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ABSTRACT 

Across the globe, governments, private business and industry are implementing 

international economic integration, thus altering economic, cultural, and educational 

contexts within nation-states. Public higher education institutions are linked to 

globalization for the following reasons; 1) it provides research essential to the 

development of global products; 2) it has historically served as a primary creator and 

transmitter of national culture (simultaneously with maintaining national identity), and 

currently 3) it may play a central role in educating professional workers for a global 

economy, world consumers of global products, and citizens of a global culture. This 

study is a comparison of two case studies in a cross-national investigation of curriculum 

creation, maintenance and alteration within processes of globalization between 1990-

2000.1 used mixed methods: analysis of descriptive statistics, interviews, texts and 

observ ation data, to explore change in two professional education curricula (Primary 

Teacher Education and Finance units of Business Colleges). 1 selected two institutions, 

the University of Arizona, in America, and the Autonomous University of Nuevo Leon, 

in Mexico. I draw primarily on two bodies of theory: (1) globalization theory, and (2) 

curriculum theory. The major research questions, are as follows: 1) What is the scope of 

change in curriculum and course content? 2) Who or what, internally and externally, is 

involved in changing the content of academic programs and courses? 3) Who or what, 

internally and externally, is involved in changing the content of courses and curriculum? 

What are the associated mechanisms used to effect change? I intend to contribute 

empirical evidence to ongoing dialogues among legislators, professors and 
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administrators, parents and students, and other stakeholders, about the relevance and 

purpose of higher education within the context of globalization. Curriculum at these sites 

has changed, from 1990-2000, and is a site of contention in all four departments. Finance 

is sustained by greater connections to actors and forces in the private sector, and Teacher 

Education is sustained by greater connections to actors and forces in the public sector, 

and overall, professional academic degree programs and curricula are accountable to 

actors and forces seeking to influence them. 



13 

CHAPTER 1: RESEARCH CONTEXT: NEW KNOWLEDGE NEEDED 

INTRODUCTION TO THE PROBLEM 

Across the globe, governments, private business and industry are implementing 

international economic integration and standardization, thus altering economic, political, 

social, cultural, and educational contexts within nation-states (Appadurai 1990; Hannerz 

1992; Robertson 1992; Waters 1995). At issue is the degree to which globalization 

factors and forces are eroding nation states, the political building blocks of modernity. 

and national cultures, a source of personal and political identity. Although patterns of 

globalization are very likely uneven, and the consequences uncertain, some nations, 

particularly those in which secular and religious powers are entwined, are resisting it; and 

some groups within nations, such as the Zapatistas in Mexico, and demonstrators at IMF 

and other related meetings, have started rebellions and resistance to stave it off. 

Globalization is one of the central issues of the twenty-first century. 

Higher education and globalization are linked for the following reasons: 1) it is an 

arena for the discovery and creation of the techno-seience that creates the infrastructure 

for the global economy, i.e. computers and electronic communication; 2) it provides 

research essential to the development of global products, e.g. biotechnology; 3) it has 

historically served as a primary creator and transmitter of national culture (Readings 

1996) (simultaneously with maintaining national identity), and currently 4) it may play a 

central role in educating professional workers for a global economy, world consumers of 

global products, and citizens of a global culture (Mato, Montero et al. 1996; Slaughter 

and Leslie 1997; See also Currie and Newson 1998; Gomez 1998). 
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In a very early work addressing professional education, Larry Leslie asserted that 

"the crucial issues facing the professions deal with how the professions are responding to 

the rising expectations of society for professional services'" (Leslie 1974). At that time, he 

defined professional degree departments as "designed to meet the emerging needs and 

demands of society" (Leslie 1974). "Professional education programs" are also known as 

"applied fields" "professional studies" or "the professional schools" and are contrasted 

with academic disciplines (Stark 1998). I use undergraduate professional majors and 

undergraduate professional education synonymously. Undergraduate as a defining term 

specifies that I will not deal with associate (2 year), graduate, post-graduate, post-

baccalaureate or even "further" forms of professional education. My use of the terms 

professional, curriculum, major, or education draws a focus on those majors or academic 

departments that "emphasize achieving basic entry-level career status upon college 

graduation" (Stark 1998). 

1 will consciously avoid using the term "program" for academic department/field, 

as it can be confused with academic program, which 1 will refer to as curriculum, and 

sometimes major. The term "curriculum" is widely used by researchers and practitioners, 

and those using the term apply a wide range of definitions (Stark and Lattuca 1997). In 

this curriculum project, 1 study those stakeholders who influence the content of curricula 

— that is the course titles within each curriculum — and the educational processes and the 
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specific content of the courses themselves'. These are literally the work of teachers and 

students. 

There are a several compelling reasons to bring an analytical focus specifically on 

professional education departments and their curricula formation processes. First, 

curricula in professional majors are central to the contribution from higher education to 

society. Scholars" examinations of national student trends show that both in America and 

Mexico a majority of undergraduate students choose professional education courses, and 

scholars have noted this factor since at least 1962 in America (Anderson 1962). Indeed, 

today, many of the university departments that we categorize as professional education 

departments are connected to the globalizing economy, indirectly if not directly 

connected (e.g. business administration, agriculture, Law). 

Second, our understanding of curriculum formation overall in American post-

secondary education is incomplete (Slaughter 1997). Third, and more specifically, there 

are relatively few theories specifically about professional curricula formation (creation, 

maintenance, and alteration). This observation has become a long-standing, although 

relatively marginal, theme in higher education research. G. Lester Anderson stated in 

1962 that professional education is grossly under-researched (Anderson 1962). Larry 

Leslie, writing in 1974, agrees with Anderson (Leslie 1974), as do Gary Rhoades in 1991 

(Rhoades 1991), and Joan Stark in 1998 (Stark 1998). 

Fourth, we have a nascent understanding of the network of actors and forces that 

have an interest in and act, potentially across national boundaries, to influence curricula 

' Cliff Conrad has developed a body of work that uses the term stakeholder to refer to 
those who influence curriculum formation. 
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formation. Despite the central role that higher education plays in globalization, studies in 

the field of comparative higher education, or higher education in general, have not looked 

closely at globalization theory and its usefulness for understanding higher education 

phenomena. The relatively small number of studies that employ the concept of 

globalization for the most part look at national policy and/or organizational structures, 

comparing an institution in one country to another, usually using the United States as the 

norm (Kempner, Mollis et al. 1998). Even Slaughter and Leslie's (1997) Academic 

capitalism: Policies, politics and the entrepreneurial university, which used economic 

globalization theories to investigate universities' move to the market in four countries, 

did not look specifically al types of knowledge (curricul um/maj or/professi on). No studies 

that I know of have carried out an in-depth examination of stakeholders' cross-national 

reach to influence curricular content or educational processes. 

Recent research into college curricula, academic or professional programs, or 

courses themselves do consider globalization or internationalization, but are limited to 

nation specific contexts and, even today, favor the study of academic disciplines over the 

study of professional preparation majors (Rhoades 1991). 1 reviewed recent major 

integrative works about college curriculum from senior higher education scholars. 

Shaping the College Curriculum, by (Stark and Lattuca 1997) and the Handbook of the 

Undergraduate Curriculum by (Gaff and Ratcliff 1997). Both examine 

internationalization of curricula (the inclusion of non-American knowledge), and 

international education (education abroad, student exchange, and foreign student 

services), but neither examines the global processes and actors in curriculum change, or 
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even curricula across national boundaries. 1 similarly performed a content analysis of 

article titles and abstracts from issues in the years 1990-2001 of the two major 

comparative education Journals, the Comparative Education Review, and the journal 

Comparative Education, as accessed through the ERIC on-line database. These journals 

published 546 articles, and I found 65 articles containing the following key words; higher 

education, university, or college. Of these 65, only 17 articles contained the word 

curriculum, or academic program, in the title or abstract. Thus, research about North 

American curricula is underdeveloped. 

Yet. several sociocultural and political-economic trends across the globe point to 

the need to consider local phenomena within the context of state, national, and 

supranational factors and processes. In the anthropological tradition. Marcus' 1995 

development of multi-site ethnography is a productive initiation (Marcus 1995). He notes 

that anthropologists traditionally value in-depth study of a local geographical and cultural 

area. Without releasing this value, Marcus asserts that it is also important to recognize 

and trace the activity of various phenomena beyond local boundaries. His solution is to 

re-work ethnography into profound study of more than one local geographical and 

cultural area, but each connected by a relationship. Recent observations by Altbach and 

Peterson (1999) in Higher Education in the 21" Century: Global Challenge and National 

Response also support a view from both within and beyond individual nations (Altbach 

and McGill Peterson 1999). They state about higher education, "where we are so often 

bound by the constraints of national thinking, a comparative perspective is especially 

valuable because academic institutions worldwide stem from common traditions, and the 
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issues facing higher education around the world have many common characteristics" (1). 

Castells, in The Rise of the Network Society, also asserts that the overall dynamics of 

society are increasingly organized around networks, interactions that stretch across 

national boundaries (Castells 2000). All of these and other works suggest the need to 

develop an understanding of curricula, and its stakeholders and change processes, across 

national boundaries. 

This cross-national (United States and Mexico) study of curricula in paired 

institutions and contrasting professional degree fields provides insight into: a) the degree 

to which institutional, local, national and global discourses are influencing the content of. 

and learning activities in, professional education curricula, b) the mechanisms used by 

various people and organizations to iniluence curricula content, and c) the scope of 

cultural and institutional change accompanying such discourses. In addition, these 

elements, preceded by a focused understanding of noteworthy factors from local and 

national circumstances, compose a model of the evidence required to effectively study 

curriculum across national boundaries. In other words, this cross-national study of 

curriculum enables me to study globalization and its consequences concretely in an area 

other than the economy, allowing me to assess claims about the creation of new cultures 

and knowledge as well as the destruction or erosion of current cultures and knowledge, 

and to suggest how we should study curricula across national boundaries. 

RESEARCH DESIGN 

These institutions of higher education operate near to one another, but in differing 

contexts. In fact, this is a comparative study into global phenomena, more specifically 
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processes, people and forces that reach across national boundaries. 1 use a frame for 

analysis, a perspective on theory, a methodological approach, and discrete research 

questions that each supports this study. Each of these elements is important as they 

rccognize, and actively respond to, the unique challenges of creating and understanding 

from a comparative perspective 

I use a geographic frame, the American/Mexican border region, which allows me 

to study institutions within a single geographic area split into sub-area contexts across a 

national boundary. In addition, both institutions, the University of Arizona and the 

Autonomous University of Nuevo Leon, while relatively close to one another, are distant 

from the population and finance centers of their respective countries. Comparative 

research is expensive, and choosing institutions close to a single border reduces costs of 

research and allows more time to collect data and develop a sensitive understanding. In 

this instance, it also allows me to compare effects within a developing country with the 

American case, considered by some as the proto-typical first-world case. 

THEORETICAL APPROACH 

I use DiMaggio's (1995) approach to theory, which "emphasizes narrativity: 

theory is an account of a social process, with emphasis on empirical tests of the 

plausibility of the narrative as well as careful attention to the scope and conditions of the 

account" (p. 1). I presume that the social processes that I study, across national, cultural. 

social, political, and economic boundaries from one another, have differing scopes and 

conditions, and thus require the use of theory with a variety of scales and foci. Thus, in 

my overall treatment of this question about actors and forces in professional education 
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curriculum formation, and the degree of their influence, 1 draw on three bodies of theory. 

1) Globalization theory suggests an approach to, as well as where to look for. evidence of 

cross-national flows of information, people, communication, and ideology. 2 ) 

Comparative and international higher education theory brings a dircct focus on 

phenomena that occur within the sector of institutions of higher education, and offers a 

manner to examine, compare and contrast, differing institutional phenomena. 3) 

Curriculum theory, specifically social construction perspectives on undergraduate 

professional education curriculum, is mostly focused on the American nation, and 

provides a starting point from which to disaggregate among institutions and nations, and 

problematizc, and thus improve and sensitize, our understanding. 

