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The UNESCO Adult Education World Conference 
in Montreal declared the concept and unavoidabil-
ity of lifelong, permanent learning quite long time 
ago, in 1960. The Conference also concluded that 
Lifelong Learning was already a fact (in 1960!). It 
was present in the national societies with various 
degree of intensity and unevenness, though.1 

Since then, the issue of Lifelong Learning has 
been mostly attached to adult education and adult 
training, becoming a complex issue of the complete 
human life. These days it also includes the learning 
of emerging generations. On the other hand, in a 
few decades Lifelong Learning slowly moved from 
the theoretical and conceptual fields to political 
fields, and even from the fields of political slogans 
to the practical fields of government policies.

The tasks of Lifelong Learning have become po-
litical tasks, although they are clearly more diversi-
fied than their political aspects. They require an ed-
ucational policy strategy and strategically founded 
educational political programmes that fit in with 
complex educational policy, economic policy and 
social policy correlations. This is how the European 
Union views Lifelong Learning. It also encourages 
the elaboration of strategies and government pro-
grammes. At the same time, focusing on the essence, 
it requires an approach that correlates with each oth-
er, the political tasks associated with public education 
coupled with kindergarten education, vocational train-
ing, higher education and adult education and training.

The four educational and teaching functions 
and types of institutions or the educational and 
teaching system in fact belong together. Public 
education involves vocational training functions 
and institutions, higher education typically pro-
vides specialised education, public education, vo-
cational education and higher education are parts 
of adult education and training and adult educa-

* Studie for work of the Specialist Committee set up by 
the chairman of the Hungarian Academy of Sciences 
(HAS)
1 Declaration de Montreal. In Etudes et documents d’ 
education.  No. 46. UNESCO Paris, 1963.

tion and training is part of public education, vo-
cational training and higher education. On the 
other hand, adult education and training also has 
other, so-called formal and informal versions. All 
four have their own specific character, yet they can 
perform their tasks in co-operation with each other 
following and complementing each other. Conse-
quently, the European Union provides a complex, 
complete national educational and training system 
for Lifelong Learning. In the EU approach, the po-
litical strategies and government programmes of 
‘Lifelong Learning’ are development strategies and 
programmes of public education coupled with kin-
dergarten education, vocational training, higher 
education and adult education and training as they 
form the strategies and government programmes 
of complex and universal development of institu-
tional national education and training.

However, the clearly complicated political task 
cannot be reduced to only ‘per se’, merely ‘echt’ 
political considerations which, not because of their 
political nature, are also suitable for reflecting closed 
ideologies, doctrinaire political doctrines and prag-
matic political interests. We simply must confront 
the policy taking on the issue of Lifelong Learning 
with more complex aspects looking at a wider hori-
zon. Special stress must be put on the right and obli-
gation of professional intervention and criticism.

The current and official Hungarian educational 
policy strategy and government programme (as 
education, as a whole, universally affects culture, 
economy and the society), is contained in several 
documents reflecting different areas. These docu-
ments are the following: the National Development 
Plan 2004-2006, the New Hungary Development Plan, 
the Social Renewal Operational Programme, the Social 
Infrastructure Operational Programme and the Na-
tional Development Plan 2006-2012. It is obvious that 
the current educational policy government strategy 
and government programme may be interpreted 
reasonably only if we look at all of them together. 
We must also add that the intentions for the period 
of 2004-2006 and the degree of their implementa-
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tion and the plans for the period of 2006-2012 are 
related to each other.

Without aiming for complexity, yet trying to 
propose some aspects, below we shall describe 
Hungarian problems that must be reviewed and 
solved, or at least attempts must be made for their 
solution, otherwise it is not possible to assume any 
political task in relation to the issue of Lifelong 
Learning, or prepare an educational policy strategy 
or government programme.

1.
On the European Guiding Principles
The transnational European Documents, from the 
White Paper of the European Commission to the 
Lisbon Declaration and others – have defined five 
guiding principles for Lifelong Learning with regard 
to all educational and training tasks. In these prin-
ciples, education and training are reflected 

a) the cardinal condition and driving force of 
economic development – with special regard to 
sustainable development and the competitiveness 
of Europe; 

b) a mobilisation channel contributing to the 
equalisation of changes in the society for the pur-
pose of retaining and enhancing the openness of 
the society (in a sociological sense);

c) the keeper and mediator of culture and, as 
such, an aspect forming social coherence and self 
identity;

d) a condition of politically aware democratic 
and social operation; 

e) a way for the enhancement and socialisation 
of the personality and the formation of community 
and individual quality of life.

These guiding principles are sometimes de-
scribed theoretically, other times analytically and 
strategically, and sometimes in the form of an ac-
tion programme. The stress is moved from here 
and there but the five guiding principles belong to-
gether. It is notable that the aspects of equalisation 
of economic and social chances were stressed more 
than the others soon and the requirements of the 
economy and the labour market were selected even 
from the latter too. The application-based support 
system of the EU, through which it intends to in-
fluence the national educational policies, clearly 
intends to stick to the guiding principles and their 
social and even more economic aspects thereof.

Is it possible to analyse the relationship between 
the tasks assumed in the Hungarian politics, es-
pecially the current actual and official educational 
policy strategy and government programme and 

the guiding principles not only in their declared 
objectives but also in their approach and the envis-
aged specific decisions? Do they follow the require-
ments of all guiding principles or do they focus and 
point specifically to one or another? Does and to 
what extent does the Hungarian educational policy 
tasks, especially the currently actual official strategy 
and government programme, both generally and 
in their complexity, comply with the educational 
policy spirit and approach of the European Union? 
On the basis of these issues, would it be possible to 
analyse also how the current and actual government 
actions in the process and their expected conse-
quences comply with the government strategy and 
the government programme comparing them to the 
guiding principles of the European Union?    

2.       
On Education and Economy
There is no doubt that education and training are 
indispensable conditions of economic development. 
The labour market operates as a knowledge market. 
The economy of the 21st century (at least theoreti-
cally) is a knowledge-based economy. Education and 
training are ‘an investment into human capital’.2  

At the same, time, it is also clear that the econ-
omy, more specifically, the labour market, do not 
set clear demands to knowledge, learning and the 
training behind. 

There are and there will be some areas which 
already clearly require knowledge, moreover, con-
tinuously changing and enhancing knowledge, 
learning and training, which requirement will 
most probably increase even more as a result of 
economic changes. Naturally, the changes will take 
place in several ways to various degrees and peri-
odically changing intensity, both at the top and the 
bottom of the hierarchy of jobs.

However, there are and assumingly there will be 
some areas, although at the lower levels of the hier-
archy of jobs, which do not require special educa-
tion or their demands sometimes are clearly against 
learning. Even if there are constant changes, the 
knowledge required for performing work can be 
acquired with the most modest versions of educa-
tion and training (e.g., one or two years of a primary 
school and a few hours of technical training), or it 
represents knowledge acquired through informal 
learning. Such a situation exists and will develop in 
work processes partly remaining at a low technical 

2 Theodore W. Schultz: Investment into human capital: 
role of education and reseaerch.  New York, 1971. In 
Hungarian, Budapest, 1983.
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level and partly operating at a high technological 
level, or in some phases and jobs thereof.

The knowledge demand of the knowledge com-
pares to the knowledge to be acquired in two ways. 
Sometimes, and not only at the lower levels of the hi-
erarchy of jobs, it requires competent knowledge and 
not the process of acquiring it, without any interest 
even in the certificate. However, at other times there 
is a requirement to formally certify the knowledge 
acquired in the institutions of formal education.

This is all important because the economy gener-
ates only such learning motives both in the lives of 
growing and adult generations which clearly lead 
to it. This causes motivation problems for those 
who are already impeded in the development of 
motives required for institutional learning because 
of their socio-cultural disadvantages. On the other 
hand, this also influences the educational function-
al and institutional systems: their functions, subject 
materials, programmes, the nature of their institu-
tional types, their operating finances, the establish-
ment structure of their institutional network, etc. 
The economy needs only such educational con-
tents and programmes for the growing and adult 
generations that comply with their needs currently 
or within a foreseeable future. The main aspect of 
consideration is the recovery of the educational ex-
penses (with a profit, if possible). Not only at cor-
porate, but also at national economy level.

In such a situation, economists usually draw at-
tention to the risk of so-called excessive training. In 
other words, to teach more students and provide 
higher qualifications or other and/or more knowl-
edge than the economy needs currently or within 
a foreseeable future. This is an expensive price of 
education and training for the national economy. 
It is an investment without a return. It costs too 
much for the national economy. On the other hand, 
excessive training also disturbs the labour market 
and increases the chance of unemployment, more 
highly qualified people will be forced to take low-
er-level jobs for lower wages, generating tensions 
in the society.3 

It complicates the situation more that the economy 
and the labour market as a knowledge market are un-
certain in the predictions of not only the longer-term 
knowledge requirements, but more or less also in the 
3 The problem is described by János Tímár in: Mun-
kaerőhelyzetünk jelene és távlatai. (Present and future 
of the Hungarian labour market.) Budapest, 1964.,   
Theodor W. Schultz: Investment into human capital, etc. 
Budapest, 1983., János Tímár - István Polonyi: Tudás-
gyár vagy papírgyár? (Knowledge factory or paper 
factory?) Budapest, 2001.

predictions of the current knowledge requirements, as 
they are changing dynamically. They are uncertain 
in predicting not only the quantity and professional 
structure of their needs, but also the exact contents of 
the knowledge set of the occupations. Usually only 
theoretical, rather abstract and generalised knowl-
edge needs or tendencies may be stated in advance. 
(These ideas are expressed, among others, in the so-
called competence-based training theory.)

On the other hand, it is also proven that qualifi-
cations, more specifically, the increase of the level 
of qualifications, significantly improves the chance 
of employment.

On the other hand, it is also proven that the 
scope of movement of groups without the re-
quired general education or low or incomplete 
qualifications (see, e.g., functional illiteracy) on the 
labour market is very limited. It is impossible to 
train, further train or retrain them professionally, 
or the efforts will not lead to real results. How-
ever, this requires general and even improvement 
of the efficiency of public education in the form of 
additional education of the relevant adult groups 
(based on European examples) and some sort of 
specific connection between the general education 
and vocational training programmes of adult edu-
cation and training in time and in space. Unless 
the economy refuses to improve their chances, be-
cause such people may be employed and employ-
ers intend to employ them as they are, without 
qualifications or incomplete and low qualifica-
tions at various times to various degrees, at a very 
low cost. There is demand for them on the knowl-
edge market.

However, the labour market generates perma-
nent unemployment in various degrees and in vari-
ous structures. On the other hand, at least current-
ly, there is a so-called structural shortage of labour on 
the market.

Finally, the complete problem is covered by 
the often stated abstract, yet consistent economic 
and educational training principle whereby vo-
cational training must be based on general skill 
development (see the theory of key competencies), 
which then may be continued with the satisfac-
tion of needs of variable and varying profession-
al knowledge.

In its White Paper, the European Commission 
thought it was desirable to note the following in 
1996: ‘There is therefore a risk of a rift in society 
between those that can interpret; those who can 
only use; and those who are pushed out of main-
stream society and rely upon social support: in 
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other words, between those who know and those 
who do not know.…’4  

Could it be analysed how the Hungarian political 
tasks, especially the currently actual and official 
educational policy strategy and government pro-
gramme relate to the contradictions accumulat-
ing in the relationship between education and the 
economy in the Hungarian situation not only con-
sidering the declared objectives, but also its overall 
approach and planned specific decisions? What 
can the economy and the labour (knowledge) mar-
ket expect during and after the implementation of 
the official educational policy programme? And, in 
view of their economic determinations: what eco-
nomic tasks will be allocated to public education, 
vocational training, higher education and adult ed-
ucation training, separately and in correlation with 
each other during and after the implementation of 
the government programme? Will the impact and 
expected consequences of the educational policy 
government programme restructure somewhat the 
relationship between educational training and the 
economy and, if so, what restructuring will take 
place but, if not, why not? Together with all these, 
could it also be analysed how the current govern-
ment measures in the process and their expected 
consequences comply with the government strat-
egy and the government programme?

