2016. Ph.D. students study for a period of four years, so 
the number of Ph.D. degrees in the country is still relatively low. Students 
who started their studies before 2016 but defended their dissertation after 
2020 are still studying for a candidate’s degree today. 16.1% have a doctorate 
(Doctor of Science). 31.58% of academics do not have a doctorate; they have 
a master’s degree. Almost half of Ukrainian academics have an academic 
title: 36.76% have the title of associate professor, and 12.25% have the title  
of professor.

In 2022, the proportion of women in higher education in Ukraine was high 
at 59.44%, well above the average proportion of women in the Visegrád Four 
countries in previous years (Figure 6.8).
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Figure 6.7:  Distribution of academic degrees and titles among Ukrainian academics (%).
Source: Author’s calculations based on data from the Ukrainian Statistical Office.
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Figure 6.8:  Share of women of academic staff in Ukraine and the Visegrád countries.
Source: Author’s calculations based on data from the World Bank and Statistics of Ukraine.
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8.  Salaries of Academic Staff in Ukraine
In 2002, a decision24 was adopted on a unified salary scale and salary coefficients 
for employees of institutions, establishments and organizations in specific sectors 
of the public sector, which was last amended on January 12, 2024.25 According to 
the decision, the salaries of public employees in Ukraine, including academic staff 
and researchers, are determined by a so-called unified tariff scale (UTS) based on 
different salary categories. In higher education, academic staff and researchers 
are divided into salary categories based on their academic degrees, professional 
experience and other professional criteria. The pay grades for academics are all 
above the Ukrainian living wage, which, according to the Law of Ukraine on the 
State Budget of Ukraine for 2024,26 will be UAH 7100 (EUR 168) from January 
1, 2024 and is expected to rise to UAH 8,000 (EUR 190) from April 1. Different 
allowances will be added to the amount set for each pay-scale category. For exam-
ple, for more than ten years of professional experience, a 20% bonus is added to 
the salary determined for the tariff category, 15% for a scientific degree, 25% for 
the title of associate professor and 33% for the title of professor. Nevertheless, the 
average monthly salary of academic staff in Ukraine is significantly lower than 
in the Visegrád Four countries (see Figure 6.9).
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Figure 6.9:  Average salary of academic staff in Ukraine and Visegrád countries in Euro.
Source: Author’s calculations based on data from Glassdoor.

24	 <https://zakon.rada.gov.ua/laws/show/1298-2002-%D0%BF#n78>.
25	 <https://zakon.rada.gov.ua/laws/show/23-2024-%D0%BF#n2>.
.26	 <https://zakon.rada.gov.ua/laws/show/3460-20#Text>.
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Summary
Higher education in Ukraine has undergone significant changes since the 
change of regime. After gaining independence in 1991, the adoption of new 
laws and the reorganization of educational institutions made it a priority  
for the country to modernize higher education and overcome the Soviet 
tradition. Ukraine’s accession to the Bologna system in 2005 has led to  
significant structural changes in the higher education system and closer links 
with foreign educational institutions, facilitating student and teaching mobility 
and the integration of foreign students and academics into the Ukrainian edu-
cation system. A unified admissions system has been developed to create equal 
opportunities and reduce corruption. Political and economic changes in the 
country have also had an impact on higher education. Following the Maidan 
Square Protest in 2014, the higher education system has also sought to align 
itself more closely with the standards of the European Higher Education Area. 
However, the escalating Russian-Ukrainian conflict has had a negative impact 
on higher education in Ukraine. In many cases, universities in Russian-occupied 
areas have become universities in exile, meaning that they continue to operate 
in other parts of the country. Another challenge for higher education is that 
Russia attacked Ukraine in February 2022. This has triggered a demographic 
wave that has led to a decline in the number of higher education institutions and 
faculties. The pandemic and the war have led to relaxed admissions, allowing stu-
dents who could not meet the previous admission requirements to enter higher 
education. Despite the relaxed admissions system, the number of applicants to 
higher education has not increased massively due to the high proportion of 
young emigrants. Since the outbreak of the war, the number of older male stu-
dents has soared, probably due to the military exemption for full-time students. 
Despite these difficulties, over the past decade, Ukrainian higher education has 
become increasingly aligned with European trends in higher education: higher 
expectations of academic staff, compliance with licensing rules, requirements 
for specific programs and subjects taught, and the introduction of performance 
assessment. Academics are paid according to different salary scales, with addi-
tional allowances for academic degrees, academic titles and length of service. 
However, the salaries of Ukrainian academics are still significantly lower than 
those of their counterparts in the EU and even in the Visegrád Four countries.

The outcome of the Russia-Ukraine war is likely to bring significant changes 
to higher education in Ukraine. The war is creating severe economic and social 
challenges for the country, which will have a significant impact on the education 
system. There has already been a decline in the number of higher education 
institutions, academics and state-funded places.
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ABSTRACT
The importance of the introduction and impact of performance assessment systems in higher 
education institutions is widely recognized, particularly in relation to their impact on organi-
zational culture and the effectiveness of academics. However, there is still debate about how 
these systems are implemented in different institutional cultures and the extent to which they 
influence the performance and satisfaction of academics. This study examines the extent 
to which and the form of the influence of performance evaluation systems on the work of 
academics in Hungarian higher education institutions in the Carpathian Basin. The research 
used a qualitative method, in which focus group interviews were conducted between July and 
October 2022 with 41 academics from nine higher education institutions in five Carpathian 
Basin countries. The interviews focused on the institutional culture, the effectiveness of teach-
ing and the implementation of performance appraisal systems. In the analysis, four types of 
institutional culture were identified, and the interpretations of academics effectiveness were 
also grouped into four main types. The results show that the introduction of performance ap-
praisal systems has had different effects in different institutional cultures and in different ways 
and has led to different attitudes among academics. The study shows that the introduction 
of performance appraisal has a significant impact not only on the performance of academics 
but also on the institutional culture, particularly in terms of organizational development in 
higher education institutions and job satisfaction of academics.

Keywords: institutional culture, performance evaluation, teaching effectiveness, higher ed-
ucation in the Carpathian Basin

Introduction
The relevance of our study is that today’s higher education in Central and 
Eastern Europe is undergoing new transformations, which are most visible 
in the institutional culture. This culture can be understood through different 
interpretive communities, and while some approach the phenomenon by looking 
at the dimensions of student society and student life (Pusztai, 2015; Rizzi, 2019; 
Demeter-Karászi, 2023; Ceglédi & Dabney-Fekete, 2023; Dusa & Dabney-Fekete, 
2024), others see it through the interpretive communities of institutional leaders, 
academics and researchers (Mohammadi et al., 2010; Florenthal & Tolstikov-
Mast, 2012; Masouleh & Allahyari, 2017; Barton, 2019; Batugal & Tindowen, 
2019; Dabney-Fekete, 2020). From the point of view of the different interpretive 
communities, institutional culture can be examined from different dimen-
sions. The question arises as to what these dimensions might be, and whether 
they are stable or possibly changing over time. The novelty of our study lies 
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in understanding institutional culture through the interpretive community of 
academics. It aims to refine dominant conceptions by including performance 
evaluation in academics’ narratives, which we expect will accurately infer the 
basic features of institutional culture.

In the theoretical part of our study, we will first present the processes that have 
contributed to the multidimensional transformation of higher education in the 
region over the last three decades. We will do this in order to better understand 
the current changes in higher education. In the second section of our theoretical 
part, we will discuss performance assessment in higher education, and in the third 
section we will present the teaching community’s understanding of institutional 
culture and the possible dimensions of this perspective.

1.    Theoretical Background
1.1.  Higher Education at Scale
To understand the current transformations, it is first important to look back at 
the region’s three decades of higher education after the regime change. Over 
these years, higher education has undergone a multidimensional transformation. 
Many of these were forced by political and social changes, such as expansionism 
or the Bologna Process. Expansion has followed a stifled higher education sys-
tem in Central European countries in terms of social participation. As a result, 
the number of students in higher education has increased, and the number of 
institutions, courses and academics has also increased, albeit to a lesser extent 
(Kozma, et al., 2017). This institutional and staffing growth has fundamentally 
changed the institutional culture from what had previously been a traditional 
one, with student, teacher and administrator roles radically redefined from the 
elite phase of higher education.

The most important element of the Bologna Process, of structural change in 
higher education, aimed at making higher education more flexible and adaptable 
to the masses, was the introduction of multi-cycle education, which came into 
power in the region in the mid-2000s. In an extensive system of higher educa-
tion institutions, few universities were able to offer a wide range of master’s and 
doctoral programs, most institutions offered a variety of undergraduate courses, 
thus increasing the differences in the academic performance and prestige of the 
institutions, and their organizational culture also varying, with more and more 
specific features becoming descriptive.

The twenty-first century has brought further challenges for the higher edu-
cation institutional sector. In its marketized world competing for students, and 
R&D resources, institutions have become uniform thanks to the monkey policy 
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of international ranking fetishism (Hrubos, 2012; Berger et al., 2021). However, 
in the pluralistic, globalized social environment of the twenty-first century, the 
question may arise as to what extent an institutional environment with similar 
characteristics will be able to exert a unique attraction and satisfy the pluralistic, 
diverse social needs. As a result, in the competition for students, the importance 
of individual characteristics, such as differences in the culture of each higher 
education institution, may increase (Demeter-Karászi, 2023).

On this basis, a key question arises whether, in the force field of the changes 
that have affected all higher education institutions in recent decades, and to what 
extent institutions have become identical or different, and to what extent we can 
talk about a uniform institutional culture, or how far we can capture the specific 
characteristics that lie along its lines.

1.2. � Valuing and Evaluating the Performance of  
Higher Education Institutions

There is a consensus in the literature that the transformation of higher education 
over the last few decades has brought about a radical, unprecedented change 
in the status of academics. The changes have overturned what we traditionally 
thought of as uniformly prestigious higher education profession. But changes 
affecting academics cannot be understood without understanding the transfor-
mation of higher education systems. Perhaps the most striking interpretation 
of these changes is that of Marginson (2016), who has directly questioned the 
validity of previous theories of expansion in higher education (Marginson, 
2016). He argued that what has now been proven is that the most popular the-
ory about the massification and democratization of higher education, Martin 
Trow’s theory, is not true. Trow argued that the elite-selective model of higher 
education was gradually moving through the mass phase toward a universally 
accessible model, and that a socially open, democratic, equal-opportunity higher 
education was emerging (Trow, 1972). According to Marginson, however, by the 
twenty-first century, economically developed, urbanized societies had developed 
so-called “High Participation Systems,” but these did not result in equal access 
to quality higher education. Mass entry, the devaluation of the distinctive role 
of the diploma and the resulting desperate competition for more advantageous 
social positions between the most ambitious students and their families, and 
the constraints on higher education funding have put higher education insti-
tutions in different positions. The internal vertical differentiation of higher 
education, which previously appeared unified, has increased, inequalities within 
and between higher education systems have become more pronounced, and 
positional differences between higher education institutions have led to strong 
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stratification. Two distinctive institutional strata can be identified everywhere, 
the so-called leading research university (LRU) group of institutions with a track 
record of research excellence and greater access to resources, and the group of 
institutions that educate and generate resources for the masses of students. In 
addition, an ever-shrinking pool of cutting-edge research institutions has access 
to abundant resources, reinforcing the concentration of opportunities.

This has led to serious inequalities in both the student and teaching 
communities (Marginson, 2018). Marginson has already pointed out that, 
in addition to macro-level participation statistics, global and institutional- 
level effects, that is, the interests of academics and students, should also be 
examined (Marginson & Rhoades, 2002). The persistence and even amplification 
of inequalities in student access and achievement in higher education, in the 
context of massification, has been the subject of several studies (Triventi, 2013; 
Pusztai, 2015; Ceglédi et al., 2022), but few studies have focused on how this 
affects higher education in different countries. Kwiek (2019), analyzing data on 
higher education in 11 European countries, explains in detail how the world of 
higher education has become stratified and academic professionals have become 
highly internally divided (Kwiek, 2022). This means that the segments of the 
profession may not only be very far apart in the vertical hierarchy of prestige 
but also surrounded by a very different workplace subculture. There is no 
doubt that the increasing stratification between higher education systems and 
institutions at the micro level reinforces the diversity of institutions and insti-
tutional cultures and thus has a significant impact on the careers of academic 
staff (Kwiek, 2019; 2022). Kwiek’s analysis identified three key dimensions of 
teacher stratification. The most significant, and most influential, differences 
between academics are along the lines of stratification by research output and 
academic and publication output. This is to some extent linked to another 
structuring factor, namely internationalization and the involvement in the 
international research community, and another strong stratification factor is 
wage inequality (Kwiek, 2018; 2019). The research and publication output of 
a narrow, elite group of academics is internationally recognized, their articles 
are published in the most prestigious international indexed journals, and they 
have access to the most research resources both at national and international 
levels, as they are strongly embedded in international networks.

It is striking that teaching activities are not included in any of the merits of 
the most outstanding academics, and in fact the group is characterized by the 
lowest teaching load and the lowest student population (Kwiek, 2022). Already 
at the turn of the millennium, Schimank and Winnes (2000) indicated that the 
Humboldtian model of the unity of teaching and research had been replaced by 
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the so-called post-Humboldtian model, in which teaching and research tasks have 
been differentiated and have a markedly different organizational background 
and resources (Schimank & Winnes, 2000).

The stratification of tertiary education society is evident not only in terms of 
the different tasks assigned to each group, but also in terms of working hours, 
workload and disposable income (Kwiek, 2022).

In parallel with the above processes, the formal organizational act of perfor-
mance assessment, familiar from the market sector and some public education 
systems, has also become established in higher education, precisely because of 
the increasing competition between institutions. There are several arguments 
for the usefulness of performance appraisal, some of which relate to enhancing 
the efficiency and productivity of the institution, others to making the employee 
more motivated, and satisfied, encouraging him or her to develop professionally 
(Cintron & Flaniken, 2011; Dasanayaka et al., 2021). The negative interpretation 
is competitive, ranking and selection (Bradley, 1992).

Performance appraisal starts with setting the goals of the institution. This is 
built upon to develop valid and reliable individual indicators, measurement prac-
tices and data assessment, and feedback on performance and areas of improve-
ment. This also ideally provides the academic staff with directions on what and 
how to improve and as well as on how to train (Dasanayaka et al., 2021). In this 
formative appraisal model, incentives (promotion, salary supplements, additional 
non-material recognition) play an important role in keeping the system evolving. 
Although performance appraisal systems are present worldwide at the beginning 
of the twenty-first century, their positive impact on institutional and individual 
progress has not yet been conclusively demonstrated by research, but studies are 
being conducted on the uptake, experience, development, motivation and job 
satisfaction of performance appraisal (Cintron & Flaniken, 2011; Dasanayaka 
et al., 2021).

The future prospects and opportunities of an institution are not independent 
of the quality of the human resources available (Kaplan, 2009). In highly stratified 
higher education, some institutions strive to bring world-class research results 
to the table, attract the best students internationally and improve their position 
in international rankings (Kwiek, 2019; 2022). However, the institution-level 
objectives, reflecting the expectations of institutional owners and managers, 
may be quite different in other strata of higher education. In education-centered 
institutions, the number of students enrolled and admitted, the proportion of 
graduates, student dropout rates, the rates of students’ further education between 
different educational levels, and the employability indicators of graduates can 
be institutional targets. In order to improve these indicators, institutions of this 
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type could give greater weight to teaching outcome indicators generated on the 
basis of how satisfied students are with individual teachers and courses.

1.3.  Institutional Culture
Whereas the transformation of higher education has become a focus of attention 
for researchers, the complexity and diversity of institutional culture is a little 
researched topic. Although, institutional diversification in higher education has 
become increasingly important (Teichler, 2008).

Over the last few decades, cultural studies have become an increasingly active 
area of research among researchers in higher education. A deeper understanding 
of different cultures has become vital not only for researchers, but also for indi-
viduals who want to create an innovative institutional climate that allows higher 
education to have a positive impact on society (Tierney & Lanford, 2018). In the 
literature, the concept is known as both institutional and organizational culture. 
Research on organizational culture has been spread mostly in the field of econom-
ics and focused mainly on individual organizations (Bess & Dee, 2012). It was only 
much later that researchers began to see higher education institutions as complex 
organizations (Bess & Dee, 2012), mainly after it became clear that understand-
ing culture could provide partial solutions to problems within an organization 
(Warter, 2019) and that culture could be linked to organizational effectiveness and 
efficiency (Mohammadi et al., 2010; Warter, 2019). Based on these findings, the 
question arises: what can influence the efficiency and effectiveness of an institution? 
Effectiveness and efficiency can, however, be influenced by a number of factors, 
but some researchers (Masouleh & Allahyari, 2017) believe that human resources 
are one of the most important assets in a competitive organization, as effective 
and motivated individuals play a key role in driving organizational life forward. 
And organizational culture plays a key role in this (Masouleh & Allahyari, 2017).

The culture of higher education institutions is seen by some through the per-
spectives of governance, teaching and academic research (Barton, 2019; Batugal 
& Tindowen, 2019), while others see it through the perspectives of student soci-
ety, student life, (Rizzi, 2019) and faculty (Mohammadi et al., 2010; Florenthal 
& Tolstikov-Mast, 2012; Masouleh & Allahyari, 2017). These are communities 
that interpret the institutional culture of higher education (Warter, 2019). The 
teaching profession also deserves particular attention in terms of organizational 
efficiency and effectiveness. Institutions themselves are increasingly recognizing 
the importance of academics for organizational success (Florenthal & Tolstikov-
Mast, 2012; Masouleh & Allahyari, 2017), as it has been shown that it is the 
academics, the employees, who, if committed to their institution, will make the 
effort to make the organization successful. For, they interpret its purpose as their 
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own (Masouleh & Allahyari, 2017). The engagement of academics is an important 
determinant of institutional culture, as researchers believe that culture exists in 
social relationships and can be strengthened through engagement (Masouleh 
& Allahyari, 2017). Organizational culture can also be approached through the 
perceptions of faculty, as institutional culture influences faculty attitudes, behav-
ior, the quality and quantity of work done, attitudes toward the institution, and  
community life, while institutional culture can influence faculty, departments, 
the quality and effectiveness of teaching and research, and even faculty careers 
(Mohammadi et al., 2010; Florenthal & Tolstikov-Mast, 2012).

It can be concluded that higher education institutions are complex social 
organizations with a distinctive culture and different communities that interpret 
that culture (Warter, 2019), which can be analyzed based on different dimensions.

Different concepts and paradigms have been developed to describe and study 
institutional culture. Positivist or social constructivist approaches to institutional 
culture are known as such paradigms (Bess & Dee, 2012). Positivist researchers 
have created a concept of culture that can be generalized, so that all institutions 
can be categorized according to certain criteria. In contrast, social constructivists 
believe that it is the individual characteristics that are displaced by the positivist 
view, questioning the existence of a single description of organizational culture 
and believing that each institution can be understood as a distinct entity. Its 
meaning can best be captured through qualitative methods. In fact, qualitative 
methods are seen as a way of making the concept of institutional culture more 
tangible, thus revealing a deeper layer of culture that can only be captured by the 
perspective of individuals who are familiar with the institutional culture (Bess 
& Dee, 2012; Gaus et al., 2017).

Among the social constructivist approaches, the conceptual framework devel-
oped by Tierney is the most promising for a multidimensional, dynamic approach 
to institutional culture (Tierney, 1988; Bess & Dee, 2012). Tierney identified 
six concepts to describe institutional culture in higher education, including 
the dimensions of mission, environment, socialization, information, strategy 
and governance. First, in the case of mission, the framework examined how 
institutions and individuals define their mission, and to what extent there is 
agreement and/or disagreement between individual and institutional mission 
definitions. An essential element of institutional culture is whether institutional 
actors believe that institutional decisions are in line with the declared objectives. 
Second, it looks at the environment to answer questions such as how members 
of the institution identify with their environment and how the institution relates 
to its environment, whether it perceives it as supportive or hostile. The third 
key aspect in Tierney’s concept is socialization, which seeks to understand how 
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new members socialize in the institution, how they learn their roles and per-
haps find their place within the institution, and what individuals need to do to 
be successful in the institution. Fourth, the most important starting point for 
information is what constitutes it within an institution. An important feature 
of institutional culture is whether the information distributed is relevant to the 
individual, or whether, in the interests of the institution, the individual is given 
only the minimum amount of information necessary, with the dominant mem-
bers of the organization making the decisions. The fifth dimension of strategy is 
one of the most complex areas of institutional culture. If leaders do not respect 
values and expectations, internal legitimacy is shaken, and it becomes difficult 
to gain/maintain institutional trust. In studying institutional strategy, Tierney 
looks for answers to questions such as how the organization makes decisions, 
who is involved in decision-making, and whether there are consequences for 
the outcomes of good and bad decisions. Sixth, the governance dimension of 
institutional culture seeks to answer questions about what the institution and 
individuals expect from leaders and whether the power of leaders is formal or 
informal (Tierney, 1988; Bess & Dee, 2012).

In the extensive literature on institutional culture, several dimensions of this 
concept have been identified and studied, but perceptions of teacher effectiveness 
have not previously been considered as a dimension in its own right, but rather 
as a subset of other dimensions. Due to changes in higher education policy, the 
importance of performance measurement and performance assessment has been 
reinforced in an unconventional way, and, in our view, it has itself become a very 
influential dimension of institutional culture. Our qualitative research therefore 
aims to contribute to refining the dominant concepts of institutional culture. 
Our research question is whether different institutional cultures of higher edu-
cation entail specific perceptions of teacher effectiveness. Our expectation is that 
perceptions of faculty performance can be used to infer with high accuracy the 
basic features of institutional culture. These features might include the following: 
what faculties perceive as valuable performance, how they view the performance 
prized and encouraged by the institution, and how that performance charac-
terizes an institution in a way similar to the previously identified dimensions 
of institutional culture (e.g., communication, governance, mission, strategy, 
environment, socialization).

2.  Methodology
The database of our qualitative research is a corpus of seven focus group inter-
views with 41 academics, averaging 100–150 minutes, The national economic 



215

A New Dimension of Institutional Culture

justification of regular physical activity in Hungary for a sustainable and safe 
environment within the framework of the research project “Social, professional 
background, institutional characteristics and effectiveness of academics in the 
Carpathian Basin,” conducted in the summer of 2022 by the research group “Sport 
Economics Research Group for the Health and Well-being of Academics of Higher 
Education Institutions in the Carpathian Basin.” The research was carried out in 
Hungary, Romania, Serbia, Slovakia and Ukraine. Each country has a Hungarian 
language higher education institution, in areas where both Hungarian language 
HE institutions exist alongside ones run in the state-recognized language. The 
core population consisted of academics from higher education institutions from 
all institutional sectors in these countries.

The interview survey explores trainers’ views on well-being, health and per-
formance along ten dimensions. The interview guide covers the profile of the 
academics, their views on professional effectiveness, the challenges of teaching 
and research, the culture and climate of their higher education institution.

In the present research, we focus on the culture of higher education insti-
tutions based on the discourses of academics and seek to answer the question: 
to what extent have institutions become identical or different as a result of the 
various changes affecting them, to what extent is it possible to speak of a uni-
form institutional culture, and do different institutional cultures entail specific 
interpretations of educational effectiveness. Transcripts of the interviews were 
made and used to create a text corpus for the study, which was analyzed using 
Atlas.ti text analysis software. The text material was subjected to thematic 
coding. The coding process was hybrid, using both deductive and inductive 
coding. In deductive coding, dimensions were identified prior to the analysis 
to provide the subsequent master codes, while in inductive coding, individual 
interpretations were identified. In the deductive coding process, the six dimen-
sions of institutional culture of Tierney (1988) were used as a basis for defining 
the dimensions that would later become the main codes, while the inductive 
process outlined the dimension of academics’ perceptions of effectiveness. To 
increase reliability, intra-coding was employed, whereby one researcher coded 
the documents four times, with each coding being performed with a one-week 
variation. In this case, we could not count on the principle of personal trian-
gulation (Sántha, 2015), but in order to minimize subjectivity, we included 
two additional researchers in the analysis process. By analyzing the corpus 
of texts associated with the codes, we have created a typology of institutional 
culture based on the perceptions of the academics, as well as types of teacher 
effectiveness. In the analysis of the interviews, our aim in creating the codes 
was to map out what types of institutional culture are drawn in the discourses 
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of the academics and how the interpretation of effectiveness is represented in 
these discourses.

The ethical permission was granted by the Doctoral School of Education of 
the University of Debrecen (no: 4/2022). The data were collected anonymously 
and voluntarily, in compliance with ethical rules. The results were reported 
honestly, the submitted work is original, and the authorship reflects the consent 
of the individuals.

3.	 Results
3.1. The Types of Institutional Culture
During our research, we used the six dimensions of institutional culture by 
Tierney (1988) as a basis, and we examined the context in which the parts describ-
ing each dimension appear in the academics’ responses and how they contribute 
to the description of institutional culture. By analyzing the text corpus, we 
identified the types of institutional culture that emerge from the perceptions of 
the academics. The two main axes of typification are the community-individu-
alist axis and the institutional goals, individual goals axes. As regards empirical 
facts and the characteristic features of individual interpretations, four types of 
institutional culture were outlined, namely supportive institutional cultures that 
define their strength by unity, cohesive micro-communities, the lonely crowd, 
and egocentric monumental institutional cultures. Following the basic principles 
of the qualitative research approach, we did not name the types on the basis of 
theories or literature, but according to an inductive logic, taking into account the 
most characteristic features of empirical facts and individual interpretations. One 
of the results of our analysis is that despite the complexity of the descriptions and 
the variety of interpretations, we were able to form institutional culture types 
and classify the higher education institutions in which the focus group interviews 
took place. Furthermore, institutional culture types emerged that not only allow 
the classification of the institutions that were the subject of the study but also 
allow additional institutions to be classified in each category. A further result is 
that institutional culture types have emerged that not only allow the institutions 
under study to be classified, but additional institutions can also be fit into each 
category. What is more, the finding that a particular type of institutional culture 
may be applied to the institution as a whole, while smaller units therein, such 
as departments, institutes, or faculties, may reflect a different culture. In what 
follows, we describe the types of institutional culture that have emerged in detail.

Establishments belonging to a supportive institutional culture type, the strength 
of which is in unity, find their teaching environment to be infrastructurally 
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appropriate. In addition to the infrastructural environment, the university also 
creates a unifying educational and cultural space for the region’s s many ethnic 
groups, which suggests a social and cultural function that is wider than the 
perceived traditional function of higher education. Its mission is seen as based 
on its responsibility for the society of a region that is in many ways peripheral, 
therefore, for the academics the role of the institution in society is unquestion-
able. For the most part, this type of institutional culture can be used to describe 
those institutions which, in addition to being institutions intended to serve the 
majority nation, are also universities for the minority, providing it with academic 
and cultural environments as well as spheres for socialization. A key element of 
the strategy in these universities is to approach the staff with support and appre-
ciation that goes beyond the relationship of employer and employee. The broad 
institutional role and operation in peripheral regions imply extended involve-
ment in teaching, additional performance, and aid for teaching and research 
provided by the institution. The university might even stand by the academics 
and employees in the event of personal and family problems. The atmosphere 
of supportive institutional cultures which see their strength in unity, is positive 
and familial, something true not only of the smaller university units but also of 
the institution as a whole. The institutions described by this culture especially 
focus on students, ascribe great importance to knowing their students personally, 
give priority to showing empathy and establishing a trusted relationship, follow 
their students’ future careers, and feel responsible for them. This type is therefore 
characterized by identification with the goals of the institution and the commu-
nity, their success lying in supporting each other, in unity, and in community 
cohesion. They provide an appropriate environment for the fulfillment of their 
traditional functions, such as teaching, research and learning, but they also put 
emphasis on the function that the institution fulfills in social and cultural life.

The second type of institutional culture differs from the previous one mainly 
in the degree of institutional cohesion. This type of institutional culture is char-
acterized by a loose set of cohesive micro-communities. Institutions of this type 
typically include a larger number of academics and students. Of course, from the 
outside, these institutions also give the impression of unity, but this is due to the 
unified image and the dominant culture that is characteristic of the institution. 
However, at the same time, it is the individual cultural interpretations of the 
smaller communities that are of real importance in the lives of the academics. 
This may be partly similar to and partly different from the dominant culture of 
the institution, so that its influence is undoubtedly felt in the institutional cul-
ture of the micro-communities. According to the perceptions of the academics, 
they can be defined as “a small community, a micro-community within a larger 
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community” (Focus Group 4). These micro-communities can usually be spelled 
out at the level of the institute or department, and a common interpretation of 
certain dimensions of institutional culture can only be captured at this level. The 
dominant culture of their institution is usually not even within the focus of the 
individuals’ attention. Their atmosphere is characterized by familiarity, inclu-
siveness, and support, similarly to the previous type of supportive institutional 
culture that defined their strengths in unity, but here they no longer attribute 
this support to the institution, but to their own community, which often includes 
their students. Within their own circles, they seek to improve focus on students, 
but there is also an emphasis on the relationship between individuals working 
together. Typically, they also have good relations with the leadership of their 
institute or department, defined by “paying attention, direct communication, and 
informality” (Focus Group 4). The cohesiveness of their community is outstand-
ing, and these cohesive micro-communities can be explained both intellectually 
and physically (spatially). In the case of this type, the own goals of micro-commu-
nities that guide their strategies can be defined. These micro-community goals 
do not go against the dominant institutional culture, but rather integrate into 
it and shape it, building on their individual characteristics. The vulnerability of 
these types of institutional cultures may be that the lack of coherence and stability 
at the institutional level that also has an impact on micro-communities. They 
essentially differ from the supportive institutional culture type defined by unity, 
while that institutional culture type can bring the institution as a whole together, 
the cohesive micro-communities institutional culture type only provides the 
basis for small communities within a large unit to function together effectively.

We have identified third type of institutional culture as the “lonely crowd.” 
Institutions belonging to this institutional culture type have a smaller student 
population compared to institutions of the previous types, yet unity is seen at 
the level of small communities. The institution-wide culture is either perceived 
as incomplete or unsupportive.

When looking at the dimensions of strategy and leadership, the characteristics 
of abandoned employees also emerge. In many cases, the workload is distributed 
asymmetrically across the teaching staff, but those who are effective are not valued 
enough. Compared to the previous types, the environmental dimension of the 
lonely crowd type of institutional culture is not adequate either, the employees 
in these institutions struggle with a lack of space, equipment, and facilities, the 
improvement of which is not a priority for the institution, which is obviously 
struggling to survive. As in the previous types, the student focus is also present 
in this type of institution, with students being given priority alongside teaching, 
research, and administrative work. This type of institutional culture embodies 
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the institutions characterized by a student-focused, lonely, abandoned teaching 
community.

We have defined the egocentric monumental institutional culture as the fourth 
type. Similarly to the culture of cohesive micro-communities, the institutions 
which belong to this type have a large student population, and the culture of 
the micro-communities is influenced by the dominant culture of the institu-
tion, which can become unstable due to constant environmental changes. The 
institutional change that is being enhanced by the appearance of performance 
evaluation fundamentally influences this type of institutional culture, and all 
the dimensions of institutional culture that we have examined are affected by 
this change. Their atmosphere is highly variable, it is partly determined by 
the functioning micro-communities, but dominated by the changes that affect 
the institution, and therefore it can be characterized as such: an institutional 
atmosphere that could be corrected, can be rated as mediocre, fluctuating, and 
subject to improvement. In the case of relations, it is not the relations within the 
institution but those outside of the institution that are relevant, but “cooperation 
within the institution is becoming less and less effective” (Focus Group 6). The 
deterioration of cooperation within the institution is reflected in the transfor-
mation of relationships. The institutions belonging to this type are located at the 
top of the list of rank-fetishist higher education, but the culture of divisiveness 
and the assertion of individual interests is associated with a lack of identification 
with institutional goals.

The Table 7.1 illustrates the types of institutional culture with excerpts and 
keywords from the interviews.