METHODOLOGICAL APPROACH 

I have chosen methods of research, manners and techniques of performing this 

research project, which are essential for international and comparative higher education 

research. I use case-study methods at multiple-sites, and gather data using mixed-

methods of research, collecting interviews, participant-observation data, documents, and 

statistical data. These collection methods take advantage of data from several potential 

sources and are thus useful for comparative work. In general, data related to the research 

questions became apparent as I interviewed professors and administrators, and as I 

reviewed curriculum related documents. 1 provide a more detailed understanding of my 

research methods in chapter three. 
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CENTRAL RESEARCH QUESTIONS 

While conducting fieldwork in the border region, I learned a lot about higher 

education in each context that informed the ma jor research questions of this project. The 

questions include: 

1. What is the scope of change in curriculum and course content? 

2. Who or what, internally and externally, is involved in changing the content of 

academic programs and courses? 

3. Who or what, internally and externally, is involved in changing the content of 

courses and curriculum? What are the associated mechanisms used to effect 

change? 

IMPLICATIONS FOR HIGHER EDUCATION 

My perception is that the study of professional education curriculum across 

national boundaries is important to understand higher education's contribution to society; 

is needed to fill gaps in our understanding of curriculum and professional curriculum 

formation; and, indeed, is even absent from, and increasingly important to, consideration 

of cross-national phenomena, generally referred to as globalization. 

Because theorizing is at heart a pragmatic task, my project can contribute to 

tertiary institutions considering curricular globalization options. I identify changes toward 

globalization in the four programs studied, factors which promote and hinder 

globalization of academic programs, and the outcomes in learning for students who plan 

to enter employment in the globalizing economy. This infonnation will help institutions 

evaluate which programs are most likely to repay investments of resources. Observing 
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the changes in both context and conditions allows faculty, and administrators planning, 

and students attending, globalized programs, to foster or choose the path they prefer. My 

research identifies mechanisms, policies and processes as well as actors that enable 

globalization at the departmental level as well at the central administrative level. 

This study will contribute to the theoretical literature on: a) professional education 

departments and curricula, b) the amount and manner that globalizing people or groups, 

or lack thereof, shape the content of, and educational processes in, curricula, and c) the 

initial establishment of a model for studying higher education professional curricula 

within its full sociocultural and political-economic context, specifically across national 

boundaries. I have mapped my data against the theoretical meta-narratives, and 1 further 

the dialogue about higher education and globalization. 

OVERVIEW OF CHAPTERS CONTENTS 

My argument is that the curricula have changed in these departments, and we can 

know both the ways they have changed, and who has sought to change them. In chapter 

two, 1 organize and refer to Current Theoretical Perspectives, so that they contribute to 

this study; and in chapter three. Methods and Research Process, I provide a concise 

overview of how I ground my research design in local experience, that is, what I 

considered important to have as data, how 1 went about collecting it. and what I did to 

analyze the data. 

In chapters four through six, 1 present the results of my investigation. In chapter 

four, I present what researchers recognize as the formal processes of curriculum 

formation and refonnation, from 1990 to 2000 in all four departments (Teacher 
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Education and Finance at both the University of Arizona, and the Autonomous University 

of Nuevo Leon). In chapter five, I describe the four curricula, and highlight points of 

change that the formal processes (in chapter four) do not capture. In chapter six. 1 present 

my analysis of the mechanisms used by people, groups, and factors, to influence the 

curricula. 

In the final chapter, I speculate, based on my analysis and experiences in this 

research, on a historically sensitive, political-economic and socio-cultural model for the 

study of curriculum across national boundaries during times of globalization. 

STRUCTURE FOR COMPARISON 

The excitement and insight of comparison for a reader is encouraged with 

presentation of like items proximate or adjacent to one another. This suggests that I must 

compare at the departmental level. However, in this dissertation I am comparing several 

levels of phenomena, including two institutions, four academic departments overall, and 

specifically Finance and Teacher Education departments, and their corresponding 

curricula. In Chapters four and five, Formal Elements and Processes, and Points of 

Change, I will compare from the institutional level, since these phenomena are mostly 

institutional level phenomena. In chapter 6, Analysis of the Actors and Forces, I will 

present results of my analysis at the departmental level to allow specific relationships to 

emerge. Researchers often use the United States of America as a proto-typical case to 

compare to research subjects in other countries. Following in this tradition. I will present, 

in each chapter and sub-section, descriptions and analysis results from America first, 

followed by the Mexican case. 
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CHAPTER 2: CURRENT THEORETICAL PERSPECTIVES 

I use Golden-Biddle and Locke's approach to a literature review that suggests. 

"Related works are configured and referenced so that they relate to each other and to the 

proposed study" (Golden-Biddle and Locke 1997). This research is international and 

comparative as it examines four departmental stories within two institutions, one from the 

United States, and one from Mexico. This project is also comparative by examining one 

education department and one finance department in each country/institution. 

Accordingly, the four research questions for this project primarily draw from and 

contribute to three realms of research and theory making: 1) Comparative Higher 

Education Study, 2) Professional Education Curricula and Courses, and 3) Globalization 

Theory. 

COMPARATIVE HIGHER EDUCATION 

NEW OUESTIONS. CONTEXTS. METHODS 

Comparative education, much like comparative research in general, is 

experiencing adjustment to a time of massive political, cultural, and economic change, 

often referred to as globalization. Aware of these changes, some of the most well-known 

researchers of higher education have recently critiqued traditional methods of 

comparative education, and suggested new epistemologies, approaches, and methods to 

initiate a new comparative higher education (Altbach 1998; Epstein 1998; Kempner, 

Mollis et al. 1998; Noah 1998). 

Several researchers, or teams of researchers, have described weaknesses in an old 

form of comparative research. For almost three decadcs, researchers have argued that 
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quantitative national-survey research faces multiple challenges in seeking to represent 

reality. These challenges include: threats to data quality (Chapman and Carter 1979; 

Chapman and Boothroyd 1988; Chapman 1991; Chapman and Mahlck 1993); 

obstructions by language barriers, access to information, additional costs and lack of 

cross-national understanding ( Teichler 1996; Tcichler 1996); and lack of a contribution to 

the development of recognized theories (Oyen 1990). Kempner, Mollis, and Tiemey 

outline the old form of study as fulfilling two goals: 1) to reveal deficiencies of a process, 

or 2) to reveal the similarities between two objects of study (Kempner, Mollis et al. 

1998). Gary Rhoades, in introducing a special comparative education issue of Higher 

Education, observes that conceptual frameworks from organizational sociology and 

policy sciences are prominently used in research about comparative higher education, and 

that there is an "incompleteness" to the results of research within these frameworks 

(Rhoades 2001). 

New forms of comparative education principles, advocated by these researchers in 

comparative higher education, will guide this research project. Stromquist, representing 

the group of editors of the Comparative Education Review, suggests that we need to 

capture "the evolution and complexity of a given educational situation and go beyond 

mere description of current conditions, devoid of historical analysis of content or 

context." She continues stating that we become aware of who benefits and who doesn't, 

and pay attention to individual lives and the influence of political or economic policies 

(Stromquist 1999). Gary Rhoades suggests that it is time to consider alternative 

conceptual frameworks to fill gaps in the literature, and to especially consider 
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"frameworks (postmodernism, feminism, and political economy/political sociology) that 

arguably represent three of the most significant new conceptual developments in the last 

quarter century, in sociology in particular and social sciences in general" (Rhoades 2001). 

He suggests that these alternative conceptual frameworks offer insights, questions, 

concepts, methods, and findings that help make a more complete comparative higher 

education research (Rhoades 2001). 

ANTHROPOLOGICAL OBSERVATIONS FOR COMPLEX UNDERST ANDINGS 

Comparative Education researchers are asking for complexity and history, 

individual lives interacting with policies, and alternative frameworks for research. As a 

field. Anthropology of Education offers a framework that is alternative, and has long 

been concerned with identity and ideology, cultural borders and differences, pedagogy 

and policy, and social production and reproduction, according to the editors of 

Anthropology and Education Quarterly (McCarty and Lomawaima 2002). Most 

importantly, Educational Anthropologists in particular have a long history of refining 

research methods to fit cross-culturally (Spindler and Spindler 1987; Spindler and 

Spindler 2000; Spindler and Spindler 2000). I applied an approach to knowledge from 

Educational Anthropology, and sought a broad range of questions to ask, people to 

interview, and documents to consult. 

Over several years, George Marcus has observed trends in ethnographic study 

which have arisen to examine simultaneous processes, factors and influences taking place 

in disparate geographic locations (Marcus 1995). The basic idea is to ground observations 

of local phenomena in the world system. Marcus views the world system as an 
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incomplete frame for contcxtualizing objects located in disparate geographic locations. 

Even so. by using objects of study in multiple-sites, I can use evidence to discontinuously 

construct an understanding of the complex world system. Marcus states that "strategies of 

quite literally following connections, associations, and putative relationships are thus at 

the very heart of designing multi-sited ethnographic research" (Marcus 1995). As a result, 

a researcher can design an investigation around a selection of sites that illustrate some 

form of connection or association with a definite mode of operation. The researchers can 

use various manners or techniques of .study to trace, within different settings, the 

operation of complex cultural phenomena. From among Marcus' list of techniques for 

completing multi-site research, I extract several, and apply them to this research project; 

• Follow the thing; tracing the circulation through different contexts of a manifestly 
material object of study. For example, tracing state level law changes, or discourse 
from global entities, into curricula changes. 

• Follow the plot, story, or allegory; Read the plot of a story or narrative and then test 
this against the reality of ethnographic investigation. In this instance, I triangulate my 
understanding of the actual outcomes in curriculum change to trends in political-
economic phenomena. 

• Follow the strategically situated (single-site) ethnography; a collection of proximate 
locales (Marcus, 1995). In my case, 1 study four university departments. 

CASE STUDIES 

Many experienced researchers in comparative higher education favor case study 

research. Gary Rhoades, without specifically mentioning case study, supports its use; "In 

short, we need to know a great deal more about daily practices and developments at the 

level of the workplace, in regard to all categories of people involved in various fonns of 

postsecondary education" (Rhoades 2001. p. 247). Robert F. Amove, in Comparative 

Education: The Dialectic of the Global and the Local (Amove and Torres 1999) argues 
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that ease studies and large-scale variable-oriented (quantitative) studies, both have 

potential contributions for the testing and building of comparative education theory. He 

suggests that case studies of individual institutions and professional majors can be used to 

study in detail the general tendencies revealed by them, and can ask concrete questions 

that address practical phenomena experienced by people and communities. Bradshaw and 

Wallace view the value of case studies as residing in their contribution to the refinement 

and modification of extant theory, and ultimately to the creation of new theory where 

existing explanatory frameworks are not applicable (Bradshaw and Wallace 1991). 

Epstein implores that we avoid generalizing or fundamental laws, but still map influence, 

and that we seek to satisfy both positivism and relativism (Epstein 1998). 

Following on the work of these scholars, in this dissertation 1 use a case study 

method to examine daily practices and developments in curriculum formation at the level 

of institutions, and academic departments that host the curricula. I also refine and modify 

existing theory about professional education curriculum, and ultimately create new theory 

for application to understanding curriculum change across nation state boundaries during 

times of globalization. 

INSTITUTIONAL CONTEXTS 

In keeping with the Editors of the Comparative Education Review, I will place the 

departments and institutions in their local, national and supranational contexts, including 

a brief historical analysis (Stromquist 1999). Work by Sutton and Levinson (2001), and 

Slaughter (1997, 2000a, 2000b) guide my decisions about the institutional characteristics 

and contexts to include in my study. From a socio-cultural perspective, educational policy 
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is conceptualized as a complex social practice, a process with multiple actors, and social 

and institutional contexts (Sutton and Levinson 2001). From a political-economic 

perspective, educational processes examine the political-economic actors, the 

organizations, and social formations that influence educational processes, such as course 

and curricula content (Slaughter 1997; Slaughter 2000; Slaughter 2001). This placing of 

institutions is essential to move curriculum studies beyond limited national views. 