    
3.
On Education and Society
The social correlations of the Hungarian education-
al, training, functional and institutional systems or, 
in other words, the educational and training sys-
tems and also the overall national system make 
their position and tasks even more complicated, 
most probably not independently of their contra-
dictory relationship with the economy. The social 
aspects definitely and certainly regulate their role 
in the area of Lifelong Learning.

3.1.
The sentence quoted from the White Paper also has 
aspects affecting the structure of the society.
Concerning the current Hungarian society: the 
lowest level of the Hungarian social pyramid, seg-
mented into four categories in the social structure 
model prepared by the Social Research Institute (Tár-

4 European Commission: To teach and learn. Towards 
a cognitive society. White Paper. (European Year 
of Lifelong Learning and Education.) Issued by the 
Ministry of Labour, Budapest, 1996. The quotation is 
from page 36.

sadalomkutatási Intézet – Tárki) is the so-called lower 
class, which represented 33% of the population in 
2005. Together with many other people, this cate-
gory contains the majority of the Roma population 
and the homeless people. In 2005, the per capita 
net income of the lower class (by one consump-
tion unit) was HUF 703,000 a year. The next, sec-
ond level up in the pyramid consists of the trained 
physical workers of the service and production sec-
tor. In 2005, they represented 41% of the popula-
tion. Their annual average income/consumption 
unit was HUF 969,000 for workers employed in 
the service sector and HUF 867,000 for workers em-
ployed in production. The third highest level of the 
pyramid is the social category described as middle 
class in the model. Its group represented 23% of the 
population in 2005. It has two segments: intellectual 
employees and small and medium-sized entrepreneurs. 
The annual average income/one consumption unit 
in the first category was net HUF 1,362,000, while 
in the latter category it was net HUF 1,299,000 in 
2005. The fourth level from the bottom, the top of the 
pyramid, consists of the ‘upper class’. This category 
contains large entrepreneurs, executive managers 
and leading intellectuals. Their share in the popu-
lation was 3% in 2005. The average net income/one 
consumption unit in this category was at least net 
HUF 8-10 million in 2005.5 

It is known that there are various criteria and 
concepts for the analysis of the income positions in 
this field as well as poverty and wealth. On the oth-
er hand, the Tárki data also include data indicating 
9% decline in the first (lowest) level, yet 3% growth 
at the second, 5% at the third and 1% growth at the 
fourth level between 1995 and 2005 (in 10 years). 
This shows that there has been and perhaps there is 
still some growing trend in the Hungarian society.

We could also refer to data according to which 
on the threshold of the systemic change, in 1980, 
there was 390% income gap between the richest 
and poorest deciles of the Hungarian population, 
which increased by nearly 6 times by 1993. And 
(according to similar calculations as those referred 
to before), in 2005 the per capita income of the 
top segment of the Hungarian society (5-6%) was 
27 times higher than the per capita income in the 
lowest segment (approximately 30%). (Sociologists 
often refer to this 30% of the society as ‘wreck soci-
ety’.) According to other calculations, the one-time 
10% population group living below the subsistence 

5 Tamás Kolosi - Blanka Dencső: Feketén, fehéren – Mo-
nitorjelentések (Black and white. Monitoring reports.) 
Tárki - 2005.
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level has increased to 30%. Or: at the bottom of the 
society, 700,000-800,000 people live on benefits and 
one tenth of the families are left with HUF 3,000-
4,000/person to cover their needs after paying all 
their monthly expenses. In this aspect, the Roma 
society is overrepresented, but we are not focusing 
only on them.6 

On the basis of all these, we can therefore ask the 
question whether or not the data point to a so-called 
two thirds-one third type structure within the soci-
ety. This is a structure where, according to Rudolf 
Andorka’s projection made in 1993, two thirds of the 
society live in misery and poverty and suffer from 
durable needs, while one third of the society has 
an acceptable existence living in various degrees of 
wealth. In other words, the data do not even point 
to a so-called one third-two thirds type society with 
reversed ratios.7 At Tárki in 2005: at the bottom the 
first and second levels together - 74%, and at the top 
the third and fourth levels together - 26%!

The mobilisation options currently existing in 
the Hungarian society and the prospects pointing 
towards an ) open or closed society with them (in a 
sociological sense) may be integrated into the social 
structure that may be drawn based on, or at least 
similarly, to the data referred to above. These point 
to a structure of society where the distance between 
the social classes and strata has not yet been fixed fi-
nally and the class and stratum borders are transfer-
able with a good chance and a high degree of social 
mobility within and between generations upwards 
and, as declassification, also downwards. So these data 
point to a structure of the society where the border-
lines between the social classes and strata have been 
fixed with rather limited transfers between them in 
the form of mobility between and within genera-
tions, especially upwards in the social hierarchy, or 
it may even be impossible. Adding the sociological 
hypothesis, according to which an open society is 
better balanced and is more viable, a closed society 
is more vulnerable, or even explosive.

This cannot be avoided either when we discuss 
the role of the educational systems in the society es-
pecially with regard to the European intentions of 

6 Éva Tall: Úton a “legvidámabb barakktól” az Európa-
ház hátsó udvarába. (On the way from ‘the happiest 
barrack’ to the backyard of the house of Europe) In 
Társadalmi Szemle, 1996. issue 12, and Ferenc Gazsó 
- László Laki: Fiatalok az újkapitalizmusban. (Young 
people in new capitalism) Budapest, 2004.
7 Rudolf Andorka: Bíztató tendenciák és égető problé-
mák a magyar társadalomban.(Promising trends and 
burning issues in the Hungariran society) In Magyar 
Szemle, February 1993.

the equalisation of social chances involving also the 
balancing of disadvantaged situations in education.
3.2.
The disadvantaged situation, embedded in the cor-
relations of education explains the uneven chances 
integrated among the educational correlations fol-
lowed by the problems of equalisation of uneven 
chances in education.

As it is known (among the educational correla-
tions) the contents of the disadvantaged situation 
concept (on one side) result from the relationship 
detected in the socio-cultural background of peo-
ple studying at a growing or adult age and (on the 
other hand) their level of development, preliminary 
qualifications required according to the educational 
standards, learning motives, behavioural and com-
municative competencies and study performance. 
This concept is based on the recognition that the 
socio-cultural background has a strong influence on 
the development of the individual characteristics of 
students and forms their career in the educational 
institutions, although it is not the only factor.

In the educational correlations, those are in a dis-
advantaged situation for whom the socio-cultural en-
vironment, which is their background, providing the 
social and cultural basis of their personal live, makes it 
difficult or limits, and sometimes makes it completely 
impossible for them to join the systems providing 
educational services. Such an environment may also 
generate studying difficulties for them, impeding 
those people and sometimes making it even impossi-
ble for them to develop their individual characteristics 
required for complying with the current educational 
standards and the development of their motives and 
learning capabilities associated with institutional edu-
cation. Such triggered failures will then lead to moti-
vations against learning. All these factors restrict their 
characters into a unilateral personality and limit their 
scope of movement in the society and economy.

In terms of educational correlations, the disad-
vantaged situation is analysed traditionally (for 
the time being) mainly for the career of the growing 
generations at kindergartens and schools. The grow-
ing Hungarian educational sociology and pedago-
gy literature has included the following among the 
disadvantages since the 1960s:

a) living condition of families, restricted fund-
ing (low per capita income and bad housing con-
ditions); 

b) disadvantages of the place of residence (insuf-
ficient economic, cultural and transport infrastruc-
ture, mainly in terms of job opportunities, cultural 
and, more directly, educational options and, on top 
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of all, situations where the centre of the settlement 
offering jobs and schooling services is difficult to 
access from home and, in addition to the access 
problems, a degree of poverty at which it is impos-
sible to pay the cost of transportation); 

c) anomalies of family lifestyle (insufficient care of 
children, disorderly lifestyle, psychological tensions 
of family members driven by unemployment, devia-
tions in the family – e.g., alcoholism, drugs, crime);

d) low qualifications or complete or functional il-
literacy of parents, the limited set of cultural values 
and habits of the family.

These characteristics and their impact, either 
separately or forming various groups, even aggre-
gately, may be present in various formations. And 
most probably, they are also reflected among the 
conditions of adult education and adult training.8 

The ethnical and nationality minority dimen-
sions of the disadvantaged position are also 
stressed. In this context the socio-cultural minority 
‘difference’, and the related majority preconceptions 
or the willingness to be different ethnically as a 
minority can come to the forefront, although they 
may also be combined with one or all of the four 
characteristics listed above.

The disadvantaged position has also got another 
meaning, fundamentally different from the above: 
it has been extended to the disabled people.

The mentally handicapped, the individuals with 
impaired vision and hearing, people with speech 
impediment and emotional, behavioural and per-
formance disorders are also in a disadvantaged po-
sition in educational aspects compared to those who 
do not have such impairments. The origin of their 
disadvantaged position must be separated from 
their socio-cultural conditions. It is true that such 
impairments may be combined with socio-cultural 
disadvantages. About 5-6% of the Hungarian popu-
lation are impaired either with or without socio-cul-
tural aspects. In summary, the school qualifications 
of individuals with impairments are lower than the 
qualifications of the entire population. One third of 
them have not completed eight years of the primary 
school, only 25% of them have vocational qualifica-
tions and 5% possess high school or university de-
grees. Only one third of the individuals with impair-
ments can find a job on the labour market.9    
8 This topic is mainly covered in the book by Tamás 
Kozma, A hátrányos helyzet (The disadvantaged 
position), Budapest, 1975.
9 See Jelentés a magyar közoktatásról – 2003 (Report on 
the Hungarian public education – 2003). Editors: Gábor 
Halász and Judit Lannert. National Public Education 
Institute, Budapest, 2003.

3.3.
The Hungarian society is segmented by two educa-
tional division lines
Those are on the unfavourable side of the first divi-
sion line who did not attend school at all or com-
pleted fewer than eight classes at school. They 
represent approximately 30% (together) of the pop-
ulation aged over 15. The other, more favourable 
side contains around 70% of the population (aged 
over 15): those who have completed eight classes 
of primary school or have even higher qualifica-
tions, an occupation without a GCSE, those who 
hold a GCSE or higher educational degrees.

The first educational division line divide the 
population between 30% and 70%.

The more unfavourable side of the second division 
line contains approximately 60% of the population 
(aged over 15): those who are completely unedu-
cated, including also those who have qualifications 
lower than eight classes of primary school and, as 
the only eight classes of primary school suggests 
limited competencies (including, among others, 
functional illiteracy) leading to limited scope of 
movement on the labour (knowledge) market, also 
those whose highest school qualifications include only 
eight years of primary education. The other, more fa-
vourable side contains approximately 40% of the 
population (aged over 15): those have higher quali-
fications than eight years of primary education – 
such as vocational qualifications without GCSE, 
GCSE or a higher educational degree.

The second educational division line is between 
60% and 40% of the population.

The picture is complete if we also add that in 
younger ages the representation of individuals with 
higher qualifications increases at each level of quali-
fications, while in higher ages the contrary tendency 
may be observed.10  

In this context it is promising that until the age 
of 15, 95-96% of children stay in public education 
and 94-96% of them complete eight years of prima-
ry education (at least formally) until the age of 16.

On the other hand, it is not promising that 
the individuals of the society living on the unfa-
vourable side of the first educational division line 
hardly move.