Table 7.1:  Types of institutional culture and its characteristics

Types of 
institutional 
culture

Supportive  
institutional cultures 
that define their 
strength by unity

Cohesive micro- 
communities

Lonely crowd 
institutional 
culture

Egocentric 
monumental 
institutional 
culture

Interview 
excerpt

“Our building is our 
glory. Our institute 
is a citadel of the 
Hungarian commu-
nity. It is the strong-
hold of all those who 
wish to be connected 
with the Hungarian 
people on some level” 
(FG 3)

“ … every year 
we organize 
team-buildings, 
informal depart-
mental meetings, 
which is really 
good for us” (FG 
7)

“All lay loads on 
a willing horse, 
even more 
load” (FG 5)

“Cooperation 
within the 
institution is 
becoming less 
and less effec-
tive” (FG 6)

(Continued)
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Types of 
institutional 
culture

Supportive  
institutional cultures 
that define their 
strength by unity

Cohesive micro- 
communities

Lonely crowd 
institutional 
culture

Egocentric 
monumental 
institutional 
culture

Keywords 
in the 
interviews

Support from the 
institution; recogni-
tion of each other’s 
work; institutional 
motivation, good 
relations between 
colleagues

Family-friendly, 
small depart-
ment; student- 
friendly institu-
tion; celebrations 
with colleagues; 
direct contact 
with the head  
of the 
department; 
team-building 
events

Micro-
environments; 
lack of organi-
zational culture 
and positive 
feedback

Hostile atmo-
sphere among 
the colleagues

Note: Based on research interviews, compiled and edited by the author.

3.2.  Types of Effectiveness of Academics
Regarding the attitudes of the academics toward performance evaluation, based 
on the focus group interviews, we have differentiated four types. The typology 
was defined based on the empirical facts recalled in the interviews and their 
individual interpretations. The four different types—those who are enthusiastic 
about research performance, those who are enthusiastic about teaching, those 
who consider research and publishing a (superfluous) nuisance and those who 
approach teaching from the perspective of an employee—were linked to work-
place characteristics such as administrative work and the attitude of the academics 
toward it. The results of our research show that although the interviews were 
conducted with academics from institutions in different countries within the 
higher education region, with different cultural backgrounds, respondents face 
similar difficulties in teaching, research, and administrative tasks. In the countries 
surveyed, performance evaluation for the teaching staff has been introduced 
recently, which often creates tensions within the society of an institution. In 
many cases, in addition to research and teaching tasks, higher education staff 
are also burdened with administrative workload. Below, we present the types 
of that we have developed, examining for each type whether the academics do 
administrative work, and how it affects their effectiveness.

Academics who are enthusiastic about research performance put academic 
activity at the forefront of their work, for them, research is more important 
than teaching. Academics in this group consider themselves to be successful 

Table 7.1:  (Continued)
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if they achieve professional success in the area of academia. Academics in this 
category also do administrative work, which they see as a burden. Academics 
enthusiastic about research perceive the recently introduced performance 
evaluation as positive. They believe that this gives the heads of the insti-
tutions an objective overall picture of the academic performance of their 
academics and that they see mutual feedback between the leadership and  
staff as important.

The vast majority of the academics interviewed could be classified as enthu-
siastic about teaching. This type includes academics who put teaching before 
research. They point out as a problem that teaching has to take a back seat to 
expectations when it comes to science metrics. They see mentoring, talent man-
agement, launching students, and preparing them for the National Scholarly 
Student’s Association (national competition) as their most important tasks. 
Most of the people who are enthusiastic about teaching do administrative work, 
even if it is partially done to measure and possibly to recognize performance. In 
many cases, interviews revealed that they do not even enjoy accounting for their 
own performance. Some of the academics who are enthusiastic about teaching 
are happy to do administrative work and enjoy it. This category of academics 
mostly highlighted administrative tasks that are also related to teaching activity 
and student affairs. They had similar views on performance evaluation. They 
said that measurement was necessary, but that student feedback, rather than 
academic performance, should be the focus of performance evaluation. They 
did not consider measurements that evaluate academic performance to be 
objective, because they believed that higher education should primarily take 
into account the perspective of the students.

From the interview transcripts, it was clear that the most successful academics 
are those who are enthusiastic about both teaching and research. They believed 
that research is essential to teaching. The best way to provide up-to-date informa-
tion is to be up-to-date with findings of the latest research. Many also stressed that 
they can encourage students to pursue a research career only if they themselves 
carry out research. Those enthusiastic about both research performance and 
teaching were the most positive about the introduction of performance assess-
ment in higher education institutions. With regards to performance evaluation, 
those equally committed to research and teaching stressed that this way their 
results could be quantified, making them more valued within the institution. 
Furthermore, for those on the axis of these two types, performance evaluation 
acts as a motivating force.

The results of our interview survey revealed that, among those who are 
enthusiastic about both teaching and research, a large proportion of the 
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respondents are involved in administrative tasks in addition to teaching and 
research. The overwhelming majority of respondents said that taking on 
administrative tasks takes time away from research and class preparation. 
This is therefore seen as a hindrance: “What I enjoy is teaching and research, 
and what I don’t like so much but unfortunately have to do are administrative 
activities.” (FG 1). Nevertheless, these results of the interview research high-
light that those who are more successful in both teaching and research are 
those who also perform administrative functions. Presumably, the reason for 
this is that those who are committed to both teaching and research can take a 
heavier workload, they have a better understanding of the requirements, and 
the employer is more willing to entrust an administrative task to an effective 
academic. Furthermore, they suggest that, although the administrative role 
takes a lot of time away from teaching and research, it does not change the  
force field itself.

In the third type, we have included academics who consider research and 
publication a (superfluous) nuisance. The interview research also revealed 
that some academics see academic work, which is essential for higher educa-
tion, as a burden. Those in this category believe that the academic demands 
of performance evaluation often come at the expense of teaching. Several 
highlighted that the evaluation system does not provide realistic informa-
tion on the work of academics and that tensions between colleagues have 
increased significantly since its introduction. Among academics who consider 
research and publication to be an unnecessary burden, only one academic 
takes on administrative tasks. This person says that in administrative work 
they are able to fulfill their potential. The remaining majority who consider 
research and publication a superfluous burden prefer teaching, though their 
responses show that they are not really committed to it. They are close to our  
fourth type.

The fourth type identified was those who approach teaching from the per-
spective of an employee. Of the academics surveyed, this category was the least 
numerous. Academics in this category are less motivated to teach and are also 
less enthusiastic about research tasks. None of those in the fourth category 
have an administrative position. They have a negative view of performance 
evaluation: they do not consider research performance or student feedback to 
be objective.

The Table 7.2 illustrates the interview excerpts and keywords from the inter-
views that belong to each type of effectiveness.
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Table 7.2:  Types of effectiveness and their characteristics

Type of 
effective
ness

Enthusiastic 
about research 
performance

Enthusiastic 
about teaching

Consider research 
and publication 
a (superfluous) 
nuisance

Approach 
teaching from 
the perspective 
of an employee

Interview 
excerpt

“Basically, I 
prefer to think 
of science, the 
scientific path, 
as the fulfillment 
of an academic.” 
(FG 5)

“The problem 
is that people 
are judged by 
science metrics. 
So, the those 
who have a lot 
of publications 
can get ahead.” 
(FG 6)

“I would certainly make 
a very big distinction 
between the academic 
career and the teaching 
career. An academic 
who has dedicated his 
life to research, but 
because has to teach, is 
going to put in minimal 
effort.” (FG 7)

“Anyone can 
stand in front of 
the projector and 
read the text, 
thus presenting 
the lesson.” 
(FG 2)

Keywords 
in the 
interviews

Recommend 
publications, 
administra-
tive tasks at 
the expense 
of scientific 
research, feed-
back from the 
management

Mentoring, 
talent man-
agement, 
administrative 
tasks, student 
feedback, job 
placement as 
a performance 
indicator

Negative evaluation of 
teaching and research 
expectations

Lack of moti-
vation; student 
disinterest

Note: Based on research interviews, compiled and edited by the author.

3.3.  Institutional Culture and Interpretations of Effectiveness
During our analysis, we have established that certain conceptions of effec-
tiveness are dominant in certain types of institutional cultures, but there 
are interpretations of effectiveness that are present in more than one type of  
institution:

The efficacy of supportive institutional cultures whose strength is in unity lies 
in the excellence of their academics’ teaching, research, and administration. They 
consider teaching to be the most important, since their institutional mission is to 
focus on fulfilling other social and cultural capacities. This ensures learning in 
the mother tongue and the supply of qualified staff for various fields. In addition 
to teaching, research plays a prominent role among the teaching staff, and the 
institution provides the necessary conditions and venues for research, such as 
libraries, various international databases, and adequately equipped classrooms. 
Institutions that have this institutional culture not only expect their academics 
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to perform but also strive to create the conditions necessary for productive 
teaching. These institutions do their utmost to guarantee their survival and 
continuous development, so that, in addition to their traditional jobs (teaching 
and research), academics also perform administrative duties where necessary, 
which they usually do not see as a burden. This perception of effectiveness is 
true for most of the members of the institution, as it is seen as a result of unity 
and cooperation.

The institutional culture of the cohesive micro-communities showed very 
similar characteristics to those of the supportive institutional culture. However, 
while individuals belonging to the latter think of their institution as a whole as 
an indivisible unit, individuals belonging to the former only perceive their own 
micro-community in a similar way. This implies that the academics in cohesive 
micro-communities have the same understanding of effectiveness, the same 
importance for teaching, research, and administrative functions, while they 
do not think at the institutional level, but exclusively at the level of their own 
micro-community.

In case of the academics that belong to the lonely crowd institutional culture, 
teaching has a prominent role in interpreting effectiveness. Still, in terms of 
this activity as well, they are typically considered a community left to their own 
devices. Their institution does little or nothing to create the conditions that 
would enable effective teaching and research. They often suffer from a shortage 
of teaching space, personal and community areas, but also from inadequate 
infrastructure. These individuals often feel that their concerns are not listened 
to and are not a priority for the institution. This way, given this absence, the 
institution’s standards that are set for the academics cannot be met.

Academics in the egocentric monumental institutional culture prioritize 
individual interests, focus little on teaching, they take on administrative jobs 
in exchange for renumeration, and prefer research work. They are mainly adept 
at the performance evaluation of the institution, they do not strive to develop 
as a community but rather as an individual, and they favor their own interests.

4.  Discussion
In our qualitative interview research, we sought to answer the question: to what 
extent the changes affecting higher education in general have made uniform the 
culture of each institution, and whether the different types of institutional culture 
in higher education entail specific interpretations of academic performance? Our 
results suggest that, despite the fact that higher education institutions face the same 
challenges and that the region in which they operate has different characteristics 
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Table 7.3:  Evaluation of the academic effectiveness of each type of institutional culture

Types 
of insti-
tutional 
culture

Supportive 
institutional 
cultures that 
define their 
strength by 
unity

Cohesive 
micro- 
communities

Lonely crowd  
institutional 
culture

Egocentric  
monumental  
institutional 
culture

Evaluation 
of aca-
demic 
effective-
ness

excelling in 
teaching, 
research and 
administrative 
activities not 
only expect 
performance 
from their 
academics, 
but also strive 
to create the 
conditions nec-
essary for effec-
tive teaching

see their own 
micro- 
community 
as a unit 
attach equal 
importance 
to education, 
research and 
administrative 
functions, and 
do not think at 
the institutional 
level, but only 
at the level of 
their micro- 
communities

education is a 
priority in their 
understanding of 
effectiveness, but 
they are also typi-
cally understood as 
a community left to 
their own devices 
in this activity their 
institution does 
little or nothing to 
create the condi-
tions that would 
promote effective 
teaching and 
research

academics pri-
oritize individual 
interests, have little 
focus on teaching, 
take on adminis-
trative functions in 
return for an allow-
ance, research work 
is what they prefer 
are mainly aligned 
to benchmarking, 
they do not seek to 
develop as a com-
munity, but individ-
ually, prioritizing 
their own interests

Note: Based on research interviews, compiled and edited by the author.

compared to other European regions, they are characterized by a significantly dif-
ferent institutional culture (Table 7.3). Drawing on the multidimensional research 
model of institutional culture, the academics’ perceptions of the institutional 
mission, the relationship with the environment, institutional socialization, the 
nature of information flow, the way of strategizing and managing, but also the 
understanding of the academics’ effectiveness as a separate dimension emerged as 
a result of the academics’ narratives. Building on these, we were able to identify 
four types of institutional culture and four further interpretations of effective-
ness. Overall, it can be concluded that performance-based evaluation has entered 
very different institutional worlds today. In the first two types, institutional and 
individual objectives are better harmonized. A supportive institutional culture 
that defines its strengths as a unit belongs to a cohesive, effective institutional 
model, while a culture characterized by cohesive micro-communities belongs 
to a fragmented, but still effective model that functions as a unit. In the other 
two institutional cultures, organizational members put their individual sense 
of purpose ahead of the institutional purpose, individual effectiveness does not 
coincide with institutional effectiveness, and the institution is not able to align 
all organizational members with its purpose. So, on the one hand, the burden 
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is unevenly distributed within the organization, and, on the other hand, in the 
pursuit of individual goals, institutional goals are often overlooked, ultimately 
leading to the institution not functioning effectively.

Comparing academics’ views on effectiveness and performance appraisal, we 
found that there are also significant differences between academics in this area. 
Those who identify themselves primarily as researchers also consider scientific 
results to be measurable, so performance appraisal is very positively received. This 
is mainly because of the positive feedback and the need for recognition. Those who 
see themselves primarily as academics do not see the purpose of their institution 
or their own work in research, rather, teaching and talent management are more 
critical to be done by the academic. Their expectation of performance assessment 
is that it should measure educational effectiveness. A combination of the first two 
types also occurs, and they were the most positive about performance appraisal, 
hoping that it would be able to detect the work they invested in education and 
research, also providing an opportunity to value that work.

The third and fourth interpretations of effectiveness can be grasped practically 
by their negatives, since academics who find research and publication a nuisance 
are not only skeptical about the validity of benchmarking. It is seen as a dan-
gerous phenomenon that upsets the status quo within the organization and is 
predicted to increase conflict and even hostility, that is, they have only negative 
expectations. As with the former, the fourth concept of teaching effectiveness is 
characterized by the fact that the academic identifies himself or herself through 
failure, as being unsuccessful or burned out in teaching. This type also does not 
believe in the validity of the results of performance measurement, especially stu-
dent assessment, and is not prepared to explain possible poorer results. Overall, 
it seems that, on the one hand, there are huge differences between academics’ 
perceptions of their profession. On the other hand, performance appraisal is 
a long-awaited and hopeful act for some academics, while others see it as an 
unnecessary or harmful intervention. Moreover, our analysis also shows that the 
introduction of competitive assessment in institutions is not without risk, because 
some academics expect praise and recognition. The lack of such accolades may 
lead to disillusionment among better performers. The skeptics, however, already 
have their negative scenario of discord and conflict ready. At the same time, the 
diversity of occupations and work styles identified here highlights the need for 
performance evaluation in higher education institutions, given the inequalities 
in workload and the phenomena that undermine the effective functioning of 
organizations.

Comparing the typology of institutional culture with the typology of effec-
tiveness, it is clear that the institutions that are home to a supportive institutional 
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culture that defines their strength in unity and a cohesive micro-communities 
institutional culture are most characterized by academics who are enthusiastic 
about both education and research. Lone mass institutional culture academics are 
not satisfied with the incentives and conditions provided by the institution and 
therefore consider research productivity to be unattainable. Teaching, however, 
is of paramount importance to them. Despite the aforementioned lack, they 
are student-centered, and talent management and mentoring are in their eyes 
essential. On this basis, we can say that the academics from this culture type 
can be predominantly classified as enthusiasts for education. In the self-centered 
monumental institutions, the type of academic who is motivated by individual 
success, who values performance appraisal positively, and who wants to be at the 
forefront of academic achievement, emerges. They belong to the achievement 
type of those who are enthusiastic about research performance. Those who feel 
that education or research, or both, are a burden are mainly found in the lonely 
crowd and the self-centered monumental institutional culture.

Conclusion
Our research has shown that, despite facing essentially the same social and 
policy challenges, the institutions studied have been able to develop very differ-
ent institutional cultures. The diversity of academics’ perceptions of profession 
is reflected in the diversity of their views on effectiveness. Although the vast 
majority of respondents consider teaching to be their main activity, their views 
on performance appraisal reflect the fact that there are some academics who do 
not feel comfortable in either role and are also afraid of performance appraisal.

The limitations of our research are due to the specificity of the focus group 
interview. On the one hand the number of respondents is small compared to 
the population, on the other hand it reflects their composition only in a few 
aspects. What is more, the influence of the respondents on each other during the 
interviews and the resulting silence of opinions must also be taken into account 
in this type of data collection. In the present research, respondents reflect the 
organizational and national diversity of the institutional palette and also repre-
sent institutions by gender and discipline. In this case, though, there were also 
some invited respondents who declined to participate, so, in practice there may 
be additional faculty opinions and views. Albeit respondents seemed to openly 
express even contradictory views during the data collection, the lack of educa-
tional or research-publication results can be stigmatizing in this context, and it 
is possible that the self-assessments expressed in this context were not entirely 
reliable. We believe that the focus group interview seemed to be an appropriate 



228

Gabriella Pusztai, Zsuzsanna Demeter-Karászi & Katalin Pallay 

method for the exploratory phase of the research, and that we were able to identify 
a wide range of opinions. As a continuation of the research, we have developed a 
measurement tool for the multidimensional assessment of institutional culture 
based on the views revealed in this study.

The policy use of the results can be helpful even at this stage, as the institutions 
being studied are in the process of improving their performance evaluation sys-
tems and, more importantly, the managers of the institutions are in a position to 
make decisions based on the data. Managers may choose to challenge the reality of 
the performance gaps identified and maintain the usual system of hierarchy and 
recognition. Even so, this may result in the disillusionment of those who expect 
recognition from performance appraisals and who are doing a hard job well.
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ABSTRACT
Higher education is constantly expanding, diversifying and attracting more students from 
different backgrounds. To meet the long-term needs of the learning society, higher education 
needs to be able to accommodate learners, innovate teaching and learning methods. Previous 
research and policy have highlighted that higher education, as a labor-intensive sector, can 
ensure quality only through the well-being of its academics. However, we have limited data on 
the well-being of specific groups in the educational community and how well-being is related 
to educational activities and the quality of education in the case of these groups. Our research 
seeks to answer the question of what pedagogical approaches and activities are prevalent 
among the distinguished groups of academics (teaching-focused academics, academics 
with an administrative focus, research-focused academics, academic leaders), whether the 
inclusive approach appears among them, and how these approaches relate to the well-being 
of the academics studied. To investigate this, we applied a quantitative research method 
and used a questionnaire to survey academics working in higher education in Central and 
Eastern Europe (N=853). One of the most important findings of our research is that time- and 
energy-consuming pedagogical activities and approaches do not negatively affect academics’ 
well-being, but these pedagogical activities can only be performed with sufficient efficiency 
if high levels of well-being are present. Our findings can be an important starting point for 
policymakers and university leaders to improve the efficiency and quality of their education.

Keywords: well-being, inclusion, higher education, higher education pedagogy

Introduction
Over the last decade, higher education has been transformed over a generation, 
bringing about a series of political, structural and institutional changes (Walsh, 
2018). The changes in higher education are being driven by factors such as global-
ization, digitalization, decolonization and the development of a knowledge-based 
society. The massification of higher education has led to the emergence of het-
erogeneous groups of students in terms of age, occupational status, geographical 
and social background. Higher education institutions are less likely to have a 
monopoly on the provision of education services. The need for lifelong learning, 
and the competitive environment of change require higher education institutions 
to be responsive and flexible. To meet the long-term needs of the learning society, 
higher education must be able to innovate (Fitzgerald, 2012).It is continuously 
confronted by new challenges, having to meet ever-widening economic and 
social expectations, thus, along with the function of training up intellectuals, it 
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is becoming more and more important for higher education institutions to raise 
up professionals with specialized knowledge, developing competencies according 
to the needs of the labor market and society. Both adapting to challenges and 
changes reflect the policy decisions, which constantly call for higher education 
institutions’ supply of courses to meet the demands of the knowledge-based 
economy (Castro & Levy, 2001; Hurtado, 2007; Teichler, 2011, Harrison, 2017; 
Enslin & Hedge 2024).

In parallel with expansion, the reinterpretation of the role of the state has led to 
a rapid worldwide invasion of higher education in the last decade, rooted in neo-
liberal public policy concepts of business and cost-effectiveness, which understand 
the institution to be a competitive market actor struggling to increase revenue, the 
academics as workers describable by quantitative performance indicators, and the 
students as consumers or products (Neave, 1998; Amaral, 2008). We can also see in 
international special literature that more and more the questions of effectiveness 
move to the forefront: how can an institution become successful? how can dropout 
be decreased? how can skills needed in the labor market be improved upon? how 
can an institution support teaching and learning? Higher education is a sector 
that greatly needs labor, where it can ensure appropriate quality by leaning upon 
the skillsets of its employees. Therefore, the most important actor and former 
in the above processes is the academic staff (Elliott, 2017; Kálmán, 2021; Pusztai 
et al., 2022; Dabney-Fekete 2020; Pusztai et al. 2015). In our study, we strive to 
uncover how academics in higher education feel about their teaching activities 
and about their support of students. Alongside discovering the characteristics of 
teaching activities, we also focus on the well-being of the academics. After all, 
in order for academics to take on the above challenges more successfully, their 
well-being is paramount. For, if the academics are undermotivated and have high 
stress levels, the institution cannot operate effectively either (Bell et al., 2012).

Teichler & Höhle (2013) highlight that access to research funding is the 
lowest among the various categories of resources, facilities and personnel for 
academics in Europe, and while there is little enthusiasm for academic work 
conditions, there are no major complaints. The expansion of higher education 
has significantly increased the number of academics, leading to a more differ-
entiated profession with varying norms, working habits, and incomes across 
countries, generations, and disciplines (see EUROAC project). Ongoing academic 
restructuring has made the work environment more complex and stressful than 
in previous decades, with further changes expected.

Given the increasing complexity and hurdles in the academic profession, our 
research is essential in exploring teaching approaches, teacher competencies, and 
student support, particularly in relation to workplace well-being. Understanding 
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these factors can help address the evolving demands of higher education and con-
tribute to improving academic work conditions. The first part of the study deals 
with teaching approaches, teacher competencies and student support, and with 
the most critical theoretical approaches regarding workplace well-being. In the 
following section, we will introduce the methodological aspects of the study and 
will explain the results of the quantitative research. Following the discussion of 
the results will be the introduction of limitations, and the detailing of suggestions.

1.  Theoretical Background
1.1.  Changing Higher Education
Higher education is growing faster, diversifying and attracting more and more 
students from different backgrounds. The heterogeneous groups of students 
entering higher education through expansion have increased the scope for insti-
tutions to address and, where possible, compensate for inequalities arising from 
objective disadvantages. Through internationalization, another fundamental 
task and interest of higher education is not only to increase opportunities for 
students from different social and economic backgrounds, but also to make their 
higher education institution attractive to foreign students through successful 
international cooperation (Lewis, 2017). What is more, the accelerated pace of 
the information revolution and scientific progress is changing the skills that can 
be acquired in higher education. This change requires the transfer of practical 
knowledge alongside theoretical knowledge. Moreover, this requires informa-
tion about the needs of the labor market, so institutions must play an economic 
role in addition to their academic one and develop partnerships with labor mar-
ket players. It is of particular importance that academics are also in-informed 
about the stipulations of the knowledge economy (Teichler, 2011; Elliott, 2017). 
The modernization of training course content implies improvements be made to 
pedagogical and methodological culture. Institutions must increase the effective-
ness of education by improving their pedagogical and pedagogical approaches 
to higher education, the delivery of knowledge, the organization of education, 
and the widespread use of new knowledge-sharing techniques. Adjustments will 
also be made in the development of an active learning environment, and the 
practical knowledge and competences expected and used in the labor market 
(Hurtado, 2007; Teichler, 2011). The changing world is a common topic of inter-
est in higher education. Much research analyses change, much teaching about 
it is being done, and great efforts are being made by higher education staff to 
prepare students for it. Yet, employers are increasingly reporting that graduates 
are not adequately equipped for that world, as the world of work itself has also 
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shifted significantly (Harrison, 2017). The varying demands on graduates are 
also driven by the process of internationalization and globalization (Kivinen 
& Nurmi, 2003; Teichler, 2011). Higher education institutions no longer have a 
monopoly on educational services, as a new competitive situation has emerged 
in the learning society, and lifelong learning has become a lifelong necessity 
for almost everyone. This kind of need requires continuous flexibility and rapid 
response from higher education institutions. In this context of constant change, 
the roles of education providers are increasingly blurred, as higher education 
no longer involves the full-time commitment of both academics and students. 
And for higher education to be able to accommodate learners and meet the 
long-term needs of the learning society, a change in teaching and learning 
methods is essential (Cross, 1987). For this renewal to be a successful, the work 
and role of academics, and their well-being, are irreplaceable. The international 
literature also highlights that changes in higher education have altered the 
position of academics and the higher education institution as a workplace. 
Higher education used to be a flexible, secure, relaxed and socially recognized 
workplace, and these factors protected academics from workplace stress. After 
the expansion of higher education, this is less true. The massification, diversi-
fication, internationalization and service-orientedness of higher education has 
led to a broadening of the tasks and roles of academics and, consequently, to 
higher expectations (Dabney-Fekete et al., 2024). Demands and requirements 
are emerging as a major stress factor, negatively affecting the well-being of 
academics (Bell et al., 2012; Kinman, 2014; Malik et al., 2017).

1.2.  Defining the Characteristics of Teacher Activities 
According to the literature, one of the key tasks of educational institutions, 
beyond the transfer of knowledge, is to provide feedback on students’ skills. 
Consequently, the assessment of students’ competencies and the development 
of skills based on these assessments are becoming increasingly important in 
higher education as well <https://www.mdpi.com/2227-7102/13/10/1024> (Smith 
& Sodano, 2011; Teichler, 2011; Harrison 2017). As a result, the assessment of 
students’ competencies and the skill development built upon these assessments 
are gaining increasing prominence in higher education (Enslin & Hedge, 2024).

In relation to international research, studies in increasing number address 
teacher identity in higher education. Certain studies examine how it is possible 
for academics to maintain such an identity that comprises in itself care teach-
ing in the present higher educational system, which often gives priority to the 
metrics of generating income and doing research over transformative teaching 
(Nairz-Wirth & Feldmann, 2019). Multiple factors contribute to the formation 
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of the teacher identity of academics. While they considered maintaining con-
tact with students and the development programs of colleagues elements that 
strengthen teacher identity, they viewed the broader higher education context 
as a restricting effect. Furthermore, they felt the effect of the immediate work 
environment to be either strengthening or restricting, depending on whether 
the instruction at the department is evaluated or not. Competencies, the feeling 
of belonging and appreciation, and commitment and envisioning of a future 
career path all play a role in forming teacher identity. The results point to 
the formation of teacher identity as a rough/ difficult process occurring in a 
higher education environment (Lankveld et al., 2017). Teaching has become a 
more problematic, more controlled, and more complex activity, their research 
approaches identity as a form of specifying the various levels of academic work 
(Laiho et al., 2020).

Teichler & Höhle (2013) examine various teaching methods in higher educa-
tion. Based on their results, classroom lecturing is the most common teaching 
method, used by 95% of respondents, but other methods play a crucial role in stu-
dent motivation and competence development. University professors and senior 
academics at other higher education institutions employ various approaches, 
including individualized instruction (66%), project-based learning (46%), practice 
instruction or laboratory work (44%) and ICT-based learning (30%). Academics 
in the United Kingdom and Finland use the most diverse teaching methods, 
followed by those in Ireland, Croatia, and Italy. In contrast, Austria has the least 
variety, with Germany also showing a limited range of teaching approaches. 
Academics in Croatia are strongly practice-oriented. Academics at universities 
in Poland clearly differ from those in other countries as regards teaching: they 
spend a relatively large amount of their time on teaching and express relatively 
often preference for teaching. Among junior staff at higher education institutions, 
those in Poland spend much time on teaching activities. Less than one-fifth 
of university professors in some European countries state that teaching and 
research are hardly compatible. This is the case for almost half in Poland and 
three quarters in Croatia.

A key task of modern higher education is to align curricula and qualifica-
tions with the skill demands of the knowledge economy, ensuring graduates 
are well-prepared for the labor market (Gill, 2018; Lexis et al., 2021). However, 
as Pabian et al. (2011) highlight, political and economic transitions in post- 
communist countries have made this transformation particularly complex. At 
the international level, the function of teaching-learning and the improvement 
of the quality of education in higher education is becoming increasingly valued, 
and academics are key players in this process, but in Central and Eastern Europe, 
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research has been conducted on the identity and mindset of academics (Kálmán, 
2019; 2021), the quality of education (Kovács, 2016; Kováts & Temesi, 2018) and 
students’ perceptions of teaching methods (Berényi & Deutsch, 2018; Kocsis 
& Pusztai, 2024), educational development opportunities (Pleschová, 2024) or 
importance of skills (Gawrycka et al., 2021; Horváthová et al. 2022; Poláková et 
al., 2023). Higher education developmental projects are aiming for learning-ori-
ented education culture more and more, thus, in the course of moving from 
teaching-oriented to learning-oriented, the role of academics also changes from 
knowledge-bearer to learning-promoter. This process clearly affects the profes-
sional identity of academics (Trautwein, 2018). Academics’ views on teaching 
and learning both have an impact on their teaching practice, in how effective 
and how open to innovation they are (Trigwell et al., 1994). The teaching view 
mainly refers to how academics form the definition of good teaching, while the 
mode of teaching approach is the holistic interpretation of teaching, which covers 
an academics’ teaching strategies and intentions (Kálmán, 2021; Rotidi et al., 
2017). In the interest of discovering what academics think about their teaching 
activities, besides the teaching approaches, we also examine teacher competen-
cies. Teacher competencies partially refers to the examining of academics’ views, 
an important starting point for this could be teacher development, and thus 
we can get a more nuanced picture of teacher activities alongside the courses 
and weekly classes (Kálmán, 2021; Lankveld et al., 2017). In the professional 
context, competency means complex, psychological attributes which mutually 
comprise in themselves attitudes, skills, and abilities (Aziz et al. 2014). At the 
international level, multiple studies deal with the formational of teachers’ com-
petency framework (see: Ödalen et al., 2019; Kálmán, 2021).

1.3. � The Inclusive Teaching Approach in the Light of Academic Work
The movement toward learning-centeredness parallel with the diversification 
of the student society also brought academics face-to-face with a new type of 
challenge. It became expected of institutions and teaching policy to, along 
with taking into account students’ varied abilities and individual needs, make 
knowledge accessible for the widest range of students.

One of the lessons to be learned from the fresh and the past century’s researches 
is that the problems that arose, from the beginning of inclusive higher education 
up to today, seem to researchers to be unsolvable. Among these problems, the spe-
cial literature counts institution accessibility (included here is the approachability 
of classrooms, which can affect how an academic staff views the participation 
and progression in class by students with handicaps), access to teaching material 
and study aids, an academic staff’s attitude, the insufficient flow of information 
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(communication between student and academic staff, the accessibility or lack 
thereof of websites, and electronic information systems), the existence, accep-
tance, and insurance of institutional services by academics. Since the 1950s the 
above-mentioned factors have been the most pronounced research questions in 
the field, but these mainly come from non-traditional students, fewer studies 
were published dealing with the analysis of academic perspectives. The results 
in connection with this show that, according to academics’ own admission, they 
have a positive attitude toward students with disabilities, and they work hard to 
stay informed about what their responsibilities are in teaching and supporting 
those who have some kind of disability (Debrand & Salzberg, 2005; Murray 
et al., 2008; Salzberg et al., 2002). Despite this, however, the affected students 
most often experience the opposite (Kurth & Mellard, 2002). Institutional and 
teacher activities comprise in themselves the appearance of inclusivity, but despite 
appearances, students with disabilities still end up on the fringe (Holloway, 2001). 
His conclusions show, in order to overcome this, steps must be taken at a faculty 
level. In connection with this, though, results can vary from major to major, 
discipline to discipline, depending on what institutional culture is typical of the 
given course, and what the quality and quantity of interactions are between the 
majority of students and academics (Heubeck & Latimer, 2002; Hrabéczy, 2019).