SUMMARY: COMPLEX INTERPRETATIONS OF COMPARATIVE HIGHER 
EDUCATION 

The study is of the relation between post-secondary education and society, in the 

United States and Mexico, specifically at a time of massive political, social, cultural and 

economic change, often referred to as globalization. I am asking new questions about 

who or what participates in constructing professional education curricula (An exception 

is work by (Acosta 1997). I draw from Anthropological understandings, theories, and 

methods to enact my case studies. Moreover, I interpret the objects of my study, curricula 

within academic departments, with observations that take place at the local, national, 

supranational, and global levels in and around both countries. I presume that neo-liberal 

economic refonns, and globalization trends, provide a common overlay, which has 

influence over people and institutions at a local level. Lastly, 1 will also presume that 

local interpretations and enactments of that overlay have a potentially significant 

influence over the ultimate outcome at the local level. 
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CURRICULUM THEORY AND POLICY 

Curriculum is commonly understood to be a site of struggle among various actors 

and forces interested in influencing what students learn. Searching in the higher 

education literature in America and Mexico I uncovered, with little effort, a rich, and 

long-term tradition of research into college curriculum (Rudolph 1977; The Carnegie 

Foundation for the Advancement of Teaching 1977; Conrad 1978; Glazman de 

Wcissberg 1979?; Stark and Lowther 1988; Toombs and Tiemey 1991). Academic 

disciplines are understood to be comfortably in the control of faculty as the primary 

actors in curricula formation (Toombs and Tiemey 1991). Even so, professional 

education is understood to have stronger connections to foundational disciplines, practice 

communities and other professional fields (Stark and Lattuca 1997). Much of U.S. higher 

education curriculum theory treats undergraduate general education (Conrad and 

Ha worth 1990; Gaff 1991; Stark and Lattuca 1997) rather than majors or degrees 

(specialization). In Mexico, recent works addressing higher education curricula proscribe 

purposes for curricula change (De Alba 1997) and methods for constructing curricula 

(Diaz Barriga 1997). 

This research project adds to the line of higher education curriculum research in a 

few important manners: 1) Developing an analysis of curriculum and policy in 

undergraduate professional fields, 2) Pioneering a combined political-economic and 

sociocultural approach, and 3) Comparative research following interaction between and 

among globalization actors in curricula change across national boundaries. 
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UNDERGRADUATE PROFESSIONAL PROGRAM CURRICULUM AND POLICY 

Writing in 1991, and with solid empirical evidence, Gary Rhoades states: Joan 

Stark is "virtually the only higher education scholar who has systematically studied 

professional education as a general field" (Rhoades 1991). I reviewed post-1991 literature 

and find a few other scholars publishing professional education research results, but most, 

associated with, or working within systems established by. Dr. Stark and colleagues at the 

University of Michigan. In 1998 Stark cites, and agrees with, Rhoades, that 

undergraduate career curricula have "seldom been studied by higher education scholars" 

(Stark 1998). 1 also note recent study of professional curriculum by researchers in the 

fields of business and primary education, as well as work from a political-economic and a 

socio-cultural approach to curriculum studies. These recent works, combine with research 

from as long as almost 40 years ago (Anderson 1962; McGlothlin 1964; Anderson 1974; 

Leslie 1974; Mayhew and Ford 1974), but still leave the need for research into 

professional school curricula evident and contemporary. 

I choose two academic departments that researchers commonly categorize as 

professional education departments. In an effort to avoid a large and contentious 

literature seeking to define "professional, or research the lives of professionals, I will 

accept a basic and simple definition offered by Stark and Lattuca. They define 

professional education as existing in "programs that prepare students for some reasonably 

well-defined career" (1997, p. 148). Undergraduate professional education departments 

are different from traditional academic disciplines in several manners that are important 

to the study of curricula and course stakeholders. Stark and Lattuca. summarize these 
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differences with three observations. The professional departments, are 1) rooted in an 

academic discipline", but have a specific "technical competence"; 2) have a close 

relationship to a practice community, practice settings or environment, and lastly, 3) have 

adaptable and eclectic use of methods (1997, p. 148). 1 require theoretical frameworks 

that explicitly acknowledge the often multiple and overlapping influence of various 

actors and forces, to overcome a well-known premise of the traditional understanding of 

academic program and curricula change—that faculty are the sole creators and agents of 

academic program change—by affirming a stronger role for influence from other actors 

and forces. 

Professional Education Literature 

Within this literature, I see a few distinct consensuses developing. Many 

researchers have noted changing emphases between a focus on theory, or a focus on 

practice (Anderson 1962; Leslie and et al. 1971; Anderson 1974; Leslie 1974; Mayhew 

and Ford 1974; Rhoades 1991; Dinham and Stritter 1995). Research specifically about 

professional education programs is also often of an exemplar}- practices nature (Rhoades 

1991; Stark 1998). From among these exemplary-practice works, 1 notice another large 

segment of the literature, described by the concept of Action Research, or Participatory 

Action Research. Car and Kemmis suggest that action research aims to improve practice, 

and to do so with explicit involvement of practitioners in all phases of research (Carr and 

Kemmis 1986). Larry Leslie (Leslie 1974) proposes that the insider-outsider principle 

explains this research divide, with participator}' action research arising from work by 

^ In the case of Business and Teacher Education, both draw from education, psychology, 
and educational psychology. That is more than one academic discipline. 
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practitioners themselves, and theory about undergraduate professional program 

curriculum and policy from those who oversee several different professional programs. I 

also add that this may arise from higher education researchers developing both forms of 

research. 

Finance and Teacher Education Literatures 

In terms of having an emerging literature of empirical research to examine and 

theorize curriculum development, or even a history as major area of study, Financc is 

very un-researched, and Teacher Education is spoken about perhaps the most of all fields. 

I have widely searched Education related and Business related literature 

databases. These searches yielded 175 works for the post-1990 period, of these 1 

identified 42 that used the following description terms: Core curriculum, Program 

Development, Integrated curriculum. College Curriculum, College Programs, Program 

Design, or College Outcomes Assessment. Most speak about business schools responding 

to criticism, or feedback from business, industry or the finance offices of businesses 

(Porter and McKibbin 1988; Zemedkun 1991; McWilliams and Pantalene 1994). A small 

handful addressed the Finance Curriculum or Business Curriculum (including Finance), 

mostly concerning how to accomplish or measure internationalization of the curriculum 

(Kwok 1994). Many are best-practices articles providing an introduction to the academic 

program at a specific university, or explain how a professor accomplished a specific 

innovation in a finance course; internships, international content, ethics, or the changing 

finance markets (Bialaszewski and Pencek 1993; Shrader and Helgeson 1993; Charlton 

Jr. 1998). Some of these "best-practices" works are based on survey's of finance 
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professionals or professors, none are based on other forms of empirical research, 

interviews, text and document analysis, or tracing of relationships between faculty 

members and businesses, about how curriculum is formed. None analyzed the sources of 

influence in such curriculum, with one clear exception. 

The American Association of Collegiate Schools of Business (AACSB) is an 

active player, through commissioned studies, in ensuring that business school curricula 

respond to the needs of business (American Assembly of Collegiate Schools of Business 

and The European Foundation for Management Development 1982; Porter and McKibbin 

1988). Porter and McKibbin trace the development of business school curricula from 

1960 forward, including assessments of non-compliance in the 1960's, revisions of the 

standards in 1960 and 1985, and criticisms from the late 1980's. Survey's and interviews 

from this study about specific content areas to receive more attention in the 

undergraduate Management curriculum show that finance as an area of study was not a 

concern for Deans, faculty nor alumni (Porter and McKibbin 1988). In collaboration with 

The European Foundation for Management Development, the AACSB published a 

collection of essays about the future of Management Education. Contributors to this 

volume range from Deans of prestigious universities, and a former prime minister, to 

chief executives of multinational corporations. The character of these essays, some of 

which draw from empirical research findings, is future oriented, and focused on 

management education. 

Even though finance as a major in America is a relatively recent phenomenon. 

Porter and McKibbin note Finance as a series of courses in Money and Banking, 
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Business Finance, and Investments in the Curriculum Standards of the American 

Assembly of Collegiate Schools of Business (Porter and McKibbin 1988). And Zoffer. in 

a study commissioned by the AACSB, found that management deans were unanimous 

that finance is one of the major subjects that must be included in quality education (As 

found in Yavitz 1982). Finance, for some, is an applied form of economics, for others a 

unique form of accounting. Even the University of Arizona illustrates a movement of 

drawing from economics and accounting in the early 1990's, to consolidation and 

synchronization with national expectations for finance specific coursework in the late 

1990's(INTSF-4 2001). 

Even exhaustive reviews of all articles published in the major finance related 

journals (Journal of Applied Finance, Journal of Education for Business. Financial 

Practice & Education, CFO, Accounting Education, Journal of Finance) between 1990 

and 2000, do not yield even a nascent empirical literature about the creation, alteration, 

and maintenance of the Finance Curriculum. Concerning the sources of influence in the 

Finance curriculum, we have commentary upon, opinion about, and even survey research 

addressing, but lack a more broadly empirically supported research program. 

According to Lawrence Cremin's three-volume, Pulitzer Prize-winning history, 

American Education, opinion or research about primary education curriculum has existed 

as long as America (1970, 1980, 1988). The American Educational Research Association 

has even sponsored several editions of a handbook of research on teaching. There exists a 

wide range of research and commentary about teacher education curricula. References 

include multiple perspectives on how to change the teacher education curriculum: 
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standards according to professional group, academic discipline, or interest group; content 

based on mclusion, multicultural or global issues, or computers and technology; research 

or ideological based methods to improve teacher education curricula; and specific teacher 

educator content perspectives (mathematics, social studies etc). These references do not 

present an empirical set of research into teacher-education curriculum formation. They do 

present a wide range of actors who, through their publications, intend to influence teacher 

education curriculum. Some of these actors are professionals who contribute to primary 

education as teachers, principals, or superintendents, and others are national political 

actors, for example William Bennett. 

Teachers themselves often do have power through collective bargaining, and 

school superintendents are local political actors, sometimes elected. Even so, among 

professionals, and in this study compared to finance professionals, teachers of primary-

schools hold relatively limited power in decision making over performance of teaching 

tasks. One faculty member said: "the public is very interested in the college of education, 

it belongs to the public, more so than other colleges. People own the college of education 

and have something to say about it" (INTSE-l 1). And faculty members in the 

professional majors that prepare elementary school teachers for professional life, hold 

limited power in deciding the content of professional curricula (Brint 1994, p. 23-25). 

For these reasons, 1 find it beyond the scope of this brief literature review to summarize 

even the major dimensions of thinking in America about teacher education curriculum. 

Reviewing the literature that does exist in Mexico on thinking and research about 

Teacher Education or Finance curricula has been much more challenging than in 
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America. Eureka offers an electronic database from America that indexes Latin-

American literature, in which a small percentage is from Latin America outside the 

United States in general. The extra challenge is that many universities in Mexico produce 

research related to it own departments, and this research is rarely indexed by current 

indices. Within the national university of Mexico. UN AM, an institute for the study of 

higher education has been hard at work indexing the higher education literature of 

Mexico, and Latin America in general, for several years now 

(http://www.unam.mx/cesu/iresie/). In this database, IRESIE, a Boolean search for 

Education and Mexico and "curriculo" and "Educacion superior" yields 135 references, 

of which only six relate to pedagogy as an academic department, and zero relate to 

Finance as major. I found similar results by making paper copies of the contents list from 

four of the major education related journals in Mexico, and by eyeball scanning all pages 

for Education or Finance related articles^. The several useful references that I did identify 

in this manner have contributed to this work in various places, and appear in my 

reference list. 