Crossing the first division line and reach at least 

10 László Lada: A kettészakadó magyar társadalom. 
(The divide of the Hungarian society) In Új pedagógiai 
Szemle, February 1995; Gyula Csoma: A magyar isko-
laügy és a hiányos képzettség problémája. (Problems 
of Hungarian school education and insufficient 
qualifications) In Társadalmi Szemle, 1996. issue No. 1.
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the second an almost impossible venture. This 
means that the 94-96% competing eight years of 
primary education until the age of 16, indicated 
above, means 4-6%, i.e., 5,000-7,000 boys and girls 
without the qualifications of eight years of primary 
education a year on the other side. However, these 
days there are approximately 2,000-3,000 people 
studying in primary education in the form of adult 
education, although their number was higher than 
20,000 a year in the 1970s and much above 10,000 
even in the first half of the 1990s, although individ-
uals without any qualifications are continuously 
reproduced each year. On the other hand, official 
vocational training sets a requirement higher than 
eight years of primary education, or at least that 
for its applicants. The analyses in this field show 
that the disadvantages in the group of individuals 
with low school qualifications are so heavily con-
centrated, primarily due to the low level of edu-
cation itself, that such people can only very rarely 
and exceptionally overcome them on the basis of 
their own or family resources.11 

On the other hand, maybe it does not even both-
er the knowledge market. As there is demand on 
the labour market for people with incomplete or 
low education and the risks of excessive training 
need to be eliminated, this situation seems reason-
able and to a certain extent happily preserved on 
the basis of economic considerations.

Crossing the second division line is also dif-
ficult. It is true that there are rather extensive 
and strong efforts of the growing generations to 
gain a GCSE and then move on to higher educa-
tion. It is also true that there has been a spec-
tacular increase in demand for the programmes 
offering general and vocational training at GCSE 
level, and adult education and adult training 
programmes launched in higher education. On 
the other hand, a hypothesis may also be established 
whereby the majority of people studying further, ei-
ther as members of growing or the adult generations, 
originate from the more favourable side of the second 
educational division line. Most individuals study-
ing further come from the social block forming 
(approximately) 40% of the population. The (ap-
proximately) 60% block of the society usually 
does not make any movement. Many signs indi-
cate that the schooling channels of social mobil-

11 József Mayer: Az alapfokú és befejezetlen általános is-
kolai végzettséggel rendelkezők tanulási útjai. (Learning 
paths of individuals with primary qualifications 
or unfinished primary education) National Public 
Education Institute, Budapest, 2005.

ity are used mostly by the members of the block 
starting from the more favourable side (40%) for 
their internal upward social movements.

Most probably, the educational division lines do 
not cover the existence division lines of the Hun-
garian society in every aspect. And it also seems 
that the educational hierarchy of social mobility 
and the hierarchic economic and labour market 
stages of the division of work within the society 
do not fully correspond with each other. It seems 
that the mobilisation requirements and paths of 
the open society to be achieved through education 
cannot or could not always be co-ordinated with 
the hierarchic requirements and hierarchy paths 
of the economy.
3.4.      
The role of the educational systems in equal op-
portunities has come to the forefront as education 
and training has become a ‘mass phenomenon’, 
extending to the society. In the ‘World Crisis of 
Education’, Philip H. Coombs concludes that there 
has been a rapid increase in the mass demand for 
education from the end of the Second World War.12 

The spread of education in society has been 
gradually increasing for centuries, at different 
rates and to different degrees, yet the dichotomy 
of the so-called elite education and mass education, 
which also has long traditions in the duality of 
the ‘top down’ and ‘bottom up’ education turned 
into a real problem as mass education emerged. 
Typically, elite education applies to a smaller por-
tion of the society. Higher education intends to 
define the primary and secondary subject mate-
rial of public education and selection parameters 
from the aspects of preparation for higher edu-
cation (university) based on the requirements of 
higher education. Consequently, in order to lay 
down the foundation of high-level professional 
knowledge, it applies the ‘top down’ approach. 
On the other hand, mass education intends to 
convey basic culture more and more extensively 
in the society and, in relation to that, mediate 
practical knowledge required in everyday life, 
moving on from there to the communication of 
basic and secondary professional knowledge. 
Therefore, it builds its subject material with the 
‘bottom up’ approach and operates with ‘mass 
production’ selection parameters. and it does not 
wish and cannot rise as high as higher education. 
According to the applicable theory, historically 
the spread of popular education brought this du-

12 Philip  H. Coombs: World Crisis of Education, Ox-
ford, 1968,  Budapest, 1971.
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ality to the surface, which in fact evolved in the 
industrial societies.13  

The prepared education politicians are most 
probably aware of this tradition and recognise and 
interpret its actual message.

In terms of public education, Roger Gal recog-
nised, as early as in 1961, that while ‘earlier only 
the elite was educated, the members of which were 
predestined to receive education much higher than 
the fundamental knowledge based on their social 
environment or natural characteristics, these days 
the task is to offer minimum advanced education 
to the entire youth. The comfortable distinction 
between talented pupils whose further studies 
were supported and those lacking any talent who 
could not continue their studies and were pushed 
into the acquisition of practical skills or into a 
closed framework of vocational training… Educa-
tion must be designed which is more general than 
ever before, yet it takes into account the individual 
distinctions.’14  

The problem of dichotomy in the second half 
of the 20th century and here in the 21st century is 
about how elite and mass education can be im-
plemented simultaneously (if at all) in the edu-
cational systems, using the same functional and 
institutional system and services. The tasks re-
quired for providing equal opportunities cannot 
be successfully performed by making a distinc-
tion between elite and mass education, between 
and within institutions. Ultimately, the problems 
of the educational services in relation to equal op-
portunities lead to such issues in the dichotomy of 
elite and mass education. We may justifiably say 
that the democracy of systems providing educa-
tional services, more specifically, their pedagogi-
cal and andragogical operation depends on the 
co-ordination of elite and mass education.

Consequently, it is a rather traditional issue and 
to date only ambiguous solutions have been found 
to the problem. 

3.5.      
E.g., it indicates the difficulties in solving the di-
chotomy that the intensive standardisation of the 
eight-year primary education, and subsequently 
the Hungarian school system starting in 1945, 
definitely brought along results in the extension 

13 See Iván Berend T.: Öt előadás gazdaságól és oktatás-
ról. (Five lectures on economy and education) Budapest, 
1978.
14 Roger Gal: How far has pedagogy reached? Paris, 
1961, Budapest, 1967. The quotation is from pages 39-40..

of institutional education and training in the soci-
ety and mitigation of the historic contrast between 
the elite and mass education but, at the same time, 
it also ‘produced’ new contrasts. Among others, 
‘de jure’ it put the human grammar school and 
real grammar school and grammar school and 
vocational secondary qualifications at the same 
level, although they were not absolutely identi-
cally legally. Or, the workers’ schools established in 
the adult education branch of public education in 
1945 issued ‘de jure’ equivalent certificates identi-
cal with the certificates of the corresponding regu-
lar institutions at all school levels and in all school 
types of public education. However, the ‘de facto’ 
equivalence and social equalisation impact of 
grammar school and vocational secondary qualifi-
cations and the qualifications of regular students 
and workers have always been disputed. The so-
ciology studies introduced intensively in the 1960s 
indicated stronger socially selective tendencies of 
elite and mass education not only among the levels 
and types of schools, but also within them. 

On the other hand, Act LXXIX of 1993 on pub-
lic education and subsequent amendments thereof 
led public education further away from the solu-
tion. The act of 1993 and the amendments thereof 
lowered down the threshold of the first pedagogi-
cal and social choice, i.e., selection, arising from 
the segmentation of the school system, again to 
ten years of age, the end of the first four years, from 
where it moved up with difficulties after 1945. 
Although it is well known that our knowledge of 
children never justified this threshold at the age of 
ten. In addition to the obvious educational policy 
intention, this explained the establishment of a 
standard primary school of eight years in 1945, 
based on which and the segmentation of the school 
system, the first selection threshold was moved up 
to the age of 14-15, where it was at a better position, 
although it was still undoubtedly too early. In ad-
dition to the threshold at the age of ten, the new act 
also introduced two other selection thresholds in 
the process of general basic education: at the ages 
of 12 and 14/15, after the sixth and eighth years, 
with a constraint/opportunity to change schools, 
and with different prospects for further studies. 
(We can pose a question about the pedagogical 
principles justifying the selection steps laid down 
in the act of 1993 and the educational policy inten-
tions behind them.)

In the 1960s, so-called comprehensive schools were 
introduced in Western Europe as an attempt to find a 
solution and provide equal opportunities in the prob-
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lem of elite and mass education. Such schools have 
been operated also in Hungary as alternative schools 
from the 1970s.15 One of the motives of the Hungar-
ian movement promoting the development of a type 
of institution described as an educational centre, and 
later as general cultural centre (GCC) in the 1970s was 
also the problem of elite and mass education.16 In the 
so-called Bologna process of restructuring of higher 
education, the three-degree segmentation of higher 
studies is also aimed at finding a solution for the 
problem of dichotomy. (Successfully? Not success-
fully?) Recently, the ‘Freedom of Learning’ conference 
held in Pécs on 14-15 November 2007, marking the 
centenary of the Liberalised Teaching Congress in 
1907 discussed also the dichotomy of elite and mass 
education, critically comparing the Bologna process 
and the other free educational systems. 

We may accept that the assumption and im-
plementation methods of the attempts to provide 
equal opportunities or the lack thereof practically 
indicate the quality of each educational system and 
the overall educational system formed by them.

We can accept that the social relevance of the 
overall educational system and all its segments are 
achieved through all the following factors:

a) the relationship between the owners, opera-
tors and suppliers of the institutions, 

b) the structure of the institutional system, in-
cluding the selection thresholds and their use,

c) the institutional network of the country: the 
geographic distribution of educational institu-
tions,

d) sharing of the burden of institutional educa-
tion within the society, and

15 A comprehensive school teaches all children of a 
particular district without taking into account any social 
differences. However, inside it is strongly differentiated 
in terms of the organisation and methodology of studies: 
it tries to take into account the individual differences 
in the students’ characters, their different interests and 
pace of progress. It assumes the tasks of several types 
of schools as the total comprehensive system integrates 
general education and vocational education. See Ferenc 
Lóránd: Egy épülő komprehenzív iskolamodellről. 
(About a developing comprehensive school model) In 
Iskolakultúra, 1994. issue No. 9.
16 General culture centres are complex institutions 
performing public education, vocational education, 
adult education and training and general cultural task 
at the same time. By adjusting their internal activities to 
each other, they operate with diversified, differentiated, 
yet integrated effects. These centres can perform all local 
training and cultural tasks in a particular settlement or 
district. See János Vészi: Alfa születik. (Alpha is born) 
Budapest, 1980.

e) pedagogically and andragogically appropriate 
operation of educational and training institutions.

Ultimately, their overall impact determines where 
and at how many points the overall educational sys-
tem should draw the borderline of disadvantaged 
situation. And the way how the overall educational 
system treats elite and mass education. This is an is-
sue especially with regard to the segments of the so-
ciety and the socially distinguished groups it selects 
the social and intellectual elite, i.e., how deep it goes 
into the society for making a selection.

Could it be analysed how the Hungarian politi-
cal tasks, including especially the current official 
educational policy strategy and government pro-
gramme relates to the current status of the Hungar-
ian society not only in their declared objectives, but 
also through their overall approach and specific 
planned decisions. In this context, we must also ask 
what impact the current official educational policy 
strategy and government programme may have 
on the mobility of the society as a result of their 
implementation by making the society (in a soci-
ological sense) more open or rather more closed. 
The following specific questions may be posed in 
this context. What will the Hungarian educational 
policy tasks, especially the official educational pol-
icy government programme do about the so-called 
wreck society? What measures can be expected for 
the schooling and vocational education of adults 
without eight years of primary education? Can the 
educational division lines be reduced? Will there 
be any change in the relationship between elite and 
mass education on the basis of the tasks related to 
equal opportunities? Comprehensively: will the of-
ficial educational policy government programme 
adjust a) the ownership, operation and supply re-
lations of institutions, b) the structure and selection 
system of the institutional system, c) the institu-
tional network, d) the sharing of the social burden 
of learning to its tasks related to equal opportuni-
ties in the educational systems and, if so, how will 
it be achieved, and e) whether or not the conditions 
of pedagogically and andragogically appropriate 
operation of educational and training institutions 
will be put in place in line with the tasks associ-
ated with equal opportunities. In summary: will 
the Hungarian educational policy tasks, especially 
the impacts and estimated consequences of the of-
ficial educational policy strategy and government 
programmes somehow restructure the role of edu-
cation in the society and, if so, how, or, if not, why 
not. On the other hand, could it also be analysed 
how the actual government measures integrated 
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into the process and the estimated consequences 
thereof comply with the government programme.