Kálmán (2013) writes about three learning-centered approaches in the case of 
special student groups, one of these is the approach based on learning attributes. 
In regard to this, Kálmán (2013) says that compensating for learning disabilities 
is no longer a part of today’s practice, since the changed learning environment 
is a challenge for all students. Thus, he finds it more important to offer support 
through various programs, promoting becoming a self-regulated learner. The 
question may arise, what role academic staff can play in this, during everyday 
classes. Previous research shows that earlier it was typical to compensate for 
hardships that arose in learning, namely after researchers in the 1980s started 
examining students with learning disorders and creating all sorts of programs 
for them (Cordoni, 1982; Hoy & Gregg, 1986; Nelson & Lignugaris-Lraft, 1989; 
Robinson, 1986; Sicoli, 1985; Stalcup & Freeman, 1980; Strichart & Mangrum, 
1986; Vogel, 1983). Academics and public opinion confused those with learning 
disabilities and those with mental disabilities. What is more, they did not under-
stand some of the basic characteristics of certain disabilities (e.g., to academic 
staff, a student with a disability simply meant a student in a wheelchair) (Chard & 
Couch, 1998; Hadjikakou & Hartas, 2008; Kalivoda & Higbee, 1998; Hill, 1996; 
Reindal, 1995; Tinklin & Hall, 1999). There are results regarding how academ-
ics, lacking knowledge about students with disabilities, attribute the learning 
problems of the students with disabilities to the individual’s preparedness, and 
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completely ignore the need to understand the combination of students’ learning 
problems and needs [(Heubeck & Latimer, 2002; Ryan 2005). In this regard, how 
the development and training of academics’ inclusive approach will be done 
has become a real R&D problem. These studies mainly present the preliminary 
measurements of the results, upon which programs can be built (Cunningham, 
2013; Langørgen & Magnus, 2018; Karlovicz, 2013; Kendall, 2017; Martins et al., 
2017; Moriña, 2018).

1.4.  The Ties Between the Work and Well-Being of Academics
The changes affecting higher education also weighed upon the situation of aca-
demics, since these changes transformed the higher education institutions, as 
workplaces, as well. The previously sure, calm, flexible, and socially recognized 
position that was the academic staff changed significantly in the internationaliza-
tion and diversification of higher education. Academic tasks and roles expanded, 
requirements multiplied, which meant more stress factors and greater negative 
effect on well-being (Bell et al., 2012; Malik et al., 2017). Well-being is the com-
bination of positive emotions, engagement, relationships, meaning, and accom-
plishment (PERMA) (Seligman, 2011). Workplace well-being is an employee’s 
satisfaction with his work life (Akram, 2019). In the job demands-resources (JD-R 
theory) model the resources related to the job and the negative work conditions 
are mentioned, as they directly affect the employees’ stress levels and health. By 
negative factors, we mean such characteristics as intense cognitive, emotional, 
and physical and/or psychological burdens, which require significant effort to 
complete a task (Bakker & Demerouti, 2014).

Iyali et al. (2020) sets apart the stress factors that have ties to workplace 
requirements (long hours, pressure to publish, administrative loads), and those 
which restrict effectiveness (bad communication, lack of technical support, 
etc.). Besides all this, they shine light on certain stress factors, the existence 
of which also comes with negative consequences, such as lack of respect and 
workplace safety, personal conflict, or harassment. The factors exuding stress 
come from the factors connected to work, such as the overload of taking the 
initiative, a goal-oriented culture, due to the behavior of students, or a result 
of high expectations. Furthermore, negative environmental and occupational 
characteristics also bear weight on well-being (conflict of roles, difference in 
views, inconsistent workloads, fear of evaluation).

The above stress factors’ effect on physical and psychological well-being 
(Alqarni, 2021), along with their effect on the balance of work and private 
life are undergirded by countless studies (Winefield et al., 2014), just like the 
role that long-term workplace stress plays in burnout. Experiencing positive 
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emotions, being in a good mood, and having the positive social support of 
colleagues all function as resources. Along with the social and cultural fac-
tors, individual psychological attributes also contribute to the well-being of 
academics (Jin et al., 2021; MacIntyre et al., 2019). The academics who have 
access to a great extent to these resources will enjoy their jobs more and be 
more committed (Han et al., 2020). The well-being of academics is irreplaceable 
not only on the individual level, but on the organizational level as well, since, 
if academics are undermotivated, tired, and do not feel well (Bell et al., 2012), 
their high stress levels and low well-being will negatively influence the opera-
tion of the organization. Higher education institutions need to actively react 
to the results of worker well-being, to strive to create an effective, supportive, 
academic environment (Brewster et al., 2022).

Aside from several Hungarian studies (see: Kálmán, 2019; 2021; Alpár et al., 
2018) we know little about what academics think about their own work in teach-
ing, about teaching itself, and about what ties their teacher activities have with 
their well-being. In our study, therefore, we also seek an answer to the question: 
amid the expectations placed on today’s higher educational environment and 
academics, besides continuous methodological innovation, are academics capable 
of implementing their inclusive approach into their practice? And also, what sort 
of ties exist between openness toward this implementation and academics’ well-be-
ing? Our study’s novelty comes from the formation of academic staff and teacher 
activity types, as well as the previous factors connected to academic well-being.

2.  Materials and Methods
Following the theoretical overview, the following research questions were formed: 
how do academics understand their own teaching activities, and what differences 
can be found between academic types? Also, among our research questions was: 
what differences can be discovered between academic types regarding inclusive 
teaching practice?

Based on the special literature, we surmised that it would be most typical of 
teaching-focused academics to have student-centered, practice-oriented teaching, 
since they seem to care much more for teaching. While among research-focused 
academics these attributes take a back seat, information transmission is what 
they strive for (Nairz-Wirth & Feldmann, 2019). We further presumed that aca-
demics whose teaching is defined by practice-orientedness, student-centeredness, 
and reflectivity can be characterized by lower workplace well-being, for, these 
activities demand far greater investments of time and energy (Alqarni, 2021; Iyali 
et al., 2020; Laiho et al., 2020). According to our third hypothesis, the inclusive 
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teaching practice also characterizes teaching-focused academics to a great degree, 
and, among academics typified by teaching methodology preparedness, and a 
more colorful methodology toolbox, inclusive teaching opportunities appear in 
greater number as well (Heubeck & Latimer, 2002; Ryan, 2005).

2.1.  Sampling
In the first part of the research project, focus group interviews were conducted 
with academics from Hungary, Romania, Slovakia, Serbia and Ukraine. The 
interviews covered a wide range of issues related to the work and situation of 
the academics. After analyzing and processing the interviews (Kovács et al. 
2024), we compiled the questionnaire on which this volume is based, which 
was translated into English, Serbian, Slovak, Ukrainian and Romanian and sent 
out 2 or 3 times in an online format, with the permission of the head of the 
institution. It was dispatched to all academics of the institutions surveyed in 
spring 2023, thus ensuring a probability sample. In Hungary, we surveyed higher 
education institutions in two disadvantaged regions, the North Great Plain 
Region and the South Transdanubian Region (University of Debrecen [n=356], 
Reformed Theological University of Debrecen [n=7], University of Nyíregyháza 
[n=14] and University of Pécs [n=104]). While in the case of institutions beyond 
the border, we mainly targeted minority Hungarian institutions, we sent the 
questionnaire to all academics in the majority population language as well. A 
total of 853 people completed the questionnaire, and after data cleaning the 
final number of items was 821. The database was named Central and Eastern 
European Teachers in Higher Education (CEETHE 2023).

2.2.  Participants
Among respondents 514 were Hungarian (61.8%), 115 were Ukrainian (14.1%), 
113 were Romanian (13.8%), 40 were Serbian (4.9%), and 36 were Slovakian 
(4.4%), and, in the case of three persons, we were unable to identify the insti-
tution and the country of origin. Less than half, 43.7% of the respondents 
were men, 56.3% women, the average age was 46 years old (SD=10.71), and the 
average number of years worked in higher education was 17 (SD=11 years). 
Among academic fields, most represented medicine (16.1%), teacher education 
(13.6%), and humanities and social sciences (12.9% and 8.2%). The smallest ratio 
of respondents came from theology (1.1%), art mediation (1.9%), and law (1.5%). 
The ratio of those selecting other fields was 2.6 to 2.7%. The respondents’ 21.1% 
did not have a degree, 46.4% possessed a Ph.D./DLA degree, 17.1% were aca-
demics with habilitations, and 9.4% held a DSc. Among traditional academics 
positions, most were adjuncts (29.6%) and associate professors (26.8%) in our 
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sample, 11.3% were college or university professors, and almost the same ratio 
of assistant lecturers (11.2%) were teachers—2.6% senior professor, and 4% 
professors (language-, physical education, academics of professional subjects). 
There are far fewer academics with researcher status: 2.3% assistant research 
fellows, 1.8% research fellows, 1% senior research fellows and 1.2% research 
professors (with habilitations). 6% selected the „other” category, being mostly 
academics. The ratio of those who are not in a leadership role was 69.3%, but 
1.8% fill institutional, 3.7% faculty, 16.6% institute and department, 3.9% 
center-leadership roles. Here too, 5.1% selected the „other” category.

2.3.  Measures
2.3.1.  Clusters of academics
Based on the experience of the focus group interviews prior to the quantitative 
research, we ranked the teaching jobs and asked respondents to rate on a scale 
of 1 to 4 how much they consider these to be their job responsibilities. Based 
on the responses, factor and cluster analyses were carried out and four types 
of academics were identified: teaching-focused academics (33.4%), academics 
with an administrative focus (19.7%), research-focused academics (20.3%) 
and academic leaders (26.6%). For more information about the clusters of 
academics see the Introduction of the volume.

2.3.2.  Well-being
To measure well-being, we used Warr’s (1992) well-being scale and asked academ-
ics how often they had felt different positive and negative emotions in the past 
few weeks (12 items, Chronbach α=.879, KMO=.908, p=000, explained variance 
75.773%). The principal component was converted into a 0–100-point scale, 
with 0 indicating if the principal component was not at all present and 100 if 
it was completely present. The statistical values for the principal component of 
well-being are M=59.75, SD=18.89, N=797.

2.3.3.  Teaching practice
We conducted the examination of the teaching approach on the basis of 12 
statements (Table 8.1), and we analyzed teachers’ competencies with the help 
of 10 statements (Table 8.2), which are based on Kálmán (2021). Nevertheless, 
we decreased the number of statements. While in the previous study (Kálmán, 
2021) respondents evaluated teacher competencies on a scale of 1 to 10, regarding 
importance and perceived effectiveness, in the present study, the statements in 
both question blocks in the current study had to be evaluated using a five-point 
Likert scale (1: not characteristic at all, 5: completely characteristic). The 5-point 
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Likert scale is a widely used tool in social sciences for measuring attitudes and 
perceptions. Its popularity stems from its simplicity and clarity, which facili-
tate respondent understanding. The 5-point scale provides a balanced range of 
responses while minimizing respondent fatigue. In addition to the simplicity of 
responding, we are aware of the potential limitations, as some research points 
out that 5-point scales may lack the sensitivity to capture subtle differences in 
respondent evaluations (Finstad, 2010). Also, we did not ask respondents about 
the importance or effectiveness of the activities, but rather about how often the 
academics apply the mentioned areas.

Table 8.1:  The teaching approach (N=818)

Mean SD

It is necessary to link theory with practice in the tasks. 4.33 .77
It is important that current data appear in classes. 4.22 .84
I give tasks that develop students’ skills. 4.21 .85
I strive to initiate conversation about the topic learned in class. 4.18 .87
I use multiple methods (lecture, debate, student presentation, etc.). 4.10 .94
I build up the course content by students’ practice tasks. 3.88 .90

I determine course content based on students’ prior knowledge. 3.78 .97

In classes, students need to reflect on their own and their classmates’ 
work.

3.69 1.12

I consider students’ interest when designing the course. 3.65 .97
I take into consideration labor market expectations. 3.56 1.09
I give tasks which require students to cooperate with one another. 3.44 1.05
I make an effort to introduce lots of data in class. 3.41 1.04

Table 8.2:  The existence of teacher competencies (N=812)

Mean SD

Evaluation of student results, giving feedback. 4.25 .90
Analysis of student feedback. 3.68 1.14
Evaluation of one’s own teaching practice. 3.58 1.14
Participation in individual training. 3.49 1.26
Training/major development, monitoring. 3.42 1.23
Aiding and mentoring the learning and integration of new arrivals  
to the training.

3.24 1.28

Recruiting, popularization of a major. 3.22 1.28
Participation in methodological training that can be used in education. 3.17 1.31
Carrying out activities meant to help students catch up. 3.07 1.20
Helping students with special educational needs. 2.94 1.31
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We rotated the teaching approach and teacher competency variables with the 
varimax method and used maximum likelihood estimates. The factor structure 
explains 51% of statements (KMO=0.911, p=0.001). During the factor anal-
ysis five factors developed regarding teaching activity: (1) practice-centered, 
(2) student-centered, (3) reflective, (4) development-oriented, and (5) data-/
information-oriented.

The practice-centered factor emphasizes activities and teaching approaches 
that actively engage students in practical, skill-based learning such as consider-
ing students’ interests during course design, customizing course content based 
on students’ prior knowledge and taking labor market expectations into account 
when designing course materials and objectives. Key activities under this factor 
include the following: assigning tasks that develop various student skills, using 
multiple teaching methods to address diverse learning needs, designing tasks 
that require students to connect theoretical concepts with practical applications, 
promoting self-reflection and peer evaluation by asking students, facilitating 
discussions to encourage deeper understanding of topics covered in class.

The student-centered factor focuses on creating a learning environment tai-
lored to individual student needs and fostering active participation. This factor 
emphasizes the importance of mentorship, inclusion, and personalized support 
to enhance the overall student experience such as aiding and mentoring the 
learning and integration of new arrivals to the training, helping students with 
special educational needs, recruiting, popularization of a major and monitoring 
analysis of student feedback.

The reflective factor highlights the importance of self-assessment and feed-
back in the teaching profession. This factor focuses on continuous improvement 
through thoughtful analysis of teaching practices and outcomes. Key activities 
within this factor include evaluating one’s own teaching practices to identify 
strengths and areas for improvement and assessing student results and providing 
constructive feedback to support learning.

The development-oriented factor emphasizes the importance of professional 
growth and skill enhancement for academics such as engaging in individual 
training sessions to acquire new knowledge and competencies and participating 
in methodological training that can be directly applied to improve educational 
practices.

The data-/information-oriented factor highlights the importance of integrat-
ing relevant and up-to-date information into teaching practices. This factor 
focuses on utilizing data effectively to enrich the learning experience and 
ensure the curriculum remains current. Key elements of this factor are, mak-
ing a deliberate effort to introduce a significant amount of data during classes 
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to support learning and ensuring that the information presented in classes is 
current and reflective of recent developments.

The basis of the measure used to examine the inclusive approach was given 
by the Hungary CCIV Act of 2011 on Hungarian higher education, research 
result from European countries (see Riddell et al., 2005; Kendall, 2007; Moroń, 
2014; Zajadacz & Kołodziejaczk, 2023; Zielińska, 2022) as well as the factors 
discovered during the Hrabéczy (2019) interview study <https://www.mdpi.
com/2227-7102/13/10/1024>. The measure comprises items which are opportu-
nities guaranteed, allowed, and executable between class and test frameworks 
by academics. In the case of these items, respondents had to give a statement 
about whether or not they applied or apply these opportunities, or if they 
do not consider them acceptable. Of these items, with maximum likelihood 
assessment and varimax rotation we created factors (KMO=0796, p<0.001), the 
structure of these factors explain 55% of statements. Three factors separated 
from each other, which are demonstrated in Table 8.3.

Table 8.3:  Types of inclusive teaching activity

Differentiation 
in the case 
of student 

product

Differentiation 
in mode of 

testing
Preparation 

support

Extending the deadlines of projects 
and assignments

.818

Ensuring longer preparation time 
during exams

.776

Permitting alternative ways to course 
completion 

.627

Replacing a written test with an  
oral test

.849

Replacing an oral test with a  
written test

.841

Permitting the use of a language lector .749

Permitting the use of tools that assist 
in writing

.719

Permitting the making of a voice 
recording

.491

Overlooking grammar mistakes .413

Making teaching material available in 
written form

.339
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3. Results
We examined whether or not ties between teaching approach and the academic 
clusters can be seen (Table 8.4). Teaching-focused academics are best character-
ized by a practice-oriented approach, followed by a reflective approach. These 
teaching activities are in line with the characteristics of the cluster mentioned, 
that is, the presentation of the results of the field, modern teaching methods 
and cooperation with external partners. They focus mainly on teaching and 
on the preparation and development of students. It was also assumed that the 
most characteristic features of researchers would be that their courses would 
be dominated by the presentation of current data and research results, as well 
as a high level of data processing and presentation, as this group of academics 
demonstrates a high level of scientific activity. However, this assumption is less 
supported by the data.

Table 8.4:  The teaching approaches of the academic clusters (N=770, average points)

Practice- 
centered

Student- 
centered Reflective

Development- 
oriented

Data- 
/information- 

oriented

Academics with 
an administrative 
focus (n=155)

.09 .09 –.00 .06 –.21

Teaching-focused 
academics (n=255)

.19 –.06 .05 –.04 .01

Academic leaders 
(n=203)

.06 .25 .14 .22 .21

Research-focused 
academics (n=157)

–.49 –.30 –.27 –.28 –.09

Sign. 0.001

Following this, we scrutinized whether there were differences in the acceptance 
and implementation of these inclusive practices among the academic clusters. 
Regarding this, we found significant variation concerning differentiation of the 
student product and mode of testing. Table 8.5 shows that the differentiation 
in the student product is most pronounced for teaching-focused academics, 
followed by academic leaders, and least pronounced for research-focused aca-
demics. Different results are found for the differentiation in the method of 
accountability: while it is mostly applied by teaching-focused academics, it 
is also applied to a large extent by research-focused academics, and least by 
academics with an administrative focus.
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Table 8.5:  Types of inclusive teaching activities by academic clusters (N=758,  
average points)

Differentiation in 
the case of student 

 product 

Differentiation 
in mode of 

testing

Academics with an administrative focus (n=155) .02 –.16
Teaching-focused academics (n=255) .06 .09

Academic leaders (n=203) .05 –.03

Research-focused academics (n=157) –.21 .06

Sign. –.00 .002

The study analyzed differences across five countries (HU, UA, RO, SB, SK) con-
cerning key educational activity. Post hoc analyses using Tukey’s HSD revealed 
significant differences in country-level perceptions across the examined ped-
agogical factors. The student-oriented factor (F(4)=4.690, p<0.001) was signifi-
cantly higher among academic in Romania (M=0.268) than other countries, 
while Slovakia (M=–0.182) scored the lowest. Reflective practices (F(4)=3.859, 
p=0.004) were more emphasized among academics in Romania (M=0.231) and 
Slovakia (M=0.281) compared to Serbia (M=–0.176). Development-oriented prac-
tices (F(4)=33.744, p<0.001) were notably more prevalent in Ukraine (M=0.801) 
than in Hungary (M=–0.200). Finally, for the data/information-oriented factor 
(F(4)=12.467, p<0.001) Romania (M=0.329) and Ukraine (M=0.330) formed a 
distinct group with higher emphasis, whereas Serbia (M=–0.208) and Hungary 
scored significantly lower (M=–0.129).

The tests revealed significant differences across position for the practice-centered 
and development-oriented factors. For the practice-centered factor F(11)=3.087, 
p<0.001), senior research fellows (M=–0.593) and research fellows (M=–0.344) 
scored significantly lower than research professors (M=0.270). These findings 
suggest that research-intensive roles are less focused on practice-based activities 
compared to teaching-oriented roles. Similarly, for the development-oriented 
factor (F(11)=3.032, p<0.001), research fellow (M=–0.593) and senior research 
fellow (M=–0.344) scored lower, while lecturers (M=0.409) and research profes-
sors (M=0.739) showed significantly greater emphasis on developmental prac-
tices, indicating that senior academic roles prioritize growth and innovation in 
education.

Post hoc analysis revealed significant differences in development-oriented 
approaches across academic degree (F(4)=13.370, p<0.001). Academics with CSc 
showed the highest development-oriented tendency (M=0.695), followed by 
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the academics with DSc (M=0.222). In contrast, academics with a Ph.D./DLA  
(M=–0.142) and habilitated doctorates (M=–0.169) demonstrated significantly 
lower scores. Those without qualifications (M=0.118) were closer to the higher- 
qualified groups. Significant differences were also observed in data/information- 
oriented approaches (F(4)=5.425, p<0.001). academics with CSc exhibited the 
strongest focus on data and information (M= 0.413), followed by academics 
with DSc (M= 0.111) and Ph.D./DLA (M=0.029). Conversely, individuals with-
out academic degree (M=–0.175) or habilitated doctorates (M=–0.072) scored 
significantly lower.

There are significant differences in practice-centered approaches between dis-
cipline (F(3)=22.146, p <0.001). Social sciences, economics and arts exhibited the 
most practice-centered approaches (M=0.15 and 0.30), while health and STEM 
fields were less practice-centered (M=–2.52 and –2.25). Significant differences 
were observed in student-centered orientation (F(3)=3.146, p <0.025). Social sci-
ences (M=0.09) were more student-focused compared to health (M=–1.44). Fields 
also differed significantly in development orientation (F(3)=17.514, p<0.05). Arts 
(M= 1.94) and health (M=0.09) were more development-oriented, contrasting 
with STEM (M=–3.98) and social sciences, economics (M=–1.00). Data/infor-
mation-oriented differences were significant across disciplines (F(3)=3.915,  
p < 0.05). Social sciences and economics (M=0.22) and arts (M=0.01) prioritized 
data/information more than STEM (M=–0.76) and health (M=–0.69).

We also analyzed how the use of inclusive practices is distributed by academic 
degree, position and discipline. We did not find any significant difference in 
the presence of an academic degree. Regarding the position of the academics, 
it can be said that the differences are manifested along the differentiation in 
the case of student output. The professors and associate professors are more 
likely to use this form or inclusive practices than assistant lecturers and below 
(p=0.037). According to disciplines, a significant difference is also seen in the 
case of differentiation in the case of student output and assessment. In the case 
of differentiation in the student output, it can be said that this type of inclusive 
practice is used by academics in the fields of humanities and arts in the highest 
proportion, while it is least characteristic of academics in the fields of medicine 
and health sciences (p<0.001). They are also the least likely to differentiate in the 
method of assessment and are most likely to be used by academics of STEAM 
and agricultural science disciplines (p=0.008).

With the involvement of the above-mentioned factors and with the help of 
linear regression analysis, we examined if significant ties could be detected. 
During the course of the regression analysis, we applied the „enter” method, 
the model significance value being p=0.005. Based on the data of Table 8.6, it is 
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clear that student-centeredness, and support of student preparation notably go 
hand in hand with workplace well-being.

Table 8.6:  Interrelations between educational activity and well-being (N=720)

Unstandardized 
coefficients

Standardized  
coefficients

t Sign.B
Std. 

Error Beta

Constant 59.766 .697 85.753 0.000

Practice-centered 0.848 0.791 0.040 1.071 0.284

Student-centered 2.457 0.812 0.114 3.024 0.003

Reflective 0.018 0.834 0.001 0.022 0.983

Development-oriented 1.278 0.798 0.060 1.602 0.110

Data-/information-oriented –0.765 0.840 –0.034 –0.910 0.363

Differentiation in the case  
of student product

0.027 0.714 0.001 0.037 0.970

Differentiation in mode of testing 0.746 0.698 0.039 1.069 0.286

Preparation support 1.566 0.695 0.084 2.253 0.025

4.  Discussion
In the first part of the analysis, based on Kálmán (2021) we examined the aca-
demics’ teaching approaches in such a way that the indicated activities show how 
much they characterize their academic work. In five cases the listed activities 
received a value higher than four, which means that these activities are typical 
of academics’ work to a great extent. Of the activities, the linking together of 
theory and practice, the introduction of current data, competency development, 
the application of varied methods, and the initiation of conversation were most 
frequent. Taking into consideration labor market demands, development of 
inter-student cooperation, and the introduction of much data in class were par-
tially characteristic of academic work.

From teacher competencies, mainly the evaluation of student and their 
own activity, that is, reflection was at the forefront. What was less character-
istic of respondents was the participation in methodological training, help-
ing students catch up, and aiding students with special educational needs. 
In our results, the occurrence of a sort of migration from teacher-centered, 
theory-centric practice to a learning-centered, student-centric approach can 
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be seen creeping up, therefore, activities that studies found critical are ever- 
increasingly coming to center stage (Kovács, 2016). Behind the low measure of 
helping students with special educational needs could be the fact that, based on 
previous research results, only a small percentage of academics knows how to 
teach such students (Kocsis & Hrabéczy, 2023).

From the statements regarding teaching approaches and teacher competen-
cies, we formed factors with which we strove to paint as colorful a picture about 
teacher activity as possible, and to test our hypotheses. The practice-centered 
approach comprises in itself the use of varied methods, student competency 
development and active involvement, consideration of students’ prior knowl-
edge and interest in the class, and, besides all this, fulfilling labor market 
expectations also gains pre-eminence. The approach below covers the areas 
which can serve as an answer to the expectations affecting higher education, 
such as guaranteeing an active learning-teaching environment, and compe-
tency development springing from labor market demands. In the case of the 
second, that is, the student-centered factor, there is significant student aid 
and mentoring, consideration of their opinions, along with development  
of the course.

The above activities are especially important during academics’ work, after all, 
many studies on dropout have called attention to the fact that (Kovács et al., 2019) 
academics can function as a protective factor against dropout. For, they can offer 
relevant and immediate help to students who are unsure and stuck in their studies. 
Furthermore, these studies highlighted, one of dropout’s predictors is disillusion 
with the course, and disappointment, thus, it is crucial to continuously improve 
on courses, to popularize them and to build upon student feedback. Similarly 
needed and key areas are an academic staff’s own practice, student evaluation 
and feedback, which appear in the third, reflective factor. These items regarding 
development and training, as well as data-/information-oriented activities, form 
a separate factor.

We supposed that, of teaching-focused academics, student-centered, practice- 
oriented teaching was most typical since among them care for teaching is dom-
inant. While for the researchers these traits are forced into the background, 
they drive toward information transmission (Nairz-Wirth & Feldmann, 2019). 
The teaching-focused academics are most characterized by the practice-centered 
approach, and reflectivity. These academics activities are in harmony with the 
mentioned cluster’s characteristics, according to which the introduction of the 
specialty results, the modern teaching methods and the cooperation with external 
partners are typical of them. Most likely, they focus on preparing and improving 
academics and students.
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We further surmised that introducing current data and research results in 
class would be dominant among those things characteristic of research-focused 
academics, the processing and introducing of large amounts of data. After all, 
this academic group testifies of high academic activity. In contrast to our hypoth-
esis, we experienced that the formed teaching activities are least characteristic 
of research-focused academics. Neither the practice-centered, reflective, nor the 
student-centered approach are typical of them, not even the teaching activities, 
which mostly adjust to their researcher profile.

What surpassed our expectations was the academic leaders’ teaching activity, 
since it is this academic type that excels at student-centered, development-ori-
ented, and data-/information-oriented activities. It is paramount though that 
their reflective and practice-centered approach must not be left out. Academic 
leaders, besides their teaching, researching, and academic work also engage in 
institutional and faculty-level leadership tasks. Thus, we presumed, next to this 
great a load and number of tasks, any factors would be less typical of them. For 
such activities ended up in the first three factors that require more time and energy, 
constant monitoring, and, for this reason, we did not assume that that would 
be typical of the academic leaders with the widest array of jobs to do. If we take 
into consideration, however, that academic leaders participate in institution and 
department decision-making, and they clearly understand the institutions’ goals 
and challenges, we will see them take the first step in pushing forward education 
and teaching. This step forward could be taking students’ opinions into consid-
eration in the interest of improving a course, forming more practice-centered 
courses in the interest of satisfying the employer and student needs, or doing 
the same in the interest of continuously improving upon their own knowledge.

The next part of the analysis, based on 2011 Nftv & Hrabéczy (2019), we, 
through the work of academics, examined where inclusive teaching practice 
could be found among academics and in what ratios. We asked academics, of 
the inclusive teaching opportunities found in Table 8.5 which ones they would 
use or have they used in the course of their teaching activities. With the help of 
these items, we created factors, thus making it possible to check to what extent 
preparation support, as well as differentiation of student product and mode 
of testing are typical of some of the academic types. The academic types were 
compared by the factors’ means, among which significant variation can be seen 
in the differentiation of student product and mode of testing. In this regard, 
we supposed that the appearance of inclusive practice is most characteristic of 
teaching-focused academics (Heubeck & Latimer, 2002; Ryan, 2005). Based on 
the data in Table 8.6, we can see that both types of differentiation are typical of 
teaching-focused academics, being applied least of all by the research-focused 
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academics and the academic leaders. Thus, our assumption was correct. These 
results are in harmony with academics’ teaching approaches and activities. Based 
on these, teaching-focused academics focus most on student development and 
preparation, one dimension of this could be present in their teaching activities 
as well as the differentiation toward non-traditional students. According to the 
results of previous studies and academics’ own admissions, some non-traditional 
student groups are looked on favorably (Debrand & Salzberg, 2005; Murray  
et al., 2008; Salzberg et al., 2002). Meanwhile, other studies, the institution 
culture, and the quality and quantity of teacher-student interactions all say the 
opposite (Heubeck & Latimer, 2002; Hrabéczy, 2019). Our study results add 
to the previous ones, according to which, alongside the previously discovered 
factors, the academic profile also produces variations in the inclusive approach.

Our findings highlight substantial cross-country variations in pedagogical 
emphases. Romania and Ukraine consistently ranked higher in student-oriented, 
reflective, and development-supporting practices, suggesting a stronger focus on 
contemporary pedagogical trends. In contrast, Hungary and Serbia exhibited 
lower scores in these areas, potentially reflecting differing educational priorities 
or systemic constraints. These findings highlight distinct patterns in the empha-
sis on practice-oriented and development-oriented activities across job roles in 
higher education. To that end, future research should investigate the cultural, 
institutional, and policy-related factors driving these disparities.

Professors and assistant lecturers demonstrated higher scores for both factors, 
reflecting their dual responsibilities in teaching and fostering student develop-
ment. In contrast, research fellow and senior research fellow scored lower, poten-
tially reflecting their primary focus on research and administrative functions. 
These differences underscore the need for tailored professional development 
programs that address the specific focus areas of various academic roles, ensur-
ing a balanced integration of practice and development across higher education 
institutions. These findings highlight the influence of scientific qualifications on 
development-oriented pedagogical practices.

Higher qualifications (particularly the CSc and DSc) are associated with a stron-
ger orientation toward fostering development. This trend may reflect the advanced 
theoretical and methodological expertise acquired during the attainment of these 
qualifications. The results indicate a clear relationship between higher qualifica-
tions and a data- and information-oriented approach. Academics with CSc stand 
out with the highest orientation, possibly due to the research-intensive nature of 
their training and work. Lower qualifications or the absence of formal scientific 
degrees correlate with a reduced emphasis on data-driven methodologies. These 
findings underscore the varied pedagogical emphases across disciplines in higher 
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education. The results suggest that practice- and student-centered orientations 
dominate less in certain fields, like health and STEM, whereas others, such as arts 
and social sciences, prioritize student engagement and data-driven methodologies. 
Such differences may reflect the unique learning goals, professional demands, 
and educational traditions within these fields.

In conclusion, our analysis highlights key trends in the use of inclusive prac-
tices across different academic degrees, positions, and disciplines. While no sig-
nificant differences were found based on academic degrees, academic positions 
revealed a notable distinction. Professors and associate professors tend to employ 
inclusive practices more frequently, particularly in the area of student output 
differentiation, compared to assistant lecturers and those in lower positions. 
The results also indicate significant variations across disciplines. Academics in 
the humanities and arts fields were more likely to implement differentiation in 
student output, while those in medicine and health sciences showed the least 
inclination toward this approach. Similarly, assessment differentiation was most 
common in the STEM and agricultural science fields, while it was least practiced 
by academics in medicine and health sciences. These findings suggest that both 
academic rank and disciplinary context play a critical role in the adoption of 
inclusive practices, which could inform future initiatives aimed at fostering 
inclusivity in higher education.

