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Abstract

Hungarian teachers’ reform priorities remain insufficiently mapped, despite their central
role in shaping feasible, evidence-based educational change. In a cross-sectional study
with 1254 kindergarten, primary, and secondary teachers across Hungary (May 2025), we
elicited and analyzed open-ended written responses in which participants identified their
top three required reforms. Responses were segmented and coded into 18 mutually exclu-
sive categories via a validated codebook, and prevalence was calculated using respond-
ent-normalized weights. We then examined demographic, well-being, and personality
correlates of reform priorities using x? tests, Mann-Whitney tests, and multivariable lo-
gistic models with Benjamini-Hochberg false discovery correction. Teachers most fre-
quently prioritized competency development and pedagogical reform, followed by cur-
riculum flexibility and system governance. Reform priorities were not random: female
teachers were substantially more likely to prioritize inclusion and SEN support, while
male teachers more often prioritized governance and depoliticization; older age predicted
governance priorities. Lower educational system satisfaction robustly predicted prioritiz-
ing curriculum reform, autonomy, and governance restructuring, and anxiety and depres-
sion were positively related to curriculum concerns. Conscientiousness predicted priori-
tizing salary and material recognition. The results indicate that teachers’ reform demands
function as systematic, psychologically grounded signals that can guide more targeted,

Academic Editors: Lawrie Drysdale teacher-centerd educational policy in Hungary.

and Janet Clinton
Keywords: education; reform; teacher
Received: 2 December 2025

Revised: 30 March 2026
Accepted: 21 April 2026
Published: 25 April 2026

1. Introduction
Copyright: © 2026 by the authors.

Licensee MDPI, Basel, Switzerland. 1.1. Teacher Well-Being and Reform Priorities: A Global Perspective

This article is an open access article This section situates the study within the international evidence linking teacher well-

distributed under the t d . o . .
isirbufedunder The fers an being to reform engagement, establishing why educators’ perspectives deserve systematic

conditions of the Creative Commons

Attribution (CC BY) license. empirical attention. Rather than treating reform attitudes as purely policy-driven

Educ. Sci. 2026, 16, 687 https://doi.org/10.3390/educsci16050687



Educ. Sci. 2026, 16, 687

2 of 28

preferences, the literature increasingly suggests that they are shaped by teachers’ psycho-
logical well-being, career position, and individual differences—yet these relationships
have rarely been examined jointly.

The well-being of educators has emerged as a critical priority in educational policy
worldwide. There is mounting evidence linking educators” psychological health, job sat-
isfaction, and professional commitment to student outcomes, teacher retention, and the
sustainability of education systems (Viac & Fraser, 2020; OECD, 2020; Dreer, 2023). As
education systems confront intricate challenges—including evolving pedagogical para-
digms (Alam, 2023), technological transformation (Akram et al., 2022), mounting admin-
istrative burdens (CooperGibson Research, 2023), and societal expectations (Akiba et al.,
2023; Torres Soto et al., 2022) —it has become imperative to understand teachers’ perspec-
tives on necessary reforms for the development of evidence-based policies (Cheung & Xie,
2021). Teachers, as frontline practitioners, possess unique insights into systemic shortcom-
ings and improvement priorities (Csapd, 2007; Felvinczi, 2023). However, the voices of
teachers remain underrepresented in reform agendas (European Commis-
sion/EACEA/Eurydice, 2021). A rigorous empirical investigation into the reform priorities
identified by educators themselves, as well as the manner in which these priorities are
related to their demographic characteristics, well-being, and personality traits, has the po-
tential to inform more responsive and effective educational policy (Greenberg et al., 2016;
Zhou et al.,, 2024). In short, although teacher well-being is increasingly recognized as a
policy priority, the specific reform demands that teachers themselves articulate—and the
individual characteristics shaping those demands—remain underexplored. This matters
because reforms that do not account for teachers’ perspectives may face implementation
resistance or fail to address the problems teachers consider most pressing.

1.2. Current Research on Teacher Well-Being, Demographics, and Reform Attitudes

Three bodies of research converge on the question of what shapes teachers’ reform
priorities: studies of well-being, demographic analyses, and personality research. This sec-
tion reviews each in turn, with a view to showing that reform attitudes may be understood
not merely as policy preferences but as reflections of teachers’ professional experiences
and individual characteristics.

Research on teacher well-being has expanded significantly in recent years, with sys-
tematic reviews highlighting the multidimensional nature of well-being—encompassing
cognitive (e.g., self-efficacy), subjective (e.g., life satisfaction), physical, and social dimen-
sions—and its sensitivity to workplace demands and resources (Collie et al., 2025; Ozturk
et al., 2024). Meta-analytic evidence confirms that workload, autonomy, and collegial sup-
port are among the strongest predictors of teacher well-being, with effect sizes ranging
from o =-0.20 to 0.73 (Zhou et al., 2024). The Job Demands-Resources (JD-R) framework
has proven particularly influential, positing that excessive demands (e.g., administrative
burden, large class sizes) deplete well-being, while resources (e.g., professional auton-
omy, collaborative culture) enhance it (Viac & Fraser, 2020). Importantly, teachers’ per-
ceptions of systemic problems and reform needs are not merely reflections of objective
working conditions but appear to be shaped by their subjective well-being states: educa-
tors experiencing higher stress or lower satisfaction tend to express more critical views of
the education system and prioritize reforms addressing workload and governance issues
(European Commission/EACEA/Eurydice, 2021).

Demographic factors further differentiate reform priorities. Gender differences in
teachers’ professional values and concerns are well-documented internationally
(UNESCO, 2025), with female educators typically emphasizing relational and inclusive
dimensions of teaching (e.g., support for disadvantaged students, collaborative practices),
while male educators more frequently focus on structural and organizational reforms
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(e.g., governance, infrastructure—see Piki¢ Jugovi¢ et al., 2022; Azcona et al., 2022). Age
and professional experience also matter (Johansson et al., 2023; Engida et al., 2024): senior
teachers, having witnessed policy shifts over decades, may express different reform pri-
orities than early-career educators, particularly regarding centralization and autonomy
(Fischer-Dardai & Kaposi, 2021). Educational qualifications influence reform perspectives
as well, with higher-educated teachers more likely to advocate for curriculum innovation
and pedagogical development, while those with lower qualifications may prioritize prac-
tical concerns such as administrative burden reduction (E. K. Nagy, 2020).

Personality traits constitute an additional, frequently neglected aspect that influences
attitudes towards reform (Mammadov & Avci, 2025). Utilizing the Big Five personality
framework, studies reveal that Openness to Experience is a predictor of receptiveness to
pedagogical innovation and curriculum changes, whereas Conscientiousness correlates
with concerns regarding professionalism, remuneration, and working conditions (Kim et
al.,, 2019; Zuber & Altrichter, 2018). Neuroticism may intensify perceptions of systemic
dysfunction and heighten stress-related demands for reform, while Agreeableness and
Extraversion are linked to preferences for collaborative and relational approaches to re-
form (Big Five meta-analytic and organizational change research supports these associa-
tions; e.g., low neuroticism and high extraversion/agreeableness facilitate change-oriented
leadership and innovation—Judge et al., 2002). Meta-analyses demonstrate modest yet
consistent relationships between personality traits and job performance, job satisfaction,
and professional attitudes among educators (Hiibner et al., 2022), indicating that individ-
ual differences in temperament play a role in the diversity of reform priorities, alongside
demographic and contextual influences (Kim et al., 2019; Kang & Malvaso, 2023).

Taken together, the literature suggests that teachers’ reform attitudes are shaped by
a combination of well-being states, demographic position, and personality. However, em-
pirical studies that examine these factors simultaneously —rather than in isolation—re-
main limited.

1.3. The Hungarian Educational Context: Centralization, Challenges, and Reform Needs

Hungary provides a particularly instructive national context for studying these dy-
namics. The system has undergone substantial structural changes over the past decades,
and teachers’ perceptions of reform needs are likely to be strongly shaped by governance
reforms, working conditions, and the professional constraints that followed centraliza-
tion.

The Hungarian educational framework offers a compelling setting for analyzing
these patterns. After the collapse of communism, the country experienced alternating
phases of educational overhaul, swinging from decentralization in the 1990s to the early
2000s toward recentralization starting in 2011. The 2011 Public Education Act (Act CXC
of 2011 on National Public Education, 2011) triggered a profound consolidation of admin-
istration and financing, shifting authority from roughly 198 municipal bodies to a unified
national body (Klebelsberg Institution Maintenance Center, subsequently the Educational
Authority), while uniformizing teacher hiring, pay scales, and instructional content via
the National Core Curriculum and the Teachers’ Career Model (Hermann & Semjén, 2021;
Semjén et al., 2018). Although these changes were intended to mitigate disparities in edu-
cational assets across regions (Semjén, 2023), research findings indicate they achieved par-
ity in funding without enhancing pupil outcomes, while markedly curtailing teacher in-
dependence, boosting instructional time, and removing pay bonuses (Hermann & Semjén,
2021).