4.
On competence-based education  
The pedagogical and andragogical adequacy of the 
operation of educational and training institutions 
will probably depend mainly on the approach to 
competence-based training. And this aspect will most 
probably apply to all educational systems contain-
ing the institutions. The competence-based training 
has become a key educational policy issue upon the 
inspiration of the European Union. It seems that the 
philosophy of competencies requires a change of 
paradigms in pedagogical and andragogical think-
ing and the European educational policy. Therefore, 
the tasks to provide equal opportunities must also 
somehow be adjusted to it. With the same process, 
the competencies are put into the centre of Lifelong 
Learning.

On the other hand, the technical literature 
dedicated to competencies and competence-based 
training, and the educational policy communica-
tion about it struggles with some interpretation dif-
ficulties. You might read, for example, about “the 
concept of key competencies, which is not less con-
tradictory, or difficult to define than the concept of 
competence”,17 and also the statements that “there 
are no key competencies”,18 or that “it may also 
be observed that the term key competencies is often 
used as a synonym of educational objectives”.19  

Sometimes the competence literature confidently 
suggests that competencies give a response to “the 
important challenges of life”.20 – This approach ig-
nores the uncertainty, which consistently exists in 
the technical literature and educational policy com-
munication. This originates from the fact that there 
is no agreement on what competence is in fact, or what 
competency-based training is?21 

Even the definition and classification of the con-
17 Doninique Simone Rychen: Key competencies: 
response to the important challenges of life. In 
Competence – Challenges and interpretation. Edited by: 
Kinga Demeter. National Public Educational Institute, 
Budapest, 2006.
18 Gyula Gergely: Key competencies do not exist. In Új 
Pedagógiai Szemle, 2004. No. 11.
19 Dominique Simone Rychen, the same as quoted 
before. See in the previous footnote.
20 See the title of the Rychen study.
21 See: Competence - Challenges and interpretation. Edi-
ted by: Kinga Demeter, etc. as above. Excellent collection 
and understanding summary of the competence 
problem. See also the study by Gyula Gergely Gyula, 
referred to above.

tents of competencies indicates some uncertainty in 
the technical literature and educational policy. The 
clarification of the relationship between the formed 
competencies is not simple even in systems seek-
ing an identical distribution base for themselves. 
The task is almost impossible in systems that vary 
their distribution base.

The current key competencies can be defined on 
the basis of high level, primarily political, agree-
ments: 1. communication in the native language, 2. 
communication in a foreign language, 3. mathematical 
education, 4. capabilities required for the use of infor-
mation and communication technologies, 5. capabilities 
associated with the capacity to learn, 6. capabilities as-
sociated with interpersonal relations and citizen tasks, 
7. entrepreneurial spirit, 8. capabilities associated with 
cultural awareness. (NB. In terms of terminology, 
sometimes culture, sometimes capabilities, some-
times spirit is indicated, and at other times, none 
of them. How can these differences be interpreted? 
What subject materials and teaching practices can 
and should be derived from the key competencies 
indicated above separately and as a whole?) 

The interpretations in the technical literature are 
more or less the same, by stating that competence 
“as such” (perhaps all key competencies, too) is re-
flected in the suitability to perform actions and ac-
tivities, and is aimed at the performance of more or 
less complex tasks. In addition: each competence 
(mostly, but not at all certainly) is a system of capabili-
ties. However, each competence (including all key 
competencies) is a comprehensive knowledge of some-
thing. In addition, there is more or less agreement in 
that each competency – if a competency is a system 
of capabilities (!) – means knowledge, experience, skills, 
emotions, motivations, attitudes, action and behaviour 
forms, thinking and action algorhythms, schemes, stere-
otypes, or, on a different distribution basis: experi-
ences, values and dispositions. It is a new aspect that 
therefore, the competency interpretations assign 
motivation and attitudes (which are already present 
in the motives and attitudes) emotions, and value 
hierarchies to competencies, and therefore, attach 
the affective sphere of the personality to the cogni-
tive and motoric sphere. Thus, competencies become 
clearer also as an educational factor. The traditional 
pedagogical and andragogical concepts of capability 
is undisputably narrower and drier. It is not affected 
by motivation, attitudes, emotions, types of behav-
iour or the hierarchy of values. In this context, the 
concept of competence definitely points to a more 
universal horizon, much broader than the tradition-
al pedagogical and andragogical aspects.
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The relationship of the concept of competence 
and the so-called procedural knowledge, a term used 
also (referring to knowledge “in process”, reflected 
in activities), the so-called assets knowledge, or the 
so-called performing knowledge, which are also ca-
pabilities and capability systems. Although knowl-
edge is a recognised accessory of competence, the 
most uncertainty can be observed in the relation-
ship between competencies and knowledge. This is 
the biggest problem among the uncertainties of the 
competence interpretations.

In relation to the knowledge definitions and 
competence concepts listed above, the modern ba-
sic problem of education training definitely comes 
up: the distinction between “know something” and 
“know how”. 

This dichotomy refers to the problem of the du-
ality of so-called material education and so-called 
formal education, going back quite a long time. This 
problem has always added a major influence on 
the educational and training practice. The original 
question was whether the knowledge (information 
the “material” or the information contents of the 
“ways” of thinking), or the thinking itself (the “forms” 
of thinking) should be taught. (In this context, the 
“formal” and “form” are concepts and expressions 
taken from formal logic. According to formal logic, 
it means a form of thinking and thinking activities 
with forms, which, in logic, have a specific relation-
ship with the contents of thinking.)

These days, we operate with the duality of 
information and thinking activities and actions are 
also assigned to them. But we also know that in-
formation and operations cannot be separated 
from each other in teaching or educational train-
ing. At least, in the height of didactics, knowledge 
is the knowledge of information and thinking actions 
that cannot be separated from each other, consti-
tuting knowledge, application, thinking ability 
and an ability to act.

However, in the pedagogical and andragogical 
approach and common speech, both within and 
outside the profession, the conveyance of informa-
tion is considered teaching, and reproduction of the 
information is considered knowledge. (“To know 
something.”) The education and training practice 
is criticised claiming that it still only teaches, i.e. 
conveys and demands information (considered 
only information) instead of developing capabili-
ties and competencies (“know how”). On the other 
side, though, the knowledge (“know something”) 
is feared of competencies as such critics see a com-
petence only as a unilateral and empty reflection of 

not even any thinking, but only practical actions 
without any contents. Such critics consider compe-
tence-based education the return of the unilateral 
formal educational theory.

We must admit that for the time being the in-
terpretations of the concept of competence describe 
the relationship between knowledge and “suitabil-
ity for something” for competence-based education 
differently.

What is then a competence? How should we 
look at competence-based training? How will be 
subject materials and knowledge contents con-
veyed in competence-based education be difference 
from the subject materials and knowledge contents 
of non-competence-based education? How will the 
teaching and learning processes of competence-
based education (described in the language of di-
dactics) be different from the teaching and learning 
processes of non-competence-based education? For 
the time being, we are unable to give a clear answer 
to such questions, primarily because of the uncer-
tainties of the concept of competence in contents 
and scope. But pedagogy and andragogy is still 
full of competencies and competence-based train-
ing. What is more, these days, the competences of 
students are surveyed regularly. What is measured 
on such occasions? (For example, what relation-
ship is assumed between the knowledge and ac-
tions? Is it possible that the PISA survey that led 
to a storm in Hungary and its consequences recall 
the unsolved competence problem associated with 
the interpretation differences between information 
and knowledge?)

Elsewhere we can also read that the concept of 
competence puts the interpretation of the teaching 
material and the teaching and learning process into 
a new dimension by expanding the traditional con-
cept of capability towards education (motivation, 
attitudes, emotions, etc.). Other papers suggest that 
didactically there is no need for the concept of com-
petence because everything can be integrated into 
the potential interpretation options of the subject 
material, teaching and learning used to date, which 
is currently collected in the concept of competence, 
including also education.

However, we must point out that according to 
the proof of the technical literature, competencies 
feel at home near theories, which appreciate most-
ly the practical, active and empirical knowledge in 
the competencies. 

Géza Sáska pointed out the following: the strong 
orientation of the competence interpretations 
pointing towards “the knowing to act”, and practical 
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action fits well into the psychological trend consid-
ered functional psychology, in which the interpreta-
tion of the human psyche focuses on need, operation 
and practical action and gives a psychological hu-
man image and psychological strategy inspiring 
procedures for education and training.22  On the 
other hand, Ferenc Lénárd showed that the basic 
concept of functional psychology existed already 
in the studies of the first famous representatives of 
American psychologists, James and Dewey.23 They 
were also the major representatives of the Ameri-
can philosophical pragmatism at the end of the 19th, 
beginning of the 20th centuries. As psychologists 
and philosophers, they effectively intervened in 
the pedagogical and andragogical theory.   

The problem here is that following one single 
psychological trend in the issues of education and 
training and accepting one philosophy has always 
led and still leads to more detailed knowledge than 
objectively possible according to our experiences 
in educational history. It is also true, of course, that 
the details could and still can be good to serve spe-
cific ideological intentions. 

As we know, pragma is the initial category giving 
the name to philosophical pragmatism; it means 
action, act, but the practical usefulness, and even the 
financial gain is also integrated in its meanings. The 
meaning of practical use may contain everything 
that relates to living and various options of life. There 
are needs behind the various meanings of pragma. 
From there, only one single step may connect prac-
tical action, and “knowing to act” with the pragmatic, 
market (knowledge market!) suitability of knowl-
edge.24 Their symbiosis easily leads to (and has ac-
tually led to) knowledge demand and competence 
interpretation by target category, which turns the 
economic and market-oriented knowledge into an 
absolute concept. Quoting Schultz: as an investment 
into human capital,25 announcing that everything 
else develops from and follows this. 

At this point, the question definitely arises to 
what extent compentencies are oriented to convey 
the so-called high culture or the so-called ceremonial 
knowledge, the so-called everyday culture, and the 
so-called general knowledge, or the special knowledge, 

22 Géza Sáska: Social determination of capabilities. 
In the author’s volume “Public education and private 
learning”, Budapest, 2007.
23 Ferenc Lénárd: Ways of psychology. Budapest, 1947 
and 1989.
24 I thank Mónika Szép Csoma for describing the 
meanings of “pragma”.
25 See the chapter on the relationship between education 
and economy about Schultz’s book

or pragmatic and “the beyond pragma”, or direct, 
practical and more complex and abstract theoreti-
cal knowledge.26 The question specifically relates 
to the contents and structure of the subject mate-
rials. Ultimately, where, when and what needs to 
be described and taught of the world to whom? 
Of course, in the context of subject material, it also 
brings up the problem of elite and mass educa-
tion, or the “top-down” or “bottom-up” approach. 
In addition, it also directly refers to the European 
guiding principles relating to the preservation of 
culture and formation of personality through Life-
long Learning, etc.  

Could it be analysed how the Hungarian politi-
cal tasks, especially the current actual and official 
educational policy strategy and government pro-
gramme relates to the problem of competence not 
only in its declared objectives, but also in its entire 
approach and specific planned decisions? Does it 
acknowledge the uncertainties of competence in-
terpretations, and therefore, the uncertainty about 
the nature of competence-based training? Does it 
deal with the consequences of competence inter-
pretations in terms of educational objectives, and 
if so, how does  it deals with them? On the other 
hand, could it also be analysed how the current 
government measures related to and integrated 
into the process of competence-based training and 
the estimated consequences thereof comply with 
the measures of the government programme about 
competence-based education?