In closing, with the help of linear regression analysis we examined whether 
teaching approaches and inclusive teaching practice factors were connected 
to academics’ well-being. About this, we assumed that of practice-centered, 
student-centered and reflective academics lower well-being was character-
istic due to the large demand of time and energy from the above activities 
(Alqarni, 2021; Iyali et al., 2020; Laiho et al., 2020). To test this, during the 
regression analysis, using the enter method we in one step included the 
examined variables. Based on the data in Table 8.6, we can see that in only 
two cases, regarding the differentiation applied during the student-centered 
approach and the support of student preparation, were significant with substan-
tial positive ties detectable. Therefore, academics who adopt a more student- 
centered approach and who provide more support and differentiated support for 
student preparation are more likely to have higher levels of well-being. In this 
way, our assumption was not justified. Academics who are able to devote more 
time and energy to preparing for lessons and responding to students’ individual 
needs have higher levels of well-being, while academics with lower levels of 
well-being focus their resources on other tasks due to a lack of time and energy. 
We thus concluded that preparation support takes a greater degree of academics’ 
attention and planning, than the differentiation in testing and student product 
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does, which academics, regardless of their profile, will only be capable of, if their 
level of well-being is high enough.

Conclusions
Based on our results, we can see that among the academics we asked, the endeavors 
aimed at student development, support, and application of the varied educational 
methods are increasingly coming to the forefront. However, significant differ-
ences were shown between some of the teacher types. The inclusive approach 
toward non-traditional students was one aspect present in each teacher type, 
albeit present in dissimilar proportions. We could see that using varied teaching 
methods or taking into consideration some of the needs of higher educational 
actors was less characteristic of research-focused academics. The use of inclusive 
educational opportunities was an aspect not characteristic of any of the academic 
types. A fifth of respondents count as research-focused academics, which means 
that most likely students are taught by research-focused academics. On the con-
trary, previous studies support the fact that students have an ever-growing need 
to participate in practice-centered courses, and to acquire knowledge applicable 
in the labor market, or that allows them to see their own development (Kocsis 
& Pusztai, 2024). However, if they often come in contact with such courses that 
cannot be described with the above expectations. Instead that course might lead 
to an overall negative outlook on the course itself, resulting in disappointment, 
and a possible shift from an active student role to a passive one (Kovács et al., 
2019). The diversification of the student society (by ability, social, cultural, and 
ethnic background) brought with it the need for research-focused academics, 
prepared to teach these students, to be able to in an inclusive way carry out their 
instructive duties (<https://www.mdpi.com/2227-7102/13/10/1024> Debrand & 
Salzberg, 2005; Kurth & Mellard, 2002; Murray et al., 2008; Salzberg et al., 2002).

Based on our results and the results of past studies, however, in regard to this, 
the training of academics and the formation of their approach are invaluable, 
though it very rarely happens at an organizational level. For this reason, we 
consider it critical to have tighter cooperation between academics, and greater 
creation of a community of practice, where they would have opportunity for 
the genesis of educational innovation and the transfer of knowledge/experi-
ence, to assist one another. It may also be an important factor in harmonizing 
course thematics, since academics of some classes have differing approaches, 
or belong to different academic types. However, by harmonizing the classes, 
it would be possible to overcome the problem of having either the theoretical 
knowledge transmission approach or the practice-centered approach dominant 
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all through the course, instead having all (classical knowledge transmission, 
competency development, participation in field training, and the learning of 
academic research) appear equally and stably across the course. Furthermore, 
our results call attention to the importance of academics’ well-being, which is 
critical to the institute’s effectiveness. After all, the academics who are charac-
terized by a high degree of well-being apply the student-centered approach more 
often, making them more practical, varied in their teaching serving student 
development better. The mentioned teaching approach promotes student course 
satisfaction, their later placement in the labor market, and their adjustment to 
labor market expectations.
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Its Impediments for Academics

Ilona Dóra Dabney-Fekete, Ágnes Réka Dusa & Katalin Pallay 

ABSTRACT
The international activity and mobility of academics have long been overlooked, often consid-
ered the sole responsibility of the academics themselves. This neglect stemmed from the larger 
focus on student mobility and university internationalization strategies prioritizing students. 
However, the mobility of academic staff is increasingly recognized as essential for internation-
alization. It is complex and can be examined from various perspectives, including duration, 
goals, and institutional attitudes, as well as its effects on academics, students, colleagues, 
institutions, and the economy. Our research focused on the restrictive factors affecting higher 
education academics’ participation in teaching and research programs abroad. We explored 
differences between those who engage in mobility and those who do not, considering fields of 
study and various demographic factors such as age, family status, and financial situation. We 
also assessed previously identified barriers, including foreign language proficiency, workplace 
integration, institutional support, and work-life balance. Using the CEETHE 2023 database, we 
analyzed the mobility of 853 university and college academic staff members from Hungary, 
Romania, Serbia, Slovakia, and Ukraine, reducing our sample to 821 after data cleaning. In 
spring 2023, we distributed surveys online to selected institutions, focusing on two disadvan-
taged regions in Hungary and minority Hungarian universities across borders. Our findings 
showed significant variations in academics’ mobility across fields of study, with fewer medical 
and healthcare academic staff participating internationally. Demographics, particularly age 
and gender, also played a crucial role, with older Slovakian and Romanian men being the most 
active. Mobile academics scored higher in foreign language proficiency compared to their 
immobile peers. Strong workplace relationships facilitated access to information about inter-
national opportunities, though mobile academics reported lower satisfaction with co-worker 
support. The analysis highlighted several dilemmas and questions, offering insights that could 
lead to a more effective internationalization strategy for universities. Understanding these 
challenges is essential for developing operational internationalization planning.

Keywords: international mobility, internationalization, academics, Central and Eastern Europe

Introduction
Recently, the examination of the international mobility and activity of higher 
educational academics has been at the center of research attention. According 
to the European Commission’s 2007 survey, for every academic staff trip abroad, 
from the EU countries surveyed, an average of 16 student trips took place annu-
ally (European Commission, 2007). Thus, it comes as no surprise that the larger 
group to get more attention in previous years was the student mobility group. 
The reason that looking into higher education employees has been placed on 
the back burner, says Teichler (2011), is that universities’ internationalization 
strategies are student mobility-focused, the organization and support is mainly 
directed toward this group, while academic staff mobility is “a given,” something 
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that is organized, coordinated, and in a lot of cases also sponsored by the aca-
demic staff themselves.

Considering that one of the key parts of internationalization in higher edu-
cation is academics’ activity abroad, examining them is not only unavoidable, 
but absolutely necessary. When it comes to ranking institutions internationally, 
this is highlighted as a quality indicator. This ranking, though problematic at 
times, does help in building out international cooperation, giving ground for 
defining quality (Ghulam, 2022), and in forming economic productivity. This is 
the reason why we aim our study at scrutinizing international higher education 
academic staff mobility.

The goal of the study is, with the secondary analysis of the Central and Eastern 
European Teachers in Higher Education (CEETHE 2023, N=821) database, to 
examine the factors that obstruct university academics from their teaching- and 
research-oriented mobility abroad. This question is actual because, though inter-
nationalization is the flagship area of higher education and many studies prove 
that academic staff mobility has a positive effect on student mobility, still, the 
scrutiny of factors that promote or prevent academic staff mobility falls far behind 
the examination of student mobility, or the analysis of the condition of foreign 
students studying at institutions from different aspects (like studying difficulties, 
cultural adaptations, language learning, etc.). Our study, therefore, focuses on 
university academic staff members, as well as the impediments and supporting 
forces in their international mobility. The results may serve as indicators and 
guides for universities and policy makers as to how academics could be assisted 
more suitably in the process of internationalization.

1.    �The International Activity of Academics As One of 
Internationalization’s Highlighted Fields

1.1.  Academics Caught in the Crossfire of Their Roles
In the past three decades higher education in the countries of Central and Eastern 
Europe experienced significant and remarkable changes. These transitions took 
place on several different levels. Expansion, during which an increase in the 
number of students could be observed, restructured and reoriented the tasks 
and duties of academic staff in higher education as well. As a result, the body 
of these professionals in the academic field cannot be looked at and depicted as 
uniform but rather diverse (Kwiek, 2022).

At the start of the 2000s, Altbach (2002) still wrote about how professors must 
fulfill a three-prong role—traditional teacher and researcher roles with adminis-
trative duties tacked on—one always being more dominant than the other two. 
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Kwiek’s examinations (2016) and his views support the notion that the research 
arm is most critical and an academic staff seeking to fill this role must keep all 
others in the background. The best researchers were once teachers who left their 
teaching roles having fully extracted the experience from it. Höhle and Teichler 
(2013) propose that studies can take on an international form, still education 
will remain the intimate work of universities. We, however, think that can also 
play into many academics desiring to place more emphasis on the researcher 
side of their profession, and multitudes of teachers already teaching in higher 
education lacking proper teacher training. For this reason, many might feel that 
they are not ready to educate, left in many cases without experiencing success. 
The administrative task is seen by many academic staff members as a burden, this 
burden serving as one of the roots of a conflict of roles. In Kozma’s view (2004), 
the scholar slowly shifts emphasis from career to administration, considering 
that academic work is measured with administrational tools. However, this can 
mean the opportunities, modes for progress on the academic path are controlled 
by other norms. This way, the academic staff member can form an opinion of 
his academic performance based on, for example, how liked he or she is among 
students. The dominant role in the professor’s self-image can also influence their 
effectiveness (Pallay et al., 2024).

It is clear, though, today this three-way method gives only a simplified picture. 
For, we are required to see in only 20 years’ time the new challenges and problems 
that higher educational institutions face. Carrying out tasks in the professional 
world are a burden for academics (Perger, 2016), in the same way that they are 
active in doing profit-related and economics tasks as service providers lacking 
inner motivation (Pusztai, 2015). A critical part of this is “self-management.” 
Thus, academics today do not have to fulfill their traditional roles, but they do 
need to be prepared to develop as a manager, organizer, grant writer, budget 
adjuster—all tasks of administration (Dabney-Fekete, 2020).

In this arena defined by roles, tasks, and obligations, academics must con-
tinue to fulfill the international activity expectations placed upon them. Thus, 
the question of motivation almost certainly comes up. What is more, another 
question arises as to what extent the academic staff member views this as a man-
datory task necessary for moving up the ladder (or for keeping the job). So, how 
the professor would like to and is able to become connected to the process of 
internationalization is an essential element here.

1.2.  Academics Taking on Roles in Internationalization
Internationalization and its connected processes are often made equal to global-
ization, although internationalization can also be understood as an answer to 
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globalization (Knight, 2013; Knight–de Wit, 2018). This means a mostly conscious 
building of networks in the course of which attempts are made to apply the 
international academic results in academic life at the national level. Moreover, 
simultaneously, they strive to introduce and popularize domestic academic per-
formance in the international arena (Dabney-Fekete, 2020). After all, internation-
alization in higher education can be named as one of the important sources of 
professional knowledge (Greek-Jonsmoen, 2021). Kwiek (2019) also emphasizes 
that higher education has become exceedingly stratified, and among the three 
main classifying factors that academic professionals can follow, one of them is the 
extent to which a researcher is connected to international academic co-operations. 
For the academic staff members, participating in these processes is mandatory, 
for, in this their professional advancement of academic performance is rooted, 
and, in many cases, their income depends on it as well.

Academics’ international activity, their entering the international academic 
bloodstream can take many forms—through conference participation, foreign 
language publication, guest teaching, academic networks and co-operations, 
grant and exchange programs, and shared research. In this study, we considered 
mobility a highlighted role. Though clarification or explanation of this is needed 
since the pandemic, participating in conferences appeared as one of the most 
plausible opportunities for mobility. Although, the online format is now available 
too—even after the pandemic’s decline.

Academic staff mobility differs much from student mobility, being more 
significantly complex (Teichler, 2011). Thus, defining it proves difficult, being 
approachable from multiple angles—duration, purpose, motivation, connection 
to the institution. Its effect on the individual, however, and thereby on the col-
leagues and students, an academic staff member’s own institution and teaching, 
and on the world economy is indisputable. In a 2014 study, where they examined 
almost 5000 answers from academics participating in the Erasmus program, how 
academic staff mobility affects a teacher’s participation in his immediate and 
surrounding environment. The result: the majority of respondents viewed the 
experience positively (Brandenburg, 2014). In total, 86% of those asked responded 
that mobility first and foremost helps cooperation with international partners, 
and 85% of them stated that it has an advantageous effect on competency devel-
opment. 93% of respondents saw that intercultural, social, and interpersonal 
skills developed during mobility, 81% of them saying that the quality of teacher 
work improved (Brandenburg, 2014).

1.3. � The Possible Reasons for the Backlog of International Mobility
We can see that higher education institutions are ever more consciously moving 
in the direction of internationalization, and based on other studies, the individual 
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too holds this to be important. In contrast, academics have had to juggle their 
previously mentioned institutional and academic tasks. On top of this, han-
dling the hardships and problems of private life, and marriage prove strenuous 
when added to work. These things all projected that they cannot in every case 
match internationalization expectations. Multiple studies looked in the factors 
which are seen by academics as their biggest obstacle (Viszt, 2004; Teichler, 2011; 
European Commission, 2015; Borm, 2020; Dabney-Fekete, 2020; Horváth et al., 
2020; Malota & Gyulavári, 2022). In the tests, mostly the same eight-ten motives 
appear, independent of where they carried out the research.

For instance, Viszt (2004) examined Hungarian researchers, and he concluded 
that the primary reason for not going abroad mentioned by those working 
in the above university departments was lack of proper skills. Following this, 
family reasons and weakness of international connections appeared. Language 
knowledge, however, was not present, only when talking about those working at 
private research sites. The effect came as a surprise, for, in many tests (Teichler, 
2011; European Commission, 2015; Borm, 2020; Dabney-Fekete, 2020; Horváth 
et al., 2020; Malota & Gyulavári, 2022), they clearly mark language knowledge 
as a negatively determining factor. Questions of finance also appear as explana-
tory factors of why academics remain at home rather than being internationally 
active—lack of funds, or budget support can mean problems for many, especially 
those who travel for conferences (Dabney-Fekete, 2020).

Part of the reasoning points to workplace climate, and weak institutional trust, 
while lack of information or communication in the institute, being overburdened 
along with lack of time and timing difficulties can also prove to be challenges. 
Many of the asked subjects highlighted that their own institution gets little sup-
port, and that they are not able/ do not want to find others to substitute their 
classes for these periods of travel (European Commission, 2015, Horváth et al., 
2020; Dabney-Fekete, 2020). Though in internationalization processes, many 
times participation for the academic staff member is compulsory, the process of 
popularizing the mission at home is not without its issues (Szolár, 2009; Hőrich, 
2014). As a result, so many authors and researchers mention lack of motivation 
among academics (Teichler, 2011; European Commission, 2015; Dabney-Fekete, 
2020; Borm, 2020), who also fear for their jobs (Dabney-Fekete, 2020). The other 
group of restrictive factors surround planning the outbound trip, the professors 
feeling overburdened with the administrative and legal planning of it all like, get-
ting visas, as well as planning and execution of the trip (Teichler, 2011; European 
Commission, 2015; Horváth et al., 2020).

Based on earlier examinations (Viszt, 2004; Kyvik & Larsen, 1997; Pusztai & 
Szabó, 2008; Smeby & Trondal, 2005; Dabney-Fekete, 2020) it can be said that 
regarding the backlog of academics’ mobility not only the obstacles appearing 
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on the individuals’ level should be mentioned, but also the limitations and bar-
riers deriving from the characteristics of certain disciplines could be traced. It is 
assumed that “hard” disciplines like economics or medical studies, could be more 
easily made international, since the country of the researcher has little effect on 
the results of the examinations. Contrary to that, “soft” disciplines, due to their 
strong social and cultural embeddedness, are less “translatable” (Kwiek, 2019; 
Kyvik & Larsen, 1997; Dabney-Fekete, 2020; Smeby & Trondal, 2005).

1.4.  Hypotheses
In our study we wanted to know what the form and degree of intensity is of 
academics’ international activity as regards the institutions in Central-Eastern 
Europe, more particularly to get answers to many mobility related questions. 
Thus, we set up three hypotheses, and, through them, tried to find reasons for 
international mobility and its drawbacks.

H1. �There will be significant variation among academics participating in inter-
national mobility based on field of study.

H2. �Demographics heavily influence mobility, factors like, (1) gender—women 
are less mobile, (2) age—younger ones took part in mobility less, (3) marital 
status—married couples were less likely to be active internationally, (4) chil-
dren—those with children participated less, (5) financial standing—those 
on worse monetary footing were mobile to a lesser extent, (6) country of 
origin—academic staff members from EU member states more often took 
part than those from non-EU countries.

H3. �The effect of the restrictive factors will be detectable in the special litera-
ture, in this way, academic staff members with poorer language proficiency 
will be less internationally active, as well as those who are less embedded 
at their workplace (because necessary information does not reach them), 
or professors who do not feel supported by the institution or by their 
colleagues, those who are burned out, or feel that their work and private 
life are out of balance.

2.  Methodology
In our study, we used the full database of the Central and Eastern European 
Teachers in Higher Education (CEETHE 2023), in this way—though due to 
variation in the items it was limited—we could compare the mobility of academ-
ics working in the universities of five countries. In our sample, therefore, 853 
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Hungarian, Romanian, Serbian, Slovakian, and Ukrainian academics responded. 
After data cleansing that number dropped to 821.

The higher educational institutions examined were, on the one hand, from 
the Southern Transdanubia Region (with the University of Pécs as a repre-
sentative), and the Northern Great Plains Region (with the University of 
Debrecen, the Debrecen Reformed Theological University, and the University 
of Nyíregyháza). These regions are considered to be in a less advantageous 
situation. On the other hand cross-border institutions were examined: the 
Oradea State University, the Sapientia Hungarian University of Transylvania, 
the Emanuel University, the Partium Christian University, and the Babeş-
Bolyai University and their satellite branches in Romania, the University of 
Novi Sad in Serbia, the University of Trnava, the J. Selye University, and the 
University of Prešov in Slovakia, the Uzhhorod National University, and the 
Ferenc Rákóczi II Transcarpathian Hungarian College of Higher Education 
in Ukraine. The special value of the research was that although these were 
mostly minority Hungarian universities and colleges, the questionnaires were 
distributed in the countries’ official languages as well, so that all academics 
could be included. Another peculiarity was that all together 62 replies came 
from war-torn territories in Ukraine. The composition of the answers was as 
follows: we received the most responses from Hungary, 61.8% (514 people), 
then after a huge gap come Ukraine with 14.1% (115) and Romania with 13.8% 
(113) replies, dropping astern Serbia with 4.9% (40) and Slovakia with 4.4% 
(36). The limitation of the analysis could be detected in that the sample size 
was low in certain countries, thus the generalization of the results could not 
come into play.

Our fundamental question was, what sort of differences appear between a 
participant in academic staff mobility, and one who does not participate. We 
viewed those who answered in the affirmative to the question: “did you participate 
or not in the academic staff mobility program?” as mobile ones, and those who 
answered in the negative as immobile. It is important to draw attention to the 
fact that the question did not have a time constraint, in other words, not only 
did it apply to the last five or ten years, but the entire career. This will have an 
important role in the analysis of the data.

As explanatory variables we examined the demographic background vari-
ables (age, gender, country of origin), as well as the disciplines, the ranks and 
academic degrees. Furthermore, within the boundaries that were drawn by 
the database, we studied whether the factors that are usually mentioned by 
special literature as inhibiting obstacles for academic mobility, show significant 
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connection to academics’ (im)mobility. Examining these factors we created 
indices. During our research we used the chi-square test, and variance analysis.

3.  Results
During our examination, we found that only 40.6% of the entire sample (N=821) 
took part in academic staff mobility. This is substantially less than the 69% 
that Horváth et al. (2020) concluded in their research. Comparing men and 
women, we see that among men the ratio of professors who during their career 
took part in some sort of mobility is significantly higher. In our examination 
42.2% of respondent men and 37% of women taught or carried out research 
abroad (p=0.02). On the other side of the coin 51.6% of all those participating 
in mobility in our sample are women, and 48.4% are men.

The average age of mobile respondents was 47.72, while that of immobile ones 
was 45.04 (p=0.000) in the database.

Substantial variation was seen according to country (p=0.000). Here, however, 
we again seek to call attention to variation of items by country. In Table 9.1 it is 
clear to see that 77.8% of Slovakian, and nearly 60% of Romanian respondents 
took part in mobility programs. Compared to this, the ratio of Serbian and 
Ukrainian mobile academics is low.

Table 9.1:  The ratios of academic staff mobility by country (N= 804)

 HU UA RO SB SK Total

Yes, I participated in  
international mobility

35.6% 31.8% 59.5% 41.0% 77.8% 40.5%

No, I have not 64.4% 68.2% 40.5% 59.0% 22.2% 59.5%

N 508 110 111 39 36 804

*The underlined values indicate that the number of people in that cell of the table is much higher 
than would have been expected in the case of random ordering.

According to the academic field, it is observable (see Table 9.2) that the ratios 
of mobile and immobile respondents are most even in humanities and arts 
departments—the ratio of those taking part in any kind of academic staff 
mobility being 48.4%. An earlier study at a Hungarian university (Dabney-
Fekete, 2020) showed that relatively few academic staff members from the 
humanities field had low levels of international activity. From STEMA1 

1	 STEMA is an acronym that stands for Science, Technology, Engineering, Math, and 
Agriculture.
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courses, 46.4% of the respondents were mobile, and in social sciences and 
economics fields this number was also below 50%, precisely 49.3%. Employee 
mobility in medical courses, however, is strikingly low, with only 20.4%  
(p=0.000).

Table 9.2:  Ratios of teaching and research mobility by academic field (N=800)

 Humanities STEM Medicine
Social science and 

economics

Yes, I participated in  
international mobility

48.4% 46.4% 20.4% 49.3%

No, I have not 51.6% 53.6% 79.6% 50.7%

N 258 181 225 136

When the academics giving their answers based on the positions that  
they currently hold at the higher educational institutions, significant differences 
stood out among respondents (p=0.000): as position rises, so too does the ratio 
of active participants in international mobility (Table 9.3).

Table 9.3:  Ratios of academic staff mobility by position (N=800)

 
Assistant 
lecturer

Assistant 
professor

Associate 
professor

University/ 
college 

professor

Other  
(senior  

academic staff, 
research  

fellow, etc.)

Yes, I participated 
in international 
mobility

17.0% 43.5% 53.0% 56.4% 18.4%

No, I have not 83.0% 56.5% 47.0% 43.6% 81.6%

N 88 239 215 117 141

*The underlined values indicate that the number of people in that cell of the table is much higher 
than would have been expected in the case of random ordering.

In our study, we wanted to examine how position and mobility are related, and 
whether they differ in the five countries under scrutiny, thus we also included the 
country variable in the crosstab analysis. We can see that only in the Hungarian 
(p=0.00) and Romanian (p=0.018) samples remained considerable connections 
between position and mobility; therefore, we share only these two countries’ 
detailed results (see Table 9.4).
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Table 9.4:  Ratios of academic staff mobility according to position—the Hungarian and 
Romanian subsample (N=615)

 
Assistant 
lecturer

Assistant 
professor

Associate 
professor

University/ 
 college 

professor

Other (senior 
academics, 

research  
fellow, etc.)

Hungarian  
respondents  
(504 persons)

Yes 13.4% 36.8% 54.7% 54.3% 16.2%

No 86.6% 63.2% 45.3% 45.7% 83.8%

N 67 133 117 70 117

Romanian  
respondents  
(111 persons)

Yes 0.0% 54.8% 64.3% 91.7% 60.0%

No 100.0% 45.2% 35.7% 8.3% 40.0%

N 4 62 28 12 5

*The underlined values indicate that the number of people in that cell of the table is much higher 
than would have been expected in the case of random ordering.

In our examination, we checked to what extent the presence of academic degree 
influences international activity (p=0.000). Based on our results, we determined 
that there is a clear relationship between academic degree and international 
mobility. From Table 9.5 it is evident that academics with a Ph.D. and habilitation 
are the most mobile.

Table 9.5:  Ratio of academic staff mobility according to academic degree (N=803)

Without academic 
degree

Ph.D./
DLA CSc Habilitation DSc

Yes, I participated in 
international mobility

17.2% 47.4% 23.9% 58.6% 37.1%

No, I have not 82.8% 52.6% 76.1% 41.4% 62.9%

N 169 359 46 104 89

*The underlined values indicate that the number of people in that cell of the table is much higher 
than would have been expected in the case of random ordering.

We have also examined its connections with the academics types (see Table 9.6). 
It seems that among the academics with an administrative focus and the research- 
focused academics the ratio of immobile is higher, while the teaching-focused 
academics and the academic leaders are more mobile (p=0.000).
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Table 9.6:  Ratio of academic staff mobility according to types of academics (N=806)

Academics with 
an administrative 

focus

Teaching- 
focused 

academics
Academic 

leaders

Research- 
focused 

academics

Yes, I participated in 
international mobility

29.3% 47.4% 46.0% 33.1%

No, I have not 70.7% 52.6% 54.0% 66.9%

N 157 268 215 166

*The underlined values indicate that the number of people in that cell of the table is much higher 
than would have been expected in the case of random ordering.

For us to better understand the reasons for participation in academic staff 
mobility, or for the non-attendance thereof, we created a separate index and 
examined which one may have an impact on the existence or absence of 
international activity. Founded upon previous studies (Dabney-Fekete, 2020; 
Medgyes-Kaplan, 2015; Vossensteyn et al., 2010; Orr 2008), we assumed that 
in most cases, as a part of international activity, mobility frequently is absent 
because the academic staff member judges his/her own foreign language skill 
level to be such that he/she would not be able to stand up and give a lecture 
at a conference, or even work as a member of a research group. Though the 
research itself did not directly ask about the reasons for staying home, we could 
still measure academic foreign language knowledge. We considered it to be 
present whenever the respondents published in a foreign language, took part 
in an international study, when they presented research findings at a confer-
ence, or held courses for international students in English. We combined all 
of these in one index, in the academic foreign language knowledge indicator. 
Teaching foreign students and holding lectures at a conference were included 
in the index with double the weight, since, in our opinion, these assume a 
higher level of language knowledge than for instance publishing, where the 
professor can request the help of a translator. Based on our results, it is obvious 
that there is a connection between academic foreign language knowledge, and 
international activity. The constructed foreign language knowledge index’s 
average, in the case of academics who engaged in mobility, was significantly 
higher (p=0.000)(23.97) than the average of academics who did not shoulder 
teaching or researching abroad (21.08).

The other reason for weaker international activity that we supposed is the 
extra costs accompanying mobility that burden the individual. However, the 
results of our test did not support this. We could use two questions to examine 
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the connections of financial standing with mobility. The following questions 
were asked: one, regarding relative financial standing, “How do you find your 
financial standing compared to the average families living in the country?,” 
and two, on the subjective capital indicator, “How is your financial standing 
currently?” We could not show substantial ties between respondents’ financial 
standing and the lack of involvement in mobility. We did consider it interesting 
that Dabney-Fekete’s (2020) north-eastern Hungary study, specifically regarding 
the absence of travel to conferences, named monetary burdens as the number 
one reason.

We also assumed that the holding power of the family along with the lack of 
foreign language directly plays the role of a restrictive factor, since, for instance the 
Viszt survey (2004) that was conducted among Hungarian researchers, undercov-
ers that family reasons come in third and second place for researchers in academic 
institutes and university departments. Also, in Dabney-Fekete’s study (2020), 
family duties and obligations appear as highly important hindering aspects in the 
case of the measured forms of international activity, particularly in connection 
with scholarships, guest teaching and research trips. For these are the forms of 
mobility that at conferences, for example, take up far greater amounts of time. 
On the contrary, in our study, we found that weaker international activity is not 
explained by the retentive power of the family.

We also wanted to know how the institute support appears in our sample, 
since in the special literature too, many hold the lack of it to be a retentive factor 
(Szolár, 2009; Hőrich, 2014; Dusa, 2017; Dabney-Fekete, 2020)—first, the absence 
of financial support, and second, the recognition of the mission and the substitu-
tions due to mobility are mentioned most often. Kwiek (2016), however, clearly 
shows in his study that the individual’s motivation carries far more weight than 
the support coming from the institute. In order to examine this question, we 
formed two indices. In the institutional support index, we included the following 
items: (1) the institution keeps the employees’ interests front and center, (2) the 
institution holds competition with rivals (other institutions) to be important, 
(3) innovation-orientedness is characteristic of the institution, and (4) flexibility 
and individual responsibility is typical of the institution. We assumed, after all, 
all of these were factors that can strengthen academic staff mobility and cre-
ate institutional culture. In another index we included the questions to direct 
colleagues and superiors: (1) Are you happy with the level of support from the 
department/institute/faculty head?, (2) Are you happy with the level of support 
from colleagues?, (3) Do they respect your efforts?, (4) Does performance define 
who is promoted at the department/ institute/ faculty? Respondents could eval-
uate the items on a 5-point Likert scale; thus, the index minimum could be 4, 
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and its maximum 20. In our study, we found that the institutional support index 
was not significant regarding mobility. The combined indices of colleagues and 
superiors, however, showed that it was significantly tied to mobility. Surprisingly, 
those who were more content with the level of support from colleagues and 
superiors did not take part in academic staff mobility. The average of the index 
for support from mobile colleagues was lower (13.16) than that of the immobile 
ones (13.84). In connection with this, we also looked at how much chance they 
see that they will be fired in the following year—here, however, we could not 
find significant relationship.

We wanted to cover whether for academics the inadequate flow of information 
at their workplace can be considered a restraining element of mobility or not. 
We measured this by creating an index with questions about their relationship 
with colleagues. In the index, we used the following question block’s items: 
How often did it occur in the last semester that … you spoke about academic 
questions with your colleagues?; … you helped a colleague prepare their doc-
toral or habilitation thesis, grant application?; … you spoke about educational 
questions with your colleagues?; you spoke about other topics than university 
work with your colleagues?; … you agreed to meet your colleague outside of 
work?; … your colleague spoke with you about his/her future plans?; … you 
worked together with your colleague in a research group, as a co-author?;  
… you worked on an online workspace with your colleague? The respondents 
could answer on a four-point scale; thus, the index maximum was 32, and the 
minimum 8. We assumed based on Pusztai (2011) that those who converse more 
with their colleagues (that is, are better embedded, more types of information 
reaches them), are more mobile. In our study, it clearly rounded out: the average 
of academics participating in mobility was higher (22.41 in contrast with the 
21.03-point average of immobile academics), that is they are more embedded 
in the life of the department/ institute, and arguably, in the case of more con-
versation, the probability that information regarding international activity will 
reach the individual is greater. 	

Based on the results of an earlier study (Dabney-Fekete, 2020) we counted on 
some of the respondents mentioning a lack of motivation as an explanation for the 
absence of trips abroad. Expectations and obligations of private life, workplace, 
and internationalization weigh heavily on academics, possibly manifesting them-
selves in the academics being undermotivated in the question of international 
mobility. Therefore, we created a burnout index and examined whether in our 
sample we could find connections between general workplace burnout and mobil-
ity. [1] We created the index on burnout due to work based on the following five 
statements: I feel emotionally exhausted because of my work.; I feel exhausted at 
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the end of the workday.; I feel tired when I get up in the morning, and I have to 
face a new workday.; Working all day is very cumbersome to me.; I feel burned 
out from my work. The statements could be evaluated on a seven-point scale by 
respondents. The index maximum could be 35, and the minimum could be 5. 
Yet, in our study, we could not find a relationship between the two. We assumed 
as well that the lack of motivation may be thanks to the need for academics to fill 
in too many roles—we developed an index from work-private life questions, and 
with its help we measured this. However, we did not find any connections to the 
absence of mobility in this case either. We examined whether weak international 
activity and discontent with hours worked affect each other. We discovered no 
connection between them, which is not surprising since the amount of hours 
in most cases is not the decision of the academic staff member, but rather comes 
with the position, and varies from faculty to faculty. From these three indices we 
formed a combined indicator which examined the hardships of reconciling work 
with private life, from the perspective of motivation. We could not find significant 
ties here either. To sum it up, we can say that in the case of the academic staff 
members in our sample, lack of motivation truly is not an explanatory factor for 
the absence of mobility.