The relatively new nature of Finance as a professional major surely contributes, as 

I was unable to locate research in Mexico that theorizes the emerging Finance 

curriculum. At the Autonomous University of Nuevo Leon, Finance as an area of study is 

actually a less popular major, with the vast majority of students choosing Accounting as a 

major and concurrently following Finance courses ( INTMF-1 2001). Finance became a 

^ Revista de la Educacion Superior, published by ANUIES; National Association of 
Universities and Institutes of Post-Secondary Education; Prospects, UNESCO; Revista 
Mexicana de Investigacion Educativa, COMIE; Consejo Mexicano de Investigacion 
Educativa; and Perfdes Educativos, CESU, The Center for Studies about the University. 

http://www.unam.mx/cesu/iresie/
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major concentration option at UANL in September 1985 (La Universidad Autonoma de 

Nuevo Leon 1995; Gonzalez 1999), along with a general expansion of concentration 

options. Professors even indicate that students take Finance as a major only in 

combination with Accounting, because the job market does not require training in only 

Finance (INTMF 2, 3). 

MEXICAN RESEARCH ON POST-SECONDARY CURRICULUM 

The Center for Research about Universities, at the National University in Mexico 

City (UN AM), has published a few hundred works over a couple decades about post-

secondary education. Two recent works. El Curriculum Universitario (De Alba 1997). 

and Diddctica v Curriculum (Diaz Barriga 1997) directly address university curricula. 

The De Alba work is a collection of essays and analysis aiming to consider university 

curriculum within a context of "celeridad, globalizacion, modernizacion y probreza // 

speed, globalization, modernization and poverty" (16). This collection advocates a 

careful building of university curricula in response to current institutional, local, and 

national challenges. The Diaz Barriga work instructs faculty members of "el papel del 

docente en el proceso de ensenanza-aprendizaje // the role of teachers in the process of 

teaching-learning" (cover). This work is carefully constructed to respond to the practical 

needs of the Mexican professorate to build effective curricula and assume a role based on 

"su propia funcion y sobre el alcance de su trabajo cotidiano en el aula // his proper 

function and on the importance of his daily work in the classroom (cover). Neither work 

presents data that show the various influences in Finance or Teacher Education curricula. 

nor the actual processes of curriculum formation. 
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POLITICAL-ECONOMIC STUDY OF CURRICULUM 

Slaughter's (1997; 2000) approach to curricula/specialization looks not at general 

education, but at the majors, disciplines and professions. Her approach considers not only 

the immediate actors-faculty and students in classrooms located in universities-but also 

political-economic actors, the organizations and social formations that impinge on the 

classroom and curricula (See Appendix A which illustrates the case of Physics to 

illustrate the approach). 

From this perspective, 1 expect that connections between professional majors and 

external actors and forces do exist and are influential in professional majors. I-aculty are 

important actors in the process of professional major change, but draw from many 

sources in society, and even compete with other stakeholders. The network of actors also 

includes administrators, students, and parents of students, as well as future employers of 

students, external funding sources of institutional efforts, faculty professional 

organizations, legislators, relevant government administrators, representatives from social 

movement organizations, and non-governmental organizations (Slaughter 1997). 

The actors and forces mold curriculum formation for professional education, and 

thus influence the degree, the major, the department, and ultimately course offerings. 

Students and professors are located in a dense intersection of organizations, of which the 

students are often not aware, many to which professors give only intermittent and cursors-

attention. Although students are often incognizant of these linkages, the organizations in 

Appendix A are part of all negotiations in the classroom, because they outline the limits 

of disciplinary and institutional flexibility. Even when professors do not attend to these 
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organizations, they are usually aware of them, and perhaps influenced by them, because 

the organizations confer ownership of knowledge, structure opportunity within 

institutions and fields, and bestow coveted rewards, such as grants, contracts, prizes, 

positions on boards, and the like. 

GLOBALIZATION THEORIES AND THE CHANGING CONTEXT 

As we enter the new millennium, many nations are standardizing and integrating 

elements of their social, cultural, and economic systems in efforts to increase their 

competitive positions in the international marketplace. And efforts to change these 

systems are challenged. Changes of this scale require careful international and 

comparative c.xamination of the social costs and benefits. Yet, a tension—in perhaps 

method and theory—exists in Comparative Education over the validity of analysis using 

pre-existing (and from foreign contexts) theoretical constructs (Epstein 1998). 

Comparativists would like to build theory that understands schooling within national 

contexts, yet are challenged because pre-existing analytical categories imply imposition 

of external manners of seeing and understanding, and because influence over educational 

policy do come from external sources. 

POLITICAL-ECONOMIC APPROACHES 

There is an abundance of theoretical narratives about political-economic 

globalization, most of which are proscriptive as well as conceptual. In very rough terms, 

and closely following work by Sheila Slaughter, I characterize these theories as neo-

liberal, liberal or post-Keynesian and radical or post-Marxist. The neo-liberal or Chicago 

school perspective de-emphasizes the polity, instead stressing the role of the market in 
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national economic success (Friedman 1981; Friedman and Leube 1987). At one extreme, 

neo-liberal theory depicts the central state functions as those of the policeman and the 

judge, in which case higher education is not central, and private higher education is to be 

prized above public. At another extreme, neo-liberal theory advocates investment in state 

functions that enhance economic productivity, for example, investment in selected fields 

of higher education. 

Kcynesianism shaped the policy of industrialized nation states in the aftermath of 

World War 11. but the growth of a global economy, the increase in capital mobility, the 

end of the Cold War, and the erosion of the social wage, made Keynesianism inadequate 

in the post-industrial era (Thurow 1980; Melman 1983). Liberals, or post-Keynesians, 

now see the nation state as playing a role in stimulating high-technology innovation 

through increasing research and development (R&D) especially at research in 

universities, or increasing productivity (Porter 1990; Reich 1991; Tyson 1993) or in 

building human capital through higher education to exploit high technology in 

multinational corporations, and in creating a climate favorable to investment at home 

(Camoy 1993). Although post-Keynesian political economists emphasize the stimulating 

and supportive role the state plays with regard to the economy, they simultaneously 

embrace free trade, eschewing direct mechanisms for planning, relying instead on a 

bottom-up approach, in which industry takes advantage of government incentives. In the 

post-Keynesian approach, those areas or fields of higher education that are close to 

markets are important state functions, in terms of both research and training. 
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Post-Marxists (Bowles 1992) see the private sector working through the state 

apparatuses of the several nation states and various international trade organizations and 

tribunals to level the playing field so that stateless multinational corporations can 

dominate the global economy, establishing a new international division of labor 

(Chomsky 1994). In this new international division of labor, multinational conglomerates 

move production facilities to those parts of the world that provide the most profitable 

combination of capital and labor, disproportionately to the lowest wage states that offer 

the greatest incentives to multinationals (Frobel, Heinrichs et al. 1980). In this narrative, 

the private scctor corporations use the various states and emerging global agencies to 

control global commerce to their advantage. Higher education is a state apparatus that 

creates alienable knowledge, as well as ideology, that both further private wealth 

creation. 

Each of these political-economic theories offers plausible and sometimes 

overlapping explanations for aspects of globalization and sees higher education as 

playing a part in globalization. All have major weaknesses. The research community has 

not empirically tested these theories. Each posits specific roles for the state and the 

private sector, which are contested by the others (Slaughter and Leslie 1997). Thus, I will 

treat these globalization theories as meta-narratives against which I am deploying my 

own narrative through a political-economic frame. I presume that American 

governmental, university, and corporate actors exert various forms of influence in 

Mexico. I have ground my narrative in empirical evidence, about higher education 

practices, in the Mexican and American border region. I have observed points of 
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congruence and difference from which 1 am building theory about the link between 

higher education and globalization, and I use higher education to assess the degree to 

which globalization is occurring in economic and non-economic spheres. 

SOCIOCIJLTURAL APPROACHES TO. AND RESISTANCE TO GLOBALIZATION 

In contrast to the political-economic and structural approaches, several alternative 

models describe social and cultural globalization. These models provide guidance in a 

method to understand the social and cultural impacts of globalization at several levels: 

not only national, and economic regional, but also local, human and institutional levels. 

Where Benjamin Barber speaks of the importance of examining globalism and tribalism 

(Barber 1996), Ulf Hannerz speaks of Cosmopolitans and Locals (King 1997). Three 

other perspectives suggest alternative areas to examine. Malcolm Waters suggests three 

arenas of social life as essential: the economy, the polity and culture (Waters 1995); Ulf 

Hannerz proposes four frameworks of cultural process: the market, the 'form of life' 

(everyday production and reproduction), social movements, and the state (Hannerz 1997); 

and Arjun Appadurai conceptualized global cultural flow with five dimensions: 

ethnoscapes. technoscapes, fmancescapes, mediascapes, and ideoscapes (Appadurai 

1990). Other writers suggest that we be careful to consider the stratification among and 

within, as well as differential effects upon institutions when constructing our description 

of the impacts of globalization (Atchoarena 1991; Berman 1992; Abou-El-Haj 1997; 

Coronil 1997). 

More recently, an important literature is developing around disagreement with, 

even resistance to the poltical-economic and socio-cultural effects of globalization. 
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Arthur Mit/.man, in Prometheus Revisited, speaks of a gathering "Global Revolt Against 

Corporate Capitalism", and develops a concept of Global Justice (Mitzman, 2003). 

Joseph Stiglitz, in Globalization and It's Discontents, advances the idea that those who 

are affected by how globalization is managed must have a voice in decision making about 

globalization. Carlos Alberto Torres, has advanced a body of works that illuminate and 

interrogate education in times of globalization, anti-globalization movements, liberalism 

and neo-liberalism, and especially external influences in educational decision making 

(Torres, 2001; 2002a; 2002b). Imanol Ordorika provides empirical evidence that the 

National University of Mexico is subject to various forms of influence (2003). Each of 

these perspectives provides a reminder for choosing a frame through which we can 

examine post-secondary education. The overall message is of the need for a holistic 

analysis that reaches into all areas of social life—in addition to neo-classical economic or 

structural concerns, and especially at the local level—to understand the impact upon the 

lives of people. 

Lastly, social and cultural theories of globalization tend to be conceptual theories. 

Some overemphasize the influence of global forces, or globally powerful people, in the 

everyday lives of people, institutions, or communities. Alternatively, some of these 

theories leave little room for rejection of, or resistance to global forces and globally 

powerful people. With future research, I can assess the application of these conceptual 

theories. 
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CHAPTER 3: METHODS AND RESEARCH PROCESS 

RESEARCH DESIGN GROUND IN LOCAL EXPERIENCE 

ADDRESSING THE "INCOMPLETENESS" OF COMPARATIVE HIGHER 
EDUCATION RESEARCH 

In recent comparative higher education research, researchers request that new 

research studies be ground in local details and contcxt. "Most conceptions of 

Europeanization fail to capture the plural identities that define most Europeans, and 

overlook distinctive local and regional identities that exist within and cut across existing 

nation states." {Rhoades, 2001, p. 248). Rhoades could have just as easily been referring 

to US or Mexican identities. And Tierney, though speaking now about knowledge, 

agrees; "In part, I am suggesting that localized and regional interpretations of different 

facets of knowledge, rather than supra-national definitions, become organizing 

frameworks for comparative higher education" (Tierney, 2001, p. 367). Driving this 

suggestion is a potential outcome, from such detailed grounding, that resulting research 

will more accurately, more closely, or simply more contextually, represent the lived 

reality of people and institutions. 

A REGIONAL INTERPRETATION OF HIGHER EDUCATION 

I have considered a deep sense of institutional contexts and characteristics to 

provide a historically sensitive, political-economic and socio-cultural placing and 

understanding of curriculum change processes at these institutions"'. However, for this 

Dissertation, limited to 150 pages, 1 have restricted my analysis to the political-economic 

An ethnographically richer data collection is needed to construct a socio-cultural 
comparison. 
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categories that appear in this data, or that I believe are directly relevant to the border 

region between the two countries. 

