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ABSTRACT

PERCEPTIONS OF BRAZILIAN EDUCATIONAL PARTICIPANTS
CONCERNING GOALS FOR HIGHER EDUCATION

By

Luiz R. Lima

The purpose of the study was to analyze and describe per-
ceptions of educational participants concerning possible goals and
objectives for higher education. In addition, the larger concern
was to generate a framework for the research with regard to broader
issues of economics of education, sociology, organization, and
administration of higher education.

The investigator conducted an in-country survey at the
Federal University of Paraiba (Brazil), in December 1984. Some
N = 450 questionnaires were distributed to university students
(N = 150), faculty members (N = 150), and administrators (N = 150),
in order to assess their perceptions of what the educational system
actually "is" and their perceptions of what they think it ideally
"should be."

The instrument was based on the Institutional Goals Inven-
tory (IGI) (Peterson, 1970), and Gross and Grambsch (1968) pioneer
works on goals for higher education. The questionnaire contained
two parts. Part one dealt with demographic characteristics of the

respondents. Part two consisted of 36 possible goals for higher

education. For each one of the goal statements appearing in the
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scale. Response choices were as follows: (1) of no importance;

(2) Of Tow importance; (3) Of medium importance; (4) Of high impor-
tance; (5) oOf extremely high importance. O0Of the total questionnajres
distributed, some N = 343 were returned (76.22 percent) containing
information for analysis. Analysis of Variance (ANOVA) was used to
test significant differences of perceptions for all goal statements
within total group and subgroup tables. The statistical data
obtained from the ANOVA was used to perform the Scheffée test, which
is a post-hoc multiple-comparison of means.

In the analysis of actual goals of university education,
there is congruence amongst total group as well as each individual
group. Ideally more importance should be given to all goals. How-
ever, it was observed discrepancy in perceptions concerning
priorities of goals by the individual groups. The respondents
indicated desire of having the educational system changed to better
qualify students with skills and know-how in demand lTocally. They
Tong for a more participatory democracy. And they call for a reform

of the educational system, in their overal] perceptions.
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CHAPTER I
THE RESEARCH PROBLEM

Education everywhere is considered to be the vehicle through
which society transmits wisdom and accumulated knowledge from one
generation to another.. Education empowers people for membership in
society, actively participating in the maintenance, progress, growth
and development of their countries. In fact, today it is common
practice to measure the worthiness of an individual in terms of his
or her academic achievements. In business, education is considered
to be an investment with consequences in the form of capital. The
rapport between education and productivity has captured the atten-
tion of educators and has become an integral part of economic and
social thought. Education everywhere is considered a form of
investment in human capital which yields economic benefits with
contribution to the future wealth of the nation by increasing the
productive capacity of its people.

In a developing country such as Brazil, education is viewed
not only as a cultural heritage, but also as an economic investment.
Education is utilized as a means of directing society toward desired
goals. Large sums of money and human resources are being invested

in education with the anticipation of better qualifying people to

help in the plight of the country to move from the stage of




underdeveloped society to that of a full-scale economy with high
employment, thus improving the standard of living of its citizens.
In fact, throughout Brazil there is a cry for skilled individuals
to work, operate, manage, and administer factories and those
corporations being installed in the country.

Universities must demonstrate their capacity to adapt to
the nation's research, scientific and professional needs. Although
higher education is being directly charged to train and qualify
individuals responsible for national development, there still per-
sists the old question about which concept is best suited in higher
education--literary or practical. Rather than straightforwardly
providing technical training for their students, universities in
Brazil seem to want to continue gearing curricula to the well-
roundedness of individuals, missing the opportunity to become more
effective institutions in tune with the aspirations of a fast-
developing society, one much in need of individuals with competence
in technical skills. Rapid and effective development of the system
is urgently needed, a market-oriented, more utilitarian system of
higher education which would qualify university students to fulfill
the demands of the high-technology era that has already arrived in
the country. Assessing the needs of higher education in Brazil,
McNeill (1970) states that "the traditional educational system
failed to meet the demands of this rapidly developing country."
Universities must exercise more accountability to the local com-

munity to promote change. As Roeber (1973, page x) asserted:




. .organizations have been able to adapt themselves
to slow changes in their environments by making small
concessions to pressures, and through the import of
new personnel and the diffusion of new ideas. Through
these unstructured, untutored, and unconscious adap-
tive responses organizations have "tracked" changes
in their environment, much as the rear wheels of a
long trailer track the changes in direction at the
front. But such natural processes are no longer
appropriate when the environment changes rapidly.

Indeed, those in charge of higher education must introduce
processes for managing change that are capable of "defining missions,
setting objectives, allocating resources and coordinating efforts
for the institution" (Corson, 1975, page 18). As Gardner (1964)
suggested:

The true task is to design a society (and institutions)

capable of continuous change, renewal and responsiveness.

We can less and less afford to limit ourselves to

routine repair of breakdowns in our institutions.

Unless we are willing to see a final confrontation

between institutions that refuse to change and critics

bent on destruction, we had better get on with the

business of redesigning our society.

An institution of higher education must respond to the needs
and aspirations of the individual and of the community of which it
is a member. Learning is a hard task in itself, and learning for
the sake of learning is no easier. Carl Rogers (1961, page 292)
once said:

If we value independence, if we are disturbed by the

growing conformity of knowledge, of values, of attitudes

which our present system induces, then we may wish to

set up conditions of learning which make for uniqueness,

for self-direction, and for self-initiated learning.

In today's world, men and women need not only solid educa-

tional foundations, but also lifelong opportunities to adapt, to

_ "



renew themselves, and to acquire new knowledge, and, as Freire
would say, "to master their own destiny." The development of human
resources must not be overlooked by our institutions of higher

education.

Statement of the Problem
In a developing country such as Brazil, the educational
system has a great responsibility for helping to solve existing
social problems, meeting the needs of its people, and assisting in
the realization of the potentiality and aspirations of the nation.
The university system should be called upon to better develop human
resource programs, providing training to workers, and qualifying
the labor force with skills necessary to the well functioning of
enterprises locating throughout the various regions of the country.
Thus, the main focus of the research was to interpret the lifelong
educational needs that exist in Brazil, as perceived by university

participants.

Purpose of the Research
The purpose of the research was to analyze and describe per-
ceptions of participants in the Brazilian university system with
respect to goals and objectives of higher education. The researcher
conducted a survey with distribution of N = 450 questionnaires to
three distinct groups of Brazilian university students (N = 150),
faculty members (N = 150), and administrators (N = 150), in order to

"

assess their perceptions of what the educational system actually "is

and their perceptions of what they think it ideally "should be."




The educational participants selected for responding the
questionnaire were representative to some degree of educational
outlooks in Brazil today. The degree to which the sample is repre-
sentative was not tested, so no generalizations can be made with
certainty. The researcher wanted to summarize these analysis in
order to draw certain initial conclusions in the form of tentative
principles, pointing to needed further research on the subject.
But this research was intended only as an initial exploratory,
descriptive investigation.

In addition to the main thrust of the research which dealt
with perceptions about university goals and objectives, the larger
concern was to generate a framework for the research with regard
to broader issues of economics of education, sociology, organiza-

tion, and administration of higher education.

Research Questions

The following research questions cover the major concerns
of the study. They are based upon the needs assessment format,
the result of which will serve as a basis for the final conclusions
and recommendations of the research.

(1) How do all respondents (students, faculty members,

and administrators), perceive and rank order the
possible actual goals of university education?

(2) How do all respondents (students, faculty members,

and administrators), perceive and rank order the
possible ideal goals of university education?

(3) How do students perceive and rank order the
possible actual goals of university education?




(4) How do students perceive and rank order the
possible ideal goals of university education?

(5) How do faculty members perceive and rank order
the possible actual goals of university education?

(6) How do faculty members perceive and rank order
the possible ideal goals of university education?

(7) How do administrators perceive and rank order
the possible actual goals of university education?

(8) How do administrators perceive and rank order the
possible ideal goals of university education?

(9) What are the differences that exist in the
perceptions of students, faculty members, and
administrators, concerning the actual goals
of unviersity education?

(10) What are the differences that exist in the
perceptions of students, faculty members, and
administrators, concerning the ideal goals of
university education?

Statement of the Hypotheses

The conceptual framework of the research holds that the
university and the community where it is located interact in such
a way that they mutually benefit from their very existence in the
environment. The framework holds also that university participants'
perceptions of actual ("is") and ideal ("should be") objectives of
higher education are consonant with the missions of the institutions.
Based on these premises the null hypotheses to be tested were

formulated as follows:

H_: There are no significant differences in percep-
tions of students and faculty members, with
regards to the actual possible goals of univer-
sity education.

9




Ho : There are no significant differences in percep-
2 tions of students and faculty members, with
regards to the ideal possible goals of univer-
sity education.

Ho : There are no significant differences in percep-
3 tions of students and administrators, with
regards to the actual possible goals of univer-
sity education.

H0 : There are no significant differences in percep-
4 tions of students and administrators, with
regards to the ideal possible goals of univer-
sity education.

H_: There are no significant differences in percep-

5 tions of faculty members and administrators,
with regards to the actual possible goals of
university education.

Ho : There are no significant differences in percep-
6 tions of faculty members and administrators,
with regards to the ideal possible goals of
university education."

Significance of the Study

The researcher's concern grew from a general interest in
university goals and objectives, sociology, organization, and
administration of higher education as means to efficiently provid-
ing students with high technology skills and training to fulfill
the needs and demands of a rapidly changing society. As a concep-
tual tool the notion of goals can be enormously useful in
deliberating, determining, and evaluating policy and practice in
educational organization.

Organization and administration are not ends in themselves.
They exist for the purpose of enabling institutions to carry out
their aims and policies. As Charles A. Beard (1937, page 3)

observed:




There is no subject more important. . . than this

subject of administration. The future of civilized

government, and even, I think, of civilization itself,

rests upon our ability to develop a science and

philosophy and a practice of administration competent

to discharge the public functions of civilized society.

Organization and administration have an important contri-
bution to make to higher education, through both leadership and
service, with respect to the individual institution and to the
community of which it is an integral part and to which it is respon-
sible. Thus, it is hoped that the research may be of value to
those in charge of leadership in administration, planning and
organization of higher education, as they may wish to learn the
perceptions of educational participants which can aid in their
true task of constantly trying to upgrade the goals and objectives
of the university system, consonant to changes that occur in a modern-
izing society. After all, as John Caffrey (Gross and Grambsch, 1968,
page vii) stated, "it is certainly one of the functions of leader-
ship, be it administrators, faculty, trustee, or whomever, continually
to clarify these goals and periodically to reexamine them in light
of changing desirabilities and feasibilities".

Other factors equally important for this research are
identified below:

(1) Despite Brazil's great natural resources and renewed
governmental commitment to augmenting the skilled work force, educa-
tors must contend with certain historical liabilities as they try

to improve the country and educate its people. Inequalities of

wealth and income, widespread poverty, malnutrition, illiteracy,




high birth and mortality rates, and economic and political instabi-
Tity have long plagued the country. The primary challenge is to
develop human resources as well as possible, given limited funds
available for this purpose. Were courses of study briefer and more
directed toward eventual local employment, the nation would be
better served.
(2) The Constitution of Brazil establishes education as
a right of all, stating that it is a duty of the State to provide
education in the home and in school. The fundamental legislation
which presently governs Brazilian educational system consists of
the following:
(a) Law Number 4,024 of December 22, 1961, which
defines the principles of national education
and the general norms of organizations;
(b)  Law Number 5,540 of November 28, 1968, which
specifies the norms for the structure and

function of postsecondary education;

(c) Decree-Law Number 464 of February 11, 1969,
which complements Law Number 5,540; and

(d) Law Number 5,692 of August 11, 1971, which
establishes the directives and bases of first-
Tevel and second-level education.

The university Reform Law (Number 5,540) clearly specifies
and introduces innovations in the curriculum, switching to the
credit system for evaluating students and appropriating sufficient
public funds to support the expansion and improvements of physical
and human resources in higher education (Haussman, 1978). The

goals of universities in Brazil, according to the Reform Law

(Number 5,540), are "research, the development of the sciences,
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letters and arts, and professional education." Haussman further
states that university extension activities in Brazil were developed
to create a strong and visible 1ink between higher education and
national development. The goals of all extension programs have
been fundamentally the same: (a) to provide students with a
clearer understanding of regional and national problems and enable
them to participate in the nation's development, (b) to encourage
students both to apply classroom learning and to acquire skills
essential to the country's needs, (c) to tap the university as a
development-related resource, and (d) to bring technical assistance
and training to Brazil's interior.

(3) A UNESCO study (1982) reveals that there are over one
million students enrolled in higher education institutions in Brazil.
It also shows that most institutions offer degree programs in four
years of study, with lTittle or no vocational/technical skills and
training. Brazil is a developing country experiencing a tremendous
economic and technological growth. The existing manpower supply
Tacks proper training and skills to fill existing job opportunities.
The cost to industry and commerce to train prospective employees
is high and time consuming.

(4) As the above points indicate explicit goals for
Brazilian higher education currently are spelled out briefly or
generally at best. The results of this study may help identify

more well-developed higher education goal statements including goals

which are considered more important by the respondents. Such
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results may aid the university in the more adequate accomplishment

of its mission and purpose.

The Setting for the Research

This section is divided into two parts. In part one it is
discussed the Brazilian educational system. Part two is reserved
for the presentation of a synopsis of the American higher education

system.

Part One: The Brazilian Educational System

For centuries Brazil was dominated culturally by Europe.
The Portuguese colonization was aimed at short term exploitation
of the national resources rather than long term investment. Since
the Brazilian society was predominantly agrarian, education was
reserved for those members of the rural aristocracy. They were
the educated elite who dominated and led the Church, the State,
and the professions. To Haussman (1978) the education they
received was, however, ornamental rather than functional--merely
a social status symbol used to differentiate the upper class from
the lower class. Education was classical in nature and elitist in
orientation. There was little incentive for greater allocation
of resources to education. In fact, investment in education was
not considered economically attractive.

It was the Jesuits who introduced education in Brazil in

1549 when they arrived with the Portuguese colonizers. The cultural

dominance was exercised until 1759 when the Jesuit influence was
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virtually ended. The Portuguese Prime Minister Pombal expelled
them in an effort to reform the administrative system of Portugal
(Haussman, 1978, page 31). Cowen (1984) asserts that in the
nineteenth century when Brazil sought a model for its cultural
institution it was Europe, and particularly to France, that it
Tooked. Thus the basic ingredient in Brazilian educational thought
was the European tradition. It was essentially an elitist and
humanistic tradition designed to cultivate the mind and provide an
avenue to the "noble" professions: secondary and higher education
in Brazil were above all the mark of a gentleman. It was anti-
technical and concerned with theorizing rather than empirical
investigation. It was reflected on concepts of "authority" as to
the purity of the subject matter and as a result the system was
rigidly centralized until 1961.