In conclusion, we would have liked to examine whether or not there is 
any sort of connection between participation in international mobility and 
teaching foreign students. We presumed, on the one hand, that the professor 
possessing such a level of foreign language knowledge that he/she is able to 
share professional content in English with students—be it lecture, seminar, 
practical class or lab—would be able to much more confidently integrate into 
one of internationalization’s forms. After all, lack of language proficiency is 
not a restrictive factor. On the other hand, we thought that those at the fore-
front, regarding international activity, due to their adequate foreign language 
knowledge and their familiarity with being in a multicultural setting, would be 
far more probable to be entrusted with teaching foreign students. Our results 
clearly display significant ties between participation in international mobility 
and teaching foreign students. It is worth noticing that 65.7% of respondents 
admitted to not taking part in international mobility throughout their careers, 
in contrast, they were already drawn by the institute into instructing foreign 
students (see Table 9.7). It may serve as an explanation that they who are at the 
height of their careers have not had much opportunity to get involved in the 
internationalization process, but, because of their good language knowledge, 
there was a need for them in teaching. Perhaps it is precisely due to this that 
they teach in this way, since substituting them would prove difficult were they 
to travel away as mobile academics.
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Table 9.7:  The connection between education of foreign students and academic staff 
mobility. p=0.012 (N=772)

 Mobile Immobile

He/she teaches foreigners 74.20% 65.70%

He/she does not teach foreigners 25.80% 34.30%

N 314 458

*The underlined values indicate that the number of people in that cell of the table is much higher 
than would have been expected in the case of random ordering.

That we might better understand the position of the immobile academic staff 
members who teach foreigners, we created four groups: 1) teaches foreigners, but 
is immobile, 2) teaches foreigners, and is mobile, 3) does not teach foreigners, but 
is mobile, and 4) does not teach foreigners and is immobile. Upon examining 
these four groups it was discovered that the immobile respondents who instruct 
foreigners are younger (p=0.001). Looking at their positions, 50% of assistant 
lecturers, and 41.7% of assistant professors are in this group (p=0.000). Much is 
also said by the fact that, by academic field, the largest ratio of those who teach 
foreigners but do not engage in international mobility is in the medical and 
healthcare field: in this group 67.9% of the medical and healthcare field, 39.2% 
of the STEM field, 32.1% of the social science and economic fields, and 17.9% of 
the humanities (p=0.000).

4.  Discussion
Our study focused on the international mobility activity of academics in higher 
education. We examined what sort of effects of restrictive factors appear, which 
might make it difficult to get involved in teaching and participating in research 
programs abroad. For this, we used the Central and Eastern European Teachers 
in Higher Education (CEETHE 2023, N=821) database. For one, we were curious 
as to the differences between academic fields, and, for two, wanted to know 
something of the various demographic factors’ effects (age, family status, children, 
financial standing, and country of origin). Aside from these, we attempted to 
show the effects of restrictive factors uncovered in previous studies, they are as 
follows: foreign language knowledge, integration into the workplace community, 
institutional support, effect of support from direct colleagues, workplace burnout, 
or balance of work and private life.

From among the demographic aspects, it was gender, age and country of origin 
that were significantly tied to whether or not a respondent taught or conducted 
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research abroad, thus in these regards our second hypothesis was proven. Based 
on this, the older, the men, and the Slovakian and Romanian academics show 
higher mobility. It is interesting that though prior research called attention to 
the deterrent roles of family (especially of parents with children requiring more 
care) or poor financial standing, according to this CEETHE database, we were 
unable to justify this claim.

The gender ratio in our database mostly matches with data from previous 
studies. For instance, in the case of a study conducted at European universities 
(Horváth et al., 2020), of all mobile academics 42.2% were men and 57.8% 
women, however, no significant ties were found between gender and participat-
ing in academic staff mobility. Commissioned by the Tempus Public Foundation 
in 2021, in a study done among domestic academic staff (Malota & Gyulavári, 
2022), the same ratios mentioned above displayed the exact opposite: here 45% 
of women and 55% of men were represented. Another Hungarian research also 
had similar results (Dabney-Fekete, 2020)—here the ratio of men was 55.2% and 
the ratio of women was 44.8%. As pertains to age, it is no surprise that mostly 
the academic staff member taking part in the mobility program are older. Since 
the question applied to the whole educational career, the older professors with 
greater chance already went abroad to teach and carry out research through-
out their careers. This is closely and clearly connected to the fact that higher 
international activity was shown for those with higher academic positions, 
since academics at the peak of their career have more chances to go abroad 
for guest teaching, or international research collaboration (Table 9.3). This is 
no surprise, however, since, on one hand, for someone to have these degrees 
and titles, as a condition, he/she needs to complete the criteria connected to 
internationalization (e.g., taking part in international conferences, different 
international co-operations, etc.). And on the other hand, these academic 
degrees and titles serve as a sort of springboard which, with the completion 
of the right academic and internationalization indicators, can help in moving 
up to the next level—after Ph.D., habilitation; after habilitation, DSc. At the 
same time, for young academic staff members and researchers, due precisely 
to moving up the ranking ladder, it would be important to gain international 
professional experience. In previous studies (Dabney-Fekete, 2020), we found 
examples of this that some universities’ financing systems and modes strongly 
influenced the type of international activity based on position: in some insti-
tutions colleagues in higher positions are those who get a large part of the 
support set aside for attending conferences. In this way, either younger assistant 
lecturers and assistant professors are left out of mobility, or—though they 
possess less international professional experience—it is precisely they who are 
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forced to choose guest teaching that requires longer absence but better foreign 
language proficiency.

It was interesting to see that usually of those with a Candidate of Sciences 
degree (a scientific qualification that existed before the Ph.D. was introduced) 
in our sample, it is characteristic that they are less mobile. After WWII, the aca-
demic degree system patterned after the Soviet was, from the end of the 1990s, in 
Central and Eastern European countries officially replaced by the Ph.D. as seen 
in the Anglo-Saxon model. By law, CSc was supposed to be equal to Ph.D., and 
in the case of dr. univ. there was a possibility to have it recognized in a higher 
level. Nevertheless, it appears that there were those who did not wish to go 
further, after receiving their candidate degrees, to relinquish the opportunities 
for advancement provided by the new system. For us though, it was astonishing 
that participation in mobility of professors with DScs was low. After all, in their 
case, the question rightly arises, how did they successfully evade the powerful 
waves of internationalization in higher education over the past decades and still 
acquire such high academic degrees?

Besides gender and age, the country of origin also played a significant role in 
whether the professor is internationally active or not. Due to the low Romanian 
sample size, comparing the assistant and associate professor positions is relevant, 
and in these cases it can be seen that Romanian respondents have more experi-
ence in mobility. Based on results of previous studies (Dabney-Fekete, 2020) we 
surmised that the Romanian academics’ stronger international activity might 
be in connection with confidence due to having the appropriate level of foreign 
language proficiency regarding international cooperation and activity. After 
all, these colleagues from childhood are used to communicating in multiple 
languages on a daily basis. In the case of minorities living in Romania, learning 
at least two languages (the one spoken at home and the official language of 
the state) is self-explanatory, and for the majority of society, due to the gram-
matical structure and vocabulary of the Romanian language, learning other 
European languages becomes relatively easier. It is therefore not strange to this 
society to have the multicultural environment and the presence of multiple lan-
guages in everyday life, which, when it comes to international mobility, carries  
great weight.

The ratio of participating in international mobility in Serbia and Ukraine 
is low compared to that of Slovakia and Romania. This can be explained by 
the fact that two countries are EU member states. Thus, the opportunities and 
mobility programs offered by the EU are either more restricted or are missing all 
together. Another explanation could also be that during the time of the survey, 
war persisted/persists in Ukraine, drastically decreasing the amount of academics 
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available for the research. Serbia suffered war in the ’90s, which might have 
strongly restricted the movement of older professors. In contrast, Hungary’s very 
low participation (all together only 35.6% of the respondents took part in mobil-
ity programs) cannot be explained. Therefore, we can assume that willingness 
to participate in mobility is connected to which country the given professor is 
the citizen of, after all, mobility capital is certainly stronger in countries where 
knowing multiple languages is part of everyday life.

Based on previous research (Viszt, 2004; Dabney-Fekete, 2020) we considered 
that for the academics family would be another blocking factor. However, our 
results did not show any significant connection with weaker international mobil-
ity. Since this is contrary to previous research, we assumed that perhaps that the 
reason we could not find any connections was because in the survey we asked 
respondents about the mobility throughout their entire careers rather than just 
the last 5 or 10 years. Thus, in the sample many professors can be found whose 
children are no longer minors, and as a consequence their lack of international 
activity cannot be explained away with the family factor. We tested if the same 
was true of those under 45 years of age who were more likely to have small chil-
dren. However, we experienced in their case as well that duty to family did have 
an effect on international mobility.

Our results confirmed the first hypothesis, namely that stark differences 
appear also among academic fields in the mobility of academics: similar to 
student mobility, the academics of the medical and healthcare majors also take 
part in teaching and researching projects and grants abroad in smaller ratios. 
Thus, it is no surprise, because, specifically in Hungarian higher education, 
the greatest number of foreign students have for the longest time studied these 
majors in these faculties. What is more, the field itself is “hard,” so as a result, it 
is more easily translatable into English, and its fundamental language of Latin, 
the basis for medical terminology, is the internationally recognized mediator 
language in this case. However, due to the rigidity of the training structure 
and the physician’s duty of these respondents, along with the pressure to attend 
international conferences and to publish internationally as well, they are hardly 
able to take advantage of any other opportunities for mobility (guest teaching, 
and guest researching).

The same differences based on academic disciplines can be seen in a study as 
well (Dabney-Fekete, 2020), where those from the medical field who are never 
mobile is slightly less than double the amount coming from the humanities. 
(Reciprocally the study also highlights, those who take part in international 
activity are incredibly active.) This reflects the mobility data on medical stu-
dents. According to Debrecen data from a 2013 Eurostudent survey, though 
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medical and pharmaceutical students would like to study abroad (43.2% stated 
their wish to), only 4.9% actually followed through on this intent. Of those in 
healthcare fields, however, neither the desire to study abroad (15.2% would study 
abroad), nor the actualized mobility (2.9% followed through and went abroad 
for study) are typical (Dusa, 2020). As found in the results of the 2023 Education 
at a Glance survey, medical and healthcare students make up the third largest 
ratio of foreign students of the 25 EU member states (In total, foreign students 
comprise only 19%, 22% of business, administration, and legal majors, and 29% 
of STEM majors). However, this applies to diploma mobility, not short interna-
tional courses, or Erasmus+ programs (OECD, 2023: 260). The mobility backlog 
of students studying medicine can be explained by the rigid structure of their 
training, which hampers not only learning abroad, but also carries with it the 
risk of dropout (Pusztai et al., 2022).

In our view, this extent of academics’ lagging behind in mobility activities 
can be due to the fact that in this field, if there is any at all, the mobility that 
exists is weak. One reason for this might be that today the number of healthcare 
conferences that are not specialized or focused on a specific area is quite scant 
(internationally as well). It is because of this that employees in healthcare mostly 
only annually attend one or two conferences specific to their field. Also, the 
structure of the medical training is less flexible, academics are simultaneously 
practicing doctors and researchers too. Despite all this, it still was astonishing 
that precisely these fields have the least mobile academic staff members, for, 
based on earlier studies (Smeby & Trondal, 2005; Kyvik & Larsen, 1997; Pusztai 
& Szabó, 2008; Viszt, 2004), we can conclude that because healthcare, a “hard” 
field, is easier to internationalize and “translate,” more academic staff members 
will have higher levels of international activity. 

In our research we presumed that one of the factors that hinders academics 
from going abroad for academic reasons is the not-sufficient foreign language 
knowledge. With the special index we created we could measure it, which con-
tained such items as publishing in a foreign language or attending international 
conferences. We found that the point value of mobile academics was significantly 
higher in this index than that of immobile ones. Still, this could be mutual: the 
mobile academics are perhaps braver to publish internationally or to cooperate 
in research projects with foreign colleagues with whom they became acquainted 
on previous trips.

Embedding into the institutional climate, and relationships with colleagues 
help much in getting information, thus, it is no shock that we could find ties 
between mobility and the level to which relationships were maintained with 
colleagues: the value of the created index was drastically higher among mobile 
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academic staff members, so it seems that they speak more with their colleagues, 
meaning that relevant information (even about international opportunities) 
reaches them sooner. This is somewhat contradicted by the fact that it is the 
immobile respondents, not the mobile ones, who are more content with the 
level of support they receive from their immediate colleagues. We could not, 
however, show the effect of support from the higher education institution, the 
upset balance of work and private life, or the effect of workplace burnout. Thus, 
regarding our hypothesis as pertains to the restrictive factors only the presuppo-
sitions concerning foreign language proficiency and workplace embeddedness 
were proven.

Conclusions
As a result of our findings, we can disclose that important discoveries and conclu-
sions were made in relation to the international mobility of higher educational 
academics. First of all, indeed, there is an unequivocal difference between the 
particular disciplines regarding international mobility. Somewhat less than half 
of the respondents from social sciences and economic, as well as STEM fields 
were mobile, which can be considered unsatisfactory, but still twice as much as 
that of the health sciences. Significant difference was also detected with respect 
to the respondents’ gender, age and the country they are from. Based on our 
findings, men and older people tend to be more mobile, and academics from 
Romania and Slovakia are also more likely to participate in this particular form 
of internationalization. A better and more refined level of English language 
knowledge was also characteristic of the internationally mobile group—it was 
not clear though whether the more excellent level was due to the exposure of 
foreign culture through traveling and participating in international activities 
and events, or whether it was quite the other way round.

The analysis of the data highlighted several dilemmas and raised numerous 
questions in connection with the international mobility of higher educational 
academics. These could serve as stepping stones for better understanding the 
problem and thus develop a more realistic and pragmatic internationalization 
strategy of universities for their academic staff. Grasping and being conscious 
of the obstacles and impediments could actually lead to a more effective, oper-
ational internationalization planning procedure. An essential finding of the 
research was that international activities occur way more in a supportive envi-
ronment, among colleagues who have a good relationship and talk often with 
each other. In such an atmosphere academically important information is 
passed down and circulated.
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10.  Research Productivity and  
Workplace Stress Among Academics

Klára Kovács, Marianna Moravecz & Gabriella Hideg 

ABSTRACT
In our study, the influencing factors of research productivity was examined among  
academics in five higher education institutions in CEE. Our main research question was which 
work-related stressors and resources reduce or contribute to their research productivity. The 
theoretical background of our research is based on the theory of job demands and resources 
(JD-R), which helps to explain and understand the relationship between job characteristics 
and employee productivity. For our research we used the CEETHE 2023 database (N=821). 
The data were collected from higher education institutions in two disadvantaged regions of 
Hungary, while for institutions across the border in Slovakia, Ukraine, Romania and Serbia, 
we targeted Hungarian minority institutions. Our results suggested that the most productive 
groups were older people, men in higher positions, those with an academic degree, those 
working in social and economic sciences, and senior academics. Stress caused by performance 
appraisal emerged as a negative factor for productivity.

Keywords: research productivity, JD-R theory, job demands and resources

Introduction
In this study, the factors influencing the research productivity of academics 
were examined in five Central and Eastern European countries (in Hungary, 
Slovakia, Ukraine, Romania and Serbia, which countries belong to the broader 
concept of the CEE region according to the interpretation of the OECD and the 
EU). Two main groups of work-related outcomes (well-being and productivity) 
have been identified. Productivity is nothing more than the behavior of the 
employee through which he/she contributes to the achievement of institutional 
goals (Utami & Vioreza, 2021). In this research, research productivity means 
workplace performance which the academics contribute to the effectiveness of 
higher education institutions, mainly measured in an international context (by 
publications in high-ranking journals, international conference presentations, 
participation in researches, receiving awards, grants etc.) or on individual level 
(highly motivated, satisfied academic staff) (Bland et al., 2005; Chen et al., 2006). 
In this competitive environment, there is an increasing emphasis on the research 
success of institutions, which is translated at the level of the academic staff into 
high requirements for publication and participation in research projects. From 
the perspective of academics, of the trinity of faculty roles—teaching, research 
and administrative duties—research dominates, while the other two remain in 
the background to research (Kwiek, 2016), confirming the relevance of applying 
the concept of research productivity we have adopted. Furthermore, research 
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seems to be the single most stratifying factor in Higher Education at the level 
of the individual academic based on a comparative study among academics in  
11 countries (Kwiek, 2019).

Our main question is, what are the challenges faced by the region’s academ-
ics in their work, and what are the resources at the institutional and individual 
levels that contribute to their productivity? To investigate this issue, the job 
demands and resources (JD-R) theory (Bakker & Demerouti, 2014) was used as 
a theoretical framework. The JD-R theory is a theoretical framework that helps 
to explain and understand the relationships between job characteristics and 
employee performance and well-being. It classifies job characteristics into two 
categories that are negatively correlated: (negative) job demands and job-related 
resources, which have a direct impact on employees’ stress levels, motivation, 
health problems and a range of organizational outcomes (Bakker & Demerouti, 
2014; Szigeti & Kovács, 2022; Mudrak et al., 2018).

Previous studies have mainly examined psychological sources of stress and 
resources from a psychological perspective and have shown their relationship 
with work performance, psychological well-being and burnout (Alquarni, 2021; 
Han et al., 2020a; Iyaji et al., 2020). In this exploratory study, their relationship 
with productivity is investigated from a higher education research perspec-
tive. The validity of JD-R theory and workplace stressors has been extensively 
researched by academics worldwide (see Alqarni, 2021; Aziz & Quraishi, 2017; 
Bell et al., 2012; Fetherston et al., 2021; Han et al., 2020a; Iyaji et al., 2020; 
Kinman et al., 2006), but these have primarily addressed stress and resources in 
relation to well-being, job performance, job satisfaction, etc., and most of the 
research has examined linear relationships rather than using a complex theory 
or model (Mudrak et al., 2018). In our previous study, a similar model was used 
to examine the mediating role of work engagement and work exhaustion to 
examine the associations between job demands and resources and physical 
activity as an individual coping strategy with well-being. In the present anal-
ysis, these relationships have been further explored, and the model has been 
developed to examine these factors in relation to work performance (research 
productivity), complemented by additional influencing factors identified in the 
literature (working hours, job insecurity).

1. � The Changing Higher Education Context and  
Its Influence on the Productivity of Academics in CEE

In the project of Changing Academic Profession in 2006, a study of academics in 
19 countries worldwide was carried out, which did not include CEE countries, 
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but the European continuation of the research, “The Academic Profession in 
Europe-Responses to Societal Challenges” (EUROAC), included Poland and 
Romania from the region in 2007–2011. The comparative studies have reached 
similar conclusions: although the academic profession is subject to increasing 
expectations and pressures, these expectations do not constrain how academics 
perceive their situation and how they act. Of course, they have to respond to these 
challenges, but they have room for maneuver in how they interpret and respond 
to them (Höhle & Teichler, 2013). The most important (negative) predictor of job 
satisfaction in almost all countries was administrative processes (Bentley et al., 
2013). As a follow-up to CAP, the Academic Profession in the Knowledge-Based 
Society (APIKS) research was conducted in 18 countries (CEE countries were not 
included) between 2019 and 2021 (Aarrevaara et al.). One of the main messages 
of this volume is that although the academic profession appears similar in many 
respects across the countries studied, when examined in depth, there are very 
large differences even when answering a simple question such as who can be 
considered a researcher in a given country (Jung et al., 2021).

As a result of the advance of managerialism (Kováts, 2023), various performance 
evaluation systems have been developed to assess the work of academic staff. A 
longitudinal study of British, Dutch and Swedish academics found that in all 
three countries, performance evaluation itself does not really affect academics’ 
productivity, with Swedish respondents considering it merely an administra-
tive practice, while Dutch academics doubt the validity of outcomes due to the 
distance manner of evaluation. British academics accept and understand the 
importance of performance evaluation for the effectiveness of the institution, to 
ensure fairness, transparency and better teaching quality, but they also doubt that 
it has any connection with teaching quality and its improvement. Three factors 
underlie this doubt: first, the scope of evaluation remains limited; second, the 
disadvantages of performance measurement; third, the most important aspects 
are immeasurable (Teelken, 2018), as academics also mentioned in our and other 
previous qualitative researches (Kovács et al., 2024; Kwiek & Antonowicz, 2015).

The CEE countries have followed this process with a slight delay, with effec-
tiveness below the average of Western European counterparts (Goncharuk & 
Cirella, 2022), but the process of managerialism has also emerged in the 2010s. In 
Ukraine and Romania, specific performance evaluation systems have been devel-
oped to assess the work of academics, while in Hungary, all but five universities 
have been converted to private (foundation) status, and a portion of academics’ 
salaries is determined by the results of a newly developed performance evalua-
tion system (Rodrigues Pimenta et al., 2021). As in Bosnia, the Czech Republic, 
like other Eastern European countries, has entered the arena of international 
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competition with an underfunded higher education system, and thus there 
is increasing pressure on academics to increase their productivity in order to 
meet indicators of international competition. Although the pressure to publish, 
grant-based funding, performance measurement and other reforms to increase 
institutional effectiveness are seen by academics as necessary, they are also seen 
as important to maintain their autonomy and influence in universities (Mudrak 
et al., 2006). Given the emergence and growing role of performance evaluation 
in academia, our research also examines the performance of academics based 
on quantifiable evaluation indicators, primarily related to academic research 
work. Indeed, these measurement tools tend to place a strong emphasis on this 
dimension of academics’ work.

High workload and other sources of stress such as lack of institutional role 
clarity, lack of managerial support, interpersonal, role and work-family conflicts, 
and low student motivation are sources of job stress (job demands) that nega-
tively affect employees’ well-being, job satisfaction and performance (Anastasiou 
& Papakonstantinou, 2014; Bell et al., 2012; Fetherston et al., 2021; Iyaji et al., 
2020; Kinman et al., 2006) Physiological and psychological stress are important 
predictors of job performance (Ismail et al., 2015), but it should be noted that 
some forms of stress—if managed and prevented in individuals and organizations 
(eustress)—increase performance, while distress due to workload, for example, 
decreases it, so the type of stress is a determinant beyond its amount (Usoro & 
Etuk, 2016).

However, perceptions of stressors and coping strategies vary by employee 
gender, age, position, years of teaching, job title and type of higher education 
institution (Akram, 2019; Anastasiou & Papakonstantinou, 2014; Bell et al., 2012; 
Faisal et al., 2019; Kinman, 2014; Malik et al., 2017; Mudrak et al., 2018). Men 
are more resilient to work stress than women, who are more likely to experience 
work-life conflict (Bell et al., 2012; Chukwuemeka et al., 2023; Malik et al., 2017; 
Mudrak et al., 2018).

A comparative study conducted across ten countries found that higher aca-
demic rank increased publication productivity in two countries (Australia and 
the U.K.) (Teodorescu, 2000). However, a study on Polish academics’ international 
publication performance and career paths revealed that high-ranking academics 
in the top 10 percent achieved their positions due to outstanding publication per-
formance and had already exhibited very high productivity earlier in their careers 
compared to colleagues in similar positions (Kwiek & Roszka, 2024). Abramo et 
al. (2014) examined the publication productivity of all Italian universities over 
a five-year period and highlighted the exceptional productivity of researchers 
in natural sciences, life sciences, and mathematics. The unique research styles, 
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processes, and techniques of different disciplines lead to significant differences in 
research performance both within and across disciplines (Wood, 1990). Analyzing 
research performance between academic ranks, Abramo et al. (2011) argued full 
professors publish more than associate professors, who publish more than assistant 
professor, but there also significant differences by disciplines. Authors empha-
size, if higher academic rank is associated with greater research performance, 
evaluation methods should better differentiate individual scientists by rank and 
create performance rankings within these categories, alongside overall rankings.

According to JD-R theory, institutional resources contribute to work outcomes 
as intrinsic and extrinsic motivators. Among Indonesian academics, job satisfaction 
has a direct positive effect on productivity (Utami & Vioreza, 2021), while among 
Czech academics, influence over work and supervisor support as resources are posi-
tively associated with work engagement and job satisfaction. Work engagement was 
the most important predictor of well-being, while job demands (such as quantitative 
demands, work-life conflicts and job insecurity) were only associated with stress 
(Mudrak et al.). Work-life balance and its loss are a much-studied issue in academic 
work. Successfully maintaining a harmonious balance between the two is a source 
of strength and has a positive impact on job satisfaction (Saeed & Farooqi, 2014),  
contributes to optimal performance (Guest, 2002), and is also associated  
with higher satisfaction with family life and life in general (Sirgy & Lee, 2018). 
At the same time, work-life conflict has a negative impact on the well-being of 
academic staff (Bell et al., 2012).

Based on the previous theories and research findings, the following hypoth-
eses were formulated:

1.	 Notable variations in productivity based on gender, age, country, position, 
and scientific field

2.	 Job Demands diminish academics’ productivity, while available Job 
Resources enhance it

2.  Methodology
2.1.  Data and Sample
To answer the research questions, the CEETHE 2023 database was used (N=821). 
The data sampled higher education institutions in two disadvantaged regions 
of Hungary, the North Great Plain Region (University of Debrecen, Debrecen 
Reformed Theological University and University of Nyíregyháza) and the South 
Transdanubian Region (University of Pécs), while in the case of cross-border 
institutions in Slovakia, Ukraine, Romania and Serbia Hungarian minority 
institutions were targeted, but the survey was still sent in the majority language.
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Based on the experience of the focus group interviews conducted prior to the 
quantitative research, the academics’ tasks were listed, and respondents were 
asked to rate on a scale of 1 to 4 the extent to which they considered the given 
tasks to be part of their job. On the basis of the responses, we first performed a 
factor analysis and then a cluster analysis, separating out four different types of 
academics: teaching-focused academics (33.4%), academics with an administrative 
focus (19.7%), research-focused academics (20.3%) and academic leaders (26.6%).

2.2.  Variables and Analysis
As the emergence and advance of managerialism in higher education in the 
region under study in recent years has led to an increasing role for the evaluation 
of academic performance, including the quantification of academic productiv-
ity, the academic performance of academics in this research was also measured 
on the basis of self-report. They were asked how many different publications, 
conference presentations, grant applications and leadership positions they 
had held the previous four years. This period was chosen because this is the 
time span assessed in the evaluation of academic performance in Hungary and 
Ukraine, and these indicators related to scientific research dominate. Although 
self-reporting may be biased and there may be a problem of inaccurate recall, as 
the questionnaire was self-administered, it was accurately documented in their 
performance appraisal and CV and could be used as a guide to help them tick 
the correct response category. The response options were numerical intervals 
that allowed respondents to rate their own performance on a category from 
0 to 100. The nine-item scale was found to be reliable (Cronbach’s α=.825) and 
principal component analysis was used to produce a composite performance 
indicator (KMO=.802, p<0.001, explained variance 62.561%), which was con-
verted to a 0–100-point scale. Here, 0 represented the lowest level of productivity 
and 100 the highest (M=22.66, SD=15.59).

Based on the work of Kinman et al. (2006), the stress and resources at work and 
their perceptions were also examined (Chronbach α=.869, maximum likelihood 
method, varimax rotation, KMO=.856, p=000, explained variance 53.045%). 
Factor analysis identified three sources of stress and one resource: workload, 
performance appraisal and diversity of teacher roles as sources of stress and man-
agement support as a resource. These factors were complemented by good working 
conditions (5-item, Chronbach α=.739, KMO=.753, p=000, explained variance 
50.510%), peer support (4-item, Chronbach α=.867, KMO=.827, p=000, explained 
variance 71.610%), and development opportunities (5-item, Chronbach α=.832, 
KMO=.808, p=000, explained variance 60.101%) as resources (Malik et al., 2017). 
In addition, other factors influencing productivity and well-being that could also 
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serve as stressors and resources were examined. Since the main objective of this 
study was to uncover the hardships associated with work, Hayman’s (2005) dimen-
sions of work-life conflict, when work interferes with private life, were examined 
(6-item Chronbach α=.948, KMO=905, p=000, explained variance 79.545).

Among the factors influencing research productivity, the area of emotional 
exhaustion at work (5 items Chronbach α=.911, KMO=.852, p=000, explained vari-
ance 73.894%) and work engagement using the Ulrecht Work Engagement-9 scales 
(9 items, Chronbach α=.931, KMO=.900, p=000, explained variance 65.441%) 
were investigated (Han et al., 2020). Workplace bullying was measured using 
the Malik et al. (2017) completed scale (7 items, Chronbach α=.873, KMO=.890, 
p=000, explained variance 59.590%). Each main component was formed into a 
scale from 0 to 100, where 0 indicated that the main component was not at all 
characteristic of the respondent, and 100 that it was completely typical of the 
respondent. Workload, performance appraisal, diversity of teacher roles, work-life 
conflict, emotional exhaustion, bullying at work, working hours per week, and 
job insecurity are considered as job demands, while management support and 
work engagement are considered as job resources.

The demographic background variables examined were age, gender and coun-
try of origin, and the work characteristics were academic degree, job position, 
managerial position, academic discipline and type of academics. Analyses were 
carried out using the SPSS 29 program, using the Kruskal-Wallis test, the Mann-
Whitney test and linear regression, and checking normality with the Kolgomorov-
Smirnov test.

3.  Results
Almost half of the respondents had no books published in their mother tongue/
national language or in an international language, 44.5% had 1–5 books pub-
lished in their mother tongue and 21.5% in English or another foreign language. 
For articles published in the mother tongue/national language, 30.1% published 
1–5, and almost 10% 21–40. More than 100 articles were published in a foreign 
language by 44, while 14.5%, 21–40 published articles in a foreign language in the 
last four years. Of these, 37.5% had published 1–5 articles in Q1-Q2, and 36.3% 
had published none. Again, six respondents chose one of more than 100 possible 
answers, which was not rejected because in certain scientific fields (medicine, 
natural sciences) it is typical for research to be conducted in large rooms and for 
a very high number of authors to write articles. The majority of respondents had 
presented 6–10 or 11–20 papers at national conferences (~19%), with about 11% 
presenting none. A fifth of respondents had not presented at an international 
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conference, 36.4% had presented 1–5 papers. Approximately one-third were not 
members of a national research group, and more than half were members of an 
international research group; nationally, 51.3% were members or leaders of at 
least one research groups, and internationally, 40.7% were members (Figure 10.1).
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Figure 10.1: R esearch productivity of academics over the past four years based on self-report.
Source: CEETHE 2023.

3.1. � Relationships Between Demographic, Work Characteristics and 
Research Productivity

Significant differences were found for all variables except country (p<0.001). 
Results show that males (M=25.84, SD=17.96) than females (M=20.08, SD=12.84), 
researchers in social and economic sciences (M=25.32, SD=15.18), with DSc. degree 
(M=40, SD=22.95), those working at least as associate professors (MR=485.75) and 
academic leaders (M=28.8, SD=13.41) or in leader position (M=28.91, SD=17.17) 
have the highest research productivity. Performance also increases with age and is 
highest among the oldest (M=37.78, SD=26.99). The lowest performance is found 
among the youngest age group (M=11.58, SD=8.71) and among academics with 
an administrative focus (M=14, SD=11.39) and academics in the scientific fields 
of arts and humanities (M=20.96, SD=13.23).

When examining workplace stress sources and resources, the only factor 
that is unsurprisingly significantly related to research productivity is perfor-
mance evaluation: academics with above-average levels of this stressor perform 
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worse (M=21.2, SD=14.61). As working hours increase, with academics work 
more than 60 hours per week scoring the highest performance (M=38.37, 
SD=21.51), while those working 51–55 (M=26.47, SD=17.71), 56–60 hours per 
week scored about the same (M=25.78, SD=16). Academics working 36–40 hours 
per week scoring the lowest (18.19, SD=12.83). Job security is associated with 
higher performance, with those who think there is no chance at all of being 
made redundant scoring the highest (MR=25.38, SD=16.72), while those who 
think there is a chance of being made redundant scored the lowest (M=20.19, 
SD=15.19) (Table 10.1).

Table 10.1:  Correlations of workplace stressors with research productivity  
(means, SD)

Mean SD

Mann-Whitney 
U/Kruskal-

Wallis H N sig.

performance 
evaluation

below the 
average

24.59 16.68 57155 720 0.008

above the 
average

21.2 14.61

number of  
working hours 
per week

36–40 18.19 12.83 55.107 753 <0.001

41–45 20.2 12.84

46–50 23.02 14.75

51–55 26.46 17.71

56–60 25.78 16

>60 38.37 21.51

job insecurity No chance at all 25.38 16.72 8.385 636 0.039

Not really a 
chance

22.4 15.01

There is a chance 20.19 15.19

There is a very 
high chance

21.34 8.1

Source: CEETHE 2023.