The goal of this chapter is to allow readers to interpret the meaning o f comparing 

these curriculum formation processes. To do this. I present brief synopses of the local, 

state and national contexts, as well as relevant institutional characteristics, in which these 

departments operate. My decisions about which institutional and departmental 

characteristics and contexts to include is guided by Slaughter (1997, 2000a, 2000b), and 

is substantially limited by the availability of information. From a political-economic 

perspective, 1 examine the political-economic actors, the organizations, and social 

formations that influence educational processes, such as course and curricula content 

(Slaughter, 1997, 2000a, 2001). 

State and National 

For comparing across national boundaries, from a wide range of prospective state 

and national characteristics, I believe that a few sources of information are most 

important to compose a rich understanding of change actors and forces in professional 

education curricula. First, level of educational attainment, and percent of the adult 

population with bachelor degrees. I expect this data to yield a gross view on the relative 

value of a bachelor degree. Second, a selection of information about the size of relevant 

employment sectors, these are the sectors in which students, in professional degree 
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programs, are training to work. Finance and Teaching^. To know if employers of 

graduates do influence curricula, I will need to trace their influence to the curriculum. 

Reaching both back to 1990 and across national boundaries, presents unique 

challenges for aligning the comparisons along identical measurements of information. 

The Bureau of the Census, and its counterpart, the National Institute of Statistics, 

Geography, and Management Information (INEGl), collect, assemble, compile, and 

publish data from two obviously different sources, respectively, the United States of 

America, and the United States of Mexico. 

LEVEL OF EDUCATIONAL ATTAINMENT 

Arizona, with a population of 2,301,177 in 1990, and 3,256,184 in 2000, is 

slightly smaller than Nuevo Leon is, with a population of 3.098,736 in 1989 and 

3.834,141 in 1999. The two states differ substantially in educational level attainment. In 

Arizona, the percentage of people of 25 years and older, who had earned an Associate or 

higher degree, increased from 27 percent in 1990 to 30 percent in 2000. In Nuevo Leon, 

the percentage of people "above 18 years with higher education" similarly increased from 

9.4 percent in 1990 to 12.1 percent in 1999. The difference in educational attainment is 

starkly evident even in the categories reported by the two National Census Services in 

summarizing the overall educational attainment. In Mexico, in the primary page of charts 

describing educational attainment in Mexico, three categories measure percentages of 

^ A third source, the actual location and content of alumni employment, can also 
contribute to a rich understanding. 1 was unable to compile a useful set of data to 
understand the actual location and content of alumni employment (aside from anecdotal 
information). In future work, I will take advantage of current institutional and 
departmental efforts, across North America, to follow the employment successes of 
alumni. 
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illiterates, compared to no categories reporting illiteracy in America. The Mexican 

Census, in contrast to the American Census, believes that illiteracy is such a concern for 

its charge that illiteracy enjoys front-page priority in the national education statistics. 

SIZE OF THE FINANCE AND TEACHING SECTORS 

With a goal of tracing curriculum influence from employers to a curriculum, and 

lacking information about alumni employment activity, an alternative is to present 

information about each employment sector that the graduates enter. I have been able to 

assemble employment activity in summative categories. The categories that I am able to 

present here, while not identical, and including different sets of information from one 

another, indicate a reasonably similar proportion of individuals working in service 

occupations. 

Arizona. America 

1990 

Employed persons 16 years and over 1,603,896 % 

Service occupations, except protective and household 196.851 12.27 

Finance, insurance, and real estate 120.141 7.49 

Educational services 133,806 8.34 

2000 

Employed persons 16 years and over 2,233.004 % 

Service occupations 362.547 16.2 

Finance, insurance, real estate, and rental and leasing 175,311 7.9 

Educational, health and social services 402,183 18 
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Nuevo Leon. Mexico 

The sector of workers that provide "Services for companies, people and the 

home", including both Finance and Teaching related professions, increased from 14.46% 

in 1990 to 18.42% in 2000 (Secretaria de Trabajo y Prevision Social con datos del La 

Universidad Autonoma de Nuevo Leon del Seguro)'\ 

INSTITUTIONS 

One productive manner of comparing institutions of higher education across the 

United States of America involves some scheme of classification. While higher education 

researchers have used several similar systems over the years, the Carnegie Foundation 

has periodically acted to purposefully update the utility of its Classification system. From 

the Carnegie Foundation web pages (http://www.camegiefoundation.org, Access date: 17 

Jan 2003): 

First published in 1973 and subsequently updated in 1976, 
1987, 1994, and 2000, the Carnegie Classification uses 
empirical data on institutional behavior during a specified 
time frame to identify groups of colleges and universities 
that share certain traits in common. The 2000 edition 
classifies 3,941 U.S. institutions of higher education 
according to their degree-granting activity from 1995-96 
through 1997-98. 

The 2000 version of this classification is appropriate for this research project 

because it was created '"using the most current data available for a three-year period, from 

1995-96 through 1997-98" (http://ww\v.carnegiefoundation.org. Access date: 17 Jan 

2003 ), during the middle of the decade of this research project. 

^ I have been unable to obtain data specifically about the percentages of Mexican 
employees who work in Finance or Primary School Teaching. 

http://www.camegiefoundation.org
http://ww/v.carnegiefoundation.org
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The Carnegie System classifies the University of Arizona as a Public 

Doctoral/Research Universities—Extensive. The official web page description states, 

"These institutions typically offer a wide range of baccalaureate programs, and they arc 

committed to graduate education through the doctorate. During the period studied, they 

awarded 50 or more doctoral degrees per year across at least 15 disciplines". For the 

years 1991 through 2000, the University of Arizona awarded an average of 400 doctoral 

degrees each year, with a maximum of 445 and a minimum of 353. 

The United States of Mexico have traditionally avoided similar classification 

schemes, perhaps because their results often lead to hierarchical interpretations among 

institutions (J. B. Acosta. personal communication, 17 January 2003). To ease 

comparison between these two institutions, 1 will assemble the criteria, used by Carnegie 

to classify American institutions, to similarly classify the Autonomous University of 

Nuevo Leon. I am aware that the Carnegie system has developed in response to 

institutional characteristic and phenomena that are unique to America, and do not mean to 

propose the extension of this schema to Mexican higher education. I use this 

classification scheme as a gross manner to suggest the accuracies and challenges of 

comparing these institutions across a national boundary. 

From 1990 until 2000, UANL's production of Master Degree and Doctoral 

graduates indicates it would have jumped categories from Master's Colleges and 

Universities I in 1990 to Doctoral/Research Universities—-Intensive in 2000. In 1990, 

UANL conferred six doctoral degrees in 2 areas, and in 2000, UANL conferred 29 

doctoral degrees in 12 areas. This means that by 2000 UANL would have met the 
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Carnegie established criteria for Doctoral/Research Universities—Intensive: "Institutions 

conferring a total of at least 10 doctorates per year across at least 3 fields, or 20 

doctorates overall". In 1990. UANL conferred in 71 Master degrees in 28 fields in 1990, 

and 448 Master Degrees in 65 fields in 2000. This means that UANL matched the 

Carnegie established criteria for Master's Colleges and Universities 1: "Institutions 

conferring a total of at least 40 master's degrees per year across at least 3 fields". Again, 1 

caution that Carnegie criteria could have been substantially different if they had 

developed from institutional characteristics that are common in Mexico. 

Enrollment Size 

There are several ways to compare the enrollment size of the University of 

Arizona with the Autonomous University of Nuevo Leon. Table 4a illustrates the 

substantially different character, based on student population, of each institution. 

Student Enrollment Total at UANL 

Educational Level 1990 2000 

General High School 42,836 33,270 

Technical High School 12,092 12,247 

Bachelor Degree Level 52,648 57,247 

Graduate School 3,552 5.106 

TOTAL 111.128 107.870 

Student Enrollment Total at UA 

Educational Level 1990 2000 

Bachelor Degree Level 26,223 25,092 

Graduate School 5,284 5,889 

Medical Students 365 417 

TOTAL 31,872 31,398 
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DEPARTMENTS 

Students Enrolled 

For the Autonomous University of Nuevo Leon, to calculate a precise measure of 

the actual number of students graduating with a Finance or Education degree is 

complicated. Students today have a choice to obtain a title for their degree by taking an 

exam, or simply entering the employment market having completed classes. A portion of 

students choosc not to take the exam. A student may also obtain this title several years 

after completing classes and working, to receive an increase in pay or job promotion 

options. The "Titulacion" rate for Administration is probably different than that for 

Teaching, thus complicating the comparison. Also, the degree offered for the study of 

Finance during the 1990's varied from a Bachelor degree in Finance, to Administration, 

or Administration of Business, thus complicating the measure and comparison to the 

American case. 

As an alternate. I present a measure of the number of students who were enrolling 

in Education and Finance coursework. To estimate enrollment in courses, I will use the 

total number of students enrolled in Finance and Education courses for each year. To 

obtain a relative idea of the size of these departments, institutional data provides a sum of 

the total number of students in classes for the 1990-1991 and the 1999-2000 academic 

school years. During the fall semester of 1990, 8,152 students enrolled in courses leading 

to a Bachelor of Administration degree, and by 1999, this number had dropped to 7886". 

During the fall semester of 1990, 713 students enrolled in courses leading to a Bachelor 

of Education degree, and by 1999, this number had increased to 979. 

Figures for participants in the Finance curriculum were not available. 
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At the University of Arizona during the fall semester of 1990, 1,341 students 

enrolled in courses leading to a Bachelor of Finance degree, and by 1999, this number 

had dropped to 1066. During the fall semester of 1990, 1386 students enrolled in courses 

leading to a Bachelor of Education degree, and by 1999, this number had increased to 

2049'. 

MULTIPLE SITE DATA COLLECTION FRAME 

To examine the processes and relationships that underlie events and institutions I 

will need multiple sites of data collection. This study has two institutions, one public 

university in the America, and one public university in Mexico. It is a multi-site study 

(Marcus. 1995), in which institutions and academic departments are paired in terms of 

size, sector (research) and control (public). Even though both institutions are legally in 

separate nation-states, and are putatively in separate nations, they are also both within a 

border region that provides a unique socio-cultural and political-economic context. Both 

institutions operate within a broadly interpreted border zone away from the core political, 

population, and economic cores of their respective nation-states. 

I selected The University of Arizona, because I know it well and anticipated 

greatest ease in identifying and accessing data there. I selected The Autonomous 

University of Nuevo Leon, another public institution, as the comparative public case, that 

is relatively similar in tenns of size and breadth in Mexico. I selected these two 

institutions because they are each flagship institutions in their respective states. In 

^ Several levels of financial data about each institution, and all four departments, could 
provide an incisive perspective about the source of control of these curricula. I do not 
have this data. 
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addition, they are central to the creation and development of the infrastructure for the 

global economy, i.e. computers and electronic communication, and the discovery and 

development of products for the global market, e.g. biotechnology, as well as the training 

of professional workers for the global economy. 

I chose Mexico and the United States because both countries are committed to a 

trading block that fosters globalization (the North American Free Trade Agreement, 

NAFTA). In addition, a consultant, Mr. Marmolejo, is the Executive Director of the 

Consortium for North American Higher Education Collaboration (CONAHEC), a 

Mexican native, maintains current knowledge of and relationships with institutions in 

Mexico. I was assured access to relevant contextual knowledge through this relationship. 

The Mexico-United States case repays investigation because it captures many of the 

tensions inherent in globalization. 