Haussman (1978) argues that although Jesuit co]e’gios
(actually, high schools) existed in sixteenth-century Brazil,
higher education did not emerge until 1808 when the Portuguese
court fled to Brazil in anticipation of Napoleon's invasion of
Portugal. After 1808 and well into the middle of the nineteenth
century, higher education remained exclusively professional in
nature; offering study in such fields as medicine, surgery, econo-
mics, agriculture, chemistry, design, and mechanical drawing. The
emphasis on professional studies represented a radical break with
the scholasticism of the literary period (before the expulsion of

the Jesuits) and strongly influenced the future development of

higher education in Brazil.
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The Ideal and Actual Values of Education

Secondary and higher education in Brazil, traditionally
manifested itself in encyclopaedic curricula, and emphasis on
standards and in examinations designed to sift out the intellec-
tually unworthy. Primary schools (being concerned with the "instruc-
tion" and not the "education" of the lower classes) were not
included in this rationale, but they too reflected its style and
attitudes. Cowen (1984) states that in defining the objectives of
education, governments expanded on this narrow educational view.
Legislation variously defines them in terms of health, culture,
nationalism, social integration and individual development--but
in Latin fashion those were "ideal" values unrelated to what Qas

actually happening in the schools.

The Development of the Country and the School System

The growth of Brazil since 1930 has been remarkable. Dur-
ing World War II, in particular, national industry was stimulated
by great restrictions on international trade, which may have paved
the way for the country to enter the "technological era." It is
interesting and impressive the contrast of the present situation
with the recent past. Oliveira Junior (1959) argues that during
the first decades of this century agriculture was the main source
of income; exports consisted of rubber, coffee, and other tropical
products. Industry was primitive, and the country had to import

almost entirely both raw materials and the machines to manufacture

them. Gouveia (1957) asserts that in 1907 there were 3,250
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industrial enterprises employing 150,841 workers. In 1963 more
than three million industrial workers in about one hundred thousand
enterprises were producing a large percentage of the country's
needs for heavy steel, oil products, automobiles, and household
appliances. McNeill (1970) states that at the beginning of the
century most Brazilians were peasants working on ranches and planta-
tions, totally dependent upon their landowners. Today, while this
situation still remains in most of the rural areas, an increasingly
large urban middle class is being formed, as the cities have
experienced extensive migration. According to a U.S. army area
handbook for Brazil (1964), in 1962 it was estimated that 200,000
inhabitants from the interior were moving to the cities each year

in search of work and better conditions. Together with industriali-
zation and population growth, the country's system of public ser-
vice is also developing at a rapid pace. How did the educational
system contribute to this development? Where did the country find
the workers to develop its steel and electric power, automobile

and aviation industries?

According to McNeill (1970, page 9). the traditional educa-
tional system failed to meet the demands of this rapidly developing
country. It produced mainly lawyers, physicians, and engineers.
With the creation of faculties of philosophy in 1931, secondary
teachers, mathematicians, physicists, biologists, and chemists began

to receive specialized training. However, schools of commerce and

industry did not have many graduates to offer. Thus, the working
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force was formed in part by on-the-job training, in part by
immigrant skilled workers. According to Diegues Junior (1964) in
1951 alone, 8,606 skilled foreign workers were added to the labor

. -~
force in Sao Paulo.

Nonformal Education: An Overview of Two Sound Technical Programs

A serious shortage of skilled industrial workers and of
middle level business managers continues to exist. To meet these
demands, Brazilian industry and business have supported and admin-
istered since 1942, two types of technical educational programs
outside the regular system. By law, enterprises employing more
than one hundred persons are required to provide schooling for
their employees and their employee's children. Professional train-
ing, for youngsters and adults with or without proper schooling,
is provided by Servigo Nacional de Aprendizagem Industrial-National
Service of Industrial Apprenticeship (SENAI) and the Servigo
Nacional de Aprendizagem Comercial-National Service of Commercial
Apprenticeship (SENAC).

SENAI and SENAC are supported by a fund fed by the tax-
paying enterprises and their employees, and are administered by the
National Federation of Industry and the National Federation of
Commerce, respectively. SENAI's chief activities today are:

(1) the training of industrial manpower through its apprenticeship
courses for youngsters between fourteen and eighteen; (2) intensive

professional training for employed and unemployed adults; and

(3) retraining and specialization courses for qualified workers
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and supervisors. Haussman (1978, page 105) states that more than
half of SENAI's courses are given at its own centers. The rest
are given at factory sites.

SENAC was created in 1946, on the same principles as SENAI,
to provide training for commercial and service occupations. SENAC
offers courses for about 90 different occupations, and through on-
the-job training courses in large commercial enterprises. For
example, with Brazil's new efforts to attract tourists from abroad
and offer them accommodations with internationally acceptable stan-
dards, the training of hotel and restaurant personnel has become
a priority endeavor. Thus, SENAC operates its own restaurants to

train cooks, waiters and barmen.

The Agricultural Crisis

Brazil also has a shortage of trained agriculatural workers,
to which no solution has yet been found. In many areas production
is small and expensive, and undernorishment is a permanent condi-
tion. Camargo (1960) points to an "agricultural crisis" in Brazil
in terms of production and the number and quality of schools of
agriculture. The author criticizes and suggests that agricultural
education be expanded at the university level. According to a
detailed survey of the Brazilian educational system (Anudrio
Brasileiro de Educa;go, 1966), in 1964 there were only 35 agricul-
tural high schools (technical level) with an enrollment of less

than 4,000. For McNeill (1970, page 10), graduates from these

schools frequently lack practical farm experience, and many do not
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become farmers; some become rural teachers, but do not seem to have
a marked influence on the communities where they live. The shortage
of skilled labor is also compounded by the fact that most students
continue to prefer an academic education: it is far more prestig-

ious.

Higher Education Administration

Higher education is a federal responsibility, though insti-
tutions are run by federal, state, municipal, religious and private
entities. There are also large numbers of independent faculties.
Education, research, and extension are the main functions of
university education in Brazil. In 1980 there were 65 universities
and 822 independent faculties enrolling a total of 1,311,799 stu-
dents, 53% of whom were studying in private institutions. Brazilian
higher education has been undergoing continuous reform since 1961
and was the subject of radical reforms in 1968. The intention of
this reform was to improve the quality and efficiency of the first
degree course, particularly by reducing the independence and powers
of individual faculties.

The university organization Brazil inherited was patterned
after European models which were limited to acquisition and trans-
mission of current scientific knowledge or to applying and adapting
such knowledge in order to meet pressing local needs. The Univer-
sity Reform Law of 1968 basically changed the structure of
Brazilian universities. Fidelis (1982) asserts that the French

model of the university, with its characteristic tendency toward

N
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centralization, was replaced by a more flexible and decentralized
system 1ike the American model. New concepts in university admin-
istration emerged from the University Reform Law, such as the
departmental structure, credits, basic and professional studies,
student participation, and optional or elective courses. However,
several areas of conflict are apparent, after the introduction of
the University Reform Law. Fidelis (page 13) states that the
newly designed structure of universities was intended to transform
the older European-type professional school into an American-type
system with a departmental structure, more interdisciplinary
programs, and an emphasis on research and training in technologi-
cal fields. Such changes were almost immediately implemented in
all public universities in Brazil. However, the expansion and
complexity of administrative matters in the new structure, if indeed

envisioned, did not receive the necessary support.

The Development of Educational Research

Educational research pointing to specific problems and
their solutions has not yet been extensively done in Brazil.
Teixeira (1957) pointed to what he called the "backwardness" of
educational research in Brazil; the fact that educational statis-
tics were the major source of awareness about the nation's educa-
tional status.

Other critics (Abreu, 1968; Fernandes, 1960) have also
pointed out that most of what has been called "educational research"”

is merely "identification, definition, assertion, and fact assembly,"

_.:iﬂ.
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and that "a theoretical point of view to provide a rational crite-
rion of assembling facts and methodological concerns are often
absent." The lack of a "practical attitude" on the part of the
researcher has also been criticized, for many studies have been
useful neither for educational practice nor for planning future
research (Abreu, pages 51-78). Fernandes (pages 31-59) believes
that science and national development should be twin ideas.
Brazilian scientists should: (1) try to create the conditions for
pure and applied research in Brazil, (2) be concerned about the
practical utilization of the results of their investigations, and
(3) be aware of the social significance for Brazil of the "organized
expansion of its science as well as of its scientifically based

technology."

Development and Planning of the Education System

In a summary form, Cowen (1984, page 618) has presented
the problems which Brazilians detect in their education system as

follows:

Internal Efficiency

(i) a serious shortage and unequal distribution of
facilities

(ii) soaring demand outpacing supply
(iii) high drop-out, repeater and failure rates
(iv) lack of 'articulation' between levels of the system

(v) shortages of trained teachers at all levels; low
salaries and part time working

(vi) encyclopaedic curricula

:‘<.
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(vii)

(viii)
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formalistic teaching methods

inappropriate educational aims and concepts.

External Relevance

(i)
(i)

academic curricula and non-practical orientation

humanistic bias at higher levels resulting in
shortages of technicians, doctors, scientists,
etc. and probable over-production of lawyers
and philosophers.

Trends and Possibilities

(1)

(i)

the urban, progressive regions of Brazil with their
European traditions and industrial bases have shown
in recent years similar trends to those observable
in Western Europe. The minimum length of schooling
has become progressively longer. Curricula at the
upper first cycle (primeiro grau) level have become
more uniform and there is a trend toward postponing
specialization until second cycle (segundo grau).
At the upper levels there have also been clear
signs of closer university involvement in develop-
mental problems and a retreat from the "ivory
tower" image. Pressures too from the National
Council for Scientific and Technological Develop-
ment (CNPq) and MEC's Coordination for the Improve-
ment of Higher Education Personnel (CAPES) have
also resulted in significant advances in the teach-
ing of science and in the quantity and quality of
advanced research. The foundation of the first
faculties of education are also illustrative of

a slight up-grading in the academic status of
teacher training. At another level, a feature
typical of the developing world can be detected--
namely a phenomenal increase in demand and provi-
sion, matched by a fall in quality.

these underlying educational trends combined with
the response of the government's technocrats and
planners to the quantitative and qualitative
problems of the system produced in the late 1960s

a sweeping program of reform. The extent and
importance of these modifications can be appreciated
by the following summary. Some may be criticized,
and some omissions may be noted, but overall the
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list presents an impressive catalogue of reform
which in Brazilian conditions only a single
minded and determined government could have
achieved:

(a) "“"Operation School" launched in 1968 to master-
mind the expansion of the primary system and
the re-examination of curricula and criteria

(b) The Reform Law of 1971 (Law 5692) - restruc-
turing the school system into two levels, the
first offering "fundamental education" to all
between the ages of 7 and 14; the second
providing three or four years of secondary
education of a type suitable for either
university entrance or for the middle level
manpower needs of the economy

(c) University Reform - following the lines of
the recommendations of 1968, priority targets
being:

- Operation Productivity, to improve adminis-
trative efficiency

- the concentration of university departments
and faculties on to the same campus

(d) Teachers. Accelerated training programs for
unqualified teachers. The establishment of
university faculties of education. The
encouragement of full time work (especially
at university level) with improved salaries

(e) Administration. The reform of both the struc-
ture and the spirit of MEC. An expansion in
educational expenditure and the creation of
new sources of revenue. Expanded schemes for
scholarships, etc.

(f) Research and Development. An expansion of
official educational research and dissemina-
tion facilities

(g) Use of the Media. The Brazilian authorities,
concerned that conventional educational methods
cannot solve the country's problems, is anxious
to give high level technology a vital role in
their strategy. A number of cities now have
ETV networks and a scheme is at present in
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operation in the north and northeast of the
country involving the use of an educational
satellite which receives signals from the Sao
Paulo area and transmits them to 200,000
schools distributed throughout the target area.
In 1975 plans were announced for extensive
reorganization and improvement of ER and ETV
systems, within the new national broadcasting
system (RADIOBRAS).

The following statistics in Table 1.1 present a clearer view

of the educational reality in Brazil. They appear in Cowen (1984,

page 624):
TABLE 1.1
STATISTICS OF THE BRAZILIAN EDUCATIONAL REALITY
SCHOOL ENROLLMENT: 1978 (in thousands)

First level (Grades 1 to 8); 21,473
Second level (Grades 1 to 3): 2,519
HIGHER EDUCATION ENROLLMENTS: 1979
Enrollments on all courses: 1,311,799
Enrollments in universities: 613,192
Enrollments in isolated colleges: 698,607
HIGHER EDUCATION STUDENTS: 1979
AREAS OF KNOWLEDGE

Biological Sciences and Health Professions 153,255
Technological Sciences 326,825
Agrarian Sciences 29,086
Humanities 696,070
Literature/Linguistics 81,741
Arts 24,822
TOTAL 1,311,799
PERCENTAGE OF GNP ALLOCATED TO EDUCATION
Year 1961 | 1963 | 1965 | 1967 | 1969 | 1971 | 1973
% 2.09 | T1.72 | 2.80 | 3.14 | 3.42 | 3.25 | 2.9
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Figure 1.1 shows the total enrollment for all education in

Brazil.
FIGURE 1.1
PYRAMID OF ENROLLMENTS
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Source: Cowen, 1984, page 621.
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Part Two: The American Higher Educational System

A critical analysis of the American higher educational sys-
tem is presented in this section. It will include the following
topics: efficiency and accountability in higher education; func-
tions of higher education; production in higher education; training
model in higher education; development of American higher education;
the American community college; concept and growth, the importance
of the institution, the community college in Michigan, and philo-

sophical assumptions.

Efficiency and Accountability in Higher Education

Education is a gigantic enterprise in the United States,
perhaps the largest one. In 1981, education was the primary acti-
vity of approximately 61.4 million Americans. Included in the total
were an estimated 57.8 million students enrolled at schools and
colleges, 3.3 million teachers, and about 300,000 superintendents,
principals, supervisors, and other instructional staff members.

This means that in a nation with approximately 230 million people,
more than one out of every four persons was directly involved in

the educational process. Data from a survey of enrollment in higher
education indicated that about 12,320,000 students were enrolled

in the 3,253 institutions of higher education. Of these, there

were five million students enrolled in the existing 1,274 community
and junior colleges open to the public in the United States.