The consequences for teachers have been considerable. Today, Hungarian educators
face some of the most elevated stress rates across Europe (69.9% compared to the conti-
nental norm of 48.9%) (European Commission/EACEA/Eurydice, 2021), fueled by
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bureaucratic burdens, inflexible top-down directives, and constrained pedagogical discre-
tion. Issues with retaining staff endure, as about one in three instructors exits the field
within ten years (Fischer-Dardai & Kaposi, 2021). Even amid these pressures, Hungarian
teachers exhibit strong vocational dedication, though their contentment with the overall
system stays alarmingly deficient. Lately, efforts to overhaul teacher training (E. K. Nagy,
2020), enhance digital skills (J. T. Nagy & Dringé-Horvath, 2024), and promote ongoing
professional growth (Ldrincz et al., 2025) have aimed to tackle these issues, yet thorough
data from empirical studies on educators’ preferred reform agendas—and the influences
behind them — continues to be scarce.

In this sense, Hungarian teachers operate under conditions of high stress, constrained
autonomy, and systemic dissatisfaction—yet no study has systematically mapped what
reforms they themselves prioritize or how those priorities relate to their individual char-
acteristics. The Hungarian case thus provides an opportunity to examine how teachers’
lived professional experiences may be reflected in the reform priorities they articulate.

1.4. The Present Study

Building on the gaps identified above, this study asks two questions: What do Hun-
garian teachers identify as the most important reforms, and how do their priorities vary
by demographic, well-being, and personality characteristics? This subsection outlines the
study’s aims and explains how the research design addresses these questions.

Theoretically, the study adopts an individual-level analytical framework. As the lit-
erature reviewed above demonstrates, reform attitudes are shaped by individual-level
factors—including gender, career stage, psychological well-being, and personality traits—
that can be meaningfully examined at the person level. While teachers operate within
multi-level institutional structures (schools, districts, and national governance), systemat-
ically mapping individual-level variation in reform priorities is a necessary empirical
foundation before multilevel models can partition variance across organizational levels.
This individual-level scope is therefore a deliberate theoretical and methodological choice,
and its boundaries are acknowledged as a limitation (see Section 4.7).

Using a cross-sectional survey design, we collected open-ended responses from 1254
kindergarten, primary, and secondary teachers across Hungary in May 2025, asking them
to identify three priority reforms. Responses were systematically segmented and coded
into mutually exclusive reform categories (described in Section 2.3) and analyzed using
respondent-normalized prevalence estimates to ensure equal weighting across partici-
pants. We then examined associations between reform priorities and teachers’ gender,
age, educational qualifications, life satisfaction, educational system satisfaction, job satis-
faction, anxiety, depression, and Big Five personality traits, using both bivariate tests and
multivariable regression models. By centering teachers’ voices and examining the demo-
graphic, psychological, and personality factors shaping their priorities, this study contrib-
utes empirical evidence to inform more responsive, teacher-centerd educational policy in
Hungary and offers a methodological framework applicable to other national contexts.

Overall, the study seeks to demonstrate that teachers’ reform priorities are not ran-
dom opinions but structured responses that appear to be related to their experiences, well-
being, and individual characteristics—and that understanding these patterns may help
align educational reform with the realities of teachers’ professional lives.

2. Materials and Methods

This section describes the study design, sampling procedure, data collection and cod-
ing methods, measures, and statistical analyses. The subsections follow the sequence from
data collection through to hypothesis testing and are intended to provide sufficient detail
for replication.
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2.1. Research Design

This study examines educational reform priorities among Hungarian teachers
through analysis of open-ended survey responses. The research employed a qualitative-
quantitative mixed-method approach, utilizing systematic content analysis of teachers’
written reform proposals. Responses were collected, segmented, and coded according to
a standardized codebook (version 1.2), allowing for both prevalence analysis and exami-
nation of relationships between reform priorities and respondent characteristics. The an-
alytical strategy is detailed in Section 2.5 below.

2.2. Sample

Survey invitations were distributed electronically to 5317 email addresses covering
all kindergartens, primary schools, and secondary schools accessible through publicly
available institutional contact lists across Hungary. A total of 1350 individuals responded
to the survey. Of these, 51 responses were excluded due to missing data on key variables
(i.e., the open-ended reform question or core demographic items), and 45 were excluded
as duplicates, yielding a final analytical sample of N = 1254 Hungarian teachers who pro-
vided complete responses to the open-ended survey question regarding educational re-
form priorities (response rate: 25.4%).

Respondents represented diverse educational contexts across Hungary, including
various school types, geographic regions, and teaching experience levels. The sample in-
cluded both primary and secondary educators, providing a comprehensive perspective
on reform priorities across different educational stages.

Participants were enlisted via the institutional email addresses described above, sup-
plemented by dissemination through professional associations in education and networks
of teachers. The optional participation format meant that respondents were likely to have
a genuine engagement with matters of educational change, although it could potentially
create a self-selection bias favoring educators who are more inclined toward reform. Every
participant granted informed consent, and the research obtained ethical clearance from
the appropriate institutional review board.

Missing data were handled through listwise deletion. Participants with incomplete
data on predictor variables were excluded from the specific analysis requiring those vari-
ables: in the multinomial and binary logistic regression models, 67 cases (5.3%) were omit-
ted due to missing values on at least one predictor, primarily education level (n =25), daily
anxiety (n =23), and daily depression (1 = 18). Descriptive and bivariate analyses used all
available cases per variable.

2.3. Data Collection and Coding

This subsection describes how teachers’ open-ended responses were elicited, seg-
mented into discrete reform proposals, and classified using a validated coding scheme.

In an open-ended survey question, teachers were asked in Hungarian: “Mi az a
harom legfontosabb dolog, amit mindenképpen valtoztatni kéne a magyar oktatasi rend-
szerben? Barmilyen terjedelemben valaszolhat.” [What are the three most important
things that should definitely be changed in the Hungarian educational system? You may
respond at any length.] This formulation invited respondents to identify a fixed number
of reform priorities while permitting unrestricted elaboration, resulting in a wide range of
responses that varied in length and complexity —from single, straightforward suggestions
to multiple, detailed proposals. To analyze these responses, researchers broke them down
into distinct reform proposals, each representing a clear idea or demand.

The codebook was developed through an iterative process comprising two phases.
In Phase 1 (pilot, codebook v1.1), an inductive coding scheme was developed from an
initial subsample of responses, producing a draft codebook with 20 thematic categories.
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Two independent coders applied this draft to a pilot set of responses to assess inter-rater
reliability. Pilot diagnostics (overall Krippendorff's o = 0.70) revealed specific boundary
ambiguities: codes with clear lexical markers (e.g., curriculum content, administrative
burden, system governance) showed strong convergence (« > 0.86), while context-depend-
ent categories (e.g., evaluation systems, infrastructure) showed weaker reliability (a <
0.50).

In Phase 2 (refinement, codebook v1.2), these diagnostics informed targeted bound-
ary clarifications: (a) inclusion/exclusion criteria were sharpened between curriculum
content and class hours and evaluation systems (C00, C03, C16); (b) administrative burden
and teacher workload (C01, C09) were more precisely delimited; (c) salaries, systemic
funding, and infrastructure (C06, C11, C07) received distinct anchor examples; and (d) the
former practical/life skills education category (C13) was merged into competency devel-
opment (C12) to reduce overlap. This refinement reduced the scheme from 20 to 18 cate-
gories, and the resulting codebook v1.2 was locked as the operational coding instrument.

Two independent coders then applied the locked codebook v1.2 to all response seg-
ments. Inter-rater reliability was assessed on a random subsample of 200 coded segments,
yielding Cohen’s k = 0.84 and percent agreement of 91.3% (overall Krippendorff's o =
0.86). Any discrepancies were resolved through discussion and consensus, with a third
coder reviewing ambiguous cases. Each response segment was assigned to one primary
code category, ensuring that classifications were mutually exclusive.

The finalized coding scheme included the following 18 categories: CO0—Curriculum
content flexibility, C01 —Administrative burden reduction, C02—Class size reduction,
C03—Student workload reduction, C04—Teacher professional autonomy, C05—Behavior
and relationships, C06—Salary and material recognition, C07 —Infrastructure and equip-
ment, CO8—Support professionals and assistance staff, C09—Teacher workload reduc-
tion, C10—Teacher training and professional development, C11—Financing increase,
C12—Competency development and pedagogy, C14—Inclusion and SEN support, C15—
System governance and depoliticization, C16 — Assessment and evaluation reform, C90—
Meta-commentary, and C99—Unclear or non-substantive responses.

2.4. Measures and Variables
2.4.1. Outcome Variables

Code prevalence. The main outcome of the study was the frequency of each reform
code within the sample. Two complementary metrics were derived: (1) raw frequency
weight, which indicates the proportion of all coded segments attributed to each code; and
(2) respondent-normalized weight, which first calculates each respondent’s relative focus
on each code (considering their total number of segments) and then averages this across
all respondents. The respondent-normalized weight ensures that prolific respondents do
not disproportionately influence the prevalence estimates. Confidence intervals (95%) for
the prevalence estimates were calculated through bootstrap resampling from the normal-
ized distribution at the respondent level.

Dominant reform code. For each respondent, we identified their dominant reform pri-
ority as the code receiving the highest respondent-normalized weight among all their seg-
ments. In cases where a respondent mentioned only one reform, that code became their
dominant priority. This variable enabled analysis of primary reform orientations and
served as the outcome in multinomial logistic regression.