Micro-level of Analysis across borders 

My analysis objectives were to identify themes in curriculum or course content 

change that have value in analyzing and comparing across the departments, institutions 

and nation states, as well as within each institution. Though this research takes place in a 

single border region, the two institutions exist across a national political boundary, and 

within different cultures. By working in two cultures, at a micro level of analysis, it 

became explicitly obvious that my forms of analysis had to adapt to seeking meaning 

from phenomena in each culture. 
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CHOSEN MAJORS 

At the institutional level, 1 have chosen two undergraduate professional fields (see 

Figure 1) that show differing stages of and strategies for responding to economic and 

cultural integration. In other words, I selected fields based on their proximity to the 

market. I expected disciplines/professions close to global markets, like Finance, to show 

a greater degree of contact with and influence from private economic actors and forces. 1 

expected Education, which is close to the State sphere, to show a greater degree of 

contact with and influence from local or state actors and forces. I examined these fields at 

each of institution. I emphasized professional fields rather than traditional liberal arts 

disciplines because over the past 25 years the majority of students in both countries have 

moved from the liberal arts to professional schools (ANUIES, 1997; Astin, 1998; 

Slaughter, 1998, 2000a). 

Figure 1: Proximity of programs to the market 

PROXIMITY TO MARKET ACADEMIC DEGREE 
PROGRAM 

Close to techno science markets related to the global 
• Business 

economy 
Administration 

• Strong demand from students 
Administration 

• Plentiful opportunities for entrepreneurial activity 
• Higher salaries for graduates 
• Expectations of growth 
• Private sector employment 
Distant from global techno science markets • Teacher Education 
• Inadequate demand from students 
• Fewer opportunities for entrepreneurial activity 
• Lower salaries for graduates 
• Low expectations of growth 
• State sector employment 
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PEOPLE INTERVIEWED 

Both faculty members in all four departments, and academic administrators in all 

four colleges, agreed to provide information through interviev^s and/or document transfer 

to me. I offer this data about the seniority and Full-Time Equivalent (FTE) work status of 

each person interviewed with considerable caution. The meaning of FTE is probably 

different both within and between each country. In both countries, the Education faculties 

were larger than the Finance faculties thus the larger number of agreeable participants. 

America'' Mexico'" 

Faculty/ 
Administrator 

Seniority 
Status 

Full-Time 
Equivalent 

INISF-I S F 
INTSF-2 S F 
INTSF-3 M F 
lNTSF-4 M F 
INTSF-5 S F 
INTSF-6 M F 
INTSF-7 Y F 
INTSE-1 Y F 
INTSE-2 M F 
INTSE-3 S F 
INTSE-4 S F 
INTSE-5 s F 
INTSE-6 Y P 
INTSE-7 S F 
INTSE-8 M F 
INTSH-9 ? ? 
INTSE-10 S F 
INTSE-11 M F 
INTSE-12 S F 

Faculty/ 
Administrator 

Seniority 
Status 

Full-Time 
Equivalent 

INTMF-l&lA S & S  F & F 
INTMF-2 S F 
INTMF-3 M P 
INTMF-4 S F 
INTMF-5 S P 
INTMF-6 S F 
INTMF-7 Y F 
INTMP-1 M F 
INTMP-2 S F 
INTMP-3 Y F 
INTMP-4 S P 
INTMP-5 S F 
INTMP-6 Y F 
INTMP-7 M F 
INTMP-8 S F 
INTMP-9 M F 
INTMP-10 S F 

^ Interview citations are a simple 
acronym: INTMF is Interview, Mexico, 
Finance; INTMP is Interview Mexico 
Pedagogia; INTSF is Interview, States 
(for America), Finance; INTSE is 
Interview States Education. 

Seniority as a faculty member; Senior, 
Middle, and Young. 
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METHODS: COMPARATIVE CASE-STUDIES USING MIXED METHODS 
ANALYSIS 

With data I gathered and analyzed from each institution I have sought to discover 

the stakeholders that have power or influence in professional majors and courses, what 

mechanisms do they use, and what are the outcomes for students. In collecting data my 

primary focus has been on data at three year intervals from 1990 to 1999, however, I have 

also collected data about change from as early as 1980 as a baseline from which 1 briefly 

assess degree of change. 

Tables 1-3 outline the data I collected to answer each of my research questions, 

the method I used to analyze the data, and the way I mapped the data I am gathering 

against the several theories I am using in order to confirm, disconfirm, modify, expand, 

or create new narratives about globalization and higher education. I have used both 

qualitative and quantitative methods, and a variety of techniques for analyzing the data. 

Although I list specific techniques for data gathering, e.g. interviews, in several tables, I 

did not conduct separate sets of interviews for each research question. Instead. I used 

open-ended interview schedules that were comprehensive and holistic and covered issues 

related to all of my questions. As neccssary, I have conducted follow-up interviews and 

requests for information. 

In the second or third column of the tables, 1 have tried to connect data and 

analysis to the theoretical narratives discussed above. While I am attentive to theory, I 

have been sensitive to the instances when data escapes theory, and, when it occurred, 

began to look for new patterns, and considered new theoretical perspectives. I initialed 

my analysis of the data by looking at what the data tells me about how each institution 
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anticipates that professional major and course changes will take place. I continued by 

examining the mechanisms of influence that each stakeholder used to influence curricula. 

1 expected to find that departments or schools are extremely variable in relation to 

globalization, socialization, and proximity to markets. I found a huge divide between the 

American and the Autonomous University of Nuevo Leon, and have begun re-thcorizing 

the way I think about research institutions. Although the tables represent dichotomously 

the concepts with which I am concerned, e.g. integration/standardization, 1 did this 

because of space constraints. 1 think of dichotomies not in either/or terms but as possible 

ends of continuums and sometimes as locations that can accommodate seemingly 

contradicting concepts. In my analysis. I have tried to be sensitive to nuance, degree, and 

multiple patterns and not to force data into the dichotomous pairs. 

1: WHAT ARE THE OFFICIALLY SANCTIONED PROCESSES OF CURRICULUM 
FORMATION? 

DATA ANALYSIS ANALYTICAL POINTS BEARING ON 
THEORETICAL NARRATIVE 

• Course Qualitative • The relationship between actors and 
Catalogues thematic coding forces and the individual curriculum. 

• Institutional regarding: or course. 
Documents • Processes • Structures and processes intended to 

• Faculty • Actors create, maintain or alter courses or 
Interviews consulted curriculum. 

• Forces 
assessed 
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2: WHAT IS THE SCOPE OF CHANGE IN CURRICULUM AND COURSE 
CONTENT? 

DATA ANALYSIS ANALYTICAL POINTS BEARING ON 
THEORETICAL NARRATIVE 

• Syllabi Qualitative • Degree to which course materials/course 
• Textbooks thematic coding ware, interviews incorporate a) concepts 

• Course regarding: of globalization, b) practices and 

Catalogues • Curriculum concepts used in other countries, c) 

• Course changes ideologies that promote or resist 

Promotions; • Course globalization. 

pamphlets, web changes • Degree to which these materials indicate 

pages change in curriculum or course content. 

• Faculty • Degree to which these material indicate 

Interviews connection to, influence by actors of 
forces in the local, state, national or 
supranational context. 

3: WHO OR WHAT. INTERNALLY AND EXTERNALLY. IS INVOLVED IN 
CHANGING THE CONTENT OF COURSES AND CURRICULUM? WHAT ARE 
THE ASSOCIATED MECHANISMS USED TO EFFECT CHANGE? 

DATA ANALYSIS AND ANALYTICAL POINTS 
BEARING ON THEORETICAL 
NARRATIVE 

Program/major archives 
Faculty interviews 
College administration 
Institutional Documents 

Qualitative thematic coding of documents and 
interview texts to identify key mechanisms, 
processes, forces and actors that contribute to 
curriculum change. 

Local, state, national, and supra­
national links revealed in interviews 
and in program/major archives. 

Following links from course or curriculum to 
external actors or forces 

Though I was in the field for over two months, and specifically engaged in 

understanding Mexican higher education, I also worked closely with local informants for 

over two years through three visits from two to six weeks in length to build relationships, 

find literature, and decide upon an institution to participate in the study. 
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THE ROLE OF ADVISORY RESEARCHERS AND ACCESS 

I began collecting literature at libraries, research institutions, and ANIUES in 

Mexico in the spring 2000. With the assistance of CONAHEC", I conducted preliminary 

discussions during the spring semester 2000. about access with administrators at both the 

University of Arizona and the Autonomous University of Nuevo Leon. They suggested 

that the data I seek (see Tables 1-3) would be available over the period 1990-1999, with 

minor exceptions. With the support of Francisco Marmolejo, Executive Director of 

CONAHEC, 1 obtained written confirmation of support for my study, including access to 

institutional data, to administrators, and to both faculty and students at both institutions. 

Two individuals were central to guiding my research and publication activities. 

Between the two. I benefit with advice from both a senior and a junior researcher, both 

countries and cultures within each, as well as quantitative and qualitative approaches. My 

objectives in constructing a bi-cultural advisory team are to minimize cultural bias in my 

interpretations, and draw from the strengths of each unique culture and research tradition. 

Sheila Slaughter. Professor of Higher Education at the University of Arizona, served as 

dissertation project director. Her primary role has been to supervise investigation and 

'' CONAHEC, Mission Statement; The Consortium for North American Higher 
Education Collaboration enhances the mutual understanding and cooperation in the North 
American community by fostering collaboration between institutions of higher education 
in Canada, Mexico, and the United States. On behalf of its membership. CONAHEC also 
works with North American federal and state/provincial governments on issues relating 
to higher education. Through student and faculty exchange, regular dialogue and 
discussion, inter-institutional academic program development, collaborative efforts with 
the business sector, cooperative research projects, and international comparative research 
analysis, CONAHEC expands the direct interaction between institutions of higher 
education in these three nations, thus promoting the common interests of the North 
American community Accessed on 1 May 2003, <http://conahec.org>. 

http://conahec.org
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work with me to analyze and theorize the data that I collected. Francisco Marmolcjo, 

Executive Director of CONAHEC, also serves as consultant to the dissertation project. 

His primary role was to provide advice on relevant contextual and historical elements of 

Mexican higher education, as well as facilitate initial access to institutions. 
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CHAPTER 4: FORMAL ELEMENTS AND PROCESSES 

INTRODUCTION 

There is a formal, or official, publicly acknowledged, story of how curriculum is 

formed and reformed. For professional education curricula, what are the elements of the 

official story, at these departments, within these institutions, and influenced by these 

nation states? I present the formal story, and then suggest that the explanation of 

curriculum formation offered by this official story is incomplete. 

STRUCTURES. PROCESSES AND PEOPLE 

Each institution anticipates that the formation of curricula will take place through 

a unique set of structures, processes, and actors. By stepping back from and observing all 

four departments together, a common frame of institutional elements emerges: 1) Course 

Content Control, 2) Faculty Identity and Role, and 3) Processes, Actors and Stnicture. 

Collectively these elements are important because they arc the foundation, or core, 

concepts (if incomplete) for understanding curriculum itself This set of elements is also 

essential for building knowledge of curriculum formation that is grounded in local 

practice, yet sensitive to extra-national influence, and aware of common phenomena in 

nationally disparate environments. 

Appendix D contains outlines of the various University of Arizona teacher 

education and finance education curricula from 1990 to 2000. Appendix D also contains 

matrices of the various curricula from the Autonomous University of Nuevo Leon 
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education and finance education departments from 1990-2000. In this research project, I 

12 focus upon core courses in the major curricula for Finance and Education . 

COURSE CONTENT CONTROL 

University of Arizona 

The content of professional curricula, the title, subject, or material of courses in 

the curricula, are a principal ingredient in directing the educational endeavorAt the 

University of Arizona, the expectation is that Faculty will be completely responsible for 

course contents and methods of creating knowledge. Faculty are expected to write syllabi 

and independently decide upon all learning activities, and groups of faculty decide how 

much to collaborate in relating one course to another through pre-requisites or content 

sequencing. A member of the Dean's office in the Business College described the 

autonomy as: "The academic department decides all curricular matters, and the 

institutional curriculum committee provides a rubber stamp of support. No one would 

contradict a program developed by the faculty from the department" ( INTSF-l, 2001; 

lNTSF-2, 2001). I asked each interviewee a question like to this: "what are the sources of 

inspiration, knowledge, and even ideas that you draw upon to create courses?'' 