The 1981 gross national product for the United States was

$2,827 billion. The total expenditure for higher education was
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$73 billion. The total expenditure for all education was $199.8
billion (US Natl. Center for Education Statistics, 1982). This sum
was second in size only to the national defense expenditure. Viewed
from another context, the total expenditure for education in the
United States is 6.8% of the gross national product (GNP). Figure
1.2 presents a clearer picture of estimated expenditures for educa-
tional purposes, including the percentage distribution by source of
funds. These statistics provide a quantitative description of the
current American educational scene. Clearly, the vast sums expended
by educational institutions indicate that the American people have

a high regard for learning, financially supporting their educational
institutions.

A widely held assumption is that higher education at some
unspecified time will involve every high school graduate (Hausman,
1972, page 1). If this were to happen the burden to state and
federal governments would be great, due to the fact that the process
of education involves large expenditures. On the other hand, total
expenditures alone do not provide agood picture of the vast invest-
ments in education, nor does it tell about the quality of such
education. One must also consider another important element in
educational cost, the foregone income, that is, the total amount of
money the student is not earning while attending college or univer-
sity (Bowen and Servelle, 1972, pages 31-32; Carnegie Commission,
1973a, pages 49-53).

In the United States, the federal government has never been

empowered to exercise direct administrative or legal control over
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FIGURE 1.2

ESTIMATED EXPENDITURES OF EDUCATIONAL INSTITUTIONS,
BY SOURCE OF FUNDS: UNITED STATES: 1981-82

Local governments State governments
25.4% 38.2%

///,,,——-——--\N

—

A11 other sources Federal Government
26.4% 10.0%

Total expenditures = $199.8 billion

NOTE: Includes expenditures of public and private institu-
tions at all levels of education from preprimary
through graduate school.

SOURCE: U.S. Department of Education, National Center for
Education Statistics, estimates.




27

education in the states. It hasbeen influential ineducation affairs,
however; and in recent decades, it has had a marked effect on the
development of both public and private education. When an industry
reaches such financial magnitude, many people ask whether the outcomes
are worth the cost. Criticism of higher education is that it is
educating more people than the economy can absorb. Another is the
inability of college graduates to get jobs, or the ill-preparation

of graduates to the job market.

Many Americans perceive their system of higher education as
efficient, great in quality and quantity, providing solid prepara-
tion of students. Many other Americans functioning as observers of
their system wish to hold college and universities accountable,
demanding that outcomes of higher education be identified, measured
in dollars, and then compared with costs. See, for example, Goodman
(1964); Berg (1970); I1lich (1972); Thurow (1975); Freeman (1976).
Yet, in their perceptions they fail to recognize that efficiency is
a relationship between two variables, cost and outcome. Higher
education is concerned with matters of intellect, personality, and
value, not always quantifiable, to compute rates of return. In
assessing the efficiency of higher education one must consider both
cost and result. As Fritz Machlup has said (in Solmon and Taubman,
1973, page 361), "choices must be made among all sorts of alterna-
tives, and the gratification of cultural desires--music and art,
beauty and truth, peace and justice--is not outside economic con-
siderations. We cannot measure such benefits, but we cannot help

evaluating them as long as they do not fall 1ike manna from heaven."
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Functions of Higher Education

Education is the process of training and developing the
knowledge, skills, mind, character, etc., especially for formal
schooling. Education activities involve the production and distri-
bution of knowledge which are undertaken in institutions of learning
or elsewhere. The institutions where these activities take place
are private and public elementary and secondary schools and private
and public colleges and universities. Other institutions that
carry out educational activities are the military, churches, busi-
ness enterprises, civic clubs, etc. (Cohn, 1979, page 2). The educa-
tion of the child is one of the basic duties of the state. It is
not, however, the state's exclusive right. Independent associations
of citizens and religious organizations share in the educational
functions of the nation. The American higher educational system
is a huge industry, with well-defined functions. Such an industry
in performing its functions it engages in "production," using
resources, which are transformed into end products called outcomes.
Bowen (1977, page 7) maintains that the efficiency of the system is
measured by comparing the outcomes with the resources employed.

And accountability is achieved when the outcomes, as well as the
resources used, are identified and measured.

Education, research, and public service are the three princi-
pal functions of American higher education. These functions are
based in learning, which means knowing and interpreting the known
(scholarship and criticism), discovering the new (research and

related activities), and bringing about desired change in the

T e



29

cognitive and affective traits and characteristics of human beings
(education). For Bowen (1977, page 8) education includes both
curricular and extracurricular influence on students. Its purpose
is to change students in both the cognitive and affective aspects
of their personalities and to prepare them for practical affairs.
Research, broadly defined, includes the scholarly, scientific,
philosophical, and critical activities of colleges and universities,
and their contribution to arts. The purpose of research is to
preserve, acquire, disseminate, interpret, and apply knowledge,
and to cultivate reactive frontiers in arts and sciences. The
public service activities include health care, consulting, off-
campus lectures and courses, work performance by interns, artistic
performances and exhibits, spectator sports, and so on.

Kaysen (1969, pages 5-8) cites the following functions of
higher education: (1) creation of new knowledge; (2) transmission
of knowledge to new generation; (3) application of knowledge to the
solution of practical problems in the wider society; and (4)
socialization of late adolescents and young adults. Ladd and
Lipset (1975, pages 10-11) suggest these functions: (1) socializa-
tion in the sense of the transmission of traditional values; (2)
innovation and scholarship; and (3) community service. Johnson
(Lumsden, 1974, pages 21-23) refers to: (1) a symbol and repository

of civilization; (2) a home for research; (3) a place of information

storage; and (4) a center for the teaching of young adults.
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Production in Higher Education

Higher education produces only a small part of all human
learning (Machlup, 1962). Virtually all of the experiences in life
are learning experiences. Learning, the principal product of
higher education, consists primarily of changes in people, and
their behavior. Bowen (1977, page 12) states that another way to
approach the definition of outcomes is to assume that the institu-
tion should provide only adequate faculties, facilities, programs,
and services--a suitable environment--and students should use this
environment for the purpose of "getting an education". A college
or university achieves its production through creating an environ-
ment calculated to bring about desired change in people. To this
Bloom (1975, page 18) refers to as "growth-inducing climates."

Fagerlind (1975, pages 33-39) refers to the transformation
of early childhood resources into adult outcomes. Since students
come from different backgrounds, they bring to campus environment,
the author argues, a particular background of biological, psycho-
logical, and emotional traits and needs, and a special set of
experiences. Each student has a unique personality. Each student
may be affected by an institution differently. Each institution
is unique and has a unique environmental "press" that is "found
in the characteristic pressures, stress, and conformity-demanding
influences of the college culture" (Pace, 1957, page 4).

Learning in all its manifestations, has to do with changes in

people, in their knowledge, characteristics, behavior. As Bowen
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(page 16) argues, these changes are generated in the first instance
by instruction, research, and public service. There are indeed
many "models" of production in higher education. Authors such as
Astin (in Bowen, 1974, pages 22-33; Clark and others, 1972, page
14; Micek and Wallhaus, 1973, pages 5-22; Walsh, 1973; Weisbrod,
1966, pages 5-21), have all delved into the arena of analysis and
production of "models" outcome in higher education. Table 1.2
presents a schematic outline tracing the productive process in
higher education from resources to environment to immediate outcomes
to future effects on society to further changes generated by these
future outcomes. It is presented as it appeared in Bowen (1977,

page 17).

Training Models in Higher Education

Educators, systems analysts, psychologists, and others have
developed a number of theoretical positions about learning and
teaching. The educational models developed are based on experi-
mental research, theories, and/or speculations about the meanings of
theories and research done by others. An example of such model
appears in Joyce and Weil (1980). These authors identified and
organized different models into four "families," such as: (a)
those oriented toward social relations and toward the relation
between man and his culture and which draw upon social sources;

(b) those which draw information processing systems and descriptions

of human capacity for processing information; (c) those which draw

on personality, development, the processes of personal construction
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TABLE 1.2

SCHEMATIC DESCRIPTION OF THE PRODUCTIVE PROCESS
IN HIGHER EDUCATION

RESOURCES
(Labor, Land, Capital, Purchased Services, and Supplies)
¥

are transformed into
y

ACADEMIC ENVIRONMENTS
(Physical, Human, Cultural)
¥

which produce
4

(a) IMMEDIATE AND INDUCED FUTURE CHANGES IN STUDENTS
(Cognitive Learning, Emotional and Moral Development, Practical
Competence)

(b) BY-PRODUCTS FOR STUDENTS
(Career Placement, Direct Satisfactions, Lifetime Satisfactions)

(c) SECONDARY BENEFITS AND SATISFACTIONS ACCRUING TO RELATIVES,
ASSOCIATES, AND OFFSPRING OF STUDENTS

(d) IMMEDIATE AND INDUCED FUTURE CHANGES IN KNOWLEDGE AND THE

ARTS
(e) DIRECT SERVICES TO THE PUBLIC
¥
which produce
+

CHANGES IN SOCIETY
(Improved Performance of Government, the Economy, and other
Social Institutions, Human Equality and Freedom, Amelioration of
Social Problems, Improved General Quality of Life)
4

which in turn give rise to
¥

FURTHER CHANGES IN INDIVIDUALS
(Including those of Future Generations)
AND SOCIETY




33

of reality, and the capacity to function as an integrated personality
as the major source; and (d) those developed from an analysis of the
processes by which human behavior is shaped and reinforced. Accord-
ing to the authors, these models can be used for making curriculum
planning, as guidelines for interactions between teachers and
learners, and as specifications for instructional materials (see

Appendix G for a list of models classified by "family" and goals).

Development of American Higher Education

Table 1.3 shows three historical periods in American higher
education with corresponding changes and development in the type of
college and in the curriculum and the related changes in philosophy.
Burnett (1977) states that all three periods were products of socio-
economic and political forces of those respective eras. The first
period (1636-1850), which was the era of colonial colleges and the
expansion of the liberal arts concept, was characterized by a
philosophy that was autocratic or elitist. Until near the end of
this era only young men, for the most part, were admitted to college.
Not always, but usually, because a college education was expensive,
the parents were upper-middle class or well-to-do people. The
second period (1850-1950) was dominated by the development of the
land-grant college and the expansion of the university. A merito-
cratic philosophy prevailed; namely, anyone who was motivated and
had the necessary academic credentials should be admitted to college.

The third period (1950-present) can be characterized by the amazing
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growth and influence of the community college and the development
of the super star, the multiversity. The philosophy that has been
predominant so far in this period is egalitarianism; that is, anyone
has access to some sector of higher education who has a high school
diploma or is 18 years of age or older. American society has moved

from the concept of elitism to mass to universal higher education.

TABLE 1.3

HISTORICAL AND PHILOSOPHICAL DEVELOPMENT IN
AMERICAN HIGHER EDUCATION

TIME PERIOD TYPE OF COLLEGE PHILOSOPHY
1636-1850 Colonial Colleges and Autocratic
Expansion of Liberal or Elitism

Arts Colleges

1850-1950 Land-grant Colleges Meritocratic
and Expansion of
the University

1950-present Community Colleges and Egalitarianism
Multiversities

The American Community College

A critical analysis of current literature related to the
community college as an institution of higher education is presented
here. The literature reveals the effectiveness of the community
college in providing sound educational background skills, qualifying

students for employment by local businesses and industries. Perti-

nent literature related to functions, descriptive institutional
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traits, and contributions of the community college is also considered.
There is a vast amount of literature on relations between the com-
munity and the college as well as on the technique of effectiveness
and better management of this segment of higher education, demonstrat-
ing the cost effectiveness of their operations. While there is a
paucity of literature related to the effectiveness of higher educa-
tion in general, there is abundant literature to determine what makes
workers in the community college give their best in job-related
situations. Many researchers conclude that the community college
is different than the four-year institution, its people liking the
differences and wanting them to continue.

The study of effectiveness in current literature is viewed
as synonymous with internal organization, efficiency, and adequate
internal processes and procedures (Argyris, 1962; Bennis, 1976;
Likert, 1967). Writing on effectiveness of higher education insti-
tutions, Blau (1964) maintains that the basic responsibility of

academic institutions are academic and scholarly research.

Concept and Growth

The community college is an important component of higher
education in the United States. Its growth in the last two decades
has been tremendous. There areover 1,250 two year colleges in this
country with over 40% of the total college enrollment (Cross, 1982).
American community colleges have met admirably the challenge of
providing expanded access to postsecondary education (Luckenbill

and McCabe, 1982). They have developed new opportunities for

_‘h
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individuals who had previously been excluded from receiving the
training and education necessary to participate fully in the society.

There are many explanations for this phenomenal growth.
Among them are the open door policy of the institutions, their
mission, their geographic distribution, their low charges for tui-
tion, their effectiveness in training students in short periods of
time, and their appeal to students of all ages and commitments
(Carnegie Commission on Higher Education, 1970).

There is reason to believe that the continuing growth of
the community college and its appeal to people from all walks of
1ife throughout the United States are primarily due to the value of
the services that the community college renders to those individuals
in need of training in a short period of time. More and more stu-
dents believe that they can receive a sound educational training at
a community college because it provides them the needed skills and
technical experience necessary for job placement in a tight labor
market. Thus, an interesting number of students seek training at
a community college rather than at a university. Reportedly, such
students demonstrate their satisfaction with the educational train-
ing they receive.

The community college means many different things to differ-
ent people. It is a unique concept among institutions of higher
education in the United States, and each one has its own peculiar
characteristics. They differ in the composition of their student
bodies, their physical facilities, their educational goals, and the

communities they serve.
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Literature concerning the community college in the United
States is a rich one. Professional books, journals, periodicals,
and newspapers in recent years have been publishing articles con-
cerned not only with the community college concept, but also with
the specific problems involved in establishing goals relevant to
the population and community to be served, administrative procedures,
integration of the institution into the community, and curriculum
development.

The American Association of Community and Junior Colleges
(AACJC) is the national organization that represents two-year
colleges. The AACJC produces an authoritative professional
bi-monthly magazine. In addition, AACJC publishes the annual

Community, Technical, and Junior College Directory, which presents

vital statistics about the two-year colleges. The mission of the
AACJC is to exert leadership, act as advocate, and provide ser-
vices in support of community, technical, and junior colleges, as
these institutions deliver accessible educational opportunities
designed to address the needs of the individuals, organizations,
and conmunities forming their constituencies (AACJC, 1985).