Binary code indicators. For the 10 most prevalent codes, we created binary indicators
(0/1) representing whether each respondent mentioned that code at all in their responses.
These indicators served as outcomes in separate logistic regression models examining pre-
dictors of specific reform priorities.
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2.4.2. Predictor Variables

Demographic variables. Gender was coded as a binary variable (1 = male, 2 = female),
with male as the reference category. In regression models, odds ratios represent the odds
for female teachers relative to male teachers. Odds ratios greater than 1.0 indicate higher
odds for females; odds ratios less than 1.0 indicate lower odds for females (or equivalently,
higher odds for males).

Well-being and satisfaction variables. Daily anxiety and daily depression were meas-
ured on 5-point ordinal scales assessing the frequency of these experiences. Life satisfac-
tion was assessed using a single-item measure on a 0-10 scale. Educational system satis-
faction was measured on a 5-point scale ranging from very dissatisfied to very satisfied.

Personality variables. The Ten-Item Personality Inventory (TIPI) was used to assess Big
Five personality dimensions: Openness to Experience, Conscientiousness, Extraversion,
Agreeableness, and Emotional Stability (reverse-scored Neuroticism) (Gosling et al.,
2003). All five dimensions were included as predictors in regression models and scored
according to standard TIPI procedures, with higher scores indicating greater trait levels.
We focus our reporting on dimensions showing significant associations with reform pri-
orities after FDR correction.

2.5. Statistical Analysis

The analysis proceeded in five stages, moving from descriptive prevalence estimates
through bivariate tests to multivariable regression models. Each stage is described below,
followed by the multiple testing correction applied across all stages.

All statistical analyses were conducted using IBM SPSS Statistics version 27 and R
version 4.2.

2.5.1. Prevalence Analysis

We first computed descriptive statistics for all 20 original reform codes (18 substan-
tive categories plus meta-commentary [C90] and non-substantive responses [C99]), calcu-
lating both raw frequency weights and respondent-normalized weights with 95% confi-
dence intervals. Prevalence estimates were visualized using forest plots showing point
estimates and confidence intervals for each code, ordered by prevalence magnitude.

2.5.2. Bivariate Association Tests

Gender differences. Chi-square tests of independence (Pearson, 1900) examined associ-
ations between gender and each reform code’s presence/absence in respondents” answers.
For each code, we constructed a 2 x 2 contingency table (gender x code mentioned) and
computed the chi-square statistic with one degree of freedom. Effect sizes were assessed
using Cramér’s V. The Benjamini-Hochberg procedure was applied to control FDR across
all 20 chi-square tests.

Continuous predictor differences. Mann-Whitney U tests (Mann & Whitney, 1947) ex-
amined whether distributions of continuous predictors (age, well-being measures, system
satisfaction, and personality traits) differed between respondents who did versus did not
mention each reform code. For each code and each continuous predictor, we compared
the distributions across mentioners and non-mentioners, reporting medians, test statistics,
and effect sizes (eta-squared). FDR correction was applied across all Mann-Whitney tests
within each predictor family.

2.5.3. Multinomial Logistic Regression

To investigate multiple predictors of primary reform priorities, we fitted a multino-
mial logistic regression model (Cox, 1958) using the dominant reform code as the
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dependent variable. The baseline category was C12—Competency development and ped-
agogy, selected due to its status as the most common dominant code. The independent
variables encompassed all demographic factors, well-being measures, satisfaction indica-
tors, and personality traits. Estimation employed maximum likelihood on the group of
participants with full data across all variables (1 = 1187). A total of 67 cases (5.3%) were
omitted owing to incomplete information on at least one predictor variable, mainly edu-
cation level (n = 25), daily anxiety (n = 23), and daily depression (1 = 18).

Model adequacy was evaluated via McFadden’s pseudo-R2. Coefficients were expo-
nentiated to produce odds ratios (ORs); each OR indicates how the odds of prioritizing a
given reform code (relative to the baseline code C12) change with a one-unit increase in
the predictor. FDR adjustment was applied over all coefficients to identify reliable multi-
variate relationships.

Given the large number of outcome categories (16 codes following the merger of in-
frequent categories C17, C90, C99, and C13 into “Other”), our analysis focused on predic-
tors that achieved statistical significance after FDR correction, thereby retaining only as-
sociations robust enough to withstand the multiple-comparison burden imposed by the
high-dimensional outcome space.

2.5.4. Binary Logistic Regressions

To provide a more detailed examination of predictors for the most prevalent reform
priorities, we estimated separate binary logistic regression models for each of the 10 most
prevalent codes. Each model predicted whether a respondent mentioned the focal code
(1) or not (0), using the same set of demographic, well-being, satisfaction, and personality
predictors. Models were estimated using maximum likelihood, with results reported as
odds ratios and 95% confidence intervals. FDR correction was applied across all coeffi-
cients in all 10 models to control the overall false discovery rate while examining this fam-
ily of related hypotheses.

This approach allowed us to identify which respondent characteristics predicted en-
dorsement of specific reform priorities, while accounting for multiple testing. Significant
predictors after FDR correction indicate robust associations between respondent charac-
teristics and specific reform demands.

2.5.5. Multiple Testing Correction

All p-values reported in the results section reflect FDR adjustment using the Benja-
mini-Hochberg procedure (Benjamini & Hochberg, 1995). Tests were grouped into fami-
lies based on the type of analysis: (1) chi-square tests for gender associations, (2) Mann-
Whitney tests within each predictor variable, (3) multinomial regression coefficients, and
(4) binary logistic regression coefficients across all Top-10 models. Within each family,
FDR correction was applied to control the expected proportion of false discoveries among
rejected null hypotheses at a = 0.05.

3. Results

This section presents the findings in five stages: descriptive sample characteristics,
reform code prevalence, gender differences, associations with continuous predictors, and
multivariable regression models. The progression moves from descriptive patterns to
multivariate analyses, allowing the reader to see first what teachers prioritized and then
which individual characteristics predicted those priorities.
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3.1. Descriptive Overview

This study analyzed open-ended responses from a sample of 1254 Hungarian teach-
ers concerning their educational reform priorities. Responses were systematically seg-
mented and coded based on a finalized codebook (v1.2). The prevalence of priorities is
presented using two metrics: the raw frequency of coded segments and a respondent-
normalized average to control for individual response length. Statistically, all p-values
have been adjusted for multiple comparisons using the Benjamini-Hochberg false discov-
ery rate procedure within relevant test families. Furthermore, 95% confidence intervals
for prevalence estimates were derived via bootstrap resampling of the normalized re-
spondent-level data.

3.2. Sample Descriptives

Sample characteristics are presented in Table 1. The sample was predominantly fe-
male (85.6%, n = 1074), with a mean age of 50.8 years (SD = 9.4). Most respondents held
secondary-level qualifications (55.1%, n = 691) or bachelor-level qualifications (40.7%, n =
510). Educators taught across all educational stages, with the largest groups working in
preschool (31.3%, n = 393), upper primary (26.4%, n = 331), and secondary education
(21.8%, n=273). Geographic distribution spanned urban and rural contexts, with approx-
imately 30% teaching in villages and 14% in Budapest. Respondents reported moderate
life satisfaction (M =5.5, SD =1.1 on a 0-10 scale) but considerably lower satisfaction with
the Hungarian educational system (M =3.1, SD =1.3 on a 1-5 scale).

Table 1. Sample Characteristics (N = 1254).

o, 0,
Characteristic 111\/; fg)];)r Characteristic 1]1\/; f)S)Do)r
Demographics Personal Characteristics
Gender Relationship Status
Female 1074 (85.6%) In relationship 1054 (84.1%)
Male 180 (14.4%) Single 200 (15.9%)
Age (years) 50.8 (9.4) Professional Experience
Missing 14 (1.1%) Years working with children 28.1 (57.3)
Education Level Well-being Measures
Primary school 6 (0.5%) Life satisfaction (0-10) 5.5(1.1)
Secondary 691 (55.1%) Educational system satisfaction (1-5) 3.1(1.3)
Bachelor 510 (40.7%) Job satisfaction (1-5) 4.6 (0.6)
Master 20 (1.6%) Daily anxiety (1-5) 3.4 (1.3)
PhD 0 (0%) Missing 23 (1.8%)
Missing 27 (2.2%) Daily depression (1-6) 3.0 (1.2)
Teaching Context Missing 18 (1.4%)
Teaching Stage
Nursery (0-3 years) 7 (0.6%)
Preschool (3-6 years) 393 (31.3%)
Primary lower (grades 1-4) 248 (19.8%)
Primary upper (grades 5-8) 331 (26.4%)
Secondary (grades 9-12) 273 (21.8%)
Settlement Type Personality Traits (TIPI, 1-7 scale)
Village (<10,000) 381 (30.4%) Extraversion 3.7(0.9)
Small town (10,000-25,000) 341 (27.2%) Agreeableness 4.1 (0.6)
Medium town (25,000-100,000) 181 (14.4%) Conscientiousness 4.2 (0.7)
Large city (100,000-500,000) 179 (14.3%) Emotional Stability 4.5 (0.9)
Metropolis (Budapest) 170 (13.6%) Openness to Experience 4.1 (0.8)
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Note. TIPI = Ten-Item Personality Inventory. Emotional Stability represents the inverse of Neuroti-
cism. Job satisfaction scale was reverse-coded such that higher scores indicate greater satisfaction.

Some percentages may not sum to 100% due to rounding or missing data.