Between 1984 and 2000, both the College of Humanities (Teaching) and College of 
Business (Finance) added, or increased, the number of courses all students must take, in a 
"Common Area" or "Common Field". These courses are thus prerequisites to all other 
courses in the majors, much like in a general education plan. Since general education 
systems are, almost uniquely, an American manner of providing higher education, it 
seems fair to assume influence from America. UANL Common Fields arc worthy of 
future empirical research efforts in developing theory about professional education or 
academic major curricula. 

Teaching and learning literatures demonstrate how students, educational processes, and 
the techniques for facilitating a course, co-produce what is learned. For simplicity, I will 
focus in this research upon title, and material reflected in the syllabi, as an indicator of 
potential learning. 
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Consistently, faculty spoke about the professional organization in their field, and those in 

education spoke about national reports in education. 

Autonomous University of Nuevo Leon 

When a faculty member undertakes to teach a specific course at Autonomous 

University of Nuevo Leon the department provides what amounts to a syllabus, including 

topics to address, the order in which to engage them, and the books and other resources to 

consult. Interviews with faculty show that they generally follow these syllabi. Curriculum 

formation processes result in the creation of these syllabi. They include assembling ideas 

from students, faculty, alumni employers, and other universities. One informant indicates; 

"There are adjustments, the syllabi gives us general objectives of the course, set into 

units, and professors do their own planning and sometimes make adjustments, but never 

change the general objectives of the course/,'Hay ajustes, el curriculo formal nos da los 

objetivos generales del curso, este se divide en unidades y uno hace su propia planeacion 

y algunas veces se hacen ajustes, pero jamas cambia el objetivo general del curso" 

(INTMP-3, 2001). Other faculty members explained, informally, that they are relieved. 

given their work outside the university, to receive such a detailed explanation of course 

requirements. In this Mexican case, the academic departments determine course content. 

based on surveys of those interested in the curricula. Further research may be useful to 

establish a broader discernment of the degree to which faculty adhere to prescribed 

syllabi and curricula. 
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FACULTY IDENTITY AND ROLE 

Faculty identities, the specific communities in which faculty participate, faculty 

academic qualifications, or professional activities, each emerge as important themes in 

the curriculum change story in these professional fields. Tables in the Appendix C 

illustrate huge difference in the identity and role that faculty member's play at the 

University of Arizona compared to the Autonomous University of N uevo Leon. 

For this research, I have collected data only about faculty who teach courses in 

the major curriculum. Data was difficult to obtain from the Autonomous University of 

Nuevo Leon, so I relied on data published by ANUIBS the National Association of 

Universities and Institutions of Post-Secondary Education (the Mexican equivalent to the 

American Council on Education in America) and the National Department of Education. 

I have a set of data for both institutions that includes; Highest Degree Held, Full-Time 

Equivalent employment, and Extra-University Employment. 

Highest Degree Held: Full-Time Equivalent employment: and Extra-University 
Employment'"^ 

University of Arizona 

In the Finance and Teacher Education Departments at the University of Arizona, 

just about half of faculty members work full time, have a terminal degree, and hold 

minimal work outside the university, if at all. In the Finance department, from 1993 till 

2000 with an average of 20 individuals teaching Finance courses, an average of 50.9% 

worked full-time, 46.7% worked .5 to full time, and 2.4% worked .25 to .5 time, with 

See Appendix A for presentation of the statistical data that 1 collected relevant to this 
section. 
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these averages consistent through all eight yearsIn the same group. 51.1% held PhD's, 

37.6% held MA's, and 9.7% held BA's. again with consistent averages. In the Education 

department from 1990-2000 an average of 38 individuals taught primary school 

education courses, an average of 66.7% worked full-time. 15.2% worked .5 to full time, 

and 18.2% worked .25 to .5 time. In the same group, 57.8% held PhD's, 39.0% held 

MA's, and 1.6% held BA's, again with consistent averages. 

Autonomous University of Nuevo Leon 

Faculty members at the Autonomous University of Nuevo Leon hold a range of 

qualifications. Statistical data, aggregated from the National Association of Universities 

and Institutions of Higher Education (ANUIES), and the Public Education Secretary 

(ANUIES' predecessor in collecting and publishing this data), for years from 1994-1999. 

provide a broad scale view of faculty degree qualifications and full-time equivalent 

status. I have extracted data for the College of Management in which the Finance 

department operates, and the College of Humanities, in which the department of 

Education department operates'^. Interviews and observation provide evidence of extra-

university faculty employment within each unique department. 

Within the two colleges at the Autonomous University of Nuevo Leon, a majority 

of faculty members has no more than bachelor's degrees, work for the University part-

time, and work for a local enterprise part-time. In the College of Management, from 1994 

until 1999 with an average of 337 individuals teaching, an average of 37.4% worked full-

Part-time faculty members were mostly students laboring to complete graduate 
degrees. 

I was unable to obtain data at the departmental level. 
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time, 24.4% worked half time or more, and 36.7% worked less than half-time, with these 

averages consistent through all eight years. In the same group, a yearly average of 0.0% 

held PhD's, 15.3% held MA's, and 84.4% held BA's, and 0.3% held secondary school 

diplomas, again with consistent averages. In the College of Management, from 1994 until 

1999 with an average of 337 individuals teaching, an average of 26.5% worked full-time, 

32.1% worked half time or more, and 41.4% worked less than half-time each week, with 

these averages consistent through all eight years. In the same group, a yearly average of 

1.8% held PhD's, 17.3% held MA's, and 72.7% held BA's, and 8.2% held secondary 

school diplomas, again with consistent averages. 

Primary roles performed: Teaching, Research, Curriculum Maintenance 

University of Arizona 

In both the Finance and Education departments, the university employed 

substantial proportions of individuals teaching courses less than full-time, 49.3% in 

Finance, and 33.4% in Education. What role in making curricula did full-timers play 

compared to part-timers? Do faculty, or did faculty, hold professional roles that could 

influence curriculum formation? 

Most of the seven faculty members in Finance have some experience, and a few 

have significant experience outside of academe in the finance industry through previous 

employment or consulting work. Some graduate teaching assistants work part-time and 

spend the remainder of their time studying in the Finance department. In addition, a few 

lecturers hired as teaching faculty perform no research, and contribute a great deal to 

committee work in the creation, maintenance, and alteration of the curriculum. 
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According to a White Paper written by the College of Education Dean, Clinical 

Assistant Professors, experienced Master's Degree level teachers from local school 

districts, were brought into the curriculum in 1998 "to merge the College's preparation of 

teachers with local school districts' induction curricula for first- and second-year 

teachers" (College of Education, 1999). Clinical Assistant Professors work part-time in 

the education department and part-time in a local school district. Do these teaching-

faculty provide a strong connection from the academic curricula and program to 

employers of alumni? Each of the adjunct laculty members I interviewed spoke of the 

inability to participate as full members of faculty decision-making. 

Autonomous University of Nuevo Leon 

In both the College of Humanities and the College of Management (and by 

implication the Finance and Education departments), the connection from curriculum to 

sources of influence is formalized as Faculty members contribute to a system of gathering 

community feedback for curricular decisions. This system views alumni employers, and 

even prospective alumni employers, as the consumers of students prepared to be 

employees, instead of viewing students as consumers of education. Students, faculty, and 

parents focus on preparing students to easily find employment in the current job market. 

From 1994 until 1999, the university employed a minority of faculty members 

full-time (37.4% in Management and 26.5% in Humanities), leaving a majority, an 

average of 62.6% in Management and 73.5% in Humanities, as part-time employees. 

There are two stories to tell in the Management College, Finance department. A few 

senior faculty members, those who have taught in the Business school and worked in the 
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private sector in Finance for many years, are also those responsible for serving on the 

committees to facilitate the change of the curricula. However, in Finance, a majority of 

faculty members teach one class, work full-time outside of the university, and participate 

minimally in curriculum formation processes. These faculty members participate by 

completing survey's asking for their opinions and ideas, much like the surveys completed 

by the student alumni employers. None of the Finance faculty members spoke about 

research projects. 

According to interviews in the College of Humanities, Department of Education, 

even those who work at the university full-time also work outside the university 

(INTME_2,3,4,5,6,7,8). When 1 asked faculty members about how many faculty work 

other jobs, and what types of work they perform, most responded with a tone and choice 

of words that implied surprise; "well, everyone", was the common response. A couple 

faculty members I interviewed in Education responded that they also work in local school 

districts, or government education offices''. In addition, several faculty members did 

speak about keeping informed of knowledge trends developing in their field. 

Research needed in Primary roles performed 

While considering the primary roles performed by faculty members, several 

important questions have emerged. What jobs did they have and how many hours did 

they contribute? Gathering this answer was difficult as I learned that full-time status is 

Data about faculty employment outside the University is not collected. Anecdotes 
indicate that in fields that are closer to the market, such as Education and Business, 
opportunities are presented for faculty members to work in the local market. Without 
data, an exact accounting of who works in what jobs, and for how many hours each week, 
becomes impossible. 
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not a consistent indicator of hours of actual work, nor even a predictor that a second job 

was not obtained. Furthermore, what role in making curricula did full-timers play 

compared to part-timers? What other primary faculty roles are there which influence 

curriculum formation? Do evidence of the various roles that faculty fulfill provide keys to 

understanding their contribution to the formation, or reformation, of curricula? Given the 

proportions of teaching faculty that worked less than full-time, and the role that faculty 

play outside the university, I will consider collect data to understand faculty FTE and 

additional employment, in future research seeking to understand professional education 

curriculum change stories. 

Geo-Political Level of Action 

As participants in various communities, all tied to the University of Arizona or the 

Autonomous University of Nuevo Leon, the faculty members in these case studies have 

access to act in differing levels of communities, from local businesses, to national or 

supranational organizations. 

University of Arizona 

Faculty members at the University of Arizona in the Education and Finance 

departments are actors primarily at national or supranational organizations, in the Finance 

department, faculty members have relationships with state and national finance related 

businesses, and professional organizations at the national level. According to one 

respondent, the department chair who oversees hiring, new faculty who have arrived from 

across the nation are well-prepared to teach a mutually recognized, standardized, set of 

knowledge (INTSF-4. 2001). Several other faculty members agreed that the knowledge 
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of Finance is consistent from across the country (INTSF 3.6,7). Through professional 

organizations, they remain connected to this national community and knowledge set. In 

the Education department, faculty members who joined in the mid-1980's were "new 

faculty who did have national reputations as exemplary researchers" (INTSE-10, 2001). 

Faculty members at the University of Arizona have professional relationships that 

connect them to a national network of people who do research in their field. 

Autonomous University of Nuevo Leon 

Although faculty members at the Autonomous University of Nuevo Leon in some 

cases do participate in national professional meetings, they are primarily actors at the 

local level, through their employment in local school districts or local offices of 

businesses. The Mexican economic crises of the 1980's and 1990's are important to note 

for lowering the buying power of professionals, such as university professors, and thus 

requiring professors to seek extra employment outside of their posts to maintain their 

standard of living'^. 

PROCESSES AND ACTORS WITHIN SYSTEMS 

In addition to the content of curricula, and faculty roles at institutions, another 

foundation concept for understanding professional education is the set of processes that 

actors follow to form academic programs and curricula within institutional structures. 

This is changing. Mexico overall, is in intensive efforts to upgrade faculty 
qualifications. As faculty members obtain higher degrees, they tend to interact more with 
national or even supra-national communities, as a doctoral degree is the minimum for 
participation in supra-national academic conferences (personal communication with F. 
Marmolejo, February, 2000). Evidence of this was plentiful, as several of the younger 
faculty members with whom I spoke in the Business School and College of Humanities 
were in the process of obtaining graduate degrees. 
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This set of processes, conformed to by actors within systems, focuses our understanding 

upon the differences and commonaHties at these two institutions. 