American community colleges have met the needs of this
nation. Evidence of this was demonstrated in the 1960s when
enrollment more than doubled (Carnegie Commission on Higher Educa-
tion, 1970). In 1960 there were 656 community colleges in the
United States, by 1970 the total was 1,100, and in 1982 there were
over 1,250 two-year colleges in the USA (Yarrington, 1981).
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The community college holds that both the individual and
his or her community are best served when the programs allow the
student to integrate his or her own experiences. Generally, programs
are designed to support and guide the student in his or her achieve-
ment of career, social, and personal identity through mastery of
skills and search for meaning and belief. Warner (1982) states
that the college is committed to purpose and process to a learning
environment built on individualized instruction, student-oriented
faculty, and flexible programs.

Institutions of higher education have not, as of yet,
completely solved the problems of organization, administration,
and philosophy which would allow the vocational/technical curricu-
lum to exist. Redemsky (1972) asked the question, "If there is to
be a vocational-technical education program, on what bases will it
be justified, planned, and structured?"

It seems that the junior colleges should (1) conduct
more follow-up studies of their graduates in order

to determine to what extent inclusion of vocational-
technical courses in the curriculum is warranted;

(2) survey the community to secure a perspective of
the occupational pattern; (3) conduct a survey of

high school seniors in order to determine if more
seniors would attend the junior college if vocational-
technical curricula were offered; (4) conduct a survey
to determine what percent of the high school graduates
remain in the community; (5) make an analysis of the
type of occupations in which these high school
graduates are engaged in order to determine if the
junior college could offer curricula which would

train them for these occupations; (6) discuss with
employers the types of training junior colleges could
offer to aid prospective employees; and (7) organize

a citizen's committee to discuss and contemplate the
expansion of the vocational-technical curricula in

the junior college (page 224).
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The Importance of the Institution

The American community college dates from the early years
of the 20th century. The first public community college was
established in Joliet, I1linois, in 1902. Several forces contri-
buted to the rise in importance of this institution. The most
prominent were the need for workers to operate the nation's expand-
ing industries and the drive for social equality which was enhanced
by opening more schools and encouraging everyone to attend (Cohen
and Brawer, 1982). Enrollments increased from an estimated 100
students in 1902 to an estimated five million in 1981 (Open Doors,
1982).

The first colleges in this country were in small communities.
Limited in curricula and serving a very small constituency, they
served primarily people who came from what could be called "good
families." By the mid-1800s, land grant institutions represented
the educational frontier. With greatly expanded curricula and a
mission to broaden a college education to serve the children of
farmers and factory workers, the land grant institutions forged an
entirely new culture, suited to life on the new frontier. Their
educational pragmatism was very different from that of colleges of
the past, and some people steeped in the traditions of the more
aristocratic liberal arts colleges found the new frontier a bit
crude. Almost a century later, community colleges came along,
pushing with renewed vigor the egalitarian frontier of higher educa-

tion. Unlike the aristocratic colleges of the 1800s which were
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largely self selective or the land grant colleges which became
institutionally selective, community colleges were not selective

at all. They have opened a new frontier in higher education on
many fronts, among which are open admissions, community involvement,
comprehensive curricula, and teaching as a first priority over
research (Cross, 1980).

Thornton (in Paradise and Long, 1981) delineates the basic
philosophy that has led to the rapid growth and expansion of com-
munity colleges as arising from three main factors, which he iden-
tifies as the idea of widespread education for all people; the idea
that increasing economic wealth will increase the taxation base of
the governing jurisdictions--the long-prevailing view that educa-
tion will provide social and economic opportunity; and the continu-
ing realization of the "American dream" that education is a social
and individual good that society is obliged to provide its people.
The three humanitarian and economic factors, outlined by Thornton,
continue to play a prominent role in furthering the development of
community colleges. Implicitly, they also provide much of the argu-
ment for counseling as a major resource for the educational objec-

tives of the community college student (pages 3-4).

Community College in Michigan

The first community college in Michigan was established in
1914 in Grand Rapids. Today, there are 29 such colleges in the
state in 13 of the 14 state planning and development regions, and

their districts include over 88% of the residents of the state,



41

approximately 95% of whom live within 40 miles of one of these
"open admissions” institutions.

In the 1980-81 academic year, community colleges enrolled
over 233,000 students in Michigan, representing over 40% of the
students in Michigan institutions of higher education. Since per-
sons enrolling in Michigan community colleges have varied educa-
tional goals and needs, the community colleges respond by offering
programs and courses in occupational, general, continuing, and
developmental education. The community colleges in Michigan hold
a special place in the state educational system. Students are pre-
pared with the job skills necessary for employment in local busi-
nesses and industries (Packwood, 1981). The institutions offer
programming which specifically meets the needs of the businesses
and industries in their areas. The goal of Michigan community
colleges, typically, is to meet the needs of their immediate ser-
vice areas and regions, rather than attempting to compete with
institutions in other areas. There are several indices of how
successful they have been at this:

(1) most students at community colleges are residents

of their own community college districts and most
of them commute to their colleges;

(2) community colleges have planned their programming
around the needs of their local areas and residents;
and

(3) community colleges work closely with their communi-
ties in developing new programs and courses. The
community colleges work directly with representatives
of businesses, industry, and the public sector in
determining educational needs and in developing

courses and programs designed to meet their specific
needs.
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The Michigan community college structure is unique with its
potential for flexible responsiveness to its community constituents.
Any time the community demonstrates a need for a new course or
curriculum, the community college is likely to design and offer the
course tailored specifically to meet that need. Such potential for
flexibility in education is an important ingredient to meeting indi-
vidual needs in an increasingly accelerating technological society
(Toffler, 1971).

A few years ago a study was performed on the status of
higher education in Michigan, part of which was completed by
Martorana (1975) who was concerned with the goals and objectives
of community colleges. The following are the objectives stated by
that author:

(1) The Michigan community colleges on the whole accept
and are making energetic efforts to accomplish the
five functions usually associated to local, public,
community, and junior colleges. The five purposes
generally assigned to these institutions are (a)
providing general education for all students; (b)
offering transfer and college-parallel courses in
pre-professional fields and in the arts and sciences;
(c) providing organized occupational programs for
students who will seek to enter employment immediately
after leaving the local college; (d) offering adult
and community-service programs of a wide variety;
and (e) providing a full program of student personnel
and counseling services for the students enrolled.

(2) Although they are doing significantly greater work
than the private colleges or the state colleges in
the provision of organized occupational programs,
the Michigan community colleges are still placing
major emphasis on offerings in pre-professional
fields and in the lower division arts and science
programs for transfer credit. Even so, the com-
munity colleges are the chief source of supply for
technicians and semi-professional personnel in
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Michigan, as shown by the fact that as a group they
offer more organized occupational programs of less-
than-bachelor's degree length than do either the
state colleges and universities as a group or the
private institutions as a group, more students are
enrolled in these programs in the community colleges
than in either of the other types of institutions

of higher education. Community college acceptance
of this important educational assignment in Michigan
is evident, further, in that they have established
more programs in recentyears than the other two
types of institutions have established (pages 3-4).

Martorana recommended that the community colleges within
the state should continue efforts not only to maintain the supply
of skilled personnel, but also to increase the number of technicians
and semi-professional personnel for the economy of the state.
Michigan's community colleges and local industry have worked
cooperatively in providing facilities and support for education
which will maintain a supply of technical and semi-professional

personnel necessary for the state's economic needs.

Philosophical Assumptions

The purposes and philosophical assumptions underlying the
programs of the community colleges throughout the United States
have been defined by authors like Cross (1980; 1982), Martorana
(1975), Gleazer (1980), and Bogue (1950) as well as institutions
such as the American Association of Community and Junior Colleges
(1983; 1984; 1985), the National Society for the Study of Education
(1970; 1982), and many others. There is a general consensus among
researchers today as to the objectives of the community college.

Adaptability is one element in mission or process commonly agreed
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upon. As an example, Gleazer maintains that there are different

values and different political realities. The institutions serve

unique communities and needs. Some observers say there are dangers

in attempting to be specific with regard to mission. Gleazer (1980)

asserts that:

Any time we can describe the community college in defini-
tive, specific terms, we will destory it. It has to
change. It has to be different in different areas. You
need to keep moving as a community college norm. We need
to look at people, but we tend to look at the institution.
We should not try to push the river in a different direc-
tion (page 5).

Assumptions of the Study

The research was carried under the following assumptions:

(1)

(2)

(3)

(4)

The research and its data gathering device were
understood by the respondents prior to their
completion of the survey.

The respondents' answers to the questionnaire were
honest and accurate.

The institution selected for this study shares as
a common mission and purpose the transmission and
education vis-8-vis the development and formation
of human resource potential in the environment.

Survey research is an acceptable and adequate method

of gathering data for descriptive studies in the
social sciences and education.

Limitations

The research was conducted under the following limitations:

(1)

(2)

It was limited to analyses and descriptions of percep-
tions and comments written in a questionnaire by the
respondents.

The responses were written in Portuguese. A subse-
quent translation of the questionnaire to English was
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a procedural step undertaken by the researcher.
Loss of meaning might have occurred in the process.

Definition of Terms

The following terms used in the research are defined as
follows:

Administration is an art. It was defined by Tead (1951,

page 3) as follows:

Administration (is) the necessary activities of
those individuals (executives) in an organization who
are charged with the ordering, forwarding and facili-
tating of the associated efforts of a group of persons
brought together to realize some defined purposes.
Community is a geographical metropolitan area served by

common institutions, providing medical care, local security needs,
and other social needs, and whose inhabitants interact more fre-
quently with each other than they do with persons outside of the
community.

Community College is an institution component of higher

education (Berdahl, 1971, péges 229-230). Such an institution is
characterized as follows:

(1) provides instruction leading to the acquisition
of technical skills needed within the community
in which they are located;

(2) offers courses requiring two to four years to
complete;

(3) courses are based on a combination of teacher-led
instruction and hands-on experience in the practice
of the skills learned both within the institution
and within the local community;

(4) primarily services the residents and business
enterprises of a relatively restricted localized
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area when compared to universities which may be per-
ceived to serve a generalized society, and

(5) dinstitutions which interface with the more general

university system within the society in that comple-
tion of two-year course work within the community
college is directly transferable as credit toward

a university degree in the same field of study.

Goals will refer to the particular, possibly unique pattern
of specified ends, outputs, and priorities established for a single
college or university. Like system purposes, when new institutional
goals are set, it is generally through a political rather than a
more deliberate or rational process (Peterson, 1970).

Higher education is used as general term to include both

colleges and universities. It is also used in the sense of the
third and fourth level of the educational system, that which is
carried on in institutions of higher learning, and which lies
beyond the completion of the secondary school.

Higher education functions refer to activities of the

university or higher education system that are functionally related
to other social institutions. Such functions have evolved over
time generally without conscious intent. They are the variously
identified activities of higher education as one social institution
within a larger social system (Peterson, 1970).

Institutional goals inventory is an instrument to inter-

pret educational goals and identify priorities among those goals.
It is designed to elicit from individuals their opinions concerning
the desired goals of higher education. It is one component of the

total needs assessment process.
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Needs assessment is the process of determining areas of

deficiency of a given institution or educational system.

Objective is used in speaking about ends of various compo-
nent units, programs, and services. Thus the academic planner (or
program evaluator) might speak of "program objectives"; department
chairman and professors, of "course objectives". In contrast to
the other kinds of ends, determination of program objectives is
primarily the task of the relevant academic professionals, with
little "outside" influence. Program objectives, however, would
be expected to be roughly consistent with institutional goals
(Peterson, 1970).

Organization was defined by Dimock and Dimock (1953) as
follows:

Organization is the systematic bringing together of

interdependent parts to form a unified whole through

which authority, coordination, and control may be

exercised to achieve a given purpose. Because the

interdependent parts are made up of people who must

be directed and motivated and whose work must be

coordinated in order to achieve the objectives of

the enterprise, organization is both structure and

human relations.

Purposes in higher education refer to stated conceptions
of the mission of systems, groups, or types of colleges. Purposes
in the public higher education sector are usually politically
determined (Peterson, 1970).

Technical skills are individual skills which allow persons

to manipulate, maintain, or utilize materials or tools introduced

into a local community from outside. As such technical skills
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refer specifically to the learned interaction of persons with
technology which is not indigenous and to skills for which there
is no traditional source or means of instruction within the local

community.

Organization of the Study

The study is organized and presented in the following way:

Chapter I deals with the focus of the research, the percep-
tions of educational participants concerning university goals and
objectives. This chapter is organized with the inclusion of the
following topics: the research problem, the statement of the
problem, the purpose of the research, the research questions, the
statement of the hypotheses, significance of the study, the setting
for the research, part one: the Brazilian educational system, part
two: the American higher educational system, assumptions of the
study, limitations, definitions of terms, and the organization of
the study.

Chapter II presents a conceptual framework and literature
review. This chapter provides a review of relevant literature in
the following topics: organizational goals and objectives, econo-
mics of education, sociology, organization, and administration of
higher education. A summary ends the chapter.

Chapter III discusses extensively the research methodology
and procedures, the research design, questions and hypotheses,

population and sample, instrumentation, pretest, in-country data

collection, reliability, validity, data analysis, and a summary.
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Chapter IV deals with analysis of data and reports the
research findings.
Chapter V is reserved for discussion of conclusions of the

study and the recommendations based on the research findings.



CHAPTER I1I
CONCEPTUAL FRAMEWORK AND LITERATURE REVIEW

This chapter clarifies the conceputal and empirical frame-
work of the research. A framework is an open case, or structure for
admitting, enclosing, or supporting things such as a window, a pic-
ture, or a library door. Intellectually, this means bringing to
light explanations or expositions and generalizations which are con-
sidered valuable as themes or organizing principles for grouping,
integrating, and explaining facts. Thus, the aim of this chapter is
to set the research in its proper perspective basing the theoretical
framework on a current literature review from which the conceptual
framework is drawn. The conceptual framework reflects intellectual
interest of the researcher, in areas of pursuit such as organiza-
tional goals and objectives, economics of education, sociology,
organization, and administration of higher education.

A fundamental assumption in the study is that higher educa-
tion is classified as an organizational system, serving educational
pruposes, reflecting values and aspirations of the community setting
where it is located. Penrose (1961) has identified three very
general characteristics in his writings about the nature of formal
organizations: purpose, program, and production. The purposes of

an organization are its goals and objectives. For some, professors

50
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for instance, the purpose of higher education is to advance learning.
For other, students, for example, judging them by their behavior,
the primary purposes of institutions of higher education are to
confer social prestige, enhance earning power, and palliate loneli-
ness. Penrose asserts, nevertheless, that of all characteristics,
purpose is the most important.