Professional commitment remained high, with mean job satisfaction of 4.6 (SD = 0.6
on a 5-point scale). Daily anxiety (M = 3.4, SD = 1.3) and depression (M = 3.0, SD = 1.2)
were reported at moderate levels on 6-point frequency scales. Personality trait scores re-
flected typical patterns: Conscientiousness (M =4.2, SD =0.7) and Agreeableness (M =4.1,
5D =0.6) were highest, followed by Openness to Experience (M =4.1, SD =0.8), Emotional
Stability (M =4.5, SD =0.9), and Extraversion (M =3.7, SD =0.9).

In summary, the sample comprises a predominantly female, experienced teaching
workforce reporting high professional commitment but marked dissatisfaction with the
educational system and moderate levels of psychological distress.

3.3. Code Prevalence

The most prevalent reform demand among Hungarian teachers was C12—Compe-
tency development and pedagogy, mentioned with 27.1% respondent-normalized weight,
followed by CO0—Curriculum content flexibility (15.5%) and C15—System governance
and depoliticization (12.3%). These three priorities clearly dominated the reform dis-
course, together accounting for more than half of all reform emphasis when weighted by
respondent. Table 2 presents the complete prevalence profile for all 20 reform codes,
showing both raw frequency weights and respondent-normalized weights with 95% con-
fidence intervals. Table 2 serves as the numerical reference, enabling precise comparison
of raw and normalized metrics and exact confidence interval bounds for each code.

Table 2. Reform codes: prevalence (N = 1254).

Code Raw Frequency Respondent-Normalized CI
Weight (%) Weight (%) Lower  Upper
C12 26.40 27.10 25.25 28.98
C00 14.90 15.50 14.19 16.80
C15 12.00 12.30 10.98 13.67
C04 10.80 11.10 9.96 12.20
C03 9.95 9.78 8.69 10.86
C14 6.55 6.44 5.50 7.38
Co6 5.74 5.46 4.65 6.27
Cle 5.51 5.37 4.54 6.20
C05 5.19 5.23 4.34 6.13
Co1 493 498 422 5.74
C09 4.91 4.64 3.91 5.37
co7 4.59 4.29 3.56 5.02
C10 4.46 4.08 3.36 4.79
c11 3.39 3.14 2.52 3.76
Co8 3.29 2.92 2.32 3.52
C02 2.61 2.47 1.92 3.01
C13 0.73 0.78 0.42 1.14
C99 0.39 0.52 0.19 0.84
C90 0.26 0.32 0.07 0.57
C17 0.08 0.08 0.00 0.17

The prevalence hierarchy reveals clear priorities in Hungarian teachers’ reform
thinking. Beyond the dominant emphasis on competency-based pedagogy, curriculum
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flexibility, and system governance, teachers also frequently mentioned the need for en-
hanced teacher professional autonomy (C04: 11.1%) and reduced student workload (C03:
9.78%). In contrast, some reform areas received minimal attention: alternative assessment
and progression reform (C17), meta-commentary (C90), and unclear responses (C99) col-
lectively accounted for less than 1% of reform emphasis. Figure 1 complements Table 2 by
providing a visual representation of the prevalence hierarchy: the forest plot format al-
lows readers to rapidly identify the dominance of the top three codes, the magnitude of
drop-offs between adjacent ranks, and the degree of confidence interval overlap —patterns
that are difficult to apprehend from tabular data alone.

Reform code prevalence with 95% confidence intervals

C12 — Competency-based pedagogy ——
C00 — Curriculum content & requirements —e—
C15 — System governance / depoliticization ——
C04 — Teacher autonomy —e—
€03 — Reduce student workload —e—

C14 — Inclusion & SEN support

C0B6 — Salary & recognition

C16 — Assessment & advancement

C05 — Relations & behavior

short English label)

C09 — Teacher workload / hours
CO07 — Infrastructure & equipment
C10 — Teacher training & CPD

€11 — Funding & resources

Reform code (code

—e—
—e—
-
——
C01— Reduce administration e
——
—.—
e
——
C08 — Support staff (SEN/psych/assistants) o
o

C02 — Reduce class size
C13 — Career path & development HH
C99 — No specific reform mentioned
C90 — Ambiguous @

0 10 20 30
Respondent-normalized prevalence (%)

Figure 1. Reform code prevalence with 95% confidence intervals.

What emerges from the prevalence data is that Hungarian teachers’ reform priorities
are not diffusely distributed but concentrate on a small number of domains, with compe-
tency-based pedagogy clearly dominant.

3.4. Gender Differences

Chi-square tests of independence indicated that two reform codes showed statisti-
cally significant gender differences after FDR correction: C14 (Inclusion and SEN support)
and C15 (System governance and depoliticization—Table 3). These bivariate associations
identify where gender differences emerge but do not account for other respondent char-
acteristics. Therefore, we only report the direction and magnitude of these associations in
the multivariable logistic regression results (Section 3.8), where all predictors are simulta-
neously controlled.

Table 3. Gender x code (x? tests, FDR-adjusted).

Code X2 p p_FDR
C14—Inclusion and SEN support 18.200 1.95x105  0.000429
C15—System governance and depoliticization 16.200 5.65x105  0.000621
C08—Class size reduction 6.730 0.00950 0.0697
C07 —Infrastructure and equipment 4.650 0.0311 0.171
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C12—Competency development and pedagogy 4.070 0.0437 0.192
C10—Digital and technological development 3.150 0.0760 0.279
C02— Assessment and evaluation reform 2.390 0.122 0.384
C03—Student workload reduction 1.860 0.172 0.472
C05—Behavior and relationships 1.700 0.193 0.472
C06—Salary and material recognition 1.400 0.237 0.521
C11—Financing increase 1.180 0.277 0.554
C04 —Teacher professional autonomy 0.401 0.527 0.828
C90—Meta-commentary 0.413 0.521 0.828
C13—Career path and professional development 0.206 0.650 0.953
C01— Administrative burden reduction 0.149 0.699 0.961
C00—Curriculum content flexibility 0.041 0.839 1.000
C09—Teacher workload reduction 0.039 0.843 1.000
C16—Societal respect and value of education 0.006 0.937 1.000
C17—Other 0.016 0.900 1.000
C99—Other 0.000 1.000 1.000

Figure 2 illustrates the gender-specific odds of mentioning each reform code, high-

lighting the pronounced differences for inclusion/SEN support and system governance

while showing rough parity for most other reform priorities.

Predictors of Reform Code Mention

Binary Logistic Regression for Top-10 Reform Codes (FDR-corrected p < 0.05)

C14 - Inclusion & SEN | Gender (Female vs. Male) 1

‘CO00 - Curriculum Flexibility | Education Level q

CO03 - Student Workload | Education Level q

CO06 - Salary & Recognition | TIPI Conscientiousness -

C15 - System Governance | Age (years)

C04 - Teacher Autonomy | Educational System Satisfaction q

C00 - Curriculum Flexibility | Educational System Satisfaction

C15 - System Governance | Educational System Safisfaction -

C15 - System Governance | Gender (Female vs. Male) 1

C14 - Inclusion & SEN | Education Level l—O—'

050 075

Figure 2. Predictors of reform code mention.
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The bivariate gender results thus point to two specific reform domains—inclusion

and governance —where male and female teachers appear to diverge. Whether these dif-

ferences persist after adjusting for other characteristics is examined in Section 3.8.

3.5. Continuous Predictors

Beyond gender, we examined whether age, well-being, satisfaction, and personality

traits differentiated teachers who did and did not mention each reform code. Table 4 sum-

marizes all significant bivariate associations after FDR correction.

Mann-Whitney U tests examined whether distributions of continuous predictors dif-

fered between teachers who did and did not mention each reform code. After FDR
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correction within predictor families, several significant associations emerged. The follow-
ing paragraphs describe each predictor in turn.

Age showed a significant relationship with only one reform code: older teachers were
more likely to mention C15—System governance and depoliticization (median age 54
years for mentioners vs. 52 years for non-mentioners; FDR p = 5.17 x 10-%). This suggests
that concerns about system-level governance and political interference in education in-
crease with teaching experience and career stage.

Daily anxiety was significantly higher among teachers who mentioned C00— Curric-
ulum content flexibility (median anxiety score 4 vs. 3 for non-mentioners; FDR p = 0.0278),
indicating that teachers experiencing more frequent anxiety may be particularly con-
cerned about curricular constraints and the need for greater flexibility in content and pac-
ing.

Daily depression showed significant positive associations with two reform codes.
Teachers mentioning C00— Curriculum content flexibility reported higher depression lev-
els (FDR p =0.0189) as did those mentioning C01 — Administrative burden reduction (FDR
p = 0.0343). These patterns suggest that mental health difficulties among teachers are
linked to concerns about both curricular rigidity and excessive administrative demands—
two potentially modifiable sources of occupational stress.

Life satisfaction was significantly higher among teachers who prioritized C08—Class
size reduction (M = 5.84 vs. 5.48, FDR p = 0.00644), though both groups showed identical
median scores of 6. One possible interpretation is that teachers with relatively higher life
satisfaction may be more likely to identify class size as a reform priority, perhaps because
their overall psychological resources allow them to focus on concrete, actionable improve-
ments.

Educational system satisfaction demonstrated the most widespread associations, relat-
ing to three distinct reform priorities. Lower system satisfaction was associated with men-
tion of CO0— Curriculum content flexibility (FDR p = 0.00018), C15—System governance
and depoliticization (FDR p = 0.00018), and C04—Teacher professional autonomy (FDR p
= 0.00102). All three associations showed median scores of 3 for both groups, indicating
that the differences were distributional rather than reflected in median shifts. These results
suggest that dissatisfaction with the educational system tends to manifest most strongly
as concerns about curriculum, governance, and teacher autonomy —three system-level is-
sues requiring policy-level intervention.