Processes and Actors 

By accepted custom, each academic plan begins with a rationale and is composed 

of a sequence of courses or experiences (Stark & Lattuca, 1997). A key to understanding 

professional education curriculum formation is to be aware of the sanctioned actors who 

create the rationale and sequence of courses, as well as the system and processes they 

follow to do it. 

University of Arizona: 

Knowledge about higher education in the United States suggests that faculty 

members see themselves as the primary, if not exclusive, authors in creating, maintaining 

and altering professional curricula, or deciding upon content of courses within curricula 

(Slaughter, 1997). At the University of Arizona, the official process for review and 

approval of curriculum change includes several steps. The degree of change is listed here 

according to increasing level of approval required; existing course content and learning 

activities; course titles, and listing in college catalogues; course-prerequisites and 

sequencing, new courses, or credit bearing activities; or new certificates, concentrations, 

curricula or majors. The steps include approval by: 1) the departmental head or Faculty, 

2) the college dean, 3) the institutional level undergraduate council, 4) institutional Chief 

Academic Officer, 5) Curriculum Committee of the Faculty Senate, 6) the entire Faculty 

Senate, 7) a committee of Arizona State's several Chief .Academic Officers, and lastly, 8) 

the Arizona State Board of Overseers/Regents. Aside from this review and approval 



73 

process there is no mention of processes that departments must follow in the creation of 

professional curricula, nor guidelines concerning the actors who must contribute to such 

processes (Office of Curriculum University of Arizona, 1999). Thus at the University of 

Arizona faculty control is monitored through administrative systems. 

In 1998, the Dean's Office of the College of Education removed control over the 

teacher education curricula from the Teacher Education Department. A new Assistant 

Dean Position was created, and in 1999 an advisory board of local educators was formed 

to build stronger links between curriculum formation, faculty across the university, and 

local school district representatives (University of Arizona, 2001). I have been unable to 

find research or even anecdotes confirming that this has occurred elsewhere, in Education 

or Business, so I conclude that this is an unusual move in higher education. It will be a 

few years before research can determine the results of these structural changes upon 

curriculum content. 

Autonomous University of Nuevo Leon 

Approval of all curricula change, according to Administrative law for the entire 

institution, requires several layers of oversight and participation, including: college-wide 

committees, institution-wide committees, administrative actors, external actors, and 

review by a consultancy board. The Organic Law, at the most fundamental level for the 

entire institution, establishes the mission, organization, and procedures of governance for 

all colleges and academic departments'''. The Organic Law states, in the process for 

According to the Rector/President's annual report from 1999, the Autonomous 
University of Nuevo Leon has operated with four Organic Laws since its creation in 
1933. 
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approval of curricula, the University Council // Consejo Universitario must: "Discuss and 

approve academic curricula and courses that are proposed by a College Senate of each 

college, school or department. // Discutir y aprobar las carreras escolares y los planes de 

estudio que propongan las Juntas Directivas de las Facultades y Escuelas" (Rector. 2000). 

Development of new bachelors' degrees, or the alteration of existing professional 

curricula for current Bachelors degrees, begins with a Curriculum Committee for each 

college (composed variously of senior faculty, students and Junior/part-time faculty). The 

Curriculum Committee develops the changes or new curricula, fosters support from a 

wide-community of interested parties, and proposes changes to the College Senate of 

each school. The Senate in turn carries the proposal, for approval, to the Academic 

Commission of the University Council, and finally to the University Council itself (Vice 

President for Institutional Research. 2001). Various organizational documents, relevant to 

curricular change, were assembled into each proposal to the University Council: Articles 

of the State Constitution. State Laws for Education and Planning, as well as the Organic 

Law of Autonomous University of Nuevo Leon, and regulations from the Colleges 

themselves (Facultad de las Humanidades, 1998, 1999a; Facultad de Negocios, 1995, 

2000). 

It is through this Organic Law process that a wide range of community actors 

anticipates a role in deciding new professional curricula or courses. In both Finance and 

Teacher Education, linkages from the curriculum, and the courses themselves, to 

institutional constituencies, local political-economic communities, as well as national and 

international entities, are much more evident and purposeful than in the US case. Both 
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Mexican departments periodically complete laborious surveys of faculty, students, 

alumni, professional associations, and employers. It is through the survey of employers 

that local and national stakeholders have contributed to the formation of professional 

curricula. To successfully navigate the process through approval by the University 

Council, each department is obliged to collect relevant data from detailed surveys of 

employers of recent graduates (and potential employers), intern hosts, teaching staff, 

professional associations, the same departments of other universities, and current 

students. The curriculum committee uses data collected to revise current curricula. One 

professor states, we do all of this to "have the authority and a mandate to change the 

professional curriculum/Zpara poder lener un argumento y decir que se tenia que cambiar 

el plan de estudios (INTMP-1, 2001). A record of proceedings must be kept, and a report 

of findings submitted to the Academic Commission of the University Council (Vice 

President for Institutional Research, 2001). While the manner of accomplishing the 

survey, and the relative weight of influence for each source, varies between the schools, 

the basic procedure is similar'". 

SUMMARY OF DIFFERENCES IN FUNDAMENTAL CONCEPTS 

I have proposed institutional structures, processes, and people as core elements 

for understanding the story of professional education curriculum change. Three elements 

emerged as fundamental to understanding the role of institutional structures, processes, 

and people in curriculum change stories. The table below summarizes the three core 

When 1 visited the school in spring 2001 the Curriculum Committee was in the process 
of creating an evaluation structure to see if employer needs were satisfied. 
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elements and my assessment of the dominant approach at each institution along each 

clement. 

University of Arizona Autonomous University 
of Nuevo Leon 

Course Content 
Control 

Faculty Control Community Control 

Faculty Identity and 
Role 

Full Time, Terminal 
Degree, National-

Supranational Actor 

Part-Time, 
Bachelor's Degree, 

Local Actor 

Processes and Actors 
within Systems 

Layered Inclusive and Public 

The official story reveals that faculty at the University of Arizona controls 

curriculum and course content, and by contrast, the community in which the Autonomous 

University of Nuevo Leon exists controls curriculum and course content. Faculty 

members at Arizona are full-time employees with terminal degrees, exclusively doctoral 

degrees. And, they are national or supranational actors through their professional 

contacts, consulting and publications. Most of the faculty members at the UANL work 

second jobs in their field and with local entities, making them mostly actors at the local 

level. While the vast majority holds a Bachelor's Degree as the highest-degree, there is a 

strong effort to support faculty pursuit of Master Degrees. Curriculum construction 

processes at the UA are layered with levels of oversight by institutional administrators, 

but only sanctioned individuals participate in the process. At the UANL, the entire 

process is inclusive, widely known as a public and participatory process. 

These official processes in the story of curriculum creation, maintenance and 

alteration are dramatically different in the departments of Education and Finance at the 
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University of Arizona, compared to tiiose at Autonomous University of Nuevo Leon. 

Understanding that the two institutions follow different processes that result in different 

curricula contributes to our comparative understanding of curriculum change. This means 

that difference between those two professional curricula may be partly attributable to 

institutional structures, processes, and people in the curriculum change process itself 

However, the explanation of curriculum formation offered by the change process, 

this official story, is incomplete. In addition, chapter four describes how institutional 

contexts have influence over institutional structures, processes, and people. To what 

extent do curriculum-making processes accept influence from outside the university? Is 

there a struggle to control changes? Do faculty members follow their own institution's 

official processes? Are there variations in how each department appropriates the 

sanctioned structures, processes and people to build curricula? To explore the answers to 

these questions I will now turn my attention to the actual changes in curriculum content. 
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CHAPTER 5: POINTS OF CHANGE 

INTRODUCTION 

How does the reality, the practice, of curriculum formation and reformation differ 

from the official story? To answer this question I will use data from 1990 until 2000 

within the education and finance departments at both institutions. I will illuminate points 

of change, note that control by faculty members will be evident but does not explain all 

changes, and show evidence of reaction among Faculty members and administrators 

responding to change initiated by Actors and Forces to influence the content of the 

curriculum. In all cases the alteration of curricula was organized, in some cases teaching 

faculty were heavily involved in the alterations, and in other cases teaching faculty were 

less involved in alteration processes. 

To find evidence of change in both departments at the University of Arizona, and 

in the Finance Department at the Autonomous University of Nuevo Leon, I examined the 

content of the major through core courses, and elective courses in the curricula 

themselves, and syllabi for the select core courses. The education unit of the Autonomous 

University of Nuevo Leon uses a topical framework to guide the content of the 

professional major, and to determine the titles and unique content of individual courses. 

In this case, I examine the content of the topical framework in place of the syllabi, since 

the topical framework determines the content of the syllabi. Changes in the actual content 

of courses, as measured by the topical framework, or as measured by syllabi, provide 

evidence of actors and forces seeking to influence curricula. However, in both countries 



79 

these interpretations arc limited in that the data does not empirically establish what 

'J  1 
actually takes place in the courses themselves" . 

FINANCE. UNIVERSITY OF ARIZONA 

Curriculum 

The Finance department held a consistent core curriculum between 1985 and 

1998 and after 1998 accomplished several changes. At this institution, the Academic 

Program Requirements Reports (APRR), display a complete statement of the 

requirements and approved courses for each UA undergraduate program. A review of the 

APPRs, as well as College Catalogues, for the years 1990 - 1998, illustrates the stability 

of the Finance Education professional curriculum during the 1990's ( See Appendix E 

Professional Curricula, Finance). During this time. Finance emerged as a new distinct 

major, with connections to other Finance Departments across the country, and 

relationships with alumni employers. 

In Finance, the actual major, excluding upper-division courses required to support 

the major, consisted of 9 Finance units in 1990 and increased to 18 Finance units in 1999. 

This substantial change in the Finance Department indicates a shift to align itself with 

comparable Finance programs across the country, to develop Finance as an academic 

major independent from Economics and Business Administration majors, and to respond 

more carefully to the needs of alumni employers (INTSF 4). 

A few faculty members and senior administrators note changes that support the 

defining of the major. Departmental name changes during the 1990's (INTSF l & 2 & 5), 

In general, the extent to which syllabi are intended to, and actually do, reflect course 
activities, varies. 
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a focusing of prerequisites to support preparedness for tiie major (INTSF 6 & 7), and the 

using learning outcomes to guide course content (INTSF 6) show concrete efforts to 

focus on effective teaching of Finance specific content. Other faculty members note 

changes to support and build relationships with alumni employers, such as the addition 

and development of an internship program (INTSF_3, 5 & 6), and changes in existing 

courses that "tried to focus on Tools, Business math, real life problems to work out on the 

computer, not small created problems" ( INTSF_4). 

Add paragraph: some cases teaching faculty were heavily involved in the 

alterations, and in other cases teaching faculty were less involved in alteration processes. 

Major Course Content 

Required courses for the Finance major are an easily identifiable boundary, and 

are most central to focuscd faculty efforts to produce an academically meaningful major. 

I recognize that the courses in the Finance major exist within a greater context of the 

entire 120 units in the Business major and, in response, choose two levels of analysis 

within the Finance major requirements. At the level of the elective and core requirements 

of the Finance professional major. I will study changes such as the insertion or deletion of 

courses. At the level of the core major courses themselves, I will analyze syllabi content 

for evidence of change and stakeholder influence. 

Elective Courses 

Elective courses for the Finance major from 1990 until spring 1997 consisted of 

six units (2 classes) to be drawn from a collection of 14 courses of other professional 

majors in the College of Business and the Department of Economics (from a separate 
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college). After the fall 1998, the Finance Department required students to take nine 

elective units (3 courses) from Finance Department courses (this is elective courses as 

part of the 18 units required for Majors). 

Finance Core Courses 

Core courses for the Finance major from 1990 until spring 1997 consisted of a 

consistent triad, FIN412 Corporate