Higher education is an open organizational system very much
in agreement with what Roeber (1973) postulates in his assertion of
organization, when he suggested:

Organizations are not closed systems, obedient to their

own laws, but are open systems, sensitive and responsive

to change in their environment. We call them systems

because they have boundaries (although these are not

easy to define) and the capacity for self-perpetuation

and growth. They are "open" because they exist by

interchange of matter, energy, and information with

the environment and its transformation within the

boundaries.

Rationale

The rationale for this chapter is based on a literature
review, from which the conceptual approach for the research was set
forth. The following procedural steps were observed for reviewing
the literature:

(1) The Review of Educational Research was an important

source, since it summarizes many researches conducted

on a given topic, directing the researcher to relevant
primary sources.

(2) The Education Index, which includes report of research,
reviews of related research, and opinion articles,
was also a very helpful source. It lists bibliographi-
cal information alphabetically, under subject, author,
and title heading.
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(4)

(5)

(6)
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A manual search of current literature through subject/
author/title card catalogue.

The interlibrary loan service was utilized with high
degree of frequency when the researcher was in need

of reference material unavailable at the Michigan State
Library stacks.

A computer search of Dissertation Abstracts International.
The Dissertation Abstract International contains abstracts
of doctoral dissertations. Abstracts are brief summaries
of dissertation studies. The researcher was able to
classify all references as relates to his problem of
investigation. Dissertation Abstracts International
classifies entry by subject, author, and institution.

Copy of the complete dissertation, microfiche, or micro-
film can be obtained from University Microfilms Inter-
national, in Ann Arbor, which provides DATRIX, a computer
retrieval service.

A literature search through computer retrieval sources
of Educational Resources Information Center (ERIC),
including the ERIC microfiche system was undertaken.
Educational Resources Information Center (ERIC) is a

national information system supported and operated by

the National Institute of Education (NIE). Its purpose
is to collect and disseminate reports of current educa-
tional research, evaluation, and development activities.

ERIC publishes Resources in Education (RIE) and Current
Index to Journals in Education (CIJE) (NIE. In Gay,

1981). The Thesaurus of ERIC Descriptors, is a compila-
tion of the key words used in indexing ERIC documents
(CCM Information. In Gay, 1981). The Thesaurus indi-
cates the various terms under which a given topic is
indexed. ERIC comprises a central office and a number
of clearinghouses, each devoted to a different area.
These clearinghouses collect, abstract, store, and
disseminate documents, which include information analy-
sis products (books, monographs, and other publications),
fact sheets, computer search reprints, and information
bulletins.

A11 ERIC documents are available in both hard copy and
microfiche. Microfiche is considered less expensive.
Michigan State University library maintains an updated
microfiche collection service and advanced technological
apparatus such as microfiche readers and microfiche
duplicators. The researcher widely used the ERIC ser-
vices in his quest of gathering information for the
literature review.
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Organizational Goals and Objectives

The main thrust of the research was to analyze and describe
perceptions of the three groups of respondents, with regards to
possible goals and objectives of higher education. A questionnaire
was developed by the investigator. The instrument was modeled and
patterned after the Institutional Goals Inventory (IGI) developed by
Peterson and Uhl (1977). The questionnaire was also heavily influ-
enced by the pioneering work of Gross and Grambsch (1968; 1974),
which provide college and university administrators an easily acces-
sible instrument and procedure for conducting self-evaluations of
institutional goals.

The university is a large, complex organization, and usually
it has a variety of goals. There are people who think of a goal in
terms of output--teaching, research, or service to the community.
One of the aims of the study was simply to focus attention on the
analysis, and description of possible goals of university education.
It was essential to contact the three groups participants in higher
education, through the application of the questionnaire, in order
to learn their perception about university goals both actual ("is"
and preferred ("should be"). This need to understand organizational
mission in order to integrate what are sometimes divergent activi-
ties has a basis in organizational theory. The assumption that an
organization understands its mission is embedded in the management-
by-objectives (MBO) and systems approaches to planning and management.

For instance, Peter Drucker (1973) asserts:
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Only a clear definition of the mission and purpose of

the business makes possible clear and realistic busi-
ness objectives. It is the foundation of priorities,
strategies, plans and work assignments. It is the
starting point for the design of managerial jobs and,
above all, for the design of managerial structures.
Structure follows strategy. Strategy determines what

the key activities are in a given business. And strategy
requires knowing "what our business is and what it should
be."

Another study found appropriate to mention in this review
was that done by King and Cleland (1978), who similarly stated:

It is both meaningful and necessary for an organization
to consciously choose and continually review its mission
concept if it is to survive and prosper. This is as
true of government as of business, despite the much-
discussed perseverance of some bureaucracies past their
time of usefulness. This is so if only because a mission
statement serves as a guide for the multitude of under-
lying choices that must be made to guide the organiza-
tion into the future. However, it is also important in
serving to define the scope of acceptable choice, as a
symbol around which some organizational members can
gather, and as a statement from which nonagreeing
members can flee.

A Historic Overview of Higher Education Goals

The goals of higher education have been considered since
the time of Plato by philosophers, psychologists, sociologists,
Titerary figures, social critics, and educators. It is believed,
for example, that the great Roman philosopher Seneca, more than
1900 years ago, concluded:

When a man does not know what harbor he is making for,
no wind is the right wind.

Plato (1974, page 130) quoted Socrates, "And we shall begin
by educating mind and character, shall we not?" Aristotle, however

(Ulich, 1968, page 65) was less positive on the matter when he
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stated: "There are differences of opinion as to the proper tasks
to be set; for all peoples do not agree as to the things that the
young ought to learn, either with a view to virtue or with a view
to the best 1life, nor is it clear whether their studies should be
regulated more with regard to intellect or with regard to character
. and it is not at all clear whether the pupils should practice

pursuits that are practically useful, or morally edifying, or higher
accomplishments." However, Aristotle went on to advocate attention
to the intellect, the character, and practical competence.

Pre-twentieth century authors, Cardinal Newman (1960, page
76) for example, saw the purpose of the university as teaching and
cultivating the mind. Cardinal Newman also saw the main purpose
of a university in terms of how it treats students, in the following
observation:

An assemblage of learned men, zealous for their own

sciences, and rivals of each other, are brought, by

familiar intercourse and for the sake of intellectual

peace, to adjust together the claims and relations of

their respective subjects of investigation. They

learn to respect, to consult, to aid each other.

In his essay "Literature and Science" (1927, page 62),
Matthew Arnold observed that:

When we set ourselves to enumerate the powers which

go to the building up of human 1ife, and say that

they are the power of conduct, the power of intellect

and knowledge, the power of beauty, and the power of

social life and manner, (we) canhardly deny that this

scheme, though drawn in rough and plain lines enough,

and not pretending to scientific exactness, does yet

give a fairly true representation of the matter.

Human nature is built up by those powers; we have

the need for them all. When we have rightly met and

adjusted the claims of them all, we shall then be in

a fair way for getting soberness and righteousness,
with wisdom.
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Nevitt Sanford (1969, page 76) offers a restatement of
Arnold's theme: "our goal is to expand both the intellectual and
the area of motive and feeling and to bring the two together in a
larger whole."

Dewey's philosophy of education was essentially humanistic,
with a concern for the needs and rights of the individual. For
Dewey (1916), educational aims are not external, they are within
people:

An educational aim must be founded upon the intrinsic

activities and needs (including original instincts and

acquired habits) of the given individual to be educated.

The purpose of education, in Dewey's view, is to provide an
appropriate learning environment in which each student can be helped
to make sense of the world in his own way. Thus, students should
be free to determine their curricular goals, rather than following
a curriculum determined by the teacher. The student, rather than
the teacher, is in control (Henderson and Nathenson, 1984, pages
52-53).

From colonial times through the early twentieth century,
American colleges and universities faced a relatively stable environ-
ment (Caruthers and Lott, 1981, page 11). During the colonial era,
the mission definition of the typical institution was easy to com-
prehend: to provide a liberal education to a rather select group
of students and to offer training for entry into a few professions
(Brubacher and Rudy, 1976, pages 3-11).

Higher education in North America began with the founding of

Harvard in 1636. The college pattern was basically taken from
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Stuart England with some Scottish influence (Carnegie Commission,
1973b, page 59). Historians of higher education identify three
historical periods and align their accounts accordingly (Brubacher
and Rudy, 1976; Rudolph, 1962; Schmidt, 1957). The first period
(from roughly 1636 to 1828) saw the transplantation of English and
Scottish universities with their classical curriculum packaged in a
theological framework. The original purpose of American higher
education was personal development through acculturation to the
classics and to moral principles (Handlin and Handlin, 1970). This
purpose of personal development has continued ever since in changing
forms. The second period (1828-1862) was characterized by the birth
of the modern university, and conflicts between sectarian and tradi-
tional liberal arts schools. The third period began with the

Morril Act of 1862. The Morril Act established state institutions
of higher education supported by endowments of land from the federal
government. It specified that agriculture and engineering and other
technical areas of study form the major part of the curriculum,
without excluding other scientific and classical studies. Conrad
(1978, page 50), maintains that "The most important single event in
the gradual unfolding of the curriculum from the general-liberal to
the utilitarian-vocational was the Morril Act (Land Grant Act) of
1862)." Conrad and Wyer (1980, page 9) identify this as a period
of transition, in their analysis of higher education, when they

stated:

Our close historical proximity and contemporary confusion
over the goals and mission of higher education have worked
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to halt the definitive identification of a fourth period
emerging in the late twentieth century.

Thus, Conrad and Wyer hold that liberal education flourished
in the earlier periods but declined in significance and impact with
the rising of the comprehensive university. Similarly, they state:

Indeed, the failure of the liberal arts schools to adjust
effectively to the changing pressures and needs of an
expanding society is, at least in part, the explanation
for their own decline and the immense success of more
versatile and open forms of higher education. It is
also one fundamental cause of our contemporary divisions
between vocational and liberal arts colleges, and even
between the sciences and the humanities. By the mid-
twentieth century, the status quo lay firmly within the
multi-purpose, multi-mission universities; and the
majority of liberal arts colleges and university under-
graduate offerings, if not their educational rhetoric,
from the academic specialists, the professional schools,
the immediate needs of society, or some combination of
the three.

Throughout most of this century there have been attempts to
revitalize liberal education and purposively illustrate its rela-
tionship to society and to the other forms of higher education-
professional, vocational, or disciplinary specialization.

After the World War II and the publication of Harvard's

report, General Education in a Free Society (Harvard Committee, 1945),

there appeared another surge of interest in liberal education.
According to the Harvard report, "The task of modern democracy is

to preserve the ancient ideal of 1iberal education and to extend it
as far as possible to all the members of the community" (Harvard
Committee, 1945, page 53). The report concludes that what is neces-

sary is a "general education capable at once of taking on many
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different forms and yet of representing in all its forms the common
knowledge and the common values on which a free society depends".

The dominant feature of our age has been unswerving faith
in a purely objective, inhumane form of reason, answered through the
beliefs and actions of withdrawals and irrationality: stoicism,
mysticism, existential despair. A new synthesis must lie in a model
of humane, practical reason. Conrad and Wyer (1980, page 58)
advocate that in more concrete terms, we need curricular models for
liberal education:

(1) avoid trivialization due the overemphasis of skills
and behavioral outcomes;

(2) personalize education through broaching divisions
between theory and practice, learner and teacher,
and facts and values;

(3) dintegrate the vocational with liberal studies not
through weakening the ideals of liberal education
but strengthening our conception of vocation;

(4) allow more room for diversity in curricular practice
and offerings through continuing focus on the unique
traditions and mission of individual colleges;

(5) ensure that liberal education provides a forum where
real-life issues and values are discussed freely
and passionately. In short, creating an atmosphere
where academic freedom can have real meaning; and
(6) shift the emphasis away from departmental and disci-
plinary structures at the undergraduate level, with
more weight given to those ideals and theories that
link personal development with intellectual growth.
Liberal education is a dynamic tradition, capable of adapting
to changing times and conditions. Yet there is much in the history
of liberal education, particularly its Greek roots, that can illumi-

nate our current confusion. Rather than narrowly focus all our



60

attention on curricular trends and model, we must also confront the
underlying pragmatic cognitive reason and a dualistic view of
humanity and the universe--that shape our visions of 1iberal educa-

tion.

Accumulating Purposes

One purpose has been added to another--personal development,
economic growth, political health, service to society--and each pur-
pose has become more complex: thus the historical process of pro-
liferating purposes. Far from being in the periphery of life of the
middle classes, higher education in America is more at the center
of the entire society. The more that society needs new knowledge
and high skills, the more central it becomes. Purposes accumulate
as the trained becomes more essential to the effective conduct of
society. The Carnegie Commission (1973b) reports that the four
historical purposes may be partially translated into five current
and future purposes:

(1) Personal development can be translated into the

education of the individual student and the pro-

vision of an environment for developmental growth.

(2) Economic advancement, into aspects of advancing
human capability in society at large.

(3) Political health, in part, into educational justice
and into evaluation of society.

(4) Service to society, into aspects of advancing human
capability.

(5) Pure scholarship has come along more as a companion
of these four historical purposes than as a con-
sciously chosen purpose by American society. It
should be set forth formally now as a central purpose.
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The Non-Functionality of Goals: A Viewpoint

Indeed, one would suppose that by now the question of educa-
tional goal would have been fairly well settled, and the problem to
define goals would have found some useful answers. But the question
is still very much open. The problem of goals is today, more than
ever, a top priority, and largely unsolved problem. As King and
others (1973, page 2) discussed, in spite of all hard thinking and
earnest talk about educational goals and how to define them, the
goals produced have been essentially non-functional. There are many
reasons why they have been non-functional but among the most common
are: (1) too much reliance on the magic words; (2) too little
public participation in formulating goals; (3) too great a readiness
to assume that goals are already given and require only to be
achieved. Such weakness must be overcome if goals are to success-

fully serve their intended purpose.

Research on College and University Goals

Without a doubt the research undertaken in 1964 and published
four years later, by Gross and Grambsch (1968) may be considered the
most significant effort to analyze the nature and structure of
university goals. These authors surveyed samples of faculty and
administrators at 68 nondenominational Ph.D. granting universities,
using an inventory consisting of 47 goal statements, of which 17
dealt with "output" goals (preparing students, doing research, pro-
viding public service) and the rest with "support" goals (holding

staff, involving faculty in university governance). Respondents
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rated the goals in two ways: (1) how important each goal "is" at
the respondent's university, and (2) how important the goal "should
be" at the university. Based on 51 and 40 percent return rates for
faculty and administrators, the seven top ranked "Is" goals for the
two groups combined were: (1) Protect the faculty's right to aca-
demic freedom. (2) Increase or maintain the prestige of the univer-
sity. (3) Maintain top quality in those programs felt to be espe-
cially important. (4) Ensure the continued confidence and hence
support of those who contribute substantially to the finances and
other material resource needs of the university. (5) Keep up-to-
date and responsive. (6) Train students in methods of scholarship,
scientific research, and creative endeavor. (7) Carry on pure

research.