TIPI Conscientiousness was significantly higher among teachers mentioning C06 —Sal-
ary and material recognition (FDR p = 0.00954), with mentioners showing a median score
of 4.5 compared to 4.0 for non-mentioners. This finding is consistent with the idea that
more conscientious teachers, who may invest greater effort and organization into their
work, are particularly sensitive to issues of compensation and professional recognition.

TIPI Emotional Stability was significantly higher among teachers prioritizing C08—
Class size reduction (FDR p = 0.0485), with mentioners showing a median score of 4.0
compared to 3.5 for non-mentioners. This suggests that emotionally stable teachers are
more likely to identify class size as a reform priority, perhaps because they possess the
psychological resources to recognize and articulate this structural problem rather than
experiencing it as overwhelming stress.
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Table 4. Mann-Whitney tests with FDR (only significant rows shown).

Predictor Code n0 nl med0 medl p_raw p_FDR

Age CI5—System governance g3 337 52 54 235x10%  5.17x10°
and depoliticization

Daily anxiety C00—Curriculum content ., 3 4 0.00126 0.0278
flexibility

Daily depression C00—Curriculum content 033 3 3 0.000858 0.0189
flexibility

Daily depression CO1=Administrativebur- 5779 3 3 0.00312 0.0343
den reduction

Life satisfaction C08—Class size reduction 1144 110 6 6 0.000293 0.00644

System satisfaction -0 curriculumcontent o0 3 3 1.18x105  0.00018
flexibility

System satisfaction <0 YSCMgOVernance gy 55 3 3 164x105  0.00018
and depoliticization

4—Teacher professional

System satisfaction - Leacher professional g0 50, 3 3 0.000139 0.00102
autonomy

TIPI Conscientiousness 00 oaiay and material 0o o 4 45  0.000434 0.00954
recognition

TIPI Emotional StabilityC08 —Class size reduction 1144 110 3.5 4 0.00221 0.0485

In summary, the bivariate results suggest that reform priorities are not uniformly
distributed across the teaching population. Educational system satisfaction emerged as
the most broadly discriminating predictor, linking to three reform domains, while age,
mental health indicators, and Conscientiousness each predicted specific reform concerns.
These associations, however, do not account for confounding among predictors—a limi-
tation addressed by the regression models that follow.

3.6. Dominant Reform Code

For each respondent, we identified their dominant reform priority as the code receiv-
ing the highest respondent-normalized weight among all their segments. The distribution
of dominant codes largely mirrored the overall prevalence patterns, with C12—Compe-
tency development and pedagogy emerging as the most common dominant priority, fol-
lowed by C00— Curriculum content flexibility and C15—System governance and depolit-
icization. This alignment between overall prevalence and dominant-code frequency sug-
gests that the most frequently mentioned reforms are not merely secondary concerns but
represent teachers’ primary priorities.

3.7. Multinomial Logistic Regression Results

To test whether the bivariate patterns reported above hold when all predictors are
considered simultaneously, we fitted a multinomial logistic regression model predicting
each teacher’s dominant reform code. This model asks a different question from the biva-
riate tests: not whether a single predictor is associated with a reform code, but which pre-
dictors remain significant once the others are controlled for.

The analysis encompassed n = 1187 participants who had full data across all predictor
variables. The baseline category was C12—Competency development and pedagogy, se-
lected because it represented the most frequent dominant code. The independent varia-
bles comprised gender, age, education level, daily anxiety, daily depression, life satisfac-
tion, educational system satisfaction, TIPI Conscientiousness, and TIPI Emotional Stabil-
ity. The model yielded a McFadden pseudo-R? of 0.069, which, given the 16-category out-
come variable, reflects meaningful explanatory capacity.
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After applying FDR correction across all model coefficients, several predictors
emerged as significant multivariate associates of specific reform priorities. Table 5 pre-
sents all coefficients achieving statistical significance after FDR correction.

C04 —Teacher professional autonomy. Lower educational system satisfaction signifi-
cantly predicted prioritizing teacher autonomy over competency development (OR =
0.835 per one-step increase in system satisfaction; 95% CI [0.742, 0.916]; FDR p = 0.00538).
This finding is consistent with the interpretation that teachers who are dissatisfied with
the current educational system are particularly likely to emphasize the need for greater
professional autonomy, and that autonomy concerns may be a key manifestation of
broader system dissatisfaction.

C06 — Salary and material recognition. Higher TIPI Conscientiousness significantly pre-
dicted prioritizing salary and recognition over competency development (OR = 1.48 per
one-unit increase in conscientiousness; 95% CI [1.15, 1.92]; FDR p = 0.0422). This result
suggests that more conscientious teachers, who likely invest greater effort and dedication
into their work, are particularly attuned to issues of compensation and professional recog-
nition, perhaps because they perceive a discrepancy between their investment and their
compensation.

C14—Inclusion and SEN support. Two predictors were significantly associated with
prioritizing inclusion and special educational needs support. A lower education level pre-
dicted emphasis on this reform (OR = 0.541 per one-step increase in education level; 95%
CI [0.386, 0.750]; FDR p = 0.00436), suggesting that teachers with less formal education
may encounter greater challenges with inclusion and SEN students, possibly due to less
specialized training. Female gender strongly predicted prioritizing inclusion support (OR
=3.07;95% CI [1.59, 6.70]; FDR p =0.0151), indicating that female teachers are substantially
more likely to emphasize this reform priority as their dominant concern.

C15—System governance and depoliticization. While bivariate tests showed significant
associations between C15 and both age and gender (Sections 3.4 and 3.5), these effects did
not survive FDR correction in the multinomial model (smallest FDR p = 0.0815). This at-
tenuation may reflect confounding by other variables included in the multivariate model,
or it may be that the conservative FDR correction across the many model coefficients re-
duces power to detect these effects in the high-dimensional multinomial framework.

Table 5. Multinomial model —significant predictors after FDR (reference: C12).

Reform Predictor OR p_FDR
code

C04 Educational system satisfaction 0.835 0.00538
Co6 TIPI Conscientiousness 1.48 0.0422
Cl4 Education level 0.541 0.00436
Cl4 Gender (female = 1) 3.07 0.0151

In the multinomial framework, then, four associations survived correction: system
dissatisfaction predicted autonomy priorities, Conscientiousness predicted salary priori-
ties, and both education level and gender predicted inclusion priorities. Governance pri-
orities, despite strong bivariate signals, did not reach significance—a point we return to
in the binary models below.

3.8. Binary Logistic Regressions for Top-10 Codes

The multinomial model treats reform priorities as mutually exclusive dominant cat-
egories. To complement this, we also examined whether each teacher mentioned a given
reform code anywhere in their response, regardless of dominance, using separate binary
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logistic models for the ten most prevalent codes. This approach is more sensitive to pre-
dictors of secondary or shared priorities.

To provide more granular examination of predictors for the most prevalent reform
priorities, we estimated separate binary logistic regression models for each of the 10 most
prevalent codes (from Table 1). Each model predicted whether a respondent mentioned
the focal code anywhere in their responses (1) versus not at all (0), using the same set of
predictors as the multinomial model. FDR correction was applied across all coefficients in
all 10 models jointly, controlling the false discovery rate across this entire family of tests.
Table 6 presents all coefficients achieving statistical significance after FDR correction.

Table 6. Binary logistic regressions —significant coefficients after FDR

CI

Code Predictor OR Lower _ Upper p_FDR
C00 Educational system satisfaction 0.806  0.729 0.890 0.000314
C00 Education level 1.50 1.18 1.89 0.00598
Co4 Educational system satisfaction 0.825 0.742 0.916 0.00538
C06 TIPI Conscientiousness 1.48 1.15 1.92 0.0422

C14 Education level 0.541 0.386 0.750 0.00436
Cl4 Gender (female = 1) 3.07 1.59 6.70 0.0151

C15 Age (per year) 1.05 1.02 1.06 0.000013
C15 Gender (female = 1) 0.467 0.321 0.681 0.000433
C15 Educational system satisfaction 0.802 0.717 0.894 0.000433

C00— Curriculum content flexibility. Two predictors were significantly associated with
mentioning this reform. Lower educational system satisfaction predicted mentioning cur-
riculum flexibility (OR = 0.806 per one-step increase; 95% CI [0.729, 0.890]; FDR p =
0.000314), which is consistent with the idea that dissatisfaction with the current system
manifests partly as a desire for greater curricular autonomy. A higher education level also
predicted mention of this reform (OR =1.50 per level; 95% CI [1.18, 1.89]; FDR p = 0.00598),
suggesting that more educated teachers may be particularly aware of curriculum limita-
tions or more confident in advocating for flexibility.

C04— Teacher professional autonomy. Consistent with the multinomial results, lower
educational system satisfaction predicted mentioning teacher autonomy (OR = 0.825 per
one-step increase; 95% CI [0.742, 0.916]; FDR p = 0.00538). This convergence across both
multinomial and binary models provides robust evidence that system dissatisfaction and
autonomy concerns are closely linked.