5.
On the individualisation and differentiation of teaching 
The universal application of the old pedagogical 
and andragogical principle on the individualisation 
and differentiation of teaching would have a direct 
impact on the professional operation of educa-
tional and training institutions. The principle may 
be applied not only to the specific tasks to provide 
equal opportunities, but also to the tasks of manag-
ing talents, or generally the promotion of univer-
sal and more effective teaching and learning for as 
many students as possible. In this context, it may 
also lead to a coordinated democracy of elite and 
mass education with equal opportunities.

Thus, the principle of individualisation and dif-
ferentiation (together!) stresses the interdepend-

26 See: Zsuzsa Ferge: Relationship between the 
structural school culture and knowledge conveyed by 
the school. In Valóság, 1974. issue No. 9. And Gyula 
Csoma:  Pragmatic way of culture, in Új Pedagógiai 
Szemle, 1998. issue No. 1.
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ence of individual and group (community) teaching, 
which cannot exclude individual paths outside a 
group, or, what is even more, their coming to the 
forefront in the appropriate phases of learning. It 
applies especially to higher education and adult 
education and training.    

Referring to quite “single” pedagogical and an-
dragogical aspects, group teaching is indispensable 
because student communities may be turned into a 
location of teaching and learning about social rela-
tions. In other words, they can be turned into the 
scene of a so-called hidden syllabus, or deliberate and 
specifically organised behaviour communication, 
serving as the primary site of social learning and so-
cialisation, as well as re-socialisation (compensation 
for any disadvantaged situation!), as well as teaching 
and learning of communication. This is the world of 
the so-called hidden syllabus,27 and education, - with 
special regard to the formation of behaviour, and, 
also in this context, the learning about morale.      

On the other hand, group teaching is the devel-
opment and operational framework of the direct 
verbal (face to face) and non-verbal, i.e. meta-
communicative information net among students. 
The information net within the group has a signifi-
cant influence on the acquisition of the learning 
material. The information net may develop into 
deliberate cooperation of the students (coopera-
tion), which has not only didactic, but also social-
ising and moral values, and can be organised and 
formed during teaching.

For the purpose of exact interpretation, it needs 
to be pointed out that the so-called private learning 
and traditional and electronic versions of distance ed-
ucation, established mostly in higher education and 
adult education and existing in public education 
are outside the direct (face to face) group teaching, 
and its socialising and didactic (educational in both 
cases!) opportunities, unless they are completed 
with group teaching occasions as a habit.

27 See: László Tamás Szabó: The “hidden syllabus “, 
Budapest, 1988.  Briefly: the “hidden syllabus” is present 
in human relations, and behavioural communication 
interactions between students and students, teachers 
and teachers, teachers and students: it is full of emotions, 
gestures and sophisticated aspects. As teaching and 
learning, this is the domain of not deliberate social 
teaching and learning, and the teaching and learning of 
human relations and aspects. It is definitely “teaching” 
and without any quotation marks, learning. This is why 
it is called a syllabus in quotation marks. “Teaching” 
and providing a sample, the practice of behaviour and 
communication is not only deliberate, it is not planned 
or managed either. This is why it is “hidden”.  

The principle of individualisation and differ-
entiation requires special subject material classifi-
cation, a specific methodology and teaching and 
learning organisation within the framework of 
group teaching, which does not exclude homoge-
neous subject material or frontal work, but may 
re-interpret their roles. In concentration with the 
content and scope differentiation, modular subject 
material classification is getting increasingly im-
portant.28 The teaching of subject material tends to 
apply a methodology based on the individualised 
procedures of teaching in differentiated and dy-
namically changing small groups, and concentrates 
on learning autonomy and student initiatives.

Dynamic and variable school group formation, 
elaborated in public education for individualised 
and differentiated teaching may retain the class-
based organisational framework of group teaching. 
Naturally, this requires institutions and a number 
of students in a class that are capable of accepting 
the required teaching organisation and methodo-
logical tasks within the pedagogically defined limits 
(minimum and maximum headcount figures), and 
not only according to the monetary criteria, set by 
the operators. In this framework, group formation 
may lead to small groups with various personal 
composition within a class, which may be continu-
ously adjusted to the current teaching tasks and the 
individual ways of their performance. However, 
this requires the establishment of optional,29 and (bi-, 
tri-, etc.) dimensional forms30: within a class, or, even 
extending the framework of a class, sometimes 
within classes, involving also different years. (For 
example, groups may be adjusted to the differences 
in the learning pace of students progressing faster 
and slower, without putting anybody permanently 
into a group progressing at a particular rate.) There 
is transferability between the small groups.

The elaboration of subject material classification 
methodology and teaching and learning organisa-
28 A module is a variable and replaceable building 
component of the subject material that may be managed 
separately. Modules may be changed or replaced 
between each other. With the help of the modules, 
subject material may be classified alternatively: the same 
material can be taught in a different structure, context 
and order.
29 Optional subjects at school: mandatory or free choice. 
This may relates equally to the subject material (subject 
or module) and teaching forms, methods, the timely 
positioning and length of programmes, etc.
30 Dimension = splits, separation of one class into 
several segments (groups) at school for implementing 
different learning programmes on a common basis (with 
a common root).
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tional versions began in pedagogy a long time ago. 
There are very useful solutions of the group-based 
simultaneous teaching of classes of combined years 
in the former popular schools. The solutions of Eu-
ropean, North American and Hungarian so-called 
reform pedagogy, starting at the end of the 19th and 
at the beginning of the 20th century should also 
be taken into account. The comprehensive school, 
described above and the General Cultural Centre 
concept also offers examples. The so-called alterna-
tive pedagogies and schools regularly deliver unusual 
subject material classification, methodology, teach-
ing and learning organisation versions, justified 
with their own respective pedagogical concepts. 
The so-called chance-enhancing and disadvan-
tage compensating pedagogical programmes of 
our days, and the pedagogical practice of the so-
called inclusive and integrating institutions have also 
“produced” such concepts. Otherwise, in the 1960s 
and 1970s, when traditions eased somewhat, group 
work and optional activities, as well as segmenta-
tion became generally known organisational forms 
in Hungary and were introduced into the standard 
pedagogical practices to different degrees and at 
various levels of professionalism. 

Concepts could be taken from many places. 
However, individualised and differentiated teach-
ing is not yet a standard characteristic feature of 
Hungarian public education.

The previous aspects may apply also to adult 
education in schools within the framework of public 
education both as a whole and concerning details. 
Perhaps there is one difference whereby distance 
education forms and even electronic forms of dis-
tance education are not applied at primary level, 
but they may, and sometimes must be applied, in 
secondary schools.  

If all the subject material classification, method-
ological and teaching and learning organisational 
requirements of individualisation and differentia-
tion are met, the work of teachers will be restruc-
tured in public education. The work of andrago-
gists will also be restructured in adult education 
in schools. Individualisation-differentiation also 
set a requirement to adjust the number of teach-
ers and andragogists, to the need of increasing 
the efficiency of teaching for all students in each 
institution (!), this also involves lessons scaled to 
various small groups and even individuals. Con-
sequently, we should expect major restructuring 
of teaching, introduction of new time framework 
and time structure, i.e. complete “restructuring” 
of the work of teachers and andragogists. This, on 

the other hand, brings the need for re-allocating 
the number of teachers and andragogists, and the 
required number of teaching and andragogical 
hours. All this should be done following strictly the 
pedagogical and andragogical criteria of pedagogi-
cal and andragogical efficiency, instead of unilat-
eral, financial and administrative parameters. We 
would be quite justified to doubt that in this field, 
the statistical and monetary solutions applied by 
the operators of institutions so keenly would lead 
to pedagogical and andragogical results.    

It is also true that some teaching methods have 
been developed, with which few teachers and an-
dragogists can teach many students at the same 
time, and can pay attention to the differences of 
individuals in learning even without differentiated 
small groups. These teaching methods provide 
a modern didactic principles for e.g., a mechanic 
and monetary regulation, reducing the number of 
teachers and andragogists and increasing the re-
quired number of teaching and andragogical hours. 
However, a more detailed study reveals that their 
impact on the individualisation and differentiation 
of learning is limited. However, as they are mainly 
written and more recently electronic procedures, 
they limit the development of live speech and re-
lated thinking and communication. The teaching 
technical requisites involved in their application 
hinder the personal relations between students and 
their teachers, etc. Their application also restruc-
tures the work, time schedule and the tradition and 
the established structure of remuneration of teach-
ers and andragogists. Let us add that the majority 
of such procedures are under the unilateral impact 
of learning psychological behaviourism. Naturally, 
they are still relevant. They may have a good place 
in the methodology arsenal in the appropriate 
phases of teaching, for specific tasks.

The individualised and differentiated teaching 
material classification, teaching and learning or-
ganisation, and methodology solutions could also 
be applied in vocational training and higher educa-
tion, obviously within their own parameters. They 
could be specifically used in the so-called out of 
school but course-type teaching and learning proc-
esses of vocational training and adult educational 
training.31 
31 The following works review well the methodology 
options of adult training and adult education. Andor 
Maróti: Methodology for training and informing adults. 
Budapest, 1980., Mária Szokoly Kraici: Adult training 
methodology, Budapest, 2004. Ilma Kovács: New way 
in education? – Distance education, Budapest, 2005, and 
On electronic learning, Budapest, 2007.
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It may hardly be doubted that the teaching 
material classification, teaching and learning or-
ganisation, and methods of education and training 
institutions, as well as the professional aspects of 
their methodologies fall under the responsibilities 
of the government in the field of educational poli-
cy in several aspects. At least, they belong there in 
terms of legal, education administration and finan-
cial matters relating to the conditions of adequacy 
and regulation of pedagogical and andragogical 
operation. Consequently, the responsibility of the 
current government applies to the teaching mate-
rial classification, teaching and learning organisa-
tion and methodological conditions of individu-
alisation and differentiation of teaching, focusing 
on equal opportunities in educational institutions. 
They are also accessories of the political responsi-
bility for Lifelong Learning.    

Could it be analysed whether or not the Hungar-
ian political tasks, especially the current actual 
official educational policy strategy and govern-
ment programme takes any responsibility for the 
adequacy of teaching material classification, meth-
odology and teaching and learning organisation 
of educational and training institutions, not only 
in their declared objectives, but also through their 
overall approach and planned specific decisions 
and if so, in what capacity do they act. Especially 
with regards to the tasks to provide equal oppor-
tunities, does the actual, official educational policy 
government programme contain any gestures pro-
moting or restricting the individualisation and dif-
ferentiation of learning? In this context, does this 
policy treat public education, vocational training, 
higher education and adult education and training 
equally, or prefers one to the other? – On the other 
hand, could it also be analysed how the actual gov-
ernment actions integrated in the process, and the 
estimated consequences thereof comply with the 
educational policy government programme?

6.
On electronic learning
The problem described as electronic learning (e-
learning), or electronic paradigm change of learning 
and teaching, or even digitalisation of teaching and 
learning cannot be avoided. There is already abun-
dant technical literature in Hungary,32 and the tech-

32 I would like to highlight two summaries. The 
collected of studies edited by László Harangi and 
Gitta Kelner, “Role of e-learning in adult education and 
training “. (Published by the Adult Education Section 
of the Hungary Pedagogy Association), Budapest, 

nical and political discussions also devote a lot of 
attention to it. 

It has been clarified that electronic learning can-
not be identified with learning without teaching, 
although it has its own autodidactic ways. In fact, 
e-learning also provides extensive opportunities 
without teaching. However, it also builds up vari-
ous flexible and fixed, tightly or only largely con-
trolled teaching ways for education.

The task itself is clear: teaching (education and 
training) must prepare the growing and adult gen-
erations to face the “electronic” challenges of the 
information society. They must be taught to use the 
instruments of the information society at the level 
of their “native language”. This is also an equal 
opportunity task, because the educational systems 
should refrain from being divided durably with re-
gard to the possession of knowledge required for 
the use of the instruments of our society and infor-
mation society. 