Goals: The Intended Outcome of Higher Education

Researchers interested in purposes of higher education have
noted the difficulties of translating goals into action. Stated
goals may not reflect the reality of individual or organizational
behavior. Argyris and Schon (1974) have identified the important
distinction between individuals descriptions of their attitudes
(their "espoused theories") and their actual behavior (their
"theories in use"). Conrad (1974, page 512) has coined the term
"operative goals" to avoid reifying organizational goals as synony-
mous with organizational behavior. Conrad maintains that most
literature assures that goals explain organizational behavior. For

him, "operative goals", by definition, avoids this crude determinism.
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For Breuder and King (1976, pages 8-12) the identification
of college goals and the achievement of consensus regarding goal
priorities are only first steps. The next step is to translate
institutional goals into explicit and measurable objectives, that
are useful in guiding the allocation of resources. Doucette,
Richardson Jr., and Fenske (1985) counterargument Breuder's and
King's assertion, arguing that such assertion reflects the recent
emphasis placed by major corporations and government agencies on
management by objectives. They further argue that:

Yet this argument assumes that goals and objectives are

closely related constructs differing primarily in levels

of generality. In fact, the translation of abstract

goals into practical objectives has proven to be parti-

cularly elusive largely because goals and objectives are

fundamentally different.

Similarly, an educational institution today which has not
identified and set forth clear and explicit goals will be unable to
provide the necessary focus and direction needed to achieve its
prescribed mission. Peterson (1970, page 1) expresses the urgency
of establishing goals when he says:

It seems essential in these times that colleges articulate

their goals: to give direction to present and future work;

to provide an ideology that can nurture internal coopera-
tion, communication, and trust; to enable appraisal of

the institution as a means-end system; to afford a basis

for public understanding and support. Indeed, the college

without the inclination or will to define itself, to

chart a course for itself, can look forward either to no

future--to a kind of half-1ife of constantly responding

to shifting pressures--or to a future laid down by some

external authority.

The goals of which Peterson speaks are derived from the insti-

tution's mission statement--a statement of a single purpose which
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is a hope for accomplishment. King, Marquess, and Breuder (1973)
state that:

Goals are usually broad and may not be quantifiable.
Once goals have been established measurable objectives
can then be set and strategies for obtaining them
devised. By evaluating each strategy in terms of
resources needed and possible outcomes, a plan of
action can be determined.

In general, there are two kinds of goals: outcome and sup-
port (process). For King and others outcome goals are ends the
college seeks to realize and are eventually translated into precise
measurable objectives. Goals of a supportive nature, when attained,
facilitate reaching the outcome goals. Essentially, they are
intended to optimize previously identified outcome goals.

Institutional goal determination has two end-products:
identification of goals and establishment of priorities among goals.
Still King and others maintain that:

An institution's "goals structure"--it's rank ordering

goals--can be said determined when some level of consen-

sus has been reached through a process that is democratic

and participatory. Goals must be developed which accommo-

date the needs of diverse constituencies and respond to
changing and conflicting societal demands. In order for

an institution to identify goals considered important by

the community it serves, it must identify a method for

transforming expressed needs into meaningful goals.

On the subject of institutional goals assessment, the follow-
ing statement by Corson (1975) is clearly appropriate, especially
as it relates to colleges and universities:

It is an axiom of management that to be effective, an

organization must have clearly stated purposes and

generally understood objectives that can be translated

into more precise goals against which performance can
be measured.
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A study by Palola and Padgett (1971) arrived at the follow-
ing conclusion:

A recurring theme in the literature of goals in education

is that too little attention is paid to defining the aims

of the educational process beyond coining global abstrac-

tion... In the self-renewing institution, the plans allow
flexibility while focusing on concrete goals; goals which
represent achievable ideals rather than simply projections
of the past on the one hand, or vague philosophical rhetoric

on the other (pages 77-78).

In the final analysis, institutional well-being may depend
on symmetry between intent and delivery. The latter depends upon
demonstrated progress toward the achievement of goals and community
expectations. Indeed, there is an urgency associated with the task

of goal assessment, but care and planning are equivalent necessities.

Empirical Studies of Purposes and Goals in Higher Education

Social scientists have produced a substantive body of
knowledge about different aspects of organizational behavior. Yet
there are relatively few studies on goals in complex organizations.
This paucity of research on goals is especially reflected in the
study of complex universities; either the official statements of
goals are taken at face value (Stroup, 1966) or the goals are taken
for granted, in which case the most effective ordering of resources
and personnel is seen as the only problematic issue.

There is, indeed, a voluminous literature about organizational
goals, much of it the work of sociologists interested in organiza-
tional theory and behavior. A good review, in higher education con-

text can be found in Palola, Lehamann, and Brischke (1970). Other
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useful references are Drabek and Chapman (1973) and Georgiou (1973).
In their analysis of university goals Peterson and Uhl (1977) main-
tain that as intentions, goals exist only as statements that describe
the desired conditions. Such definitional language approximates
Kerr's (Carnegie Commission, 1973b), although Kerr uses the word
purpose rather than goal. Goals symbolize end conditions. They do
not describe what the institution does or how it functions to achieve
or maintain those ends. An institutional goal is an ideal condition
the campus can continuously seek to maximize or perfect; that is,

a goal can remain, even though according to some index, it has been
achieved. Thus, a goal may be thought of as a statement of continu-
ing intent.

Bowen (1977, page 32) similarly, takes the view that the
literature on goals of higher education is vast. In fact, in his
study, Bowen develops a systematic effort to identify widely accepted
goals of higher education. Like his, the researcher's objective was
to bring from the literature those goals which describe the final
outputs of higher education, not intermediary or enabling objectives.
For example, such objectives as increasing the financial support of
higher education, raising the faculty-student ratios, modernizing
buildings, and equipment, improving curricula--objectives that loom
large in the plans of educators--are regarded here not as final out-
puts, but as means (Gross and Grambsch, 1974, pages 43-74). The
goals are related to the three main functions of higher education:

education, research, and service.



67

Conrad (1974) elaborated the following main reasons for the
advancing studies of goals, particularly university goals. For him,
goals may serve a variety of purposes for the organization. They
may (1) serve as standards by which to judge its success, (2) con-
stitute a source of legitimacy, (3) define organizational needs and
priorities, (4) define production units or “"outputs" for the organi-
zation (5) define its clientele, or (6) define the nature of the
relationship between the organization and society. Such enumeration
of reasons seem to be strong enough. But if university goals are
to serve the purposes listed above, they must be identified more
precisely.

Clark Kerr (Peterson and Uhl, 1977) in his introduction of a
major study of college and university goals observed rather emphati-
cally:

It is useful to us, therefore, to be reminded that goal

setting is a complicated enterprise with serious conse-

quences for an institution and the people who work and

live within it. And it is also useful for us to under-

stand that goals are not indelibly written; they change

over time. Moreover, they are not always in the same

rank of importance in relation to one another; some

can be valid even if they have low priorities. Nor are

they some kind of mysterious transcedent influence that

controls and energizes a college or university; they

are, instead, tools for directing, measuring, and evaluat-

ing the energies that are generated from within.

Although all major segments of the academic community are
concerned with the goals and objectives of their own institutions,
college and university presidents and their administrative staffs
have a special responsibility, as a vital aspect of their leadership

function, to develop, organize, and use the resources of the
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institution to achieve its goals with maximum effectiveness. As

Caffrey (Gross and Grambsch, 1968, page v) asserts:

An essential phase of this goal-oriented function is
to clarify the institution's present goals, and
especially to distinguish between the real and the
supposed, in order to evaluate the effectiveness of
progress toward these goals--and, equally important,
continually to reevaluate the goals themselves. As
needs and contexts change, so many goals.

The goals of higher education are concerned with the develop-

ment of the full potentialities of the human beings and of society,

since they correspond closely to the goals of human life. As

Alexander Heard (1973, page 16) remarked:

Our largest common goal in higher education, indeed in
all education, is to create and stimulate the kind of
learning that breeds strength and humor and hope within
a person, and that helps build a society outside him
that stirs his pride and commands his affection.

Bowen (1977, pages 55-59) presents a rather long but very

useful taxonomy for the study of outcomes, which for him it is

indeed a catalogue of widely accepted goals. The catalogue of goals

for higher education, as it was presented by Bowen, is shown in

Table 2.1:

TABLE 2.1
TAXONOMY FOR THE STUDY OF OUTCOMES

I. Goals for Individual Students

A. Cognitive Learning

(1)

Verbal skills. Ability to comprehend through reading and
listening. Ability to speak and write clearly, correctly,
and gracefully. Effectiveness in the organization and
presentation of ideas in writing and in discussion. Possi-
bly some acquaintance with a second language.
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TABLE 2.1 (continued)
TAXONOMY FOR THE STUDY OF OUTCOMES

(2) Quantitative skills. Ability to understand elementary
concepts of mathematics and to handle simple statistical
data and statistical reasoning. Possibly some understand-
ing of the rudiments of accounting and the uses of computers.

(3) Substantive knowledge. Acquaintance with the cultural
heritage of the West and some knowledge of other traditions.
Awareness of the contemporary world of philosophy, natural
science, art, literature, social change, and social issues.
Command of vocabulary, facts, and principles in one or more
selected fields of knowledge.

(4) Rationality. Ability and disposition to think logically
on the basis of useful assumptions. Capacity to see facts
and events objectively--distinguishing the normative,
ideological, and emotive from the positive and factual.
Disposition to weigh evidence, evaluate facts and ideas
critically, and to think independently. Ability to analyze
and synthesize.

(5) Intellectual tolerance. Freedom of mind. Openness to
new ideas. Willingness to question orthodoxy. Intellectual
curiosity. Ability to deal with complexity and ambiguity.
Appreciation of intellectual and cultural divirsity. His-
torical perspective and cosmopolitan outlook.! Understand-
ing of the limitations of knowledge and thought.

(6) Esthetic sensibility.2 Knowledge of, interest in, and
responsiveness to literature, the fine arts, and natural
beauty.

(7) Creativeness. Imagination and originality in formulating
new hypotheses and ideas and in producing new works of art.

1Appreciation of the local, provincial, and parochial is commend-
able. Values such as cosmopolitanism are not undesirable but perhaps
they are most valuable when they occur in tension with their opposites,
when the person achieves an appreciation of both the cosmopolitan and
the provincial and a critical capacity to stress the merits and
deficiencies ob both.

2Esthetic sensibility is often classified under affective develop-
ment rather than cognitive learning. It contains elements of both.
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TABLE 2.1 (continued)
TAXONOMY FOR THE STUDY OF OUTCOMES

(8)

(9)
(10)

Intellectual integrity. Understanding of the idea of
“"truth" and of its contingent nature. Disposition to seek
and speak the truth. Conscientiousness of inquiry and
accuracy in reporting results.

Wisdom. Balanced perspective, judgment, and prudence.

Lifelong learning. Love of learning. Sustained intellec-
tual interests. Learning how to learn.

B. Emotional and Moral Development

(1)

(2)

(4)

(6)

Personal self-discovery. Knowledge of one's own talents,
interests, values, aspirations, and weaknesses. Discovery
of unique personal identity.

Psychological well-being. Progress toward the ability
to "understand and confront with integrity the nature of
the human condition" (Perry, 1970, p. 201). Sensitivity
to deeper feelings and emotions combined with emotional
stability. Ability to express emotions constructively.
Appropriate self-assertiveness, sense of security, self-
confidence, self-reliance, decisiveness, spontaneity.
Acceptance of self and others.

Human understanding. Humane outlook. Capacity for empathy,
thoughtfulness, compassion, respect, tolerance, and coopera-
tion toward others, including persons of different back-
grounds. Democratic and nonauthoritarian disposition.

Skill in communication with others.

Values and morals. A valid and internalized but not dog-
matic set of values and moral principles. Moral sensiti-
vity and courage. Sense of social consciousness and social
responsibility.

Religious interest. Serious and thoughtful exploration of
purpose, value, and meaning.

Refinement of taste, conduct, and manner.



71

TABLE 2.1 (continued)
TAXONOMY FOR THE STUDY OF OQUTCOMES

C. Practical Competence

(1)

(2)

(3)

(4)

Traits of value in practical affairs generally. Virtually
all of the goals included under cognitive learning and
emotional and moral development apply to practical affairs.
In addition, the following traits, which are more specifi-
cally related to achievement in practical affairs, may be
mentioned:

(a) Need for achievement. Motivation toward accomplishment.
Initiative, energy, drive, persistence, self-discipline.

(b) Future orientation. Ability to plan ahead and to be
prudent in risk-taking. A realistic outlook toward
the future.

(c) Adaptability. Tolerance of new ideas or practices.
Willingness to accept change. Versatility and
resourcefulness in coping with problems and crises.
Capacity to learn from experience. Willingness to
negotiate, compromise, and keep options open.

(d) Leadership. Capacity to win the confidence of others,
willingness to assume responsibility, organizational
ability, decisiveness, disposition to take counsel.

Citizenship. Understanding of a commitment to democracy.
Knowledge of governmental institutions and procedures.
Awareness of major social issues. Ability to evaluate
propaganda and political argumentation. Disposition and
ability to participate actively in civic, political, econo-
mic, professional, educational, and other voluntary organi-
zations. Orientation toward international understanding
and world community. Ability to deal with bureaucracies.
Disposition toward law observance.

Economic productivity. Knowledge and skills needed for
first job and for growth in productivity through experience
and on-the-job training. Adaptability and mobility. Sound
career decisions. Capacity to bring humanistic values to
the workplace and to derive meaning from work.

Sound family life. Personal qualities making for stable
families. Knowledge and skill relating to child development.
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TABLE 2.1 (continued)
TAXONOMY FOR THE STUDY OF OQUTCOMES

(5) Consumer efficiency. Sound choice of values relating to
style of 1ife. Skill in stretching consumer dollars.
Ability to cope with taxes, credit, insurance, investments,
legal issues, and so on. Ability to recognize deceptive
sales practices and to withstand high-pressure sales tactics.

(6) Fruitful leisure. Wisdom in allocation of time among work,
leisure, and other pursuits. Development of tastes and
skills in literature, the arts, nature, sports, hobbies,
and community participation. Lifelong education, formal
and informal, as a productive use of leisure. Resourceful-
ness in overcoming boredom, finding renewal, and discovering
satisfying and rewarding uses of leisure time.