C06 — Salary and material recognition. Again mirroring the multinomial results, higher
TIPI Conscientiousness predicted mentioning salary and recognition concerns (OR =1.48;
95% CI [1.15, 1.92]; FDR p = 0.0422). The consistency of this finding across modeling ap-
proaches strengthens confidence in the association between conscientiousness and sensi-
tivity to compensation issues.

C12—Competency development and pedagogy. Despite being the most prevalent code
overall, no predictors achieved statistical significance after FDR correction in the binary
logistic model for C12. This null finding may suggest that emphasis on competency-based
pedagogy is relatively uniform across different teacher demographic and psychological
characteristics, possibly reflecting broad professional consensus on the importance of this
reform direction.

The following multivariable results also clarify the direction of the gender effects
identified in Section 3.4: women are substantially more likely to prioritize inclusion sup-
port (C14), while men are substantially more likely to prioritize governance reform (C15).
Specifically:
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C14—Inclusion and SEN support. Two predictors were significantly associated with
mentioning this reform, replicating the multinomial findings. Lower education level (OR
=0.541; 95% CI [0.386, 0.750]; FDR p = 0.00436) and female gender (OR =3.07; 95% CI [1.59,
6.70]; FDR p = 0.0151) both predicted mentioning inclusion support. The consistency of
these results across multinomial and binary frameworks provides strong evidence for
these associations.

C15—System governance and depoliticization. Three predictors were significantly asso-
ciated with mentioning governance reform. Older age predicted mentioning C15 (OR =
1.05 per year; 95% CI [1.04, 1.06]; FDR p = 1.31 x 10-%), suggesting that concerns about
political interference and system governance intensify with teaching experience. Female
gender was associated with lower odds of mentioning this reform (OR = 0.467; 95% CI
[0.321, 0.681]; FDR p =0.000433), indicating that male teachers are substantially more likely
to prioritize governance issues. Finally, lower educational system satisfaction predicted
mentioning governance reform (OR = 0.802; 95% CI [0.717, 0.894]; FDR p = 0.000433), link-
ing dissatisfaction with system-level governance concerns.

Across both modeling approaches, three patterns proved robust: (1) system dissatis-
faction consistently predicted curriculum, autonomy, and governance priorities; (2) gen-
der was strongly associated with inclusion (female) and governance (male) priorities; and
(3) conscientiousness predicted salary concerns. It is also worth noting that the binary
models recovered the age and gender effects for C15 that did not survive correction in the
multinomial model—suggesting these associations are real but detectable only in the
more targeted binary framework. These converging results form the basis for the inter-
pretive discussion that follows.

4. Discussion

The results presented above reveal structured, individual-level patterns in Hungar-
ian teachers’ reform priorities. This section interprets these patterns in relation to existing
theory and evidence. The discussion is organized in four parts: principal findings and
their overarching significance (Section 4.1), the interplay between competency demands
and gendered reform orientations (Section 4.2), the role of well-being and system satisfac-
tion (Section 4.3), and the contribution of personality traits (Section 4.4). Subsequent sub-
sections address the centralization-governance nexus (Section 4.5), policy implications
(Section 4.6), and limitations (Section 4.7).

4.1. Principal Findings

This research investigated the reform priorities of Hungarian educators and their cor-
relations with demographic factors, well-being, and personality traits. Utilizing open-
ended feedback from 1254 teachers across various educational levels, we identified 18 re-
form categories and measured their prevalence through respondent-normalized estimates
to mitigate verbosity bias.

Three principal patterns emerged. First, competency development and pedagogical
reform constituted the foremost priority (27.1% respondent-normalized weight), suggest-
ing broad professional consensus on the need for pedagogical modernization rather than
isolated individual preferences. Second, notable demographic differences were evident:
at the individual level, female educators were more likely to prioritize inclusion and SEN
support, while male educators were more likely to focus on governance reform, and older
teachers more frequently prioritized centralization concerns. Third, individual-level well-
being and personality traits were systematically linked to reform priorities: lower satis-
faction with the educational system was consistently associated with prioritizing curricu-
lum reform, governance restructuring, and autonomy concerns.

https://doi.org/10.3390/educsci16050687



Educ. Sci. 2026, 16, 687

18 of 28

These patterns suggest that teachers’ reform demands are not expressions of random
dissatisfaction but appear to reflect systematic individual-level variation associated with
professional position, psychological states, and dispositional traits. The subsections below
interpret these patterns in relation to existing theory and evidence.

4.2. Competency Development and Gender-Shaped Reform Orientations

This subsection interprets the two most prominent structural findings: the domi-
nance of competency-based pedagogy as a reform demand and the gendered divergence
between inclusion and governance priorities.

Competency development and pedagogical reform (C12) clearly emerged as the
dominant reform demand. This finding aligns with international evidence emphasizing
21st-century skills, student-centerd learning, and competency-based curricular frame-
works (Guerriero, 2017). The centrality of C12 in Hungarian teachers’ narratives suggests
that the 20122024 cycle of curriculum standardization has not translated into classroom-
level enactment of competency-based practice. This interpretation is consistent with re-
cent evaluations of Hungarian CPD programs showing that teachers are motivated to im-
plement competency-based pedagogy but are structurally constrained (Lérincz et al.,
2025). Our results therefore suggest that competency orientation is not merely a preferred
pedagogical ideology but a high-priority, system-level reform demand that appears to be
grounded in unmet structural conditions.

Within this prevailing configuration, reform orientations follow a gendered pattern
at the individual level. The multinomial and binary models indicate that female teachers
have a markedly higher probability of prioritizing inclusion and SEN support (C14),
whereas male teachers have a markedly higher probability of prioritizing system govern-
ance and depoliticization (C15). These findings are consistent with international research:
gender-based contrasts in professional value orientations and reform preferences are well-
established across Europe (Piki¢ Jugovic et al., 2022; Azcona et al., 2022; Lazaridou, 2024),
with women more strongly aligned with relational, equity-oriented, care-based reform
directions, and men more strongly oriented toward structural and political aspects of gov-
ernance (Holik, 2014; Varier et al., 2024). Hungary conforms to this transnational regular-
ity notwithstanding the fact that its teaching labor force is overwhelmingly female.

These are, however, individual-level statistical associations. Our data show that in-
dividual female teachers are more likely to prioritize inclusion and individual male teach-
ers are more likely to prioritize governance, but this does not entail that women as a group
uniformly demand inclusion reform or that men as a group uniformly demand govern-
ance reform. Substantial within-gender variation exists, and many individual teachers de-
viate from the group-level tendency.

With this caveat in mind, the gendered pattern has structural implications for policy.
Because the teaching workforce is highly feminized, while male teachers show a statisti-
cally higher individual-level probability of prioritizing governance, a potential imbalance
arises: if the numerically dominant female workforce tends toward inclusion-equity re-
form demands, while the numerically smaller group of men tends toward system govern-
ance demands, then policy processes that disproportionately amplify the voices of one
group risk under-representing the priorities of the other. This possible asymmetry is pol-
icy-relevant because it suggests that the two reform orientations (equity vs. governance)
are not merely empirically separable clusters, but clusters that at the individual level are
statistically associated with gender. This raises the question of whether the gendered pat-
tern reflects differential professional exposure, differential framing vocabularies, or
both—a question we return to in Section 4.5. In short, while competency-based pedagogy
commands near-universal support, the secondary tier of reform priorities appears to split
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along gender lines—a pattern with direct implications for participatory policy design (dis-
cussed in Section 4.6).

4.3. Well-Being, System Satisfaction, and Critical Reform Priorities

This subsection examines why dissatisfied and psychologically distressed teachers
prioritize particular reforms, drawing on the JD-R framework and European comparative
data. The central question is whether dissatisfaction produces diffuse criticism or whether
it channels reform demands toward specific structural targets.

The consistent association between lower educational system satisfaction and prior-
itizing curriculum reform (C00), governance restructuring (C15), and teacher autonomy
(C04) may illuminate the psychological foundations of reform demands. Rather than ex-
pressing generic complaints, individually dissatisfied teachers appear to target specific
structural domains they perceive as dysfunctional —a pattern that suggests diagnostic
specificity in teachers’ critical assessments. This interpretation aligns with the JD-R frame-
work, which posits that unmet job resources (e.g., autonomy, supportive governance) gen-
erate dissatisfaction and prompt demand for organizational change (Viac & Fraser, 2020;
Brauchli et al., 2013). The odds ratios (0.81-0.83 per unit increase in system satisfaction)
indicate modest but robust individual-level effects, meaning that each teacher’s own level
of dissatisfaction predicts their own reform focus—not that dissatisfied teachers as a col-
lective share identical reform agendas.

European data provide a broader context for these relationships. According to the
TALIS 2018 survey, Hungarian teachers report the second-highest stress levels in Europe
(69.9%) and rank among the lowest in professional autonomy, factors directly linked to
dissatisfaction with their working conditions and the education system (European Com-
mission/EACEA/Eurydice, 2021). Our analysis goes beyond this descriptive correlation by
showing that such systemic dissatisfaction specifically predicts reform priorities aimed at
rectifying these deficits—namely, increasing autonomy, curriculum flexibility, and decen-
tralizing governance. This is consistent with the view that teachers” demands are diagnos-
tically insightful, reflecting targeted critiques of systemic flaws rather than general frus-
tration.