The task becomes more difficult and the peda-
gogical and andragogical problem is aggravated 
because the task does not only involve teaching 
of the electronic “jargon”, or the everyday electronic 
culture or everyday electronic knowledge.33 It would 
be good to teach electronic high culture, which may 
select between information received electronically, 
and the purpose of application thereof. This culture 
is capable of not only using the information practi-
cally within a limited scope, but also using it dif-
ferently and interpreting it theoretically. (Unless it 
turns out that as a result of various ideologies and 
interests, some people should remain in the society, 
who are “capable of interpreting things”, “not only 
using them”.) In this electronic or digital world, en-

2003. Authors of the papers: András Benedek, Gyula 
Csoma,   László Harangi, Péter Hidvégi, László Kadocsa, 
Bertalan Komenczi, Ilma Kovács,  István Béla Kovács, 
Edit Magyar, László Vízvári, Dénes Zarka. The other is 
a book by Ilma Kovács: “Electronic learning”, Budapest, 
2007. But it is also worth considering a book by Theodor 
Roszak, published in Hungarian in Budapest in 1990, 
earlier than the Hungarian publications referred to 
above. Title: The Cult of Information - The Folklore of 
Computers and the True Art of Thinking, New York, 
1986. He was one of the first to interpret the problems 
of electronic learning even outside the ordinary IT 
framework, in “multi-dimensional” relations. 
33  For the interpretation options of the concepts used 
as an analogy for “everyday culture “, and “everyday 
knowledge”, and “high culture”, see - Zsuzsa Ferge: 
Relationship between school culture and the structure 
of knowledge conveyed by school. Valóság, 1974. issue 
No. 9, and Iván Vitányi: Polemical essay of Hungarian 
culture, Budapest, 1983.
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riched with information, the freedom of learning 
definitely depends of the quality of technical skills, 
managing the instruments. On the other hand, the 
quality of freedom, and the quality of the intellect 
of the individual operating the technology also de-
pend on such skills.  

The problem of electronic teaching begins with 
the balanced supply of devices of educational in-
stitutions and the educational system. The peda-
gogically and andragogically appropriate use of 
the devices is a more complicated problem. The 
equipment is expanding and is becoming more 
and more sophisticated. Instruments: radio, main-
ly television and mostly electronic computer (the 
computer), and their techniques for the registra-
tion and preservation of information transmitted 
not only electronically, as well as the Internet. The 
idea of using a mobile phone recording, storing 
and transmitting images as a teaching instrument 
is becoming more and more feasible. The problems 
of appropriate pedagogical and andragogical use 
of the instruments are sometimes different, some-
times identical. The changes and sophistication of 
the instruments will definitely gradually modify 
the problems.

Should we know how to make electronic cul-
ture an organic part of the teaching and learning 
culture? The essence of the problem is the essence 
of the electronic teaching, which is not yet known 
very well: the specificities that may be created in 
the “deep layers” of learning during the application 
of electronic devices, characterising the aspects of 
learning, as well as the changes that may modify 
the aspects of teaching in the “deep layers” of teach-
ing. In other words, what describes or with what 
characteristics could we describe those specific tasks 
that are given to students in the framework of educa-
tion to complete specific thinking and active exercises, to 
practise them and develop new capabilities, skills and ca-
pacities. In addition, how can electronic instruments 
be used for the individualisation and differentiation of 
teaching, with special regard to equal opportunities? 
There is a didactic issue how to use electronic de-
vices and control and manage the learning process 
while teaching to ensure that it respects and also en-
courages the learning autonomy, and initiative in-
tentions and possibilities of the students, yet keep-
ing the learning processes within the framework of 
regulations focusing on the expected results (the 
required knowledge!) of learning.    

A hypothesis may be established of the spe-
cific perceptive and cognitive impacts generated by 
the use of the computer and Internet, which is the 

backbone of electronic teaching and learning, thus, 
regulating the aspects of teaching and learning in 
their “deep layers”.

It should be noted, for example, that in the fixed 
framework of the screen, the computer transformed 
the letters, rows and figures traditionally put on pa-
per into movable and replaceable letters. It changed 
the pages and images traditionally put on paper into 
movable, replaceable pages and images. Instead of 
the text written on read from, paper, on the screen 
we find movable text, replaceable in parts and/or 
as a whole. And, together with it, the contents can 
also be replaced either in part or as a whole. Or, it 
should also be noted that within the fixed frame-
work of a non-movable screen, the texts and images 
can be moved up and down; “windows” can also 
be moved and divided, displaying parallel texts and 
figures. Text and figures that are far away from each 
other may be combined quickly, and you can also 
scroll down on the screen whereby you can review 
the consecutive pages together more easily than 
turning paper pages, etc. – And definitely a com-
puter has several other technical specificities in this 
field. It has specificities, which most probably have 
an impact on the perception of the text and images of the 
thoughts and the display and acceptance of the thoughts. 
In other words, it sets up the scope and contextual 
framework of the perception of thoughts and their 
contents. In addition, with a computer the contents 
of ideas can be moved, modified and replaced, as 
well as enhanced and reduced quickly. A computer 
also supports the parallel and simultaneous display 
of various ideas, etc. On the screen, a computer 
makes thinking visible, transforming the invisible 
process of teaching and learning (internal, intellec-
tual process) into an almost visible process. 

We can definitely be certain that a use of a com-
puter and Internet 

a) may expand the scope of knowledge in the 
topics to be taught,

b) allows for abundant and quick selection 
among information,

c) offers direct links from one topic to another,
d) shows creativity and offers quick connection 

of various ideas which may be far away from each 
other, or even diverging,

e) makes it easier to detect correlations, 
f) offers various classification solutions,
g) and supports the freedom of use of all those, 

the individual anatomy of learning and develop-
ment of the student’s “self-management”.

We must be able to use all of them. (This does not 
only depend on the quality of the technical skills 
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managing the devices, but also on the intellectual 
skills of the person operating the technology.)  

Even so, this technology provides almost unlim-
ited visual and auditive demonstration options. It is 
impossible to make the current world visible and 
audible for teaching as accurately and as multilat-
erally as a computer and Internet. There are even 
things which cannot be demonstrated without 
them.

Consequently, the computer and the Internet 
opens quite a lot of directions for the process of 
perception and understanding. 

On the other hand, it is clear the computer or 
the Internet on its own cannot fulfil all the demon-
stration tasks of teaching: they cannot substitute the 
perception and understanding functions of spacial 
models touchable and variable by students (exceed-
ing the visual and auditive demonstration). More 
generally, a computer cannot be used for perform-
ing teaching tasks requiring touching and motoric 
exercises and practical actions from students. They 
cannot support teaching or learning acts, which 
lead to perception and understanding through 
touching, movement and practical actions (or by 
them). – And let me add that this specificity of ex-
clusive or excessive “computerisation” of teaching 
may simplify not only the general training proc-
esses of the teaching of growing generation but 
(especially!) can also have the same effect in the 
vocational training processes of the growing and 
adult generations.

It is true, therefore, that the application of the 
didactic principle of demonstration developed 
by Comenius 350 years ago may be enriched with 
never experienced options by electronic teaching 
and learning. Yet, however strange it may seem, 
while it takes away some of Comenius’s merits, it 
cannot do anything with demonstration over and 
above visible and audible, therefore, the ultramod-
ern electronic teaching and learning must still stop 
with Comenius. The electronic teaching and learn-
ing cannot do anything with the didactic principle, 
which crystallised in the second half of the 20th 
century, and derives perception and understanding 
also from touching and motoric practical actions. Al-
though this way seems as important for the practi-
cal and particular thinking, then from the practical 
and particular thinking levels towards a more and 
more abstract and generalised theoretical levels 
of thinking based teaching (or from the operation 
of the directly observing brain defined by Aristotle 
towards the operation of a speculative brain) as the 
electronically perfected Comenius way.   

It may be added to this that the hypothesis 
states that the powerful pre-generated images of the 
visual electronic devices (TV, computer, perhaps 
mobile phone) mostly and unilaterally activate the 
reproductive fantasy. They do not have a good effect 
on the development of productive fantasy. And the 
hypothesis also states and that excessive “imag-
ing” makes the development of higher abstraction 
of conceptual thinking more difficult.

On the other hand, it may be observed that the 
use of a computer (most certainly as a result of the 
teaching theory of behaviourism suitable here) 
easily stays with the simple paradigm of com-
municative teaching and reproductive learning, 
which requires the economic and correct convey-
ance of the subject material (nowadays assisted by 
a computer) followed by an economic and correct 
reproduction of the information. This should be 
done without any variation and efforts to limit and 
strongly regulate the communication of the subject 
material and its reproduction by the students. It 
aims at the exactly defined reproduction of defined 
information, and, whenever it is necessary, at the 
exact reproduction of thinking and practical active 
algorhythms, schemes and stereotypes (i.e. opera-
tions). There is no doubt that such procedures may 
also be included in electronic teaching. However, 
as they deprive electronic teaching from some of its 
opportunities, they have a rather exactly defined 
partial place only.    

It may also be mentioned that the use of a com-
puter or Internet limits the development of live 
speech and related thinking and communication. 
Together with that, it also excludes the mimic and 
pantomimic signals of the meta-communication of 
social relations from the framework of teaching, 
and more generally, it excludes the operation and 
scope of direct (face to face) interpersonal interac-
tions. If the computer and Internet is used within 
the framework of group teaching, then teaching 
is deprived of some opportunities and is limited. 
Even the visible and interactive electronic relations 
(on the Internet, and on mobile phones sending 
images), which are rarely used in teaching for the 
time being, are also poorer than a directly experi-
enced social relationship. Such relations are sterile. 
They lack the atmosphere and spirit of the physical 
“joint actual experience” (Ferenc Mérei), the im-
portance of which for a learning community is cov-
ered in pedagogical and andragogical analyses. In 
other word, the world of social learning or in other 
words, the “hidden syllabus” or also described 
as education is becoming poorer. From a didactic 
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point of view, the operation of the direct (face to 
face) verbal and non-verbal information net among 
the students is also getting poorer. Naturally, this 
may also be taken into account in relation to the 
tasks related to disadvantaged students in the field 
of equal opportunities. 

We must assume that electronic teaching and 
learning requires precedents outside electronic 
teaching and learning, at least in public education. 
Most probably, in vocational training, higher edu-
cation and adult education and adult training, the 
electronic teaching procedures must also be har-
monised with non-electronic procedures. The elec-
tronic teaching and learning can hardly ignore the 
performance of the requirements, which were effec-
tive already before the age of electronisation, and 
now they are still effective with it and also prob-
ably elsewhere. For the time being, it is difficult to 
imagine that the “pre-electronic” subject material 
classification methodology and teaching and learn-
ing organisation solutions of the individualisation 
and differentiation of teaching will lose their im-
portance as a result of electronisation. Should this 
happen, then the electronisation of teaching and 
learning will be sophisticated to such an extent that 
it will be capable of anything that we expect from 
it. Or we can give up everything straight away that 
it is not able to deliver. Otherwise, we may have 
an impression that the electronisation of teaching and 
learning is sometimes considered the perfect solution, 
or a miracle of education modernisation, or at least the 
only, or most important way of modernisation.

However, all this together also suggests that equal 
supply of the educational institutions with the de-
vices of electronic teaching is not enough, although 
it is the first step. We can put it more bluntly: it may 
have a harmful impact in terms of the real task (if it is 
let loose). It is a realistic danger that instead of enrich-
ing the teaching and learning, bringing diversified 
aspects into it, it may render teaching and learning 
poorer and more unilateral with its powerful, contin-
uous impact. More exactly, on top of the limitations 
already rendering the standard adequacy of teaching 
poorer, it may add new limitations or new unilateral 
aspects to the existing unilateralism, or replacing it. 
Consequently, the even supply of electronic devices 
requires an urgent and even spread of the advanced 
teaching diversity associated with it.    

We must get used to the fact that not only the 
supply of assets of the educational systems requires 
the involvement of the educational policy. Eve-
rything that surrounds electronic teaching and 
learning in terms of subject material, classification, 

methodology, and learning and teaching organisa-
tion: the legal, administrative and financial regu-
lations, including the number of teachers arising 
from the restructuring of the teaching structures 
and the working hour structure, the indispensable 
pedagogical and andragogical research, the train-
ing and further training of teachers and adragogig-
sts, etc. also involves political responsibility.