3.2.  Predictor Factors of Research Productivity
Linear regressions were used to examine the predictors of the principal component 
of research productivity. Multicollinearity was checked in all regressions, and 
the values of VIF and tolerance showed in all cases that there was no multicol-
linearity between the explanatory variables. Our model for research productivity 
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is significant (F(36,485=8.7, p<0.001), with explanatory power R2= 0.347. Among 
job-related stress and resources, only performance evaluation is negatively related 
to productivity (β=–0.148). Age (β=0.239), Ph.D. (β=0.142), at least associate profes-
sor position (β=0.172), belonging to teaching-focused (β=0.234), academic leader 
(β=0.222) or research-focused (β=0.171) group increases performance. Working too 
few hours, less than 40 hours, decreases performance (β=–0.132), while working 
too many hours (more than 60, β=0.126) increases productivity.

4.  Discussion
The academic profession faces significant challenges worldwide (Altbach, 2005) 
and has never been as unstructured and competitive as it is today. Competition 
for positions and resources is intense, and within this race, academics’ scientific 
performance plays a particularly crucial role (Kwiek, 2019; Kwiek & Antonowicz, 
2015). This study focused on assessing the factors that impact research productivity 
among academics in five CEE countries. Work-related characteristics, workplace 
stress sources and resources, and demographic factors were examined. The JD-R 
theory served as the theoretical foundation for this research, allowing for the 
exploration of the influence of work-related stressors and resources on well-be-
ing and research productivity. Our model included various predictors, such as 
demographic factors, work-related factors, stressors, resources, and well-being, 
because establishing causality can be challenging. For instance, well-being is in a 
positive relationship with higher levels of productivity. However, success at work 
and excellence in performance may also contribute to higher levels of well-being.

Initially, it was hypothesized that there would be notable disparities in pro-
ductivity based on gender, age, country, job title, and discipline. Our hypothesis 
was supported, as older individuals, men in higher positions, those with academic 
degrees, and individuals in the social and economic sciences and senior academic 
groups displayed higher levels of productivity. Age, position, and academic degree 
were closely intertwined but also individually contributed to increased research 
productivity as in previous researches of Blend et al. (2005) and Teodorescu (2000). 
This can be attributed to the routine nature of a research career and the demands 
placed on early-stage academic careers, such as teaching, course preparation, 
and other teaching-related responsibilities (e.g., mentoring and talent manage-
ment), which require significant time and energy. Similar challenges have been 
reported by young academics in the Czech Republic and France (Goncharuk 
& Cirella, 2022; Mudrak et al., 2018), and our previous interview research also 
highlighted the difficulties faced by young academics in juggling multiple roles, 
particularly teaching which hardly allows them to do other academic work 
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(Kovács et al., 2024). Numerous researchers in the region have shed light on the 
disadvantages faced by women in academia (Engler, 2015; Engler, 2020). Not 
only do women experience vertical segregation, meaning that they are under-
represented in high-status positions, but they also face horizontal segregation, 
resulting in their underrepresentation in STEM fields where notable high-level 
international research and achievements occur. Additionally, the interruption in 
their academic careers due to motherhood negatively affects them, particularly. 
Our analysis reveals that female researchers are disproportionately concentrated in 
the humanities and arts (Fényes, 2018), which, according to our findings, have the 
lowest productivity. The high productivity of senior academics can be attributed 
to their advancement in higher education, which is primarily based on academic 
performance rather than managerial skills (Mudrak et al., 2018; Gebregergis  
et al., 2023). Thus, their ranking is primarily a result of their increased teaching 
productivity. However, as Porter and Umbach (2001) demonstrate that workload 
impact is not uniform across all academic staff. Individual characteristics, such 
as discipline, rank, and tenure status, interact with institutional expectations, 
resulting in different productivity.

In our investigation of the impact of job demands and resources on research 
productivity in relation to JD-R theory, a second research question was posed. 
The second hypothesis suggested that there would be a negative correlation 
between job demands and a positive correlation between resources and well-be-
ing and research productivity. However, our findings only partially supported 
this hypothesis, as it was discovered that only the stress caused by performance 
evaluation had a negative effect. At the same time, other stressors and resources 
did not show a significant relationship with productivity. These results are in 
line with Teelken’s (2018) longitudinal study on academics in the U.K., the 
Netherlands, and Sweden, which emphasized that while evaluating the work of 
academics may be important for monitoring institutional effectiveness, it does 
not contribute to their performance. Previous research (Usoro & Etuk, 2016) has 
shown that anxiety surrounding performance evaluation leads to decreased pro-
ductivity. It is worth noting that this relationship can also be reversed. Academics 
who experience greater stress from performance assessments—whether due to 
concerns about academic freedom or the perceived pressure to meet publication 
requirements—tend to have lower performance levels. In contrast, high-perform-
ing academics view the evaluation system as fairer, with clear and measurable 
criteria guiding each stage of their careers. This dual nature of performance 
assessment has been highlighted in the work of Kwiek & Antonowicz (2015) 
as well as in our previous interview research (Kovács et al., 2024; Pusztai et al., 
2025). However, for such a system to be effective, it must be transparent, clear, 
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and fair, ensuring that favoritism and informal relationships do not influence 
evaluations.

Well-being was not directly linked to research productivity; however, an indirect 
connection emerged through working hours (Kovács et al., 2025). Specifically, 
working fewer than 40 hours per week reduced productivity, while longer work-
ing hours—unsurprisingly—enhanced it. Nevertheless, when examining factors 
influencing well-being, it became evident that working between 50 and 60 hours 
per week negatively impacted it. This suggests that while excessive working hours 
may boost performance, they also harm the well-being of academics (Kovács et 
al., 2025). Overworking can lead to exhaustion and conflicts in personal life, 
ultimately undermining academic well-being. Thus, although no direct relation-
ship was identified between well-being and performance, an indirect link existed 
through extended working hours.

Another key finding was that while higher academic ranks correlated with 
increased productivity, they also had implications for well-being. Leader aca-
demics tended to experience more negative emotions, such as stress, anxiety, and 
sadness, potentially due to work-related pressures.

Our results highlight that those who dedicate a larger portion of their work to 
research achieve the highest research productivity (research-focused academics 
and leaders), meaning they tend to be the most successful. At the same time, it 
is also evident that research productivity itself has led to significant stratification 
within the academic society. Only those who consciously invest more time and 
energy—particularly in international scientific work—can reach the ranks of the 
most successful academics. The way academics allocate their time and energy 
to research plays a crucial role in shaping their research productivity, as well as 
in balancing their teaching and administrative responsibilities. Kwiek’s (2019) 
micro-level study of academic scientists reveals that, across Europe, top-per-
forming academics form a relatively homogeneous group, whose high research 
output is driven by similar structural factors. Notably, the top 10% of academics 
are responsible for 50% of high-quality research publications. To be part of this 
elite group, academics must devote significantly more time to research than the 
average, requiring both a substantial commitment to research activities and a 
strong research-oriented mindset.

However, this often creates tensions between time dedicated to research and 
time allocated to other professional duties. The extent to which academics can 
meet these expectations is influenced by both individual choices and institu-
tional strategies. An ideal work environment in this context is one where insti-
tutional priorities—such as an emphasis on research—align with individual 
ambitions, like publishing in high-impact journals. As Kwiek (2019) emphasizes, 
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it is particularly important for early-career academics to recognize that European 
academic institutions operate in a competitive landscape at both national and 
international levels, where rankings and resource allocation are heavily influenced 
by scientific performance. As a result, research output often becomes the primary 
determinant of career progression.

Conclusions
The key message from our study is that performance appraisal pressure is decreas-
ing and negatively affecting research productivity. It is essential to make the 
process, purpose, results, format and consequences of performance evaluation 
transparent and constantly review it with the participation of academics so that 
they can understand and experience its significance with as little pressure as 
possible. This can reduce the negative impact on productivity.

Another important message from our research, particularly for managers of 
small units, is that while long working hours help increase productivity, they 
have serious long-term negative consequences for employee well-being. They 
can worsen academic well-being and increase the occurrence of negative emo-
tions such as fatigue, depression, melancholy, and sadness, ultimately leading to 
exhaustion and burnout. Institutional leaders need to ask themselves: what is 
more important? To produce more high-impact publications in a short time and 
with a heavy workload, thereby increasing the efficiency and competitiveness of 
the institution, or to work in the long term with academics who feel good about 
their work, who love their job, who are satisfied, committed and motivated?
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ABSTRACT
Maintaining a harmonious balance between work and personal life (WLB) is a source of strength, 
it also contributes to optimal professional performance, is associated with higher satisfaction 
with family life or life in general. At the same time, work-life conflict (WLC) has a negative impact 
on career of workers which has a large personal, family, institutional and social influence. From 
now on, the WLC or WLB is much more examined as a predictor of employees’ wellbeing or other 
workplace outcomes as job (in)satisfaction. It is much less clear which factors influence these 
phenomena and the social evaluation of the balance or confrontation, especially in Central 
and Eastern Europe. In this study we proposed a holistic view of work-life conflicts, as a clash 
of human resources and how they are allocated, as a disfunction in both professional and 
private life at micro and mezzo environments, and we presented a cross-national analysis of 
academics’ WLC. Our main question was three-prong: 1. How do academics balance between 
professional and personal life? 2. How can we predict conflicts? 3. How can a social evaluation 
of the conflicts be conducted? As independent factors, we used: age, gender, parenthood, 
country, working hours, academic job title, emotional exhaustion and social support at work to 
predict work-life conflicts. The novelty of this study is the social evaluation of the phenomenon: 
the conceptualization of WLC as a dysfunction at different levels of society. We adopt the dual 
functionality approach for different social environments: at micro, mezzo, or macro levels. For 
the quantitative analysis, the sample of academics from five Central and Eastern European 
countries (Romania, Slovakia, Serbia, Ukraine and Hungary) were used (CEETHE 2023 database,  
N=821). The complex questionnaire included the measures of WLC score based on Hayman 
(2005). Statistical analyses performed by using SPSS 29 included ANOVA tests, principal compo-
nent and factor analysis, and, finally, a multistep linear regression. Results show that more than 
a third (37%) of academics ignore their personal needs, and a third (33%) perceive that they sac-
rifice their private life because of work. More than a third of them had difficulty balancing between 
work and private life (39%), were dissatisfied with the time spent outside the workplace (39%), 
and nearly half of them (42%) reported missing out on personal activities in their private life due 
to work. The linear stepwise regression model shows that emotional exhaustion long working  
hours, less academic job title (low academic positions), the decrease in social supports pro-
vided by the institution (at mezzo level) and gender (at micro level) are the significant predic-
tors of WLC. This paper contributes to the work of higher education policy makers on social 
evaluation of institutional and employee functionality, seeking a better work-life balance in 
the career of academics.

Keywords: work-life conflict, social evaluation, dual functionality, higher education institu-
tions, academics’ career, Central and Eastern European countries

Introduction
In our previous research we examined the sustainability of academic career 
(Berei et al., 2024) and we highlighted the imbalance between professional and 
family environments, and the need for its evaluation in academic work. Work-life 
conflict has a negative impact on academics’ well-being (Bell et al., 2012) but it is 
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much less clear, which factors influence its process and social evaluation. In this 
paper, we intend to analyze the work-life conflict as a struggle among academics 
in Hungary, Slovakia, Serbia, Romania and Ukraine to allocate human resources 
to two different areas. Academics is an occupational category responsible for 
training people at higher levels in college and universities, working worldwide. 
Hayman (2005) deemed the conflict of work with the private or family sphere 
(the dimension examined herein WLC). Work-family (WFC) or WLC is gener-
ally discussed from two perspectives: work interference in family, and family 
interference in work (Allen et al., 2000). Work-life or work-family conflict refers 
to tension between these two important environments (Premeaux, 2007). In this 
perspective, WLC occurs when energy, time, or duty demands of works collides 
with family or personal life. Work-family conflict is a specific form of work-life 
conflict (Kossek & Lee, 2017). From the perspective of interpersonal conflicts, the 
WLCs are studied as human confrontation, followed by emotional exhaustion, 
cynicism, and burnout (Boamah et al., 2022). Organizational interventions are 
necessary for managing staff anxiety. Participants in these interventions, com-
ing from public, private and non-profit institutions, propose rearrangement of 
the job sphere the changing of organizational culture, the encouragement of 
participative management, the introduction of work-life balance policies, as well 
as improvement of organizational communication (Bhui et al., 2016).

Work-life balance and its loss are a much-studied issue in academic work. 
The subject has been approached so far from the psychological and organiza-
tional management perspective including academics’ ability to balance work 
and personal life and overcome such conflict (Bell et al., 2012; Dorenkamp & 
Süß, 2017; Johnson et al., 2019). Increased stress levels among employees can 
also cause institutes within a university to work less efficiently, while tired, dis-
couraged, and undermotivated employees can also have a negative impact on 
the whole university/college as an organization (Bell et al., 2012). Successfully 
maintaining a harmonious balance between the two is therefore a source of 
strength. It also has a positive impact on job satisfaction (Saeed & Farooqi, 
2014), contributes to optimal performance (Guest, 2002), and is associated with 
higher satisfaction with family life and life in general (Sirgy & Lee, 2018). Males 
had a lower score of the WLC than females (Bell et al., 2012; Mudrak et al., 
2018; Chukwuemeka et al., 2023). Studies among females in higher education 
unanimously concluded they have serious difficulties in reconciling work and 
family responsibilities (Misra et al., 2012; O’Laughlin & Bischoff, 2005; Paksi et 
al., 2016). The dilemmas relating to personal life and/or career are most notice-
able in the careers of women academics and researchers. If childcare is part of 
private life, it must be synchronized with work, and still further efforts will be 
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needed to find a balance for both. For researchers, men and women, working in 
dangerous environments (laboratories), it is necessary to adapt work-to-family 
plans, starting with the child planning stage (Paksiand et al., 2022).

This study aims to explore the most important individual and institutional 
factors, which can affect WLC. Our research questions were as follows: 1. How 
do academics balance professional and personal life? 2. How can one predict 
conflicts? 3. How can a person socially evaluate conflicts?

1.  �The Concept of Social Functionality and
Work-Life Conflicts

As for the theoretical background to answer our research questions the concept 
of social functionality was used. It is rooted in functionalism theory, which 
views society as a collection of functional micro or mezzo units forming a uni-
tary, functional macro system (Conerly et al., 2021). The concept is currently 
used in the humanities and social sciences as regards the functionalities and 
capabilities of vulnerable people. It also addresses the social, medical, and mental 
health evaluation of individuals, families, and organizations (Sen, 1985; Keltner 
& Kring, 1998; Greller & Richtermeyer, 2006; Kotwal et al., 2016; Keating et al., 
2019; Iamtrakul & Chayphong, 2022; Santana et al. 2022; Giusti et al. 2023; 
Silva et al. 2023). It pertains to a person’s interactions with their environment 
and their ability to fulfill roles in various circumstances, such as work, social 
activities, family, and other relationships (Anttila, 2015) with a holistic overview 
(Pratt et al., 1969). In our study the concept of social functionality refers to the 
way in which academics in Central and Eastern Europe are able to function (or 
not) in their families (typically as parents/partners) and at work. The factors 
herein are explored.

In our study we designed a general strategy of analyses which scrutinizes 
the work-life conflict as a conflict in the functionality of humans (Fig. 11.1). 
Its aim is to integrate simultaneously the values, abilities, roles, interactions 
and social behavior as dual functionalities of individuals at different levels: in 
private (micro level) and professional environments (national and international 
institutions, organizations, projects, programs at mezzo or macro levels). At 
different levels, individuals use different personal and professional abilities, 
they are involved in different roles and actions, but these are interconnected 
as a whole. The novelty of this study is the conceptualization of WLC as a 
disfunction at different level of the society, taking into account the human 
values, subjective perceptions and twin roles of human resources in private 
life and in their professions.
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THE DUAL FUNCTIONALITY OF 
HUMANS

AT THE PROFESSIONAL LEVEL 

values, abilities and roles, social 
relations and activities at work

AT THE MICRO LEVEL 

values, abilities, roles, relations, 
activities in personal and family life

Figure 11.1:  The dual functionality of humans at the personal and professional levels 
(Authors’ design).

A global report of the International Labour Organization (ILO, 2022) studying the 
WLB of employers around the world, connected this phenomenon with working 
hours. The report made differences between short (part-time), standard, and long 
hours of work. “Standard” work means 40 hours/week, while up to 48 hours/
week pertained to “long hours.” 48 hours per week was fixed as the international 
standard for long working hours. The patterns differ based on where the workers 
are employed and whether they are full-time, part-time, self-employed, or other 
such working status: “Globally, 31.1 percent of employees regularly work more 
than 48 hours per week, but the proportion is much higher for self-employed 
workers, at 44.4 percent” (ILO, 2022, p. 15). In the education sector, globally 
25.5% of the academics work more than 48 hours per week. During the Covid 
pandemic, in Eastern Europe, nearly 5% of the employees worked more than 48 
hours (ILO, 2022).

A cross-national meta-analysis of WLC in 58 countries with different geo-
graphical and individual cultural values show a significant difference in WLC 
scores depending on the geographical region (Allen et al., 2020). In the US, 70% 
of workers perceived conflict between their work and personal life (Nicholes 
& Swanberg, 2018). Johnson et al. (2019) in their study conducted in the U.K., 
compared university and non-university human resources (n=652). The results 
of the study revealed some discrepancies between human resources who work 
in the academic and non-academic environments. Thus, academics reported 
a higher level of professional overload and a lower score in work-life balance 
values, while having a better organizational climate (working conditions, col-
legial relationships, remuneration).

In Europe the WLC subject has been researched for 20 years (McGinnity, 
2021), but there is little research that has been conducted in former communist 
countries and also more particularly among academic human resources (junior 
and senior academics, professors, assistant lecturers, master teachers, researchers) 
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in Central and Eastern Europe. Whatever was published (Dorenkamp & Süß, 
2017; Johnson et al., 2019) assessed academics from Western European countries, 
in different environments at mezzo and macro levels and at the micro level with 
different personal values, relations, activities.

As a result, the aim of this empirical research was to socially evaluate the 
work-life conflicts as it affects dual functionality of academics, specifically how 
their personal and family life at the micro level is affected by their profession on 
the mezzo level. What is more, we seek to measure the WLC score and examine 
the causes that predict the conflict, to get better career guidance, and to improve 
institutional social and higher educational policy.

2.  Methods, Samples and Instrument
The quantitative cross-border data collection was conducted by the Center of 
Higher Education Research and Development at Debrecen University, Hungary 
in 2023. The questionnaire was developed based on qualitative research focus 
group interviews with 41 academics in Hungary, Slovakia, Ukraine, Romania, 
and Serbia. The overall objective of the data collection was to explore the diffi-
culties related to the work of academic human resources and their personal and 
professional well-being (Kovács et al., 2024).

In our international quantitative study, a sample of N=821 academics (13.8% 
from Romania, 4.4% from Slovakia, 4.9% from Serbia, 14.1% from Ukraine, and 
61.8% from Hungary) was included, 80% of which came from three EU states 
(Romania, Slovakia, and Hungary), and 20% from non-EU countries (Serbia 
and Ukraine). The complex questionnaire examined the professional and social 
background of the academics and measured the work-life balance/conflict based 
on Hayman (2005).

43.7% of academics were men, 56.3% were women, the average age was 46 
(SD=10.71) and the average number of years in higher education was 17 (SD=11 
years). Of the respondents, 78.6% had a scientific degree, and 59% were employed 
in the institutional academic role as an assistant professor or in a lower position. 
27.9% specialized in medical/health sciences, 32.4% in humanities/pedagogy/
languages/art sciences, 16.7% in social/economic sciences, and 23% in STEM 
and Agriculture sciences. The majority of respondents, 68.5%, were married, and 
72.4% had children. About 47.6% reported having a relatively good financial stand-
ing, 38.4% average, and 14% poor, compared to families in their environment.

The complex questionnaire included the measures of work-life conflict score 
based on Hayman (2005). This dimension explores how academics’ personal 
lives are affected by work, how work causes difficulties in their personal lives, 
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to what extent they neglect personal activities because of work, how satisfied 
they are with the time spent outside the professional sphere, and how well they 
can stabilize the relationship between work and personal life (6-item Cronbach 
α=0.948, KMO=0.905, p=000, explained variance 79.545%). The measuring scale 
is 5: 1—never, 2—probably not, 3—undecided, 4—probably yes, 5—totally yes.

Among the factors influencing WLC, we peered into the area of emotional 
exhaustion at work with 5 items: I feel emotionally exhausted from my work; I 
feel exhausted at the end of the working day; I feel tired when I wake up in the 
morning and have to face another day at work; Working all day is very demanding 
for me; My work makes me feel burned out (Cronbach α=0.911, KMO=0.852, 
p=000, explained variance 73.894%). The measuring scale was 7: 1—never, 2—a 
few times a year/less often, 3—monthly/less often, 4—a few times a month times, 
5—weekly, 6—several times a week, 7—every day (Han et al., 2020).

The social support in work was measured with 4 items: I am satisfied with 
the level of support I get from the head of my department/institute/faculty; I am 
satisfied with the level of support I get from my colleagues; there is a full under-
standing between staff/head of the department and academics; and My efforts 
are appreciated (Cronbach’s α =0.867). The measuring scale was 5: 1—never, 2—
probably not, 3—undecided, 4—probably yes, 5—totally yes. Factorial analyses 
were performed on principal components, resulting in one factor from the 4 
variables (KMO=0.827 and p=0.000 with 71.61% explanations), and the factor 
was named “social institutional supports”—SIS factor. The statistical values of 
the main components are given in Table 11.1.

Table 11.1:  The statistical values of the main components of work-related factors

The work factors of academics Cronbach α Mean SD N

Work-life conflicts (WLC) 0.948 46.76 27.87 806

Emotional exhaustion at work (EEW) 0.911 45.76 25.38 798

Social institutional support (SIS) 0.867 60.46 24.29 807

Source: CEETHE 2023.

As explanatory factors, we included country, age, gender, having children 
or not, and job-related characteristics such as job title (assistant professor or 
less; associate professor and above positions), and working hours per week. 
Statistical analyses performed by using SPSS 29 included ANOVA tests, prin-
cipal component and factor analysis and finally a multistep linear regression 
(Pallant, 2020).
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3.  Results
3.1. � The Work-Life Balance of Academic Human Resources.  

Their Work-Life Conflict Score
The subjective dimensions of the work-life balance/conflict dimension explore 
how academics’ personal lives are influenced by work, how personal lives are 
made problematic because of work, how much personal activities are ignored 
because of work, the level of satisfaction of academics with time spent away from 
work, and their ability to harmonize work and personal life ((6-item Cronbach 
α=0.948, KMO=0.905, p=000, explained variance 79.545%). The measuring scale 
is 5: 1—never, 2—probably not, 3—undecided, 4—probably yes, 5—totally yes.). 
For half of the academics (49%), work does not cause difficulties in their personal 
life, and for more than a third (38%), it’s not hard to balance and separate the two 
environments (Table 11.2). However, more than a third (37%) of academics ignore 
their personal needs because of work, and a third (33%) perceive that they sacrifice 
their private life because of work. Statistical data show that more than a third of 
them had difficulty balancing between work and private life (39%), were dissat-
isfied with the time spent outside the workplace (39%), and nearly half of them 
reported missing personal activities in their personal life because of work (42%).

Factorial analyses were performed on principal components (Table 11.2), result-
ing in one factor (KMO=0.905, p=0.000, 79.545% explanations), named WLC 
factor (Cronbach α=0.948; Mean=46.76; SD=27.76; N=806).

Table 11.2:  Perception of the work-life conflict (%) and the principal component factor scores

1—never 2 3 4 5—totally N WLC factor 

My personal life is compromised 
because of work

18 26 27 19 10 819 0.89

Work causes difficulties in my  
personal life

20 29 25 18 7 819 0.89

My personal needs are neglected 
for work

17 23 23 27 10 819 0.91

I push my private life to the  
background for work

17 24 26 23 10 813 0.90

Personal activities are missing 
because work

14 19 25 27 15 819 0.91

I find it difficult to balance work 
with a life separate from work

15 23 23 26 13 817 0.86

I am dissatisfied with the amount of 
time allocated to activities outside 
the workplace

15 23 23 24 15 818 –

Source: CEETHE 2023.
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Next, we investigated the WLC score of academics, using ANOVA test to compare 
means of WLC scores, depending on demographic, family and academic aspects 
(Table 11.3). Analyzing the effect of demographic variables, significant differences 
were found regarding gender (F=8.9 and p=0.003) and age (F=8.7 and p=0.003). 
The mean WLC score of female academics (M=49 and SD=28) was significantly 
higher than that of males (M=43 and SD=28). The mean WLC score of academics 
under 40 (M=51 and SD=28) was significantly higher than that of those aged 41 
or older (M=45 and SD=27).

Analyzing family characteristics, significant differences were found between 
academics in the role of parenthood (having children) and academics without 
children (F=13.8 and p=0.000). The mean WLC score of academics who do not 
have children (M=52 and SD=26) was significantly higher than those who do 
(M=44 and SD=28). Though the mean WLC scores based on the country or region 
in which they work were different, they were not significant.

Significant differences were identified also between the mean WLC score of 
academic position (F=7.2 and p=0.007). The mean WLC score of university human 
resources in the position of, assistant professor or lower positions (M=49 and 
SD=27.7) was significantly higher than that of those in more advanced positions 
(associate professor or other high positions) (M=43.6 and SD=27.9). Significant 
differences between WLC scores were identified pertaining to working hours 
(F=38.3 and p=0.000). For academics working more than the standard of 40 hours 
(M=36.6 and SD=27.8), it was significantly higher than that of those who work 
short or standard hours (M=50.2 and SD=27).

Table 11.3:  Differences in the WLC factor by the demographic, family, and professional 
factors (means on 0–100 points scale)

WLC factor score Mean SD F p N

Working time/
week

41 h or up 50.2 46.7 27.9 38.3 0.000 595

36–40 h 36.6 207 

Gender Male 43.3 46.6 27.9 8.9 0.003 346

Female 49.3 443

Institutional 
academic role

Associate profes-
sor or higher

43.6 46.8 27.9 7.2 0.007 332

Assistant profes-
sor or lower

49 474

Countries non-EU 43.8 46.7 27.9 2.1 0.147 152

EU 47.4 652
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WLC factor score Mean SD F p N

Age 18–40 51 46.7 27.9 8.7 0.003 250

41 or up 44.7 532

Parenthood 
role

no children 52.4 46.3 27.7 13.8 0.000 209

 yes children 44 552

Source: CEETHE 2023.

The ANOVA test concluded that the effect of working hours (F=38.3), the role 
of parenthood (F=13.8) and gender (F=8.9) were the most significant variables 
(p=0.000). Minimal or standard hour workers, academic parents and males had 
the lowest score of WLC by a significant margin. Females, academics younger 
than 40 years, employed as assistant professors or lower, had the highest score 
of WLC by far (Table 11.3).

3.2. � Predictors of the Work-Life Conflicts Between the Two,  
Personal and Professional Environments

Next, we applied multiple linear stepwise regression to establish causalities 
between WLC factors and other variables, in which the dependent variable was 
the WLC factor. Moreover, potential conflict predictors were introduced in 5 
blocks: (1) emotionally exhaustion at work and working time, (2) social insti-
tutional support, (3) gender and the job title, (4) the region, the age, and the 
parenthood role of academic human resources. Adjusted R-square for the blocks 
was: (1) 0.494, (2) 0.502, (3) 0.521, (4) 0.520. The model was significant (F=96.2 
and p=0.000). The Levene s̓ interferential statistic used to test the homogeneity 
of variances was not significant in every case accepted.

A significant relationship was found for five explanatory variables (Table 11.4): 
emotional exhaustion at work factor (Beta=0.57, p=0.000, CI: 0.565–0.69), working 
time/week (Beta=0.25, p=0.000, CI: 3.574–5.541), social support (Beta=–0.119, 
p=0.000, CI: –4.863 to –1.769), gender (Beta=0.106, p=0.000, CI: 2.926–8.913), job 
title (Beta=0.069, p=0.021, CI: 0.596–7.271). The best predictor of WLC was the 
emotional exhaustion at work. According to Cohen and Cohen (1983), strength of 
correlation guidelines, there was a large correlation between these two variables. 
If negative emotions connected to work increase, WLC also grows. In addition, 
there were small but significant positive WLC ties to working hours, gender, 
and institutional academic roles. There was a negative but small connection 
between WLC and social support, meaning, if institutional support increases, 
WLC decreases.
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Table 11.4:  Multiple stepwise regression analyses. Prediction of WLC

Explanatory variables B Beta P T CI

Emotionally exhaustion at work factor 0.627 0.57 0.000 19.7 0.565 0.69

Working time/week 4.557 0.25 0.000 9.1 3.574 5.541

Social institutional support factor –3.316 –0.119 0.000 –4.2 –4.863 –1.769

Gender (0—male, 1—female) 5.92 0.106 0.000 3.88 2.926 8.913

Job title (0—associate professor or 
higher, 1—assistant professor or lower)

3.9 0.069 0.021 2.3 0.596 7.271

EU or other countries (0—other, 1—EU) –1.83 –0.026 0.132 –0.9 – –

Age (0–18 to 40, 1–41+) –0.975 –0.017 0.481 –0.5 – –

Parenthood role (0—no children,  
1—yes children)

–1.673 –0.027 0.357 –0.96 – –

Source: CEETHE 2023.

4.  Discussion
In our study we proposed an empirical analysis of academic career of human 
resources from Central–Eastern European (3 EU and 2 non-EU) countries from 
the dual perspective of the professional career and personal—family life and to 
identify the differences in WLC scores by demographic, family and working fac-
tors. Finally, we distinguished some predictors of WLC and social environments, 
where these can change.

Our results indicated, the WLC mean of academics from EU countries 
(Ro-mania, Slovakia and Hungary) was higher than from non-EU countries 
(Serbia, Ukraine), but the differences were not significant. Different Central–
Eastern European regions had variations on WLC score of academics, but it 
was not relevant. The homogeneity of experiences is due to traditional values, 
norms, roles at the micro level of people living in these countries and the shared 
historical experiences at the mezzo and macro levels.

In our analyses we found only a quarter of all samples to be minimalist or 
standard in terms of working hours, the majority tend to work longer. Males 
and Hungarians significantly tend to work longer than others. The effect of 
working hours had a linear, weak but significant effect on WLC score according 
to our research. If the hours of work increase, the WLC score rises also, similar 
to previous researches (Golden et al., 2011; Cicek & Gezici, 2018). Qualitative 
research conducted in Finland found that families with two earning adults 
preferred 30-hour work weeks (Tammelin, 2009). An empirical study on a rep-
resentative sample in the U.K. analyzed the working time of the employees and 
concluded, overtime or long hours were associated with higher frequency of 
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negative emotions. The human resources working part-time hours or irregular 
periods had a better WLC scores. Multinominal regression statistical test demon-
strates long hour works weekly or daily in full-time job predicted not just the 
higher fatigue of employees, but, at the same time, their conflict between work 
and personal life was higher (Golden et al., 2011).

The differences depending on gender was significant, similar to previous 
researches (Bell et al., 2012; Mudrak et al., 2018; Chukwuemeka et al., 2023). The 
WLC of females was higher than of males. This is due to inequalities stemming 
from traditional roles, as a result of which women still have a higher proportion 
of domestic and family responsibilities than men (they spend more time on 
housework, are more likely to stay at home with their little children, they are 
out of the labor market and spend more time caring for children, etc.), which 
reinforcing the traditional gender roles among examined academics (Fényes  
et al., 2020). As a result of these factors, females work—life conflict score is higher 
even if in recent years an increasing proportion of men/fathers have also been 
involved in household tasks and caring for children (Sztáray & Drjenovszky, 
2021). At the same time, modern father roles and associated behaviors (e.g., greater 
involvement in childrearing or housework) are still less common in Central and 
Eastern Europe, where people are more traditional than in Western European 
countries and have traditional values at the micro level. In the region, men’s 
family-maintaining and existential tasks are characteristics (more responsibilities 
at work and higher salaries), which provides them fewer opportunities to join to 
family life (Fényes et al., 2020).