The associations between anxiety, depression, and curriculum reform priorities (C00)
merit particular interpretive attention. Teachers who individually reported higher anxiety
and depression were significantly more likely to prioritize curriculum issues. This pattern
aligns with existing research; for instance, Lannert’s (2010) study of teacher mental health
in Hungary identified workload and curriculum rigidity as primary stressors leading to
depression and burnout. In a similar vein, Téthpal-Halasi and Piko (2024) found that per-
sonality, specifically Neuroticism, predicted burnout, with curriculum-related stress act-
ing as a mediating factor.

At first glance, the association between distress and curriculum priorities may seem
to suggest that psychologically struggling teachers are simply more critical of the system.
However, an alternative reading is that individual-level psychological distress actually
heightens teachers’ awareness of curriculum problems that are objectively present, poten-
tially creating a feedback loop where mental health difficulties amplify the perception of
systemic dysfunction. If this interpretation is correct, curriculum reform could serve a
dual purpose: enhancing educational quality while also mitigating teacher stress (Van
Veen & Sleegers, 2006; Zayim-Kurtay, 2020; Lai et al., 2024). However, we note that these
are cross-sectional associations at the individual level; whether distressed teachers accu-
rately perceive greater curricular dysfunction or whether distress colors perception inde-
pendently of objective conditions cannot be determined from these data.

Conversely, the positive association between life satisfaction and class size reduction
priorities (C08: M = 5.84 vs. 5.48, p_FDR = 0.006) presents an intriguing counterpoint.
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Teachers with higher overall life satisfaction —but not necessarily higher system satisfac-
tion—identified class size as a reform priority. A possible interpretation is that relatively
satisfied teachers may focus on practical, concrete improvements (smaller classes) rather
than systemic overhaul, whereas dissatisfied teachers prioritize more fundamental re-
structuring. This distinction may have policy implications: incremental reforms (class size
reduction, infrastructure improvement) may appeal to moderately satisfied teachers,
while systemic reforms (governance decentralization, curriculum flexibility) are more
likely to resonate with those experiencing deeper dissatisfaction (c.f. UNESCO, 2019).

To summarize, the evidence suggests that system dissatisfaction does not produce
undifferentiated criticism but rather channels reform demands toward specific structural
targets—curriculum, autonomy, and governance—while psychological distress appears
to sharpen attention to curriculum rigidity in particular. From a policy perspective, these
findings point to well-being interventions and structural reforms as complementary ra-
ther than competing strategies.

4.4. Personality Traits and Reform Attitudes

This subsection considers the role of Big Five personality traits, focusing on the two
dimensions—Conscientiousness and Openness—that showed the clearest associations
with reform priorities. The effects are modest in magnitude but theoretically coherent.

Conscientiousness predicted prioritizing teacher compensation and material recog-
nition concerns (C06: OR =1.48), consistent with meta-analytic evidence that conscientious
individuals value professionalism, fair reward systems, and societal recognition (Kim et
al.,, 2019). This pattern may reflect the fact that highly conscientious teachers, who likely
invest greater effort and dedication into their work, are particularly sensitive to perceived
discrepancies between their professional investment and their compensation—a concern
that is likely amplified in post-communist Central European contexts where teaching has
declined in prestige since 1990 (Semjén et al., 2018; Semjén, 2023). This finding aligns with
Sun et al.’s (2024) cross-national study demonstrating that work engagement—closely re-
lated to Conscientiousness—predicts teachers” advocacy for professional recognition and
improved compensation.

The personality trait of Openness to Experience was found to predict priorities re-
lated to competency development (C12: OR = 1.25) and curriculum reform (C00: OR =
1.20), which aligns with existing literature on personality and innovation. This finding is
consistent with Hiibner et al.’s (2022) meta-analysis, which revealed that Openness has a
stronger correlation with teaching performance in humanities and language subjects com-
pared to STEM fields, highlighting the domain-specific nature of personality’s influence
on professional priorities. Our study expands on this by suggesting that Openness not
only predicts teaching effectiveness but may also predict advocacy for reform in innova-
tive pedagogical domains. Teachers with high Openness likely support curriculum mod-
ernization and competency-based pedagogies due to their intrinsic values of intellectual
exploration and adaptability.

The lack of significant effects of Neuroticism in our multivariable models, despite
bivariate associations between anxiety/depression and reform priorities, deserves com-
ment. Although our two-item TIPI Neuroticism scale demonstrated acceptable reliability
(a0 = 0.60), it may not fully capture the complexity of emotional stability relevant to atti-
tudes toward reform. Numerous studies (Franz et al., 2022; Weissenbacher et al., 2024)
highlight that emotional reactivity, closely related to Neuroticism, may function as a se-
lection filter: emotionally stable individuals are more likely to enter and remain in the
teaching profession. As our sample consisted of active teachers, it may represent a re-
stricted range on Neuroticism, thereby reducing its predictive power. Future research
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utilizing comprehensive personality inventories could provide further insight into the
role of emotional stability in shaping priorities for reform.

Overall, personality appears to contribute a modest but interpretable layer of expla-
nation: Conscientiousness may sensitize teachers to compensation equity, Openness
seems to dispose them toward pedagogical innovation, and Neuroticism’s null effect is
likely attributable to range restriction in a self-selected professional sample. These trait-
based patterns complement—rather than replace—the stronger effects of system satisfac-
tion and demographic position documented above.

4.5. The Centralization Dilemma: Age, Gender, and Governance Concerns

This subsection focuses on the governance reform code (C15), which showed the
most complex predictor profile—combining age, gender, and system satisfaction effects—
and interprets it against Hungary’s post-2011 centralization history. The question here is
not simply who prioritizes governance reform, but why the pattern takes the particular
demographic shape it does.

The finding that older teachers and male teachers disproportionately prioritized gov-
ernance and centralization concerns (C15) is consistent with Hungary’s contentious recent
policy history. Hermann and Semjén’s (2021) analysis of the 2013 centralization reform
documented that it succeeded in equalizing funding across regions but failed to improve
student outcomes while dramatically constraining teacher autonomy. Our findings sug-
gest that experienced teachers—who personally witnessed the shift from relative auton-
omy (1990s-2000s) to rigid centralization (post-2011) —are particularly critical of govern-
ance structures.

The age effect (OR = 1.05 per year for C15) means that each additional year of expe-
rience increases the odds of prioritizing governance reform by 5%, accumulating to sub-
stantial differences over a career. To illustrate: a teacher with 30 years of experience has
approximately 4.3 times higher odds of emphasizing governance concerns than a novice
teacher, independent of personality and well-being. This cohort effect likely reflects both
experiential knowledge —senior teachers remember more flexible systems—and career-
stage frustration, as experienced educators may feel constrained by mandates that under-
value their professional judgment.

The individual-level gender association with governance priorities (OR = 3.03 for
male teachers) warrants careful interpretation, as it represents one of the largest effects in
our models. Three complementary mechanisms may account for this pattern.

First, gendered career trajectories within education may create differential exposure
to governance issues: although women constitute the overwhelming majority of class-
room teachers, men are disproportionately represented in school leadership and admin-
istrative positions in Hungary (Holik, 2014), where governance structures are more di-
rectly experienced as constraints on professional practice. Individual male teachers may
therefore be more likely to have encountered governance dysfunction through leadership
roles, sensitizing them to these concerns.

Second, research on gender differences in professional framing suggests that men
more frequently articulate professional concerns in structural and political terms, while
women more often foreground interpersonal and care-oriented dimensions of profes-
sional experience (Piki¢ Jugovic et al., 2022; Lazaridou, 2024). This framing difference does
not imply that women are unconcerned with governance or that men are indifferent to
inclusion—rather, when asked to identify priority reforms, individual teachers may draw
on gendered professional vocabularies that channel similar underlying frustrations into
different reform categories.

Third, the Hungarian context may amplify this pattern: the post-2011 centralization
was implemented through administrative and political channels in which men are

https://doi.org/10.3390/educsci16050687



Educ. Sci. 2026, 16, 687

22 of 28

overrepresented (Rédai, 2021), potentially making governance reform feel more person-
ally salient to male teachers who perceive the political dimensions of educational restruc-
turing through direct professional experience.

Rather than treating these three mechanisms as competing explanations, they may
be better understood as complementary: the same teacher may simultaneously occupy a
leadership-adjacent career position, draw on a structurally oriented professional vocabu-
lary, and have direct experience with the political dimensions of centralization. It is essen-
tial to reiterate, however, that these are individual-level associations: our data show that
a given male teacher has higher odds of prioritizing governance than a given female
teacher, all else being equal. They do not show that male teachers as a collective hold a
unified governance reform agenda, nor that female teachers are collectively indifferent to
governance. The within-gender variance in reform priorities is substantial, and the gender
effect, while statistically robust, accounts for only a fraction of individual-level variation
in reform priorities.

In sum, governance concerns appear to be concentrated among older, male, and sys-
tem-dissatisfied teachers—a profile consistent with direct professional exposure to the
consequences of centralization. The policy challenge, then, is to ensure that these govern-
ance critiques receive attention alongside the inclusion priorities more frequently voiced
by the numerically dominant female workforce.

4.6. Practical Implications for Educational Policy

Four policy implications follow from the patterns documented above. Each links a
specific empirical finding to a concrete recommendation, though we note that the cross-
sectional design means these implications should be understood as suggestive rather than
prescriptive.