Could it be analysed how the Hungarian politi-
cal tasks, including the currently effective, official 
educational policy strategy and government pro-
gramme manages the electronisation problems of 
teaching and learning not only in its declared ob-
jectives, but also through its entire approach and 
planned specific decisions? Does it exceed the state 
tasks of the supply of equipment moving towards 
putting in place the pedagogical and andragogical 
conditions of electronisation? Does it perceive the 
pedagogical and andragogical problems of elec-
tronic education? What place does the electronisa-
tion of teaching hold in the educational policy ap-
proach on the modernisation of education? On the 
other hand, could it also be analysed how the actu-
al government measures integrated in the process 
and the estimated consequences thereof comply 
with the government programme?

7.
On functional illiteracy 
In our electronic world enriched by information, 
one of the pivotal problems of learning is function-
al illiteracy. The problems of functional illiteracy 
can be associated with the problems of e-learning. 

Functional illiteracy is also termed as new illit-
eracy, being distinguished from complete, or real, 
or technical illiteracy considered being old, which 
means the complete lack of reading and writ-
ing skills. It seemed that mostly after World War 
II, European and North-American cultures really 
achieved that the absolute lack of reading and writ-
ing skills could be detected socially only in traces, 
and only in the peripheries. And all of a sudden it 
turned out that hidden processes regenerate old il-
literacy, even somewhat increasing its social expan-
sion. It was a shocking recognition. Old (complete, 
or real, or technical) illiteracy and new (functional) 
illiteracy must be faced together. 

In 1996 a conference of Hungarian experts at Ili-
eni (Transylvania) defined functional illiteracy as a 
”state of education in which the acquired level of 
reading and writing skills is less and less suitable 
for admitting and communicating new informa-
tion, for acquiring, processing, and handling new 
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knowledge, and for conducting personal interac-
tions. The term refers to the functional impossibility 
of knowing to read and write. This does not mean 
a complete lack of reading and writing capabilities, 
not even a lack of use of reading and writing, but 
the fact that the standard of reading and writing 
- what can be perceived and understood by it; the 
way it can be perceived and understood; what can 
be expressed by it; and the way it can be expressed 
– is less and less suitable for promoting personal 
development and for using it to the benefit of the 
community. The reason is that it is not sufficient 
for performing newer and still newer tasks and 
for acquiring the knowledge associated therewith, 
whose demands recur at work and in other walks 
of life. Therefore, knowing to read and write ex-
presses some kind of quality; however, life requires 
further qualities in the meantime, and the capabili-
ties of reading and writing keep lagging behind, 
not being able to keep pace with new demands…” 

This definition is the first item in the summary 
list of tenets of the Ilieni conference titled ”Tenets 
on functional illiteracy”. It is included in the volume 
containing the presentations and discussions of the 
conference.34 The list of tenets received considerable 
professional publicity. In addition, conference partici-
pants sent it to the Academy of Sciences, to the par-
liamentary parties of the time and to all ministries, 
to historic churches, national dailies, and to the pub-
lic service radio and television. The Encyclopedia of 
Adult Training and Education, published in 2002, in-
cludes an entry on functional illiteracy. All this, how-
ever, was preceded by a two-volume collection pub-
lishing studies on functional illiteracy (volume 1) and 
on distance education from the UNESCO periodical 
Prospects.35 So, functional illiteracy was heard of eve-
rywhere: the public opinion may be aware of it and 
politicians can gain professional knowledge on it. 

The relation between electronic teaching and 
learning and functional illiteracy can be interpret-
ed quite clearly. 

34 The opposite bank is too far… Edited by: László Lada, 
Békéscsaba, 1997. The list of tenets was published in Vol. 
2/1997 of Hungarian Pedagogy, in Vo. 2-3/1997 of the 
Human Review, in Vol. 6/1997 of the New Pedagogy 
Review (the quote is from pages 3-4), and in Vol. 
12/1997 of the Social Review.
35 Encyclopedia of Adult Education and Training. 
Editors-in-chief: András Benedek, Gyula Csoma, László 
Harangi. Budapest, 2002. The author of the entry is An-
dor Maróti. (pp. 222-223.) And From functional illiteracy 
to distance education. Selected and edited by: Andor 
Maróti. (Published by the Faculty of Humanities of Ló-
ránd Eötvös University of Sciences) Budapest, 1992.

On the one hand, there is experience showing that 
electronic culture can actually prevent from the fixa-
tion and regression of literacy skills. By being able to 
diversify and accelerate the acts of perception and 
understanding, electronic culture can expand and 
enrich the application areas of reading functions. 

On the other hand, however – as evidenced by 
the literature –, functional illiteracy hinders the 
mastering of electronic culture. It can give rise to 
the development of a reduced version, or at least 
to the deficient mastering of only everyday electronic 
culture / everyday electronic knowledge instead of high 
electronic culture. 

Seeking for the origins of functional illiteracy, 
the literature refers in concert to the image specta-
cle, gaining ground and ousting letters in the infor-
mation net of the electronic world (in television, on 
computer/the Internet, on mobile phones). There-
by thoughts formulated and conveyed by reading 
and writing are also being ousted. At the same 
time, electronic information instruments provide 
large elbow room for shortened, notionally simpli-
fied written communications. (As TV captions, in 
the form of E-mail and SMS). These changes can 
hinder the unfolding of reading and writing func-
tions; they can make difficult, even hinder the de-
velopment of reading habits; in addition, they can 
narrow down the competency of writing and break 
the habit of reading. And they can build tendencies 
for still operating reading and writing functions 
(forms of written expression, perceptions, and un-
derstanding) to be arranged into superficial, dwin-
dling schemes. Here, the electronic world turns 
against itself: it can hinder the fully efficient use of 
electronic instruments and the mastering of elec-
tronic culture. (It can give rise to the development 
of some reduced version, etc.) 

Upon detecting the mass effect of spectacles by 
electronic images, elaborate speakers usually talk 
about the decline of the Gutenberg galaxy. 

Special literature seeking for the origins of 
functional literacy also refers to the fact that to 
some degree, schools themselves traditionally re-
produce functionally illiterate people everywhere; 
or else, they have, so far, have not been able (tra-
ditionally) to offset out-of-school effects to stimu-
late functional illiteracy with the required force 
and results. It is still difficult to evidence how this 
double inertia is affected by the electronization of 
teaching. But it is understandable that the relation 
between functional literacy and the electronic 
world calls for some precaution as regards issues 
of the electronization of teaching. 

A
r

tI
cl

es
 -

 g
yu

la
 c

so
m

a 
As

pe
ct

s 
fo

r 
th

e 
ev

al
ua

ti
on

 o
f 

ed
uc

at
io

na
l p

ol
ic

y 
pr

og
ra

m
m

es
 f

or
 l

ife
lo

ng
 l

ea
rn

in
g



54

The problem is absolutely real. 
In the past decades in Hungary, according to esti-
mates, the levels of written expression and reading 
comprehension attained by about 1/3 of primary 
school graduates refer to chronic functional illit-
eracy as early as the time of receiving the certificate 
of primary school qualification. Or the occurrence 
thereof is safely forecasted. The Hungarian results 
of the international IEA study conducted in 1983-
1986, then those of the also international PISA-2000 
survey indicate kind of the same. Similar results 
by the OECD International Adult Literacy Survey 
of 1998 can be interpreted as indicating the con-
sequences of the operation of public education in 
Hungary affecting adulthood. 

The situation is made worse by the fact that 
functional illiteracy is not only customary among 
in the ”lower” parts of society suffering from so-
cial and career-related disadvantages and does not 
only affect those coming therefrom in terms of edu-
cation. It does not spare ”higher” layers of society, 
nor those coming therefrom and reaching educa-
tion. Actually, among the origins of functional il-
literacy, the so-called socio-cultural background can 
be discerned, together with the impact of the abso-
lutely direct factors of this background (primarily 
the family atmosphere, peer groups, and surround-
ing friends) to incite functional illiteracy. On the 
one hand, in terms of the socio-cultural status of 
those with social and career disadvantages. On the 
other hand, it has turned out that more universally, 
there is also a socio-cultural background ”higher” 
in the society which generates functional illiteracy. 
Nevertheless it seems that there is a higher prob-
ability of functional illiteracy ”below” rather than 
”high up”. In the framework of the socio-cultural 
background, the power of the impact of the family 
is indicated by the fact that there is a considerable 
chance that parents hand down their functional 
illiteracy to their descendants. (Cultural inherit-
ance.) 

The Ilieni conference presented functional illiter-
acy as a chronic problem of culture and education, 
which entails far from negligible social and eco-
nomic consequences. The problem was discussed 
in this spirit by the studies in Prospects as well as by 
the documents of the UNESCO International Con-
ference on Adult Education in Hamburg in 1997.36 

36 The Fifth International Conference of UNESCO on 
Adult Education in Hamburg and its documents are 
extensively discussed in the small study type entry by 
László Harangi in the Encyclopedia of Adult Education 
and Training (pp. 553-558)

The consequences of functional illiteracy can be 
found mostly in the operation of Lifelong Learning, 
the learning society, and the knowledge-based econo-
my. In other words: the consequences of functional 
illiteracy can be found in the obvious contradiction 
between the functional illiteracy syndrome, on the 
one hand, and Lifelong Learning, the learning so-
ciety, and the knowledge-based economy, on the 
other hand, generating definitive tensions. What 
can those parts of society do with Lifelong Learn-
ing who are not capable to ”interpret things”, only 
to ”use things…”? And what can be done by the in-
stitutions, the general education and special train-
ing programmes of Lifelong Learning in terms of 
such parts of society? 

Therefore, it is beyond doubt that functional il-
literacy requires educational policy (what is more: 
social policy, economic policy) reflections. It is 
also indubitable that with regard to the problems 
of functional illiteracy and the weight and conse-
quences thereof, almost all details of the govern-
ment programme planning to develop educational 
care systems become directly or indirectly related. 
Really and truly, only if it is consistent. A govern-
ment programme of educational policy can hardly 
exist today without reacting to the functional illit-
eracy syndrome and consequences thereof through 
its details and comprehensively – in terms of its ap-
proach – at the same time. 

It could be examined how the functional illitera-
cy syndrome and its consequences are treated by 
Hungarian political commitments to tasks, with 
particular regard to the current official educational 
policy strategy and government programme, not 
only in terms of declared objectives, but by its 
comprehensive approach and specific decisions 
planned. Whether its details on public education, 
vocational training, higher education, and adult 
training and education take into account the di-
rect and indirect effects of functional illiteracy and 
the tasks arising therefrom. Whether the govern-
ment programme envisages putting a stop to the 
reproduction of functional illiteracy in public edu-
cation, to correct reproduction in adulthood. If so, 
what changes can be expected realistically from 
the measures planned? Are there any directions of 
research induced by educational policy to provide 
assistance in the solution of the problems of func-
tional illiteracy (as well)? – On the other hand, it 
could also be scrutinized how the actual govern-
ment measures included in the process – and their 
consequences expected – correspond to the provi-
sions set out in the government programme. 
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8.
On the ramifications of adult education 
Lifelong Learning is becoming increasingly differ-
entiated and complicated. Learning paths prolifer-
ate and divert from each other, leading to various 
directions. This tendency is termed as the diversi-
fication of educational systems. Lifelong Learning 
not only represents favoured learning programmes, 
but it also makes use of everyday human life. It has 
many forms, areas, methods, and institutions. It 
may have intensive and extensive phases; it may 
have fixed, organized, institutional programmes as 
well as more informal programmes not organized 
by any institution; it may have processes managed 
or controlled by others as well as auto-didactic 
processes, etc. In another breakdown it may have, 
for instance, forms of the school or the training 
course type or the educational type, as well as ver-
sions gathering information through the electronic 
information net and versions realized in direct eve-
ryday social relationships and communication. In 
yet another breakdown: whether school, training 
course, and educational type learning programmes 
are realized in the framework of so-called educa-
tion of attendance or by distance education, per-
haps electronic distance education, etc. 