During the Covid isolation lifestyle, empirical analyses indicate a significant 
increase in the WLC mean score of females and mothers (Frank et al., 2021; 
Backhaus et al., 2023). Our results didn’t support the increase in WLC scores of 
parents: academic parents had significantly lower WLC scores than those with-
out children. This may be because the number of children is strongly correlated 
with age and job title. As our results above have shown, younger academics with 
lower academic rank work more and find it more difficult to reconcile (much) 
work and private life.

The mean WLC score of younger academics was significantly higher than 
that of those aged 41 or older. Across the lifespan, previous research (Huffman 
et al., 2013) found the same results: young employees had a significant higher 
score of the WLC, than older employees. Raiu (2021) analyzing the literature on 
the characteristics of employees from different generations, he highlighted that 
those who belong to the Y or Z generation (under 40 years old), need a high 
independency and flexibility at work, they are not willing to sacrifice for the 
company, the balance between work and personal life is very important for them. 
A research career is very strictly routine, and by the fact that at the beginning 
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of an academic career, more time and energy are required from academics for 
teaching and for the many other an academic staff may undertake (mentoring, 
talent management, class and schedule preparation, etc.). In our previous inter-
view study, young academics found, at the outset of their careers, it was difficult 
to cope with multiple roles, especially teaching. They often, in addition to their 
teaching profession, had the additional burden of doing Ph.D. studies or writing 
their doctoral thesis. Fulfilling the role of an academic staff hardly allowed them 
to do other academic work (Kovács et al., 2024).

Nearly a third (31%) of academics feel emotionally exhausted weekly or even 
daily, and 20% feel several times a week or even every day burned out because of 
their work. But it is a much more important result that the emotional exhaustion 
in work is the biggest negative predictor of WLC. If an academic staff is tired, 
burned out, sees his or her work as meaningless and even works too much, 
compliance with the indicators of various performance evaluation systems, the 
underestimation of teaching work and related sub-fields compared to academic 
performance, or the lack of knowledge of clear institutional goals, expectations 
and tasks are all job demands in our interview research among academics in 
the region (Kovács et al., 2024), which contributes significantly to a more diffi-
cult work-life balance. A study among Australian academics (Bell et al., 2012) 
analyzed the emotional involvement of academics in work: job threat stress 
and job pressure stress together explained 61% (R2 adj = 0.60) of the variance 
in work-life conflict score. On our study negative emotions at work with other 
variables (working time, social institutional support, gender and the institutional 
academic role) explained 52% of the WLC variance.

An important protective factor of WLC is the social institutional support. Peer 
support, such as fostering a community of colleagues and students, can have a 
positive impact on academics’ well-being and on WLC according to our results. 
A positive network of relationships between academics and supportive attitudes 
from students can help manage stress (Vigoda-Gadot & Talmud, 2010). Since the 
1970s, discourse has pointed to the fact that peer (social) support acts only as a 
resistance factor; however, some have argued that its absence can be a source of 
stress (Thoits, 1985). If an academic’s work is supported, valued and appreciated 
in their institution, and if they are recognized by their leaders and colleagues, it 
helps them to find a work-life balance. In this way, they feel that their work is not 
in vain and that they do not have to work day and night, even at the expense of 
their personal life, in order to be appreciated. Another dimension of peer support 
is the informal relationships with colleagues with whom you can share problems 
(whether work or personal) and from whom you can ask for help and advice to 
solve them.
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5.  �A Social Evaluation Model of Factors Contributing
to the WLC Phenomenon

Finally, we give answer to the question: which social environments (the micro, 
mezzo, or macro levels) are involved in these disfunctions (Fig. 11.2)? The working 
time and the fatigue contribute to the conflicts between work and personal life, 
and we can extend these as a general profile of an academic worker perceiving 
conflict at micro and professional level, but these factors can cause disfunctions 
at different environments. Gender’s effect on increasing the WLC, which is a 
micro characteristic of human resources and is connected with the identifications 
of other family roles and responsibilities at the micro level (how affect family or 
personal life the work of academics), was not achieved in this study. Institutional 
position and social support at the workplace belong to the institutional and macro 
environments. Examining workplace stress, Salami’s (2011) study investigated how 
peer support can mitigate the negative effects of workplace stress. These results 
support the view that environmental and personal factors have a strong influence 
on workplace stress. Good working relationships between lectures and a sense of 
belonging to the workplace community can be a source of strength. Colleagues 
can help solve problems and provide mentoring and support (Thoits, 1985).

Micro - personal 
and family 

environment

Institutional and 
macro 

environment

Figure 11.2:  Different social environments implication on work-life imbalance (Authors’ design).
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The limitation of the study is that we did not cover all factors and causes of 
WLC and all universities, and all human resource populations from Romania, 
Slovakia, Hungary, Ukraine and Serbia. The study subjects were mostly 
Hungarian nationalities academics, and the results cannot be extent or gener-
alized to these countries. We know that working hours are connected to work-
loads, specialization and work responsibilities, but here we did not introduce 
these dimensions. In our study we make a comparison just in regard to the 
academic position. One source of WLC is human values, regarding whether 
work interfaces with family at the level of values attainment (Perrewé et al., 
1999). In addition, it would be important the social evaluation of the personal, 
family and professional values, and the connection or the fit of them. According 
to previous researches (Premeaux et al., 2007; Dorenkamp & Ruhle, 2019), 
WLC are related to different professional roles, responsibilities and actions 
connected with the workload and specialization also, so in the next study we 
will analyze these correlations.

Conclusions
In our study we proposed a holistic view of work-life conflict as a conflict in 
dual functionality of humans at different (micro and mezzo/macro) level of the 
society, integrating professional and personal values, abilities, roles, interactions 
and social behavior, as a whole. The dimension analyzed here was when work 
affected the personal or family life of academics from five Central and Eastern 
European countries. The novelty of this study is the conceptualization of the WLC 
as a disfunction at different level of the society, taking into account the human 
values, subjective perceptions and dual roles of human resources in private life 
and in their professions.

General organizational policy recommendation was formulated in the ILO 
report with the aim of decent work in the area of working time: promote health 
and safety; be “family-friendly” and improve workers’ work-life balance; promote 
gender equality; increase the productivity and sustainability of enterprises; and 
offer workers a degree of choice and influence over their hours of work (ILO 2022, 
p. 148). Our results lead us in the same direction: would be useful at professional
levels, for higher education institutional managers, leaders of departments, fac-
ulty or rectors creating an equitable environment at mezzo levels, offering social
counseling, mentoring and support for their employers and for social policy
makers, creating norms and legislation, human and family-friendly programs
at macro level in Central and Eastern European countries.
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One of the most important findings of our research is that, in principle, 
micro-private life functions do not play a role in WLC, as the number of children 
is not a factor, while the quantity and quality of work is the main cause of these 
conflicts. Our findings highlight that dual functionality for junior academics is 
rather a multifaceted functionality related to work. The diversity of the work and 
the extra workload this entails make the situation particularly difficult for young 
academics. Teaching, research, mentoring and organizational tasks, as well as their 
own research and doctoral studies, are a major challenge for them. In relation to 
dual functionality theory, the primary cause of WLC is the acquisition of values 
and the need to cope with these different roles and their associated expectations. 
It would be important to develop mentoring and counseling programs, especially 
for junior or early-career academics, to help them with professional socialization, 
coping effectively with different tasks, as well as the support of the supervisor 
in doctoral research.

Our findings raise awareness of the importance of social evaluation of WLC 
factors, the social and mental health counseling services also for higher educa-
tion human resources, including the provision of programs and opportunities 
to support the development of academics’ practical knowledge and skills in the 
area of time management, with a particular focus on female academics. Other 
social and psychological factors may be at the root of work-life conflicts, and 
the involvement of professionals is needed to identify and address these. It is 
important that such services are provided within an institutional framework. 
One such good practice is the services for university employees and their 
family members, provided by the Mental Health Center of the University  
of Debrecen.

Another suggestion is to provide training for higher education managers 
and leaders to learn effective tools for recognizing and managing burnout (e.g., 
supervision), so that they can recognize in time when their staff are overworked, 
exhausted, having personal conflicts, and how to reduce work-related stress. They 
also contribute to the development of their leadership skills, since, as Mudrak 
et al. (2008) argued in their study, the majority of university leaders are promoted 
to leadership positions on the basis of their academic performance rather than 
their management skills. The above suggestions could be used to reduce work-
life conflict at the individual and institutional levels and to effectively achieve a 
work-life balance that contributes to academics’ enjoyment of their work, which 
in turn contributes to their well-being and productivity. After all, only happy, 
well-balanced academics can teach satisfied students and carry out effective 
academic work.
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ABSTRACT
The issue of cultural and leisure activities in general has often been raised recently in 
the context of well-being, with a number of researchers analyzing data from the 2007 
Eurobarometer survey and finding that cultural consumption is strongly influenced by 
whether social mobility is lower or higher in a given country (Hek & Kraaykamp, 2013). Most 
studies generally examine cultural consumption; there needs to be detailed knowledge 
of the cultural consumption habits and attitudes toward the culture of the academics, as 
this is a gap area. We wanted to investigate the cultural habits, online and offline cultural 
consumption of academics in Central and Eastern European higher education institutions, 
assuming that they are more active in this area than the rest of society due to their higher 
education. The present study is based on a questionnaire survey and sent online to all ac-
ademics of the institutions in spring 2023; the questions in the questionnaire were related 
to the frequency of consumption of programs and attitudes toward culture in different 
cultural sectors and institutions, similar to other research on the subject. The results 
of our research are related to the findings of Šebová and Révészová (2020), thus, two of 
their four clusters are very similar to our cluster. They highlighted similar characteristics 
of citizens belonging to this cluster even though they analyzed Eurobarometer survey 
data for the whole population, and we analyzed it for a more highly qualified population. 
Regarding the attitude of the respondents toward culture, it can be stated that the atti-
tude is almost identical; there are no significant differences in the comparison of cultural 
clusters either; this may be due to similar levels of education, socio-economic status,  
and time use.

Keywords: higher education, academics, cultural consumption, attitudes toward culture

Introduction
In the framework of the project TKP2021-EGA-20, in collaboration with the 
Sports Economy Research Group, the national economic rationale of reg-
ular physical activity in Hungary for a sustainable and safe environment, 
we are investigating the factors influencing the health, well-being, and per-
formance of academics in Central and Eastern European higher education 
institutions. In the context of well-being, the issue of cultural and leisure 
activities has been frequently raised recently, with several works investigating 
cultural consumption, participation, and subjective well-being (Boyce-Tillman, 
2016; Bertacchini, 2021; Francourt & Finn, 2020). Therefore, we also con-
sidered it essential to explore the cultural consumption habits (frequency of 
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visits to programs of specific cultural sectors and institutions) and attitudes 
toward the culture of the academics. Consumption is mainly passive, while 
participation implies a more active activity. In our research, we focused on  
consumption habits.

To explore the cultural consumption of academics, we cannot ignore current 
trends in higher education. Global, neoliberal social and educational policies 
have changed working conditions and work culture in universities. Enrollments 
have increased and the demands on efficiency have also risen (Jauhiainen et 
al., 2019). Currently, the trend in universities is toward professorial activism 
and managerialism (Laasch, 2017). The demands on efficiency have grown, and 
academic life has become accelerated and homogenized, including through 
measurable progress (e.g., annual reviews), rigorous publication standards, 
time-consuming management meetings and standardization of research assess-
ment (Laasch, 2017). Berg and Seeber (2016) argue that these developments 
threaten the social role of professors and universities to collectively create 
deep, diverse and critical knowledge, and that they have less free time due to a 
heavier workload. In addition to the issue of efficiency, there are several issues 
that arise for academics in higher education, such as the dilemma of teaching 
versus research, the challenges of academic hierarchy, and university loneliness 
(Jauhiainen et al., 2019).

Social organizations and groups, which are important from the socialization 
point of view, besides integrating the individual into society, also play an extremely 
important role in the transmission of the various individual-related benefits and 
capital. Culture and leisure are thus able to intertwine in the process of capital 
formation and transmission (Bourdieu, 1977; Coleman, 1990).

Educational institutions, especially universities and colleges providing higher 
education, can be seen as an ideal arena for building a personal network of con-
tacts. Thus, we cannot ignore the socio-administrative and cultural patterns of 
the actors of these educational institutions when describing the transmission of 
capital (Bourdieu, 1977).

The characteristics of cultural capital are considered to be the most relevant, 
since they are the social resources that also contain socialization segments. About 
this, Bourdieu distinguishes three forms of cultural capital: the internalized, 
imported capital, which is the organization’s durable skill, the capital that appears 
in the materialized state of cultural goods (material cultural capital), such as 
pictures, books, lexicons, tools, machines, and finally the cultural capital that 
appears in the institutionalized state), which confers specific properties to capital 
(Bourdieu, 1977).
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For the purposes of our present study, the elements of cultural capital are 
primarily manifested in the leisure activities and the consumption choices asso-
ciated with them.

Seamen’s research has investigated the extent to which cultural demand is 
influenced by consumers’ income and educational attainment. The results pointed 
to the important fact that the demand for culture is much higher among the 
highly educated than among the less educated, but that for the same educational 
level, there is also an increasing influence of income on cultural demand, and 
thus the cultural consumption of higher education graduates cannot be ignored 
(Seamen, 2005).

In addition to individual patterns, macro-level social influences also have an 
impact at the level of leisure and cultural consumption activities. In the infor-
mation society, the internet as a medium is not only meant to transmit cultural 
values and patterns, but can also act as a community shaper, even as a creator of 
social tradition. Culture, knowledge and information are spreading to all areas of 
life. The cultural medium that is being created is becoming part of everyday life. 
This specific, ever-changing and grassroots online medium also has an impact 
on people’s values within a given social context (Dessewffy, 2004).

1. � The Background of Cultural Consumption in Central and 
Eastern Europe

In the information society, classical patterns of leisure consumption are 
being overwritten by new models. For example, the leisure opportunities and 
consumption of men and women are accompanied by gradually decreasing 
differences. The online presence can be understood as a new arena for cul-
tural consumption, rather than as a supplement to traditional opportunities 
(Gershuny, 2000).

Freedom of choice in individual leisure is becoming more pronounced. The 
individual as consumer is also present in the field of culture, communication 
and group formation. Lifestyle, rather than class, is the dominant organizer and 
primary group-former of an individual’s life (Castells, 1996).

The issue of cultural consumption came to the forefront in the early 2000s, 
becoming part of social stratification studies. This attention is due, among other 
things, to the work of Chan and Goldthorpe in the 2000s (Chan-Goldthorpe, 
2006; 2007; 2010). Research in this period focused on the analysis of the rela-
tionship between social classes and status groups and cultural consumption 
and behavior. Three main theoretical approaches compete with each other on 
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the interplay between cultural consumption, taste, cultural practices and the 
structure of society: the homology assumption, the individualization theory 
and the omnivore-univore model. The first, already classical, is Pierre Bourdieu’s 
homology theory, the second is the postmodern theory of individualization 
(Beck, 2003; Giddens,1991; Bauman, 2002), and the third can be seen in some 
ways as a synthesis of the first two, with cultural versatility, or omnivorousness, 
at its heart (Peterson-Kern, 1996; Peterson, 2005).

Our research is not without precedent; cultural consumption studies among 
the general public are typical internationally and domestically. Most international 
and domestic studies attempt to create cultural consumption groups. Specifically, 
we could not find any such study among academics.

Hek & Kraaykamp’s 2013 research analyzed data from the 2007 Eurobarometer 
survey, a representative survey of the cultural consumption habits of 26746 citi-
zens in 29 European countries. In their comparative study, they investigated the 
relationship between social inequalities and cultural consumption patterns. They 
found that cultural policies and the economic situation of each Member State 
have a strong influence on cultural consumption patterns, revealing significant 
differences between citizens from poorer and richer countries. The authors 
also point out that the cultural consumption habits of citizens of individual 
European member states are significantly influenced by the fact that the degree 
of social mobility in a given state is lower or higher, with higher rates of cultural 
participation in countries with higher social mobility. The study also found that 
in richer member states there is less of a difference between the cultural con-
sumption of citizens with higher education and better financial circumstances 
and the cultural consumption of citizens with lower education and less wealth 
(Hek & Kraaykamp, 2013).

If we compare the cultural consumption practices of the populations of Western 
European and post-socialist countries, we can discover differences in the form of 
cultural capital. In other words, different social development and specific national 
contexts have led to different cultural consumption patterns in these countries 
(Šebová & Révészová, 2020).

In the case of Central and Eastern European countries, research has also 
shown that the social, socio-economic position of parents can be considered 
an important variable (Kraaykamp & Nieuwbeerta, 2000; De Graaf, 1991). 
Post-socialist countries face similar problems in terms of cultural policy, as 
Vojtíšková and Lorencová point out in their work (Vojtíšková & Lorencová, 
2014). Furthermore, Šebová and Révészová’s 2020 study aims to analyze the 
relationship between cultural consumption and socio-economic characteristics 
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of the Slovak population in Slovakia based on the Eurobarometer surveys 
of 2007 and 2013 (interviewing 1000 Slovak citizens). It is, therefore, based 
on a secondary analysis of data. As a result of their research, cluster analysis 
outlined four types of Slovak culture consumers, namely: 1. heritage visitors, 
who rarely visit cultural events, but when they do, they prefer cultural heri-
tage sites, museums, and libraries; 2. inactive group, who rarely visit cultural 
events, but when they do, they visit sites of historical importance. 3. omnivores: 
They often attend cultural events organized for intellectuals in the field of 
high cultures, such as theater, concerts, ballet performances, museums, and 
galleries. 4. popular culture lovers: less open to high culture programs, do 
not attend an opera, do not attend a ballet performance, go to the theater or 
a gallery less often, prefer to go to the cinema or concerts of popular music 
(Šebová & Révészová, 2020).

Grześkowiak compared Eurobarometer data from 2007 and 2013, looking in 
detail at the cultural consumption of Poles. Grześkowiak created three clusters 
based on the results: Cluster 1: cultural consumers who go to the theater and 
opera and who also enjoy ballet and dance performances; Cluster 2: audiences 
who attend concerts of popular music, historical sites, museums, and galleries. 
Cluster 3: visiting public libraries, watching cultural programs on TV/listening 
to the radio, and reading books (Grześkowiak, 2016).

As can be seen, cultural research approaches culture mainly from the insti-
tutional culture perspective—theater performances, exhibitions, visits to muse-
ums, libraries, classical music concerts, etc., and also examines consumer types 
in terms of genre choices (Piekarska-Duraj, 2020; Tomšic, 2016). Typification, 
as Pavluska notes, is a specific analytical and exploratory activity because it 
does not investigate the frequency with which certain sociodemographic 
groups participate in certain cultural events and programs, but rather how 
cultural consumer patterns—clusters—emerge based on the ‘cooccurrence’ 
or ‘non-cooccurrence’ of certain cultural activities and the intensity of these 
activities (Pavluska, 2016).

In the domestic arena, this type-making activity has been observed for decades. 
In her 2016 paper, Pavluska summarized the results of extensive comprehensive 
studies on culture /MTA Institute of Sociology/ National Cultural Status Survey 
(Vitányi, 1997), KSH’s Lifestyle and Time Balance Survey (KSH, 2000), and sub-
sequent comprehensive domestic culture surveys (Bukodi, 2005; Hunyadi, 2005; 
Antalóczy et al., 2010) / (Table 12.1). These types can be grouped into four broad 
categories: high culture-oriented, cultural omnivores, entertainment seekers, 
and passive.
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Table 12.1:  Cultural consumer/leisure types in Hungary from the mid-1980s to the 
mid-2010s

Mid-1980s Mid-1990s Millennium 2003 2008 2013

Autonomous— 
culture- 
oriented (15%)

Autonomous—
culture- 
oriented (15%) 

High culture- 
oriented (8%)

Consolidated, 
traditional 
culture  
seekers (9%)

Cultural elite 
(10.1%)

Diverse  
traditional 
culture  
seekers (13.7%)

Open— 
accumulative 
(24%)

Young,  
entertainment- 
oriented (24%)

Cultural  
omnivores 
(18%)

Young  
omnivores 
(7%)

Omnivores 
(8.6%)

Traditional 
culture  
selectors 
(10.7%)

Clingy— 
recreational 
(26%)

Homebody—
reader (15%)

Recreation/
entertainment- 
oriented (23%)

One-sided  
fun, movie- 
going-party 
(14%)

Light  
entertainers 
(13.8%)

Culturally 
diverse (11.9%)

Passive (35%) Passive—other 
(17%)

Passive 
(28%)	

One-sided fun, 
culture house 
goers (10%),

Culturally 
interested 
(20.5%)

Light entertain-
ment seekers 
(16.8%)

Passive— 
homebodies, 
not reading 
(26%)

Not culturally 
engaged/ 
isolated (23%)

Homebodies, 
reading (17%)

Culturally pas-
sive (47.1%)

Going to 
mass events, 
one-way fun 
(15.2%)

Passive,  
uncultured, 
dull (43%)

Culturally  
passive (31.6%)

Source: Pavluska 2016, p. 442.

2.  Methodological Background
The questionnaire on which this study was based was translated into English, 
Serbian, Slovak, Ukrainian, and Romanian and sent online to all the academics 
of the institutions 2–3 times in spring 2023, with the permission of the respec-
tive HEI heads, to ensure probability sampling. In Hungary, we surveyed higher 
education institutions in two disadvantaged regions, the North Great Plain 
Region and the South Transdanubian Region (University of Debrecen (n=356), 
University of Debrecen Reformed Theology (n=7), University of Nyíregyháza 
(n=14) and University of Pécs (n=104)), while in the case of institutions beyond the 
border, we mainly targeted minority Hungarian institutions. However, we also 
sent the questionnaire to all academics in the majority language. The institutions 
surveyed in Serbia were the University of Novi Sad and the Technical College 
of Subotica (n=39). In Slovakia, the J. Selye University (n=26), the University of 
Prešov (Prešov), and the University of Trnava (Trnava) (n=8 from each of the two 
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institutions) were asked, and, in Romania, the Christian University of Partium 
(n=11), Oradea State University (n=35), Emanuel University (n=14), Sapientia 
University of Transylvania (n=35) and Babeș-Bolyai University (n=11) (and their 
external campuses) were queried. In Ukraine, the questionnaire was completed 
by the Ferenc Rákóczi II Transcarpathian Hungarian College (n=31) and the 
National University of Uzhhorod (n=20), as well as by faculty members (n=62) 
working in institutions who teach at universities in the war zone or its immedi-
ate vicinity, so their answers provided us with valuable information about their 
specific situation. 48 respondents did not provide the name of the institution 
where they work.

The main question of the research was which factors influence the well-being 
of academics. Along this set of questions, our working group aimed to investi-
gate the attitude of higher education students in the Carpathian Basin toward 
culture, their cultural consumption habits and the relationship between cultural 
consumption and well-being of students.

We believe that participation in academia, high qualifications imply higher 
levels of consumption of cultural sectors, higher frequency or interconnection of 
several sectors in consumption, more diversified patterns of consumption, lower 
levels of participation barriers.

The questions in the questionnaire focused on the frequency of consumption 
of programs of specific cultural sectors and institutions, reading habits, and 
agreement with attitudes toward culture, and we tried to identify possible reasons 
for not visiting cultural spaces. Similar to other research on this topic (Roberts, 
1999; Peterson, 2005; Katz-Gerro, 2011; Yaish & Katz-Gerro, 2012; Grześkowiak, 
2016; Pavluska et al., 2018; Šebová & Révészová, 2020).

This study mainly compares each question with cultural clusters formed 
with regard to the respondents’ consumption frequency. We are interested in 
the extent to which respondent groups belonging to different cultural clusters 
behave differently as cultural consumers and hold different views on culture.

Based on the types of cultural and recreational venues and the frequency of 
their use, four clusters were identified from 679 respondents. We have integrated 
off-site cultural institutions into the training of clusters, as well as online visits 
to these institutions, such as ballet performances, balls, jazz concerts, festivals, 
literary days, major and widespread music concerts, and the like. cinema, film, 
museum, art gallery, monument, house of culture, folk and world music, library, 
opera, operetta, theater and entertainment venues and their online forms were the 
variables and frequency attributes associated with visits. Respondents had seven 
response options in frequency of visits per year (none, once, twice, three times, 
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four times, five times, or more than five times). The four clusters were culturally 
versatile, elite consumers (7.1%), culturally open (29.9%), culturally open, online 
(9.9%), and culturally passive (53.1%). We have compared the cultural clusters 
we have developed with the types of academics we have created in our research 
(Table 12.2).

Table 12.2:  Frequency of academics’ use of cultural and leisure activities by cluster 

Clusters of academic types

Total
Chi- 

square p

Teaching-
focused 

academics

Academics 
with an 
admin-

istrative 
focus 

Research-
focused 

academics 
Academic 

leaders

Culturally 
open

N 76 41 40 46 203

% 33.3 31.1 28 26.1 29.9

Culturally 
passive

N 115 62 86 98 361

% 50.4 47 60.1 55.7 53.1

Culturally 
open online

N 18 15 12 22 67

% 7.9 11.4 8.4 12.5 9.9

Culturally 
versatile,  
elite 
consumer

N 19 14 5 14 48 13.423 0.144

% 8.4 10.6 3.5 5.7 7.1

Total N 228 132 143 132 679

% 100 100 100 100 100

Source: CEETHE 2023 database N=679.

3.  Results
As the data in Table 12.3 shows, the most popular cultural consumption activities 
among tertiary students are popular culture consumption venues, i.e., attending 
festivals, music concerts, films, cinemas, and nightclubs. These activities are, 
however, complemented by classical cultural consumption activities such as 
theater, classical music, and library visits.
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Table 12.3:  Frequency of use of cultural and leisure activities (%)

None 
At least 

once
Two 

times
Three 
times

Four 
times

Five 
times

More 
than five 

times N

Ballet 66.5 17.7 7.7 3.5 1.1 0.9 2.7 809
Ballet online 82.8 8.4 3.1 2.5 1.0 0.4 1.9 807
Ball 69.7 18.9 6.2 3.3 1.2 0.1 0.5 806
Jazz concert 77.5 12.7 4.1 2.4 1.1 0.9 1.4 803
Jazz concert online 86.7 5.4 3.1 2.5 0.5 0.5 1.4 803
Festival 42.6 32.9 12.8 5.8 2.4 1.5 2.0 805
Literary Days 65.9 16.5 7.4 4.0 2.0 0.9 3.3 806
Literary Days Online 80.1 9.2 4.2 2.7 0.9 0.7 2.1 805
Classical Music Concert 52.1 17.5 10.4 6.3 3.8 2.0 7.8 806
Classical music concert 
online

71.3 11.4 4.8 3.5 1.1 1.4 6.5 799

Popular music Concert 46.8 21 12.3 8.7 2.7 1.5 6.8 803
Popular music  
concert online

77.8 8.4 3.0 3.4 1.8 1.1 4.5 797

Cinema 32.8 17.7 14.2 12.6 5.6 4.7 12.4 804
Film online 10.3 6.4 4.4 4.8 2.5 3.3 68.5 800
Museum/
picture gallery

24.9 23 14.5 11.5 4.5 5.1 16.4 799

Museum/
picture gallery online

74.8 9.9 41 3.4 2.0 1.0 4.8 798

Monuments 17.3 15.9 15.4 13.3 4.4 5.7 27.9 803
Cultural center 47.9 17.5 10.6 7.1 2.9 2.4 11.7 802
Folk music/world music 68.4 15.7 6.0 3.7 1.7 1.1 3.4 805
Folk music/world music 
online

82.8 5.9 3.0 3.2 1.5 0.9 2.7 802

Library 41.9 11.3 9.8 6.7 3.5 3.5 23.3 804
Library online 60.5 5.9 3.5 4.2 1.4 2.3 22.3 794
Opera 78.9 11.3 5.0 1.6 0.9 0.4 1.9 802
Opera online 87.6 4.6 2.5 1.6 1.0 0.9 1.8 798
Operetta/Hungarian 
song

86.8 7.0 3.1 1.2 0.4 0.2 1.2 802

Operetta/Hungarian 
song online

91.9 3.3 1.5 0.9 0.9 0.4 1.3 798

Theater 52.2 14.0 11.1 7.4 3.5 2.1 9.7 801
Theater online 69.4 8.2 4.8 3.7 2.9 1.3 9.6 788
Entertainment site/night 
club

35.1 13.8 7.0 8.2 4.7 3.5 27.7 805

Source: CEETHE 2023 database.
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In the analysis, we found that of the cultural activities related to online space, 
watching a film is the only one with a very high frequency, with 68.5% of respon-
dents choosing this form of cultural consumption more than five times a year.

In contrast to online film watching, online museum visits, theater-, opera-, 
ballet-, operetta-, and jazz concert visits, over 65% of respondents have indicated 
a lack of participation in the classic digital platforms for cultural consumption 
activities. In the cases of online library, theater and classical music concerts, we 
found a low number of participants with a high frequency of visits: 22.3% of 
respondents visited an online library more than five times, 9.6% attended an 
online theater performance and 6.5% attended an online classical music concert.

In terms of cultural activities in physical space, we found that classical 
cultural activities identified as high culture consumption, such as classical 
music, opera, and ballet, are attended with less frequency, similar to modern 
culture consumption or elements of popular culture, such as going to the 
cinema, cinema, popular music, entertainment site or nightclubs. The value 
of those who chose the other category is not shown in our graph due to their 
low proportion, but the textual responses are interesting for interpretation. 
Circus performances, social gatherings, scientific presentations, and sacred and 
sporting events were mentioned as cultural activities. These activities highlight 
that even highly qualified respondents with a scientific background combine 
forms of activity related to sports, hobbies, and religious and community life 
with cultural consumption elements.

The participation activity of each cluster group in the cultural sectors shows 
very different patterns, as demonstrated in Table 12.4. Those belonging to the 
culturally open, online cluster prefer the present and online forms of watching 
films online, visiting libraries, and also visiting monuments, historical sites, 
and places of interest. At the same time, other cultural activities could be more 
active. The culturally open is similar to the previous group. However, the activ-
ities of this group include cinema and online film viewing, library visits, visits 
to monuments, historical sites, and places of interest, and visits to concerts and 
entertainment venues. For the group of culturally versatile, elite consumers, 
high values are observed for several cultural activities, with higher averages 
for visiting cultural centers, community centers, classical music concerts, and 
attending literary days and theater, in addition to the frequent activities of 
the previous groups. Both attendance and online activity are high, whether 
for classical music, film, visiting museums, galleries, libraries, or the theater. 
Finally, a significant group, 53.1% of respondents, are culturally passive, with 
those in this group generally inactive in cultural activities other than online 
film watching.
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Table 12.4:  Cluster groups (cluster weights 1–7) and averages of visits to cultural and leisure 
activities (N=679) based on the frequency of cultural and leisure activities of the academics 

Culturally 
open

Culturally 
passive

Culturally 
open 

online

Culturally 
versatile, elite 

consumer

a ballet or other dance performance 1.96 1.32 1.56 3.12
ballet or other dance performance 
online

1.16 1.13 2.46 2.98

at a ball 1.60 1.31 1.36 2.27
at a jazz concert 1.59 1.20 1.42 2.72
at a jazz concert online 1.05 1.11 2.27 2.48
at a festival 2.45 1.52 1.95 4.20
literary days, reading evenings 1.99 1.22 1.80 4.60
literary days, reading evenings online 1.27 1.09 2.12 3.77
classical music concert 2.62 1.55 3.29 4.23
classical music concerts online 1.35 1.18 5.01 3.68
popular music concerts 3.08 1.62 1.91 4.48
popular music concerts online 1.27 1.22 3.71 3.60
watched a film in a cinema 4.03 2.26 2.55 5.29
watched a movie online 6.43 4.93 6.57 6.85
in a museum or art gallery 4.58 2.01 3.98 6.17
in museum or gallery online 1.29 1.25 3.18 3.98
visiting monuments, historical sites, 
places of interest

5.51 2.63 4.49 6.23

in a cultural center or community center 3.14 1.63 2.55 6.00
folk music, world music concerts 1.79 1.25 1.61 4.15
folk music, world music concerts online 1.17 1.12 2.46 3.31
in a public library 4.73 1.92 3.33 5.94
in a public library online 3.11 1.94 4.55 4.48
at an opera performance 1.48 1.15 1.69 2.73
at an opera performance online 1.08 1.04 2.54 2.31
at an operetta or Hungarian song 
performance

1.27 1.07 1.22 2.39

at an operetta or Hungarian song  
performance online

1.03 1.03 1.94 2.04

at a theater, stand-up  
comedy performance

3.24 1.66 1.67 4.85

theater, stand-up comedy performance 
online

1.89 1.47 3.55 4.29

in a nightclub (e.g., disco, music club, 
café)

5.31 2.57 2.84 4.91

Source: CEETHE 2023 database.
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Table 12.4, therefore, compares the averages of the consumption frequency of 
each off-site and online cultural arena /respondents who could choose from 
seven options for the frequency of visit per year (none, once, once, twice, three 
times, four times, five times, more than five times)/ with the cluster types. The 
frequency averages in the table, which are linked to each cultural scene, show a 
clear consumption pattern in the four cluster groups.