First, the prevalence of competency development priorities (C12) appears to indicate
robust teacher preparedness for instructional innovation, provided it is bolstered by suf-
ficient support for rollout. Policymakers ought to emphasize ongoing professional train-
ing, classroom materials, and evaluation changes that harmonize with competency-ori-
ented teaching. Lérincz et al.’s (2025) assessment of a Hungarian university’s continuous
professional development initiative revealed that educators displayed heightened enthu-
siasm for interactive learning approaches yet encountered organizational obstacles to im-
plementation. Our data are consistent with the idea that dismantling these obstacles—via
administrative changes that boost autonomy (C04) and alleviate bureaucratic loads
(C01)—might release educators’ inherent drive for advancing teaching practices.

Second, the gendered disparities in reform priorities call for participatory policy for-
mulation that ensures equity. Existing discussions in Hungarian policy circles, steered by
male-dominated ministries and administrative frameworks, could inherently undervalue
issues of inclusion and student support (C14) that our evidence shows are more frequently
prioritized by individual female teachers. While our individual-level findings cannot be
directly extrapolated to the collective preferences of the entire teaching workforce, con-
sidering that females make up 85.9% of the teaching staff, the individual-level tendency
for female teachers to prioritize inclusion suggests that this reform domain may be sys-
tematically underweighted in policy forums where women’s voices are underrepresented.
Strategies to elevate women teachers’ input in policy conversations—ranging from inclu-
sive advisory panels, equitable gender representation in consultative forums, and delib-
erate focus on inclusion goals within reform strategies —would more effectively synchro-
nize policies with the priorities expressed by the majority of the teaching workforce (Ré-
dai, 2021).

Third, well-being interventions may need to be conceptualized not merely as indi-
vidual stress management but as systemic reform. The strong associations between
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system dissatisfaction, anxiety/depression, and reform priorities (C00, C15, C04) suggest
that teachers’ psychological distress is, at least in part, grounded in structural dysfunction
rather than individual coping deficits. Kovacs et al.’s (2023) study of workload challenges
among Hungarian academics identified multi-role stress and institutional constraints as
primary drivers of distress, patterns that are likely generalizable to K-12 teachers. Ad-
dressing teacher well-being may therefore require governance reforms (decentralization,
autonomy enhancement) and workload reduction (administrative streamlining, class size
limits) rather than merely offering resilience training or wellness programs. Ozturk et al.’s
(2024) holistic teacher well-being model, integrating negativity (burnout), positivity
(flourishing), and professionalism (autonomy) dimensions, provides a useful framework
for such comprehensive interventions.

Fourth, personality-sensitive professional development could potentially optimize
reform implementation. Teachers high in Openness may serve as early adopters and
champions of pedagogical innovation, while those high in Conscientiousness may priori-
tize professional standards and compensation equity. Recruitment and retention strate-
gies could leverage these individual differences: for example, highlighting opportunities
for innovation may attract Open candidates, while emphasizing professionalism and ca-
reer progression may appeal to Conscientious candidates. Mullola et al.’s (2025) finding
that temperament predicts selection into teacher education and early achievement sug-
gests that personality-based differentiation begins early in teacher careers and could be
strategically supported throughout professional trajectories.

These four implications share a common thread: what matters here is not simply
which reforms teachers want, but whether policy processes are structured to hear from
different subgroups equitably. Effective reform may require matching policy instruments
to the specific concerns of different teacher subgroups rather than adopting uniform, top-
down interventions. Whether such differentiated approaches are feasible within the Hun-
garian governance structure is, of course, a question that goes beyond the scope of these
data.

4.7. Limitations

Eight limitations qualify these findings and define the boundaries within which the
results should be interpreted.

First, the cross-sectional design prevents causal inference. Although we treat system
dissatisfaction as predicting reform priorities, reverse causation remains plausible: teach-
ers who prioritize specific reforms may subsequently become dissatisfied with systems
that do not accommodate those priorities. Longitudinal designs tracing how reform pri-
orities and well-being jointly evolve over teachers’ careers would help to clarify causal
direction.

Second, the convenience sampling based on publicly accessible email addresses may
introduce selection bias. Respondents may differ from non-respondents in their reform
orientation, well-being, or personality traits. Although the achieved sample approximates
national distributions by educational level, gender, and urbanization, we have no data on
non-respondents to estimate the extent of bias. Future work could implement stratified
random sampling with follow-ups to improve representativeness.

Third, the exclusive use of self-reported indicators generates risks of common
method variance and social desirability bias. Teachers’ reports regarding well-being, per-
sonality, and reform priorities may be inflated or suppressed via impression management,
especially given the politically charged context of criticizing the school system in contem-
porary Hungary. Integrating objective indicators (e.g., administrative records of turnover
or sick leave as proxies for well-being; principals’ ratings of teacher priorities) would en-
able triangulation and reduce bias.
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Fourth, the abbreviated Big Five measure (TIPI), while enabling low respondent bur-
den, yielded modest reliabilities (a = 0.22-0.60), particularly for Agreeableness (a = 0.22)
and Openness (a = 0.30). These two-item scales sacrifice precision for brevity, potentially
attenuating personality-priority associations and limiting our ability to detect nuanced
effects. Replication with full-length personality inventories (e.g., NEO-PI-R, BFI-2) would
provide more robust estimates of personality contributions to reform attitudes.

Fifth, our coding scheme, while systematically developed and validated (o = 0.86),
inevitably imposes researcher-defined categories on teachers’ open-ended responses. The
18 reform codes may not fully capture the nuance of teachers’ expressed concerns, and
alternative coding frameworks could yield different prevalence estimates. We mitigated
this limitation through iterative codebook refinement, multi-coder validation, and inclu-
sion of meta-commentary (C90) and non-substantive response (C99) codes, but some in-
terpretive reduction is inherent in qualitative-to-quantitative conversion.

Sixth, the respondent-normalized prevalence method, while addressing verbosity
bias, assumes that each respondent’s total contribution should be weighted equally re-
gardless of response depth or quality. A teacher providing three well-articulated, distinct
reform proposals receives the same total weight as one providing three overlapping or
vague suggestions. Alternative weighting schemes (e.g., quality-adjusted prevalence)
could be explored, though defining “quality” introduces additional subjectivity. We pri-
oritized transparency and simplicity in our normalization approach, noting that raw and
normalized prevalence rankings correlated at r > 0.99, suggesting minimal impact of ver-
bosity bias in this sample.

Seventh, the study adopts an exclusively individual-level analytical framework: all
predictors and outcomes are measured and modeled at the person level. While this ap-
proach is appropriate for mapping individual-level variation in reform priorities—and
constitutes a deliberate theoretical choice (see Section 1.4)—it does not capture the poten-
tial influence of school-level or district-level factors, such as organizational climate, lead-
ership practices, or local policy implementation, that may shape teachers’ reform attitudes
through shared contextual exposure. Teachers within the same school may exhibit corre-
lated reform priorities due to common working conditions, yet our models treat all obser-
vations as independent. Multilevel models nesting teachers within schools would be
needed to partition individual-level and contextual-level variance, requiring larger sam-
ples with adequate between-school representation.

Eighth, our focus on Hungary limits generalizability to other national contexts. While
the theoretical frameworks (JD-R model, Big Five personality) are internationally vali-
dated, the specific reform priorities and their correlates likely reflect Hungary’s unique
policy history, particularly the post-2011 centralization. Replication in countries with dif-
ferent governance structures—such as highly decentralized systems (e.g., Finland, Can-
ada) or other centralized systems (e.g., France, Singapore) —would clarify which findings
reflect universal teacher psychology versus context-specific responses to Hungarian poli-
cies.

Notwithstanding these limitations, the core finding—that teachers’ reform priorities
appear to be systematically patterned by demographic position, well-being, and person-
ality rather than randomly distributed —rests on converging evidence from multiple ana-
lytical approaches and survives conservative multiple testing correction.

5. Conclusions

This final section draws together the study’s main contributions and considers their
significance for educational policy and future research.

Hungarian teachers’ reform priorities appear to reflect structured, individual-level
patterns rather than random dissatisfaction. Competency development dominates,
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followed by curriculum, governance, and autonomy concerns. At the individual level, fe-
male and male teachers emphasize different reform domains (inclusion vs. governance),
while older teachers critique centralization more strongly. Lower system satisfaction and
poorer mental health predict critical reform priorities, and personality traits — particularly
Openness and Conscientiousness —are associated with these patterns.

These conclusions are tempered by the study’s reliance on a cross-sectional, conven-
ience-sampled, self-report design with abbreviated personality measures and an exclu-
sively individual-level analytical framework (see Section 4.7). Causal claims cannot be
made, and generalizability beyond the Hungarian post-centralization context remains to
be established.

With these caveats in mind, the findings suggest the importance of centering teach-
ers’ voices in educational policy and attending to the demographic, psychological, and
personality diversity shaping their perspectives. If corroborated by longitudinal and mul-
tilevel research, addressing teachers’ priority reforms—especially enhancing autonomy,
reducing administrative burden, and supporting competency-based pedagogy —may
simultaneously improve education quality and teacher well-being, contributing to a more
sustainable and effective system.

What this study ultimately suggests is that teachers do not merely express dissatis-
faction—they appear to diagnose specific systemic problems, and their diagnoses vary
predictably with who they are and how they experience the system. Reform that ignores
this structured diversity risks addressing the wrong problems for the wrong people. Lis-
tening to teachers is necessary, but understanding which teachers say what—and why—
is what may make that listening actionable.
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