(7) Health. Understanding of the basic principles for cultivat-
ing physical and mental health. Knowledge of how and when
to use the professional health care system.

D. Direct Satisfactions and Enjoyments from College Education

(1) During the college years.

(2) In later life.

E. Avoidance of negative outcomes for individual students.

II. Goals for Society
(Note: These goals may be achieved through education, through
research and related activities, or through public services.)
A. Advancement of knowledge
(1) Preservation and dissemination of the cultural heritage.
(2) Discovery and dissemination of new knowledge and advance-
ment of philosophical and religious thought, literature,

and the fine arts--all regarded as valuable in their own
right without reference to ulterior ends.
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TABLE 2.1 (continued)
TAXONOMY FOR THE STUDY OF OQUTCOMES

(3)

Direct satisfactions and enjoyments received by the popula-
tion from living in a world of advancing knowledge, tech-
nology, ideas, and arts.

B. Discovery and Encouragement of Talent.

C. Advancement of Social Welfare.

(1)
(2)
(3)

(4)

(5)

Economic efficiency and growth.
Enhancement of national prestige and power.

Progress toward the identification and solution of social
problems.

"Improvement” in the motives, values, aspirations, attitudes,
and behavior of members of the general population.

Over long periods of time, exerting a significant and
favorable influence on the course of history as reflected
in the evolution of the basic culture and of the funda-
mental social institutions. Progress in human equality,
freedom, justice, security, order, religion, health, and
SO on.

D. Avoidance of Negative Outcomes for Society.

Conceptual Distinctions

The literature review contains interesting conceptual dis-

tinctions drawn mainly by sociologists interested in organizational

theory.

The distinction between output and support goals (Gross

and Grambsch, 1968) is between those "which are manifested in a

product of some kind (output goals). . . and those which are the
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ends of persons responsible for the maintenance activities. . . of

the organization" (support goals). In the university, the former:
involve the usual goals of teaching, research and
community service. . . the latter involve a variety

of activities designed to help the organization sur-

vive in its environment, those that ensure that the

university is run in desired ways, those designed to

ensure motivated participation, and those designed

to ensure the university's position in the population

of universities (Gross, 1968).

Official goals have been contrasted with operative goals by
Charles Perrow (1961). For him, official goals:

are the general purposes. . . as put forth in the

charter, annual reports, public statements by key

executives, and other authoritative pronouncements

such as the college catalogue, while operative goals

designate the ends sought through the actual operat-

ing policies of the organization; they tell us what

the organization actually is trying to do, regardless

of what the official goals say are the aims.

Amitai Etzioni (1964) makes approximately the same distinc-
tion, using the words stated and real goals. Operative goals bear
no necessary relation to official goals; the former, says Perrow,
"may support, be irrelevant to, or subvert official goals." Various
researchers (Perrow, 1961; Etzioni, 1964; Price, 1968; Churchman,
1968) have pointed out the relative difficulty of identifyina the
operative or real goals of an organization.

In organizations the problem of goals and goal attainment
has priority over all other problems (Parsons, 1961, pages 38-41).
The existence of the organization is justified primarily by its
orientation to a set of goals, and it is continually judged by how

successfully it attains those goals. Simon (1964) comments that in



75

spite of the very great amount of research and theoretical atten-
tion which has been given to formal organizations, little attention
has been paid to developing a clear definition of what is meant by
a goal in the first place. The concept seems to be taken for
granted in most studies, yet the specific goal of a particular
organization is an empirical matter which can be ascertained.

Etzioni (1964, page 6) defines an organizational goal as
"a desired state of affairs which the organization attempts to
realize." It is essential, a priori, to distinguish private from
organizational goals. For Gross and Grambsch (1974, page 9) a
private goal consists of a future state that the individual desires
for himself. Such a notion comes close to the psychologist's
conception of a motive. This meaning may be distinguished from
what a particular person desires for the organization as a whole
(Cartwright and Zander, 1953, pages 308-311). The latter comes
closer to the notion of an organizational goal, although it still
consists of something that the particular person wishes and may not
at all correspond to the organization's goals.

Thompson and McEwen (1958) and Parsons (1961) have attempted
to define goals in terms of systems linkages. Both have seen a goal
as involving some type of output to a larger society. Amitai
Etzioni (1964, pages 16-19) has criticized the goal approach to the
study of organizations as being too limited. To define an organiza-
tion solely in terms of its degree of success in obtaining that

goal is to doom the investigator to disappointment.
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An institution's mission, goals, and objectives are all
involved in assessing institutional goals. Pratt and Reichard
(1983, page 53) offer the following definition for these terms:

The mission is a statement of educational philosophy, which may
include a description of special populations to be served. It
changes infrequently and provides a long-term sense of identity

to an institution. Goals, in contrast, provide a sense of direction
for the shorter term. Objectives are much more specific statements,
which describe activities and related outcomes for short periods of
time.

Fenske (1980) presents a definition of goals that reflect
the broad consensus of other authors. He defines goals as state-
ments of university purpose that fall between extremely broad state-
ments, such as those contained in the institutional mission, and
specific descriptions of various operations within a university.
Obviously, a broad mission statement can generate several goals,
and each goal, in turn, can create many objectives. Goals imply a
desired outcome. As Pratt and Reichard (1983, page 54) remind us,

a key element is the translation of broad goals, which may prove
difficult to measure, into more specific and measurable objectives.
Obviously, goals are the cornerstone of effective planning, and yet
there are those who question the need for goals. As Fenske (1980,
page 178) indicates: "The question 'Why study goals?' is somewhat
annoying to most planners and researchers, in that the answer seems
so obvious, even axiomatic. One of the few things organizational

theorists agree on is the necessity of defining and studying goals".
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The debate over the utility of mission statements is obscured
by the absence of widely accepted definitions to distinguish among
a number of interrelated terms. Caruthers and Lott (1981, page 26)
state that mission, role, scope, goal, and objective are used almost
interchangeably by authors in the field. In general, mission, roles
and scope describe the philosophy, clientele, and dimension--the
identity of a college. The goals and objectives dimension relates
more to actions--that is, the steps an institution plan to take in
order to achieve certain outcomes that will help it fulfill its
desired mission. The former dimension usually focuses on what the
institution is and hopes to be, the latter on the means to reach
that end. Mission and scope and objectives imply the more specific
parts of any overall statement. Thus for the most part, the mission
of an institution is relatively unchanging, while the scope and
particularly the objectives, are subject to regular revision.

Romney and Bogen (1978) have defined goal as a set of circum-
stances sought in pursuit of the mission. Goals are usually stated
in broad qualitative terms and serve as guides for institutional
development in a particular frame of time. Objectives are specific
ends to be achieved with regard to a particular goal. An objective
is often stated in more quantitative, outcomes-oriented terms. A
frequent purpose of formulating a set of goals and objectives is to

enable an institution to change its role and scope.
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Techniques for Identification of Goals

Many questions can be asked by those responsible for planning
and development of goals and objectives, when an institution reaches
the conclusion that some formal process must be to identify goals.
Should the planners use a collection of goal statements developed
elsewhere, or should they develop a list of goals expressly for their
institution? Who will be the constituent groups involved in the
process? How many persons from each group will be part integrant
in the process, as respondents? What will the process to select a
defined set of goals? Who will be responsible for coordinating such
endeavor? How long will such planning group work together? Such
planning and work in goals development require considerable amount
of time and resources. However, standardized instruments, sampling
techniques, and even some standardized analyses of data are avail-
able and can reduce the institutional effort. One such instrument

will be now discussed.

Institutional Goals Inventory (IGI)

The Institutional Goals Inventory (IGI) was developed by
Peterson and Uhl at the Educational Testing Service (ETS). It is
considered to be one of the most extensive and the best known compila-
tions of goal statements (Pratt and Reichard, 1983). The IGI was
developed as a tool that colleges and universities may use in the
process of identifying basic campus goals and in determining priori-
ties among them. For Peterson and Uhl (1977) the IGI can indicate

the degree of consensus among people at the college regarding the
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importance of each goal. King and others (1973) in their analysis
on the subject, concluded that the IGI was judged to be superior

(in terms of goals statement coverage, flexibility, and ease of
administration) to the only other known published goals inventory,
produced by the National Lab for Higher Education in Durham, North
Carolina. The instrument does not tell colleges and universities
what to do in order to reach goals. Instead, it provides a means by
which many individuals and constituent groups can contribute their
thinking about desired institutional goals.

The inventory is comprised of ninety goal statements which
attempt to conceptualize in a meaningful way the spectrum of goals
of American colleges and universities. It is divided into twenty
goal areas. There are four goal statements per goal area with ten
goal statements categorized under the rubric "miscellaneous". The
twenty goal statements are divided into thirteen outcome goals and
seven process goals. They are listed below in Table 2.2 as shown

by Peterson and Uhl (1977).

Descriptions of Goal Statements of the IGI

Peterson and Uhl (1977) have described the twenty goal areas

shown in Table 2.2 as follows:

Qutcome Goals

Academic Development has to do with acquisition of general

and specialized knowledge, preparation of students for advanced
scholarly study, and maintenance of high intellectual standards on

campus.
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TABLE 2.2

OUTCOME AND PROCESS GOALS

OUTCOME GOALS
|Goals the college or university
seek to realize)

PROCESS GOALS
(Goals of a supportive nature--
when attained, they facilitate
reaching the outcome goals)

Academic Development
Intellectual Orientation
Individual Personal Development

Humanism/Altruism

Cultural/Aesthetic Awareness
Traditional Religiousness
Vocational Preparation
Advanced Training

Research

Meeting Local Needs

Public Service

Social Egalitarianism

Social Criticism/Activism

Freedom
Democratic Governance
Community

Intellectual/Aesthetic Environ-
ment

Innovation
0ff-Campus Learning

Accountability/Efficiency
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Intellectual Orientation relates to an attitude about learn-

ing and intellectual work. It means familiarity with research and
problem solving methods, the ability to synthesize knowledge from
many sources, the capacity for self-directed learning, and a commit-
ment to lifelong learning.

Individual Personal Development means identification by

students of personal goals and development of means for achieving
them, enhancement of sense of self-worth and self-confidence.

Humanism/Altruism reflects a respect for diverse cultures,

commitment to working for world peace, consciousness of the important
moral issues of the time, and concern about the welfare of man
generally.

Cultural/Aesthetic Awareness entails a heightened apprecia-

tion of a variety of art forms, required study in the humanities or
arts, exposure to forms of non-Western art, and encouragement of
active student participation in artistic activities.

Traditional Religiousness is intended to mean a religious-

ness that is orthodox, doctrinal, usually sectarian, and often
fundamental--in short, traditional rather than secular or modern.

Vocational Preparation means offering specific occupational

curriculums (as in accounting or nursing), programs geared to emerg-
ing career fields, opportunities for retraining or upgrading skills,
and assistance to students in career planning.

Advanced Training can be most readily understood simply as

the availability of postgraduate education. It means developing
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and maintaining a strong and comprehensive graduate school, provid-
ing programs in the professions, and conducting advanced study in
specialized problem areas.

Research involves doing contract studies for external
agencies, conducting basic research in the natural and social
sciences, and seeking generally to extend the frontiers of knowledge
through scientific research.

Meeting Local Needs is defined as providing for continuing

education for adults, serving as a cultural center for the community,
providing trained manpower for local employers, and facilitating
student involvement in community-service activities.

Public Service means working with governmental agencies in

social and environmental policy formation, committing institutional
resources to the solution of major social and environmental problems,
training people from disadvantaged communities, and generally being
responsible to regional and national priorities in planning educa-
tional programs.

Social Egalitarianism has to do with open admissions and

suitable education for all admitted, providing educational experi-
ences relevant to the evolving interests of minority groups and
women, and offering remedial work in basic skills.

Social Criticism/Activism means providing criticisms of pre-

vailing American values, offering ideas for changing social insti-
tutions judged to be defective, helping students learn how to bring
about change in American society, and being engaged, as an institu-

tion, in working for basic changes in American society.
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Process Goals

Freedom is defined as protecting the right of faculty to
present controversial ideas in the classroom, not preventing stu-
dents from hearing controversial points of view, placing no restric-
tions on off-campus political activities by faculty or students, and
ensuring faculty and students the freedom to choose their own life-
styles.

Democratic Governance means decentralized decision-making

arrangements by which students, faculty, administrators, governing
board members can all be significantly involved in campus governance;
opportunity for individuals to participate in all decisions affect-
ing them; and governance that is genuinely responsive to the concerns
of everyone at the institution.

Community is defined as maintaining a climate in which there
is faculty commitment to the general welfare of the institution,
open and candid communication, open and amicable airing of differ-
ences, and mutual trust and respect among students, faculty, and
administrators.

Intellectual/Aesthetic Environment means a rich program of

cultural events, a campus climate that facilitates student free-time
involvement in intellectual and cultural activities, an environment
in which students and faculty can easily interact informally, and
a reputation as an intellectually exciting campus.
Innovation is defined as a climate in which continuous innova-

tion is an accepted way of life; it means established procedures for
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readily initiating curricular or instructional innovations; and,
more specifically, it means experimentation with new approaches to
individualized instruction and to evaluating and grading student
performance.

Off-Campus Learning includes time away from the campus in

travel, work-study, VISTA work, etc., study on several campuses
during undergraduate programs; awarding degrees for supervised study
off the campus; awarding degrees entirely on the basis of perfor-
mance on an examination.

Accountability/Efficiency is defined to include use of cost

criteria in deciding among program alternatives, concern for program
efficiency, accountability to funding sources for program effective-
ness, and regular submission of evidence that the institution is
achieving stated goals.

The Educational Testing Service (ETS) has published guides
for use of the Institutional Goals Inventory (IGI), which describe
the instrument, suggest appropriate methods for conducting a goals
study (Peterson and Uhl, 1975) and provide comparative data
(Peterson and Uhl, 1977). The IGI measures respondents' perceptions
of the extent to which each goal statement describes the current
orientation of the institution and also the extent to which each
goal should be emphasized. The discrepancy between what should be
(desired goals) and what is (perception of current reality) provides
insights into value orientation of various constituencies. There

are several methods for selecting high-priority goals. One of the
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simplest, from an administrative point of view, is the survey.
Adopting this approach for data collection, a large set of goal
statements is sent to prospective respondents chosen from each
institutional constituent group. The results of the survey are
compiled, and the highest-ranked (or highest-rated) goals become
the current goals of the institution (Pratt and Reichard, 1983).
The survey approach has the advantage of being relatively inexpen-
sive, requiring a minimum of each participant's time and allowing
inclusion of a greater number of participants.