Paul Lengrand defined Lifelong Learning (termed 
as permanent learning back in 1971) as a lifestyle.37  

The institutional systems of Lifelong Learning are 
represented primarily by institutions of public edu-
cation, vocational training, higher education, adult 
training and education, general education, and in-
formation (including the media). Learning paths 
can be quite varied and can have various directions 
even during the time of childhood and youth learn-
ing. However, they rest upon the institutional and 
programme system of vocational training and high-
er education. The diversification of learning paths 
can really unfold at an adult age and falls within the 
competency of adult training and education. 

Lifelong Learning is usually compared to a tree. 
Similees conjure up reminiscences of the mythologi-
cal tree of the world or the tree of life, or the tree 
reaching up to the skies as in the fairy-tale, perhaps 
most of all those of the tree of knowledge in the Old 
Testament. The massive trunk of the tree growing 
upwards in one direction symbolizes the basic trend 
of learning: childhood and juvenile learning; and its 
abundant foliage with ramifying branches of vary-
ing thickness and unfolding leaves represents adult 
learning. It can also be conceived in this respect that 

37 Lengrand, Paul: Introduction a l‘ èducation 
permanente. Paris, 1971. 

general basic culture and basic vocational culture 
are built in the trunk of the tree and ”transfer their 
sap” to the foliage, which, in turn, is a symbol of the 
further unfolding (”breaking into leaf”) of general 
education and vocational culture, with functions of 
supplementation (second chance!), training, retrain-
ing, and continuous development. 

Dénes Koltai delineated the branches of adult train-
ing and education in Hungary after the millenium 
according to such an approach and based on a spe-
cific diagnostic study. These include: 

a) the branch termed as general adult educa-
tion – with training content for general education 
– performs tasks of general culture transmission: 
it includes adult education programmes operated 
in general education; the programmes and institu-
tions of religious adult education; political adult ed-
ucation (concerning the issues of the polis); health-
care adult education; adult education for foreign 
languages; adult IT education, etc.; 

b) the branch of school-based adult education: adult 
training courses of primary and secondary school pro-
grammes and institutions; adult education for terti-
ary (college/university) studies – characteristically 
with supplement (second chance!), training, retrain-
ing, and continuous development programmes; 

c) labour market training can directly be associated 
with the market, being a branch to provide training 
for the current market – characteristically with sup-
plement (second chance!), training, retraining, and 
continuous development programmes in general; 

d) continuous development in special areas, e.g. 
for doctors, educators, engineers, public adminis-
trative staff, etc. 

School-based adult education also comprises 
vocational training programmes; its tertiary level 
is expressly of the vocational training type; labour 
market training and continuous development in 
special areas are also classified as vocational train-
ing, but in general, this latter is not to have direct 
dealings with the labour market. From another 
aspect: adult training and education form part of 
public education, vocational training, and higher 
education; at the same time, it has other formal and 
non-formal functions, institutions, and forms.38 

What is important from our point of view now 
is that the five EU regulatory principles of Lifelong 
38 Dénes Koltai: Survey on the status of accredited 
programmes by adult training organizations in Hun-
gary, and Survey on the operation of accredited adult 
training organizations in Hungary. In Adult Training 
Research Notes, ed. László Lada (published by the 
National Adult Training Institute), Budapest, 2005. 
Direct resource: my notes of Koltai’s 2005 lecture.
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Learning apply to the entirety of adult training 
and education in Hungary – to its ramifying col-
lectivity as above. Not only the first two regulatory 
principles referring to economic development and 
to equalizing social opportunities and social open-
ness, respectively, are applicable. It is obvious that 
in school-based adult education, in labour market train-
ing, and in continuous development in special areas, the 
first two regulatory principles („a” and „b”) play a 
prominent role. But even some areas of general adult 
education may have some specific role in the devel-
opment of the economy, and perhaps in equalizing 
social opportunities, in social mobilization, etc. as 
well, the same way as set out in the EU regula-
tory principles. The fate of the three other regula-
tory principles is more complex and more difficult 
to survey. One of them („c”) defines adult training 
and education as a guardian and mediator of cul-
ture, shaping social coherence and self-identity in 
this quality; the other („d”) sees adult training and 
education as a condition for the democratic opera-
tion of society; and the third („e”) sees it as a tool for 
developing and socializing the personality and for 
shaping individual life quality. The EU approach 
focussing on the inherence of the regulatory princi-
ples does not make it possible – at least theoretically 
– that any of the branches of adult training and edu-
cation exit from the unified scope of the five regula-
tory principles. Or rather, it does not really tolerate 
that any of the branches of adult training and edu-
cation should be ousted and harmed. However, re-
cent trends still seem to indicate something like this 
in terms of separate focuses of social opportunities 
and even more, of economic demands. 

Nevertheless, the responsibility of educational 
policy extends to all branches of adult training and 
education. 

It could be examined how the branches of adult 
education and training are treated by Hungarian 
political commitments to tasks, with particular re-
gard to the current official educational policy strat-
egy and government programme, not only in terms 
of declared objectives, but by its comprehensive 
approach and specific decisions planned. Whether 
all branches of adult training and education are 
taken into account, or some areas are favoured or 
perhaps neglected. How does the government pro-
gram interpret the role of adult training and educa-
tion in Lifelong Learning? – On the other hand, it 
could also be scrutinized how the actual govern-
ment measures included in the process – and their 
consequences expected – correspond to the provi-
sions set out in the government programme. 

Postscript 
In summary, it can be reckoned that Lifelong Learn-
ing cannot be viable in social dimensions without 
public commitments to tasks. In any case, EU atti-
tudes indicate so. It is already almost an axiom that 
a resolute reorganisation of institutionalized learn-
ing and education is required to promote the popu-
lar issue of (lifelong) learning society. This, however, 
is certainly a public responsibility, it demands a 
comprehensive rearrangement of and keeping or-
der in the maintenance, the structural breakdown, 
the regional distribution of the institutional net-
work of large national systems and subsystems of 
learning and education, and the social sharing of 
the burdens of institutional learning. A series of 
conditions for the proper operation of educational 
and training institutions should also be added. 

It is conceivable that the economy would be hap-
py to see educational and training systems operat-
ing only according to its taste, without any public 
intervention. However, the comprehensive tasks of 
the large system and of subsystems to equalize so-
cial opportunities – which fall within the scope of 
Lifelong Learning to the same degree as educational 
tasks concerning the economy – can hardly be com-
pleted without a comprehensive local and national, 
that is, public commitment to tasks. Most of all be-
cause only the higher parts of society have real pow-
er to enforce their own learning interests. The power 
to enforce the learning interests of the lower parts 
of society – in terms of Hungary, as depicted on the 
social pyramid quoted from Tárki, the so-called bot-
tom (33%) and second (41%) level (74% jointly) – are 
rather weak (as well), which is frequently associated 
with uncertain or week learning aspirations. They 
are exposed to the ambivalent learning and training 
demands and inclinations of the economy, and to 
educational institutions rather preferring the learn-
ing interests of higher parts of society more easily. 
Therefore, in the name of Lifelong Learning, their 
learning and training interests require public en-
couragement (too!) and public representation (too!). 
Naturally, only if it is accepted that their problems of 
training and education are nationally valid; that the 
equalization of their educational opportunities is re-
ally an interest and task affecting the entire society 
of our country. 

All this, however, is not about the central monop-
oly of the state to establish, maintain, and operate 
institutions; it is not about some sort of re-national-
ization. It is about the on-going and planned public 
support of the purposeful implementation of learn-
ing and education tasks pointing towards Lifelong 



57

Learning in the municipality, church, association, 
foundation, company, etc. competencies of estab-
lishment, maintenance, and operation. However, it 
must be admitted that – also in order to increase 
the chances for balancing unequal opportunities 
– the authorization of the state to institutionally 
produce Lifelong Learning certainly contradicts 
intentions and ideologies demanding the universal 
reduction of all public commitments to tasks and a 
cheap state as much as possible (or else, those refusing 
the grounds for the so-called welfare state, or for the 
so-called social state) The state commitment to Life-
long Learning costs money.39 In the century of the 
”massing” of education, of the duality of elite edu-
cation and mass training generating tensions (see: 
Coombs, Gal, Berend), the costs of education have 
increased compared to all earlier periods, and they 
are consistently increasing. As pointed out by (the 
already quoted) Coombs in 1968, this is the basic 
contradiction; straight consequences thereof have 
generated a prolonged world crisis of education, 
from which national educational systems – and 
also the EU universally in Europe by now – are try-
ing to get out of by so many attempts. 

EU attitudes so far seem to lack the ideolo-
gies which intend to entrust the economy and 
the knowledge market of the economy as well as 
NGOs with tasks of education and training, even 
as regards Lifelong Learning. Yet, there are wishes 
to make the state resign from education, so that it 
should not interfere in anything, and provided that 

39 Parable. I read that in 1946 – after being forced to 
Taiwan, after a war defeat and constantly preparing for 
war, in a state of abcolute economic uncertainty - the 
Kuomintang set out in the constitution that at least 15% 
of the central government budget, at least 25% of the 
budgets of provinces, and at least 35% of the budgets of 
cities and counties must be allocated for education on an 
annual basis. Here and now, however, not the specific 
– though considerable – proportions are important, but 
the attitude by which the necessity of accumulating 
funds for education to increase educational capacities 
and continuously develop education and the increased 
financing of education were derived from serious 
economic deficit in the genealogy of one of the „Asian 
tigers”. (Gyula Jordán: History of Taiwan. Budapest, 
2005. Data are from page 251.) According to data in 
the Report on Public Education in Hungary 2003, 10-
11% of all the expenses of the central budget – with a 
declining tendency – have been allocated to education 
in Hungary for years. A major part of this appeared in 
municipality budgets. (pp. 89-90.) In Taiwan, 15% of 
the central budget was added to by further local budget 
percentages. By the way, an attitude similar to that of 
Taiwan characterized the development programme by 
Klebelsberg as well.

the rule of law prevails, only the gesture of resigna-
tion should be enacted. Because the economy and 
the knowledge market as well as autonomous and 
sovereign civil communities can satisfy economic, 
social, and individual demands for learning and 
education more freely than the state and better 
in all respects: in a more dynamic and more ver-
satile way – and more cheaply than the state (free 
of charge for the state!) In any case, the true and 
single therapy for curing the world crisis of educa-
tion resides in this. Both the economy and society 
know what and when they need. They must be 
left to satisfy their needs freely on their own. The 
regulatory system of education should be a system 
of self-regulation: all in terms of the ownership of 
educational institutions, their maintenance, man-
agement, and conceptual commitments, etc. 

It should be noted that either boundless liberal-
ism or the left-wing belief of popular self-govern-
ing society are active behind these desires. And as 
regards the left, these desires are somewhat akin 
to the ideas of Ivan Illich, who wanted to remove 
schooling from the society to make room for the 
freedom of learning, for society’s self-organisation 
for learning.40 It can be observed that there is a va-
riety of states of affairs, that the problem is rather 
complex. We may fight with dilemmas. It may oc-
cur that the schedule of all types of education is 
a sequence of forced conditions, offering only in-
complete solutions and possibilities of mutually 
excluding answers. And it may occur that educa-
tional policies (and pedagogies and andragogies as 
well) can shape total systems only from incomplete 
solutions excluding each other. Still, it is possible 
and worthwhile to strive for solutions. Processes 
can be rendered directions, tendencies can be de-
veloped. And trends, tendencies to be specified can 
be selected. Educational policies cannot be released 
from the possibility and responsibility thereof. 

Gyula Csoma
Researcher of Education
Member of  the Adult Educational Subcommettee 
of  HAS

40 Illich, Ivan: Deschooling Society. New York, 1971. 
Its most important parts were published in Hungarian 
in Volume 11/1975 of the periodical Reality. The ideas 
of Illich caused long excitement in Hungarian and 
universal pedagogical and andragogical thinking on 
education.
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