Most of the research on the subject reveals differences in cultural consumption 
by gender, age, education, and type of settlement. We have also reviewed these 
variables concerning the different cultural cluster respondent groups. In our case, 
education is irrelevant as we have a highly educated respondent group. In terms 
of gender, women tend to be the most active, according to the surveys. Regarding 
settlement type, they show higher activity toward larger settlements, which may 
be related to the diversity of supply. Our data also show no deviation from trends 
in these areas, but we did find a divergence concerning age.

The data in Table 12.5 compare age groups and cultural clusters. Let us take the 
responses for each age group as a percentage and look at the cluster proportions 
within each age group. We see that activity increases with age, with a higher 
proportion of culturally open and culturally versatile, elite consumers in older 
age groups and a lower proportion of passive cluster members. This is the reverse 
in the case of the Eurobarometer’s secondary analysis, where cultural consump-
tion activity decreases with age. The 16–29 age group is much more active in 
the EU member states and, on average, in the EU (European Commission, 2007; 
Pavluska, 2014; Márkus et al., 2023). The Eurobarometer survey covers the whole 
population, while our survey covers the population of higher education students. 
It could be explained that time pressure is not an issue for older respondents, 
to the extent that raising children and building a career at an older age is not as 
important as it is for younger respondents.

Table 12.5:  Respondents by age group and cultural cluster (N=660)

Age group / cultural cluster
Culturally 

open
Culturally 

passive
Culturally 

open online

Culturally 
versatile, elite 

consumer Total
—35 years N 37 69 3 4 113
% within age group 32.7 61.1 2.7** 3.5 100
36-55 years N 139 236 25 31 431
% within age group 32.3 54.8 5.8** 7.2 100
36-55 years N 22 49 37 8 116
% within age group 19.0** 42.2** 31.9* 6.9 100

*The adjusted residuals are more significant than two.
**The adjusted residuals are less than -2.
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One of the foundations of classical literacy and cultural capital is reading activity 
in one’s life. The presence of recreational reading was examined for Central 
and Eastern European graduates, assuming they have a higher share of this 
activity than the overall social average, as reflected in the number of books read 
annually across countries. Regarding the frequency of leisure reading per 12 
months, the highest number of readers in the database (340 people in total) is 
found among those who read between 1 and 5 books per year. This is followed 
by a camp of readers of 6-10 books per year with 119 people. 107 people read 
between 11 and 20 books per year. Based on the responses received, an intensive 
reader stratum of 165 people emerged in the database; they had read more than 
11 books in the last 12 months. The number of people who have yet to read a 
book in the last 12 months was 54 (Table 12.6).

Table 12.6: D istribution of academics by number of books read in the last year  
(%, persons)

Percentage of academics (%) Number of academics

0 9.3 54

1-5 books 50.3 340

6-10 books 18.3 119

11-20 books 14.2 107

21-50 books 6.2 46

more than 51 books 1.7 12

total 100 678

Source: CEETHE 2023 database (N=678).

Compared to the results of typological studies in Hungary, among academics, we 
also find a group of traditional high culture-oriented, cultural “omnivores” and 
passive types, so there is an apparent similarity. However, the proportions show 
a different picture. Despite higher levels of education, the respondent group we 
surveyed had a much higher proportion of passive types than in previous national 
surveys. For this reason, we also compared clusters by reading frequency. The 
questionnaire asked how many books had been read in the last 12 months. This 
was an attempt to see whether people of the passive type might be reading, so the 
type of home reader in previous studies (the mid-1990s and the 2003 study, see 
Table 12.1) might appear as a subtype of passive. To investigate this, we focused on 
the non or light readers group. Compared to the cluster types, we find that there 
is no such subtype; passives have a very high non-response rate to the question of 
reading and a very high number of no or few readers (Table 12.7).
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Table 12.7:  Comparison of cultural clusters with the number of non- or light readers

Lack of 
response 0 book 1 book 2 books 3 books 4 books books

Culturally open 33 5 12 13 16 11 30
Culturally passive 79 40 36 42 36 16 34
Culturally open 
online

12 1 3 5 5 4 9

Culturally versatile, 
elite consumer

10 0 0 1 1 0 3

Source: CEETHE 2023 database P=0.000**.

We also asked respondents about their attitudes toward culture. We measured 
agreement with attitudinal statements about culture (attitudes toward culture, 
different aspects of cultural participation) on a scale of 1 to 5 (strongly disagree–
strongly agree). For the ten statements we formulated, we used the findings 
published in Pavluska et al.’s (2018) research questionnaire.

The averages of the responses to each question are shown in Figure 12.1 
Based on the averages, the two statements that elicited the most significant 
agreement among respondents were “A cultural program is good if it makes you 
think if it is memorable” and “A cultural program is good if it is light, enter-
taining, relaxing.” The least agreed responses were “For me, cultural activities 
are mainly a question of money” and “My cultural activities are increasingly 
linked to the internet.”

0 0.5 1 1.5 2 2.5 3 3.5 4 4.5

A cultural program is good if it makes you think and is memorable

A cultural program is good if it is light,
entertaining and relaxing (sig=,002)

I am even willing for an attractive cultural program also to travel

For me, cultural engagement is primarily  a matter of time

Only live events (e.g. concerts) are reported a pleasant experience

My cultural pastime is increasingly linked to the internet (sig=,004)

For me, cultural engagement is primarly money question
(sig.=,004)

It had a great influence on the development of my cultural interests
were my parents, my upbringing 

My partner/family is a big influence my cultural pastime

My friends are very culturally influenced my pasttime

Figure 12.1: A ttitudes toward culture by average of responses to attitude questions 
(N=757–764).
Source: CEETHE 2023.
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Attitudinal questions were examined from the perspective of cultural clusters. 
This shows that there are no significant differences. However, some statements 
confirm the specificity of the clusters. For example, the mean scores for the 
question “I am willing to travel for an attractive cultural program” are higher 
among the culturally open and culturally versatile elite consumers. Thus, their 
activity toward culture was reflected in their response, not only in the frequency 
of visits that constituted the cluster. Alternatively, for example, “Only live events 
are an experience for me” and “My cultural pastime is increasingly linked to the 
internet.” confirm the willingness of the cluster of the culturally open, online 
active to consume culture online (Table 12.8).

Table 12.8:  Means of attitude statements on attitudes toward culture by cultural cluster 
(1–5 scale)

Culturally 
open

Culturally 
passive

Culturally 
open 

online

Culturally 
versatile, elite 

consumer

A cultural program is good if it makes 
you think and remember.

4.14 4.03 4.23 4.29

A cultural program is good if it is 
light, entertaining, and relaxing.

3.91 3.93 3.54 3.89

I am willing to travel for an attractive 
cultural program.

4.09 3.69 3.83 4.23

For me, a cultural activity is a  
question of time.

3.50 3.53 3.43 3.52

Only live events (e.g., concerts) are 
an experience for me.

3.35 3.01 2.61 3.21

My cultural pastime is increasingly 
linked to the internet.

2.16 2.34 3.02 2.43

For me, cultural activity is primarily a 
question of money.

2.36 2.34 2.26 2.33

My parents and my upbringing had  
a significant influence on the  
development of my cultural 
interests.

3.35 3.29 3.36 3.35

My partner/family has a significant 
influence on my cultural activities.

3.58 3.31 3.32 3.53

My friends have a significant  
influence on my cultural activities.

3.12 2.87 2.91 3.04

Pavluska and colleagues (2018) found significant differences in attitudinal ques-
tions by gender, age, type of settlement, and education level in their 2018 study. We 
found no significant associations among these variables among our respondents. 
The high level of education among higher education respondents is evident, but 
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no differences emerged along the differences for the other variables. In principle, 
higher education institutions are typically located in larger cities with cultural 
facilities, so the type of municipality is not a determinant; respondents can access 
facilities if needed. The average scores for the culturally passive cluster on the 
attitude questions show no difference compared to the other clusters, so their 
attitude is no different; they differ from the other respondents in the frequency 
of participation. The reasons for non-participation were also addressed (the 
question on this issue was: For what reason were the trainers not present or more 
often not present at the listed cultural programs (either in person or online) in 
the last year?), in which case, regardless of cluster type, lack of interest and lack 
of time were the primary.

Summary
The findings of our research are related to that of Šebová and Révészová’s research 
(Šebová & Révészová 2020, 9-10). The researchers in Slovakia 2020 study aims 
to analyze the relationship between cultural consumption and socio-economic 
characteristics in Slovakia based on the Eurobarometer surveys of 2007 and 2013 
(interviewing 1,000 Slovak citizens). Thus, their work is based on a data secondary 
analysis. As a result of their research, cluster analysis outlined four types of Slovak 
culture consumers, namely: 1. heritage visitors, who rarely visit cultural events, 
but when they do, they prefer cultural heritage sites, museums, and libraries; 2. 
inactive group, who rarely visit cultural events, but when they do, they visit sites 
of historical importance. This group is also present in our cluster, which is called 
culturally passive, and its characteristics are very similar to this group. 3. omni-
vores: They often attend cultural events organized for intellectuals in the field 
of high cultures, such as theater, concerts, ballet performances, museums, and 
galleries. Our research shows a cluster similar to this one and can be paralleled 
with our cluster of culturally diverse, elite consumers. 4. famous genre lovers: 
less open to high culture programs, not going to the opera, not going to a ballet 
performance, less likely to go to the theater or gallery, more likely to go to the 
cinema or concerts of popular music. Thus, two of Šebová and Révészová’s four 
clusters are very similar to our cluster, they highlighted similar characteristics 
of citizens belonging to this cluster even though they analyzed Eurobarometer 
survey data for the whole population and we analyzed a more highly qualified 
population in our research (Šebová & Révészová, 2020).

We also found similarities with Grześkowiak’s results. As presented in the 
literature section, Grześkowiak created three clusters based on the results: cluster 
1: culture consumers who go to the theater and opera and who also like ballet 



343

The Cultural Involvement Patterns of Academics

and dance performances; cluster 2: audiences attending popular music concerts, 
historical sites, museums, and galleries. Cluster 3: people who visit public librar-
ies, watch cultural programs on television/listen to the radio, and read books 
(Grześkowiak, 2016). Although Grześkowiak did not name his clusters, it can be 
concluded that the emerging groups are similar to our clusters. Grześkowiak’s 
cluster 1 parallels our culturally versatile, elite-consuming cluster, while cluster 
2 is similar to the culturally open cluster. This cluster includes cultural activities 
that require leaving their homes, making them the most time-consuming and 
cost-consuming. Cluster 3 contains the most accessible and cheapest cultural 
activities, such as reading books, visiting libraries, watching television, and lis-
tening to the radio (Grześkowiak, 2016), this is similar to our culturally open 
online cluster.

Regarding the attitude of the respondents toward culture and culture, it can 
be stated that the attitude is almost identical; there are no significant differences 
in the comparison of cultural clusters either. This may be due to similar levels 
of education, socio-economic status, and time use. The cultural consumption 
of academics can also be a model for students, as several of the studies we have 
been involved in have found that higher qualifications increase the frequency 
of cultural consumption.
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and Performance of Academics in  

EU Border Region Countries?
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In the Introduction of this book, we examined in detail how global, interna-
tional, educational policy, and organizational changes—as well as emerging new 
demands and expectations—have transformed the work and working conditions 
of academics over recent decades. Global trends in higher education (such as 
expansion and internationalization), along with national policy expectations 
aimed at increasing the competitiveness of higher education institutions and the 
competition for students, excellence, and resources, have made what was once a 
predictable and stable academic career increasingly uncertain and fragmented. 
This has resulted in significant diversification, stratification, and disparities among 
academics, despite the fact that certain career milestones are considered standard-
ized across almost all of Europe (Kwiek & Antonowicz, 2015).

At the same time, we observe that there are significant differences among 
academics at similar career stages, particularly between high- and low- 
performing senior and junior academics, as well as across various academic disci-
plines. These differences are primarily shaped by institutional type, institutional 
goals and expectations, and research productivity (Kwiek & Roszka, 2024).

The introduction of various performance evaluation systems has further 
intensified competition—not only for resources but also for securing academic 
positions, as the stagnation of available positions coincides with an increasing 
number of aspiring academics. The “do-or-die” approach has not only heightened 
competition but has also led to high levels of frustration, uncertainty, tension, 
interpersonal conflicts, and distrust among academics and between academics 
and institutional leadership (Westerheijden, 2007). These tensions manifest sig-
nificantly in differences in academic performance, attitudes toward work, and 
perceptions of expectations and available resources. Academics who criticize the 
introduction of performance evaluation systems and managerialism argue that 
these developments erode academic freedom and autonomy, reducing academic 
work to a mere commodity. However, those who have embraced and integrated 
these changes into their professional identities view them as providing a trans-
parent career pathway within higher education institutions, based on clear, 
quantifiable criteria (Kwiek & Antonowicz, 2015).
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Our interview-based research conducted in five countries (N=41) also revealed 
this dual nature of performance evaluation: while it makes differences in indi-
vidual academic contributions and achievements more measurable, it also poses 
a threat to academic autonomy and weakens interpersonal relationships among 
colleagues. This, in turn, creates a highly competitive climate both within and 
between smaller academic units and significantly shapes, or even alters, the cul-
ture of higher education institutions. Furthermore, the validity of performance 
measurement is often called into question, as evaluation processes are not always 
transparent and fail to account for certain non-measurable aspects of academic 
work (Kovács et al., 2024; Pusztai et al., 2025).

Based on attitudes toward performance evaluation and institutional responses, 
we identified four distinct types of institutional cultures:

Supportive institutional cultures—These define their strength through unity, and 
their effectiveness is demonstrated through excellence in teaching, research, 
and administration.

Cohesive micro-communities—Academics within these communities share a com-
mon understanding of effectiveness and place equal importance on teaching, 
research, and administrative tasks, but their focus remains within their own 
micro-community rather than at the institutional level.

Lonely crowd institutional culture—Here, teaching plays a central role in defining 
effectiveness, but academics in this culture often feel isolated and left to their 
own devices.

Egocentric monumental institutional culture—Academics in this category prioritize 
individual interests, place little emphasis on teaching, take on administrative 
roles in exchange for remuneration, and prefer research activities (Pusztai 
et al., 2025).

The international trends described above have fundamentally reshaped the 
working conditions, opportunities, and status of academics across Europe, 
creating specific intra- and interpersonal challenges that have a significant 
impact on their well-being and performance. Our study sought to explore 
these macro and organizational characteristics in relation to the well-being and 
performance of academics in five CEE countries—Hungary, Slovakia, Romania, 
Serbia, and Ukraine. This region has a unique context, shaped by a shared 
post-socialist legacy and a delayed yet parallel adaptation of global higher 
education trends, primarily influenced by developments in the U.S.A., East 
Asia, and Western Europe. However, these changes have unfolded differently in 
this region due to distinct cultural norms and practices (Mudrak et al., 2018), 
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as well as the enduring influence of post-communist traditions (Goncharuk 
& Cirella, 2022).

Despite this, research on the well-being and performance of academics in the 
CEE region remains significantly underrepresented (Mudrak et al., 2018), and—
with the exception of Romania—these countries have largely been excluded from 
previous international studies (CAP, EUROAC, APICS).

The above findings highlight that the characteristics of academic work have 
been at the center of scholarly discourse for several years, yet CEE higher education 
institutions have often been overlooked in such discussions. Our research aimed to 
fill this gap by conducting an extensive investigation into the working conditions, 
job-related stressors and resources, work-life conflicts, emotional well-being, research 
productivity, teaching methods, and cultural engagement of academics (N=821) of 
higher education institutions in Hungary, Romania, Slovakia, Serbia, and Ukraine.

In terms of well-being, beyond the traditional examination of positive and 
negative emotions, our research incorporated specific factors influencing aca-
demic life, such as perceptions of workplace culture, assessments of academic 
development opportunities, job-related stressors and resources, work-life conflicts, 
and cultural involvement as a source of intellectual stimulation and recreation. 
Additionally, we explored two key areas of professional fulfillment: international 
mobility and research productivity.

In our summary study, we present the key empirical findings of our research 
across three dimensions: by country, by job title, and by academic types. Based on 
insights gathered from focus group interviews conducted prior to the quantitative 
research, we asked respondents to what extent they considered certain tasks as part 
of their job. Based on their answers, we identified four distinct academic types:

Teaching-focused academics (33.4%)—These academics value teaching-related activi-
ties, including course material development, experimentation with new teach-
ing methods, and academic research, in equal measure.

Academics with an administrative focus (19.7%)—For this group, teaching is less 
important than for others, but it remains a more integral part of their work 
than academic research. They also place a high value on collaboration with 
colleagues in teaching and are characterized by a strong involvement in admin-
istrative tasks.

Research-focused academics (20.3%)—Similar to teaching-focused academics, this 
group places high value on academic research activities, particularly interna-
tional publishing and research output. However, teaching plays a lesser role in 
their professional activities. Like the first group, they also consider leadership 
and administrative responsibilities as characteristic of their role.
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Academic leaders (26.6%)—This group places equal emphasis on teaching and 
research but is primarily defined by leadership responsibilities within the 
university, which are the most critical aspects of their work.

To fully understand the situation, job characteristics, well-being, and performance 
of academics in each country, it is essential to interpret our findings within the 
broader context of national higher education policies. For this reason, we con-
ducted a macro-statistical analysis of higher education policies in the five studied 
countries, examining the educational policy processes of recent decades that 
have significantly shaped the working conditions of academics and researchers 
in these institutions.

1. � Higher Education in the Studied Countries:  
Challenges and Trends

Following the political transition, the higher education systems of the exam-
ined countries had to contend with post-Soviet traditions, remnants of which 
are still present in the academic sphere today—albeit to varying degrees, and 
in different segments. Nevertheless, global trends (such as the expansion and 
internationalization of higher education) eventually made their way into every 
post-socialist country, albeit with some delay.

A common feature of the region is that, after a phase of dynamic expansion, 
student numbers have now entered a stagnation phase, prompting state initiatives 
aimed at reducing or redistributing the costs of higher education. One approach 
has been the promotion of private institutions, another has been the reduction 
of the proportion of state-funded students, and a third is recruitment-restrictive 
higher education policy, which has led to the lowest rates of young graduates 
within the EU (38% in Slovakia, 29% in Hungary, and 23% in Romania).1 Cost-
saving measures in higher education have also resulted in relatively low stu-
dent-to-academic staff ratios in this region.

Additionally, in a European comparison, the region is characterized by some 
of the lowest academic salaries, precarious career paths, rigid and hierarchical 
institutional structures, a lack of transparency in grant evaluation processes, 
limited access to international exchange opportunities, and the implicit discrim-
ination against women in academic careers (Drennan et al., 2020; Gould, 2006; 
Kwiek & Antonowicz, 2015). These factors significantly hinder talented young 
researchers from choosing a career in academia.

1	 <https://ec.europa.eu/eurostat/web/products-eurostat-news/-/ddn-20220524-2>.
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In the countries of the region, the attractiveness of the academic profession has 
declined, leading to a decreasing number of academic staff and an aging workforce. 
This is further exacerbated by insufficient funding compared to international 
standards and other sectors, inadequate social status and recognition—particularly 
in the case of assistant lecturers—and increasing pressure on academics to secure 
funding through their performance to maintain international competitiveness.

After the political transition, the most significant challenges for higher edu-
cation in the region included demographic decline combined with emigration, 
as well as the internationalization that gained momentum due to the Bologna 
Process. At the same time, the student-to-academic staff ratio decreased compared 
to previous years, and the number of newly established private higher education 
institutions increased. These institutions are characterized by specialized pro-
grams, smaller class sizes, and flexible schedules, alongside the already mentioned 
lower student-to-academic staff ratios. Another key factor shaping academic work 
is the increasing stringency of academic qualification requirements and perfor-
mance criteria for academic positions, likely influenced by political direction, 
which is closely linked to academic qualification procedures and expectations 
for the quality of higher education (Hanesová et al., 2025; Kovács & Papp, 2025; 
Polónyi, 2024; Tódor, 2025).

In Ukraine, higher education has been shaped not only by the post-Soviet 
transition but also by economic, political, social, and historical processes such 
as the Euromaidan protests and the 2022 Russian-Ukrainian conflict. Due to 
the massive emigration caused by the war, many higher education institutions 
have faced operational uncertainty, and a significant proportion of students and 
academics have continued their studies and work in neighboring CEE countries, 
primarily in Slovakia and Poland. Thus, the impact of the war on (higher) edu-
cation extends far beyond national borders. Salaries for Ukrainian academics 
remain significantly lower than those of their counterparts in the EU and even in 
the Visegrád Four countries. However, academic expectations have increasingly 
aligned with European higher education trends, including higher performance 
expectations, compliance with accreditation regulations, requirements for specific 
programs and subjects taught, and the introduction of performance assessments 
(Pallay, 2025).

1.1.  Academic Well-Being and Health Behaviors
According to the results of our cross-country questionnaire survey, Slovakian and 
Ukrainian academics report the lowest levels of well-being, while Romanian aca-
demics report the highest. Controlling for all other variables, being from Romania 
was a positive predictor of well-being (Kovács et al., 2024b). This may be linked to 
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the higher average subjective well-being of the Romanian population in a regional 
comparison, as indicated by the World Happiness Report, where Romania ranks 
24th globally, with only the Czech Republic ranking higher within the region 
(Helliwell et al., 2023). Conversely, the well-being of Ukrainian respondents 
was significantly impacted by the difficulties caused by the war in both work 
and everyday life. Partially aligning with these well-being results, Slovakian and 
Serbian academics reported feeling the healthiest, whereas Ukrainian academics 
reported feeling the least healthy (Kovács & Michelini, 2025).

In terms of physical activity, Serbian and Slovakian academics were the liveliest, 
followed by Hungarians, while Ukrainians and Romanians drew up the rear. 
However, Ukrainians were the most frequent users of university sports facilities 
in the past year (30.4%), whereas Romanians were the least frequent users (12.4%) 
(Kovács & Michelini, 2025). Investigating the role of physical activity is crucial, 
as our results indicate that academics who engage in moderate or high levels 
of physical activity (at least 150 minutes of moderate exercise per week) report 
significantly higher well-being. Regular physical activity significantly reduces 
perceptions of stressors such as work-life conflicts, workload, and the diversity 
of academic roles, thereby indirectly contributing to higher academic well-being 
(Kovács et al., 2025a).

1.2.  Workplace Stress and Institutional Support
Academics in Serbia and Hungary had the lowest agreement that opportunities 
for promotion exist. Serbians, Romanians, and Slovakians reported high dissat-
isfaction with training and development opportunities. Respondents in Ukraine 
described the lowest agreement on manageable workloads, while Hungarians 
presented the lowest satisfaction with the annual performance appraisal process. 
Academics in Hungary and Romania received high ratings for colleague support. 
Hungarians, Serbians, and Slovakians had high levels of concern regarding 
the deteriorating situation of academics. Academics from Ukraine, Romania, 
and Serbia rated their institutional infrastructure as adequate. Romanians and 
Slovakians reported burdensome levels of administrative work. Serbian aca-
demics generally agreed that they had sufficient time for class preparation. 
Interestingly, Ukrainian respondents were the most satisfied with their working 
conditions, career progression opportunities, development opportunities, and 
social support within their institutions. There were no significant differences 
between countries in satisfaction with salaries. In all countries, most academics 
were not satisfied with the salaries provided by their higher education institu-
tions. This question elicited the highest level of dissatisfaction, regardless of the 
country of origin (Kovács et al., 2025b).
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1.3.  International Mobility and Academic Productivity
Significant differences were found in participation in international mobility 
programs: Romanian and Slovakian academics were the most mobile, while 
Hungarian and Ukrainian academics were the least mobile (Dabney-Fekete et al., 
2025). For Ukraine, this may be attributed to its non-EU status, the fact that 
respondents completed the survey not only near the border but also from within 
the country, and, naturally, the war, which has made border crossings significantly 
more difficult, especially for men.

The higher mobility of Romanian and Slovakian academics could be explained 
by the large proportion of Hungarian-speaking academics in minority institutions, 
who often choose Hungarian institutions due to the shared language. Additionally, 
many Romanian-speaking respondents live in border regions where higher educa-
tion institutions are within a relatively short distance, facilitating travel.

Despite differences in mobility, no significant differences in academic produc-
tivity were found between the studied countries, suggesting that academics in 
the region perform at similar levels overall (Kovács et al., 2025c).

1.4.  Senior vs. Junior Academics
Significant differences were observed between junior and senior academics. 
Associate professors reported higher levels of well-being than assistant profes-
sors or those in lower positions (Kovács et al., 2025a). Daily smoking was more 
common among assistant professors or lower-ranked academics (13.5%), whereas 
non-smokers were more prevalent among associate professors or higher-ranked 
academics (84.4%) (Kovács & Michelini, 2025).

Junior academics worked more hours per week, struggled more with work-life 
balance, and had lower research productivity (Kovács et al., 2025c). Senior aca-
demics worked fewer hours, coped better with work-life balance, received more 
institutional and peer support, rated their working conditions more positively, 
and performed better in research (Berei et al., 2025; Kovács et al., 2025b).

A significant proportion of senior academics had participated in interna-
tional mobility programs, compared to only one-third of early-career academics 
(Dabney-Fekete et al., 2025).

2. � Characteristics of Academic Clusters in Central and 
Eastern Europe

Our research has provided a detailed and comprehensive picture of four distinct 
types of academics in the CEE region, based on their working conditions, well- 
being, and performance indicators.
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Academic leaders achieved the highest productivity scores. Despite being the 
most overburdened, they remain the most effective. This may be attributed to 
their ability to delegate certain monotonous and time-consuming administrative 
tasks, which are not recognized as academic performance, to others—primarily 
to the group we identified as academics with an administrative focus.

They excel in publishing, participating in international conferences, and 
engaging in international research projects. They are also the most open to 
internationalization (including international research projects and academic 
mobility). However, the heavy workload and long working hours associated with 
these activities significantly reduce their well-being (Kovács et al., 2025c; Dabney 
et al., 2025), despite their general tendency to report feeling optimistic, cheerful, 
and enthusiastic. Their greatest source of stress is excessive administrative work.

A higher proportion of academic leaders report that their work does not cause 
conflicts in their personal lives, even though they work the longest hours (Berei et 
al., 2025). They perceive their institutions as stable and innovation-oriented. They 
are the most satisfied with their salaries and firmly believe that career develop-
ment opportunities are available to all academics. They also believe that there is 
a high level of agreement between academics and university leadership and that 
promotions are based entirely on performance. Furthermore, they are convinced 
that the annual performance evaluation process fairly reflects their achievements. 
However, these views differ significantly from those of other academic groups. 
Academic leaders report the highest levels of perceived social support. They are 
the least likely to consider leaving academia or to feel at risk of dismissal in the 
near future. Consequently, they are also the most satisfied with their working 
conditions (Kovács et al., 2025b; Pallay et al., 2024).

Academic leaders excel in most areas of teaching and quickly adapt to insti-
tutional and student needs. Their teaching approaches are predominantly stu-
dent-oriented, development-focused, and data-driven. They also believe that 
institutions clearly define the framework and expectations for inclusion. They are 
the most aware of students from underrepresented groups and consider special 
allowances for these students both necessary and acceptable. They primarily 
implement differentiation strategies for student assessment, especially when 
teaching non-traditional students (Hrabéczy & Kocsis, 2025).

In terms of cultural consumption, they tend to be more passive (Márkus et al., 
2025).

For teaching-focused academics, teaching plays a central role, but they also 
demonstrate outstanding performance in research. They feel the least burdened 
by their multiple responsibilities and are satisfied with the level of support they 
receive from colleagues. However, they are more dissatisfied with performance 
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evaluations, as most believe that too much emphasis is placed on assessment, 
which threatens their professional independence (Kovács et al., 2025a).

A significant proportion of this group struggles to balance work and personal 
life, and many report that work negatively impacts their private life. They rarely 
feel calm, but they generally display enthusiasm, cheerfulness, and optimism. 
They are the most likely to believe that their institution prioritizes the interests 
of its employees. They frequently discuss teaching-related issues with colleagues 
and demonstrate a high level of collaboration in research and publishing activities 
(Pallay et al., 2025).

Their teaching practices are highly practice-oriented and reflective, with a 
strong focus on providing up-to-date information and data during lessons. A 
high proportion of them are aware of students from underrepresented groups 
and find special allowances for these students more acceptable and necessary 
(Hrabéczy & Kocsis, 2025). This group has the highest proportion of academics 
actively engaged in cultural consumption (Márkus et al., 2025).

Research-focused academics primarily concentrate on domestic and international 
publishing. They are not motivated to establish interinstitutional networks, as 
institutional competition dominates this area. They are also the most pessimistic 
about leaving academia or being dismissed within the next three years (similar 
to teaching-focused academics) (Pallay et al., 2024).

They question the fairness of performance evaluations and promotions, but 
interestingly, the evaluation process itself does not cause them significant stress. 
They believe that there is little agreement between academics and leadership, 
and they perceive weak institutional support. They are the least satisfied with 
their working conditions and the level of social support within their institution, 
reporting the lowest levels of job satisfaction (Kovács et al., 2025b). They frequently 
experience exhaustion at the end of the workday, and few feel energized on a daily 
basis. A high proportion of them struggle to balance work and personal life, and 
many report that work negatively impacts their private lives (Pallay et al., 2024).

The group of academics with an administrative focus has the highest proportion 
of academics who do not yet hold a doctoral degree. Their work has the least 
impact on their private lives, but they express the most uncertainty regarding 
job satisfaction. They exhibit low levels of collaboration with colleagues in most 
areas, including discussions on educational and research topics, joint projects, 
and providing assistance to peers (Pallay et al., 2024). Their teaching practices are 
practice-oriented and student-centered (Hrabéczy & Kocsis, 2025).

They are significantly overrepresented among those who feel excessive pressure 
regarding publishing and grant writing. For them, performance evaluations 
represent the greatest source of stress, and they do not perceive their workplace 
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as stable. They are the least satisfied with promotion and career development  
opportunities (Kovács et al., 2025b), partly because they achieve the lowest research 
performance. It would be beneficial to develop supportive career development 
programs for this group, involving senior academics, to enhance their research 
effectiveness alongside their teaching and administrative responsibilities.

Academics with an administrative focus were also found to be the most open 
to cultural consumption (Márkus et al., 2025).

3. � How Can the Well-Being and Performance of Academics  
in Central and Eastern Europe Be Improved? 
Recommendations for Higher Education Leaders and 
Policymakers

Overall, our findings highlight that academic well-being and effective perfor-
mance require both financial support and greater recognition of teaching and 
administrative work, which should also be reflected in performance evaluation 
systems. Institutions should offer diverse support to enhance the research careers 
and publication activities of committed academics.

Key challenges include work-life conflicts, excessive workloads, intense pub-
lication pressure linked to performance evaluations, and lack of transparent 
institutional goals and expectations. These pose significant stressors and chal-
lenges for academics. Therefore, institutions should provide programs to support 
academic career development, time management skills, and mental well-being, 
particularly for researchers. It is also crucial for academics to fully understand 
the purpose, structure, and consequences of performance evaluation systems 
and to have a voice in institutional decision-making processes to ensure their 
interests are represented.

Significant differences exist between senior and research-focused academics in 
terms of perceptions of academic work, recognition, satisfaction, and institutional 
and peer support. This highlights the urgent need for dialogue and engagement 
between different academic groups and university leadership.
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