For each goal statement appearing in the inventory, the
respondent is asked to check the degree of importance for the insti-
tution on a five point Likert scale. Response choices are: "of
extremely high importance", "of high importance", "of medium impor-
tance", "of low importance", and "of no importance". The IGI asks
participants to rate goals in two ways. First, the participant is
asked to rate the goal as to its current importance, the Is
response; and, second, the participant rates the goal as to the
importance it should have in the future, the Should Be response.

In selecting goals for attention, it is especially important to
consider the goals that have the highest Should Be ratings, accom-
panied by a large discrepancy between Is and Should Be ratings.
Thus, the IGI is a tool used to measure perceptions of members of
various constituent groups. If longitudinal data are not available,
discrepancy analyses incorporating a series of actual (Is) versus

jdeal (Should Be) comparisons also may be helpful in assessing
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differences between expectations and outcomes. In this regard,
differences between the ideal and the actual attainment of specific
goals may be evaluated (Pratt and Reichard).

Use of the Institutional Goals Inventory (IGI) is appro-
priately only one element in a larger goal-setting process that
would involve information and ideas from many sources together with
all manner of deliberation (Peterson and Uhl, 1977). The assessment
of goals is a complex process. Specifying the relationship between
a goal and a set of outcomes by formulating clear objectives is the
key to the process. The essential significance of the resulting
goals conception is that it sets forth basic institutional policy,
which then has the potential of serving as a unifying ideology

throughout the campus (Peterson and Uhl, 1977).

Conceptual Framework

The general strategy followed by Peterson and Uhl (1977) in
constructing the IGI was first to develop a theoretical framework--
a conceptualization of higher education goals--and then to write
goal statements that seemed to reflect each of the goals, or goal
areas, conceived.

Two general considerations guided their conceptual efforts.
First, they established a structure that was comprehensive, embracing
the major goals of all kinds of higher education institutions. The
development and publication of the IGI, has a major advantage of a
single standard instrument in that it enables and encourages compara-

tive multicampus studies that can be especially illuminating to
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participating colleges. Second, the conceptual framework needed to
be specific enough for the resulting instrument to yield information
for some suitable number of goals. Peterson and Uhl (1977) assert
that the initial conceptualization for the instrument grew out of
extensive deliberations within a task group at the Educational Test-
ing Service (ETS), in New Jersey. The preliminary Institutional
Goals Inventory, which was based on the Gross and Grambsch (1968)
response format, was developed specifically for a study carried out
during 1970 under Uhl's direction. One purpose of the project was
to define the goal structures of five colleges that were working
with the Lab in developing its Administrative Organizations System
(A0OS) model. Peterson and Uhl assert that the final turn in the
conceptual evolution of the IGI was to abandon the words output and
support in favor of outcome and process. Output implies production
of a perhaps standard product, as on an assembly line; outcome is
more suggestive of ends and purposes, perhaps in variable combination.
Support, means maintenance and survival; by process, the authors
wish to refer to the characteristic model and styles that define the

process by which the work of the college is carried forth.

Economics of Education

From the outset an operational definition of economics,
education, and economics of education, is deemed necessary. Econo-
mics defined: Samuelson (1961) acknowledges that there is no single
definition of economics, but he develops "an informative introductory

description” in the following ways: "Economics is the study of how
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men and society choose, with or without the use of money, to employ
scarce productive resources to produce various commodities over
time and distribute them for consumption, now and in the future,
among various people and groups in society" (page 6). Education
defined: According to Webster's New World Dictionary (1962),
education is "the process of training and developing knowledge, skill,
mind, character, etc., especially by formal schooling" (page 461).
The Economics of Education defined: Based upon the definitions of
economics and education, a definition of the economics of education
emerges: The economics of education is the study of how men and
society choose, with or without the use of money, to employ develop-
ment of knowledge, skill, mind, character, and so forth--especially
by formal schooling--over time and to distribute them, now and in
the future, among various people and groups in society. As Cohn
(1979, page 2) pointed out, the economics of education is concerned
with (1) the process by which education is produced; (2) the dis-
tribution of education among competing groups and individuals; and
(3) questions regarding how much should be spent by society (or any
of its component individuals) on educational activities, and what
types of educational activities should be selected.

Psacharopoulos has written, that ideas are that, tradition-
ally, the factors influencing education in the community have been
examined from the sociodemographic point of view. It has been
established for example, that education promotes social goals as

the creation of better citizens and the possibility of social
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mobility by facilitating occupation change (in Knowles, 1977,
page 1344). 1In the past three decades, education has been increas-
ingly looked on from an economic viewpoint, that is, the economic

impact on the individual, his community, and his society as a whole.

Historical Perspective of Economics of Education

The purpose here is not to state of develop new ideas, nor
to establish a framework. Rather, the purpose here is to present
an intellectual introduction on historical perspective of economics
of education, which is but one intellectual and estimulating area
of interest held by the researcher.

Human capital is an old concept but a relatively new research
area in economics. The central ideal is that human capacities are
in large part acquired or developed through informal and formal
education at home and at school, and through training experience,
and mobility in the labor market (Mincer, 1979, page 1).

Interest of economists in the effects of higher education
can be traced historically at least to the writings of Adam Smith,
who commented in some detail on the social and economic benefit of
education. Adam Smith in 1776 considered the skills of labor to be
the predominant force for economic progress and part of his defini-
tion of capital. In 1890, Alfred Marshall argued that schooling
may be regarded as a national investment. He also suggested that
the profit motive operates in personal investment in the same manner
as it operates in other capital investment decisions (1961, Ninth

edition). The tradition of economic reasoning was maintained by the




90

other great economists. Ricardo was concerned to show that increase
in economic well-being of the masses could arrive from a diminution
of the population or augmentation of capital. He and Malthus favored
education as means of inculcating habits which would Tead to family
limitation (Vaizey, 1962, page 19).

Alfred Marshall (Sixth edition, 1910, page 217), refers to
"education as national investment" and writes "There are few practi-
cal problems in which the economist has a more direct interest than
those relating to the principles on which the expense of the educa-
tion of children should be divided between the state and the parents".
He adopted the prevailing psychology, which was based very much on
"learning by doing" and so supported practical forms of education,
linked to industry (Vaizey, 1962, page 21).

As observed, from the earliest days, the great classical
economists such as Adam Smith, Ricardo and Marshall, brought to bear
upon education a searching and measuring approach concerned with jts
contribution to wealth creation and the "orderly habits of people"
(Lyons, 1979, page 416). Marx shared in this tradition, and
developed, too, Adam Smith's plea for education as a counterbalance
to the inhuman results of the division of labor. For him, the func-
tion of education in a socialist society will be to overcome the
alienation of the worker from the means of production, while develop-
ing his technical skills; it will be to restore him as a man as well
as keeping him as a producer (Vaizey, 1962, page 24). Marx was

wrong in believing that general education cannot evolve in a
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capitalist society. Professor Johnson (1960, page 563) observes:
"Application of Marx's general analytical method to the system of
corporate industrial production suggests, not the polarization and
eventual breakdown of capitalist society that he predicted, but the
consolidation of a highly differentiated hierarchical society in
which status is determined ultimately by educational attainment".
As economic growth was resumed in 1940 shortages of skilled
-talent became evident; and with growing interest in the measurement
of economic magnitudes work has become focused on the problem of
evaluating "human capital." As Johnson (page 562) observes, this
development has affected economic thought about the worker and his
wages. "His knowledge and skill in turn are the product of a capi-
tal investment in his education in the general capacities of communi-
cation and calculation required for participation in the production
process, and the specific capacities required for the individual
job, a capital investment which is variously financed by the state,
the worker himself and the employer. Thus the laborer is himself
a produced means of production, an item of capital equipment."
Empirical analysis of the economic value of investments in
schooling have been undertaken since the first decade of this cen-
tury (E11is, 1917; Walsh, 1935). But intense professional interest
in economics of education did not truly begin until about 1960,
when empirical investigations of the American economy confirmed that
the output of goods and services had been growing much more rapidly

than the quantity of labor, capital, and materials used to produce
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it (Douglass, 1977, page 360). Nonetheless, Machlup (1976, page 10)
has warned us that nothing in modern economics is more speculative
than quantitative empirical research.

An interesting point of debate in the discussion of the growth
of higher education concerns the role played by early work of Schultz
(1960), Denison (1962), and Harbison and Myers (1964) which attempted
to show a causal link between educational expansion and economic
growth. It took longer before the states' management of the educa-
tional systems became affected by the intention of stimulated or
sustained economic growth. The idea that formal education is an
investment has been enthusiastically received in both the developed

and the developing world.

Manpower Needs and Expenditure on Education

Education has become a major source of skills and trained
talent. Indeed, from one point of view, this is education's critical
economic role. Some economists agree that expenditure and effort by
national education authorities should be directed towards the fore-
casting of needs for scientific and technical education. Since there
is always scarcity of resources to finance education, it is diffi-
cult to decide how wisely to distribute available money between
levels and types of education. Developing nations are particularly
pressed to meet the urgent needs for scientists, technologists and
technicians, reforming the overly humanistic curricula and programs,
and turn to the systematic education and training of the needed

personnel by spending greater sums on such scientific and technical
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education. Manpower needs can also be met by developing non-formal
education through the efforts of business firms, but this involves
many social and organizational problems (Lyons, 1979, page 427).
There is also the role of money in encouraging recruitment
to teaching and to jobs which are of prior importance for economic
development. Dudley Seers and Richard Jolly in a series of studies
(Jolly, 1969), have examined the difficulties of providing education
in countries where the salaries for teachers and of educated people
were high, relative to those of less educated or uneducated people,
and where with limited budget resources education could not be
developed in order to meet estimated needs. Being education an
investment of human capital, it naturally follows that the accumula-
tion of this human capital should be a factor in economic growth.
Vaizey identifies three initial roles for education. One is to
supply skilled manpower and technicians without whom physical capital
would be wasted. The second is to generate "a climate for growth", by
giving the masses a capacity for thinking beyond their immediate
needs and troubles. The third is to teach the cultivators simple
and elementary rural skills which will yield a small surplus over
subsistence consumption and which can be the basis for physical

accumulation.

Human Capital: A Conceptual Framework

The human capital hypothesis is an approach which relates
levels of schooling to demands in the market place for skilled labor.

Basically, the hypothesis is that a growing demand for skills
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increases the individual's monetary returns to investment in schooling-
to investment in his or her human capital-and, hence, that unless the
real and opportunity costs of formal education or the demand for
unskilled labor increase proportionately, levels of schooling will
rise (Becker, 1964; Mincer, 1958; T. W. Schultz, 1961). Education
for Craig (1981, page 159) can result in higher earnings, in social
control, in national integration, and so on. From an economic point
of view education may be regarded both as consumption and as invest-
ment. Education can lead not only to higher wages in the labor mar-
ket but also to better working conditions and fringe benefits (Duncan,
1976; Freeman, 1978; Lucas, 1977). Schooling can make individuals
more proficient learners and increase their propensity to seek new
knowledge (Goody, 1977; Heckman, 1976; Hyman, Wright, and Reed, 1975).
It also can make them more efficient consumers, thus raising their
real income (Michael, 1973). It can contribute to better health and
greater life expectancy (Grossman, 1975). It can result in a better
allocation of men and women in the marriage market and hence in more
suitable and rewarding marriages (Becker, Landes and Michael, 1977).
Human capital as most economists define it, consists of the
acquired energy, motivations, skills, and knowledge possessed by
human beings, which can be harnessed over a period of time to the

task of producing goods and services (Douglass, 1977, page 362).

A Brief Overview

Economics of education is a field of study gaining increasing

interest by educators. This area called for an extensive review of
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the literature to trace some historical aspects related to what
economists have said about economics of education with regards to
social and economic benefits of education. Based on the review of
the literature it can be concluded that (1) during the past thirty
years or so economists have made a substantial contribution to think-
ing about problems of resource allocation to education and of returns
to education; (2) the study of costs and expenditures on education
has advanced considerably; (3) the relationship of expenditure on
education to economic growth, individual and social returns to educa-
tion, and the role of education in meeting economic needs, similarly,
gained attention of analysts of economics of education.

The issue of the role of the state in determining the balance
between social expenditures and other expenditures in national econo-
mic and social development remains central to "economics of educa-
tion". Economists still have an important contribution to make to
the development of cost and finance analysis and to studies of the
efficiency of resource allocation to education in order to avoid

waste (Lyons, 1979).

Sociology of Education

Max Weber was the first sociologist to apply sociology to
the field of higher education (Shils, 1974). Max Weber (1946, page
426), has classified educational system into three major types as

follows:

(1) The attempt to call forth and to test allegedly
inherent traits to the individual, to allow them to
unfold, to be realized. This is generally character-
istic of charismatically sanctioned institutions and
status groups.
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(2) By rote learning and moral exhortion, by drill and
imposed habituation, the attempt to stereotype the
individual into line with the traditional routines,
which is generally characteristic of traditionalist
societies.

(3) The attempt rationally to transmit to the individual
certain traits, to train him for specific skills by
challenging him to think and act independently--
which is generally characteristic of educational
spheres of rational bureaucratic organizations.

Weber's third category classification is the prevalent type
of educational system. In modern education the principal aim is to
develop rational faculties of human beings so that they can have
independent thinking and their actions are not governed by any stereo-
type norms or principles. This type of traininghelps the individual
to challenge the dogmatic beliefs and to inculcate rational thinking.
The encouragement of rational and independent thinking, consequently,
affects the behavior of the individuals, as thought and behavior are
closely interrelated. Education can be regarded as influencing both
the thought and behavior-patterns of the individuals and when there
are changes in the behavior-patterns of individual members of various
social groups, the social structural elements of a community are
bound to have a significant impact (Bhatnagar, 1972, page 4). The
term sociology was coined by Comte in the first half of the nineteenth
century. Comte divided the new subject in two parts: social dynamics
(to study the progress of society), and social statics (to study the
order of society). Education was clearly related to social progress,
its social function was given considerable attention by early socio-

logists such as Comte, Spencer, Durkheim and Ward. Durkheim, above



97

all, defined clearly the scientific nature of sociology of education
and education as "methodical socialization of the younger generation"
(Durkheim, 1956, pages 49, 119). He analyzed the history of French
educational thought in terms of a relationship between social develop-
ment and educational institutions, and explained the function of the
school in training youth in civil morality (Shimbori, 1979, page 396).

While these sociologists were interested mainly in the rela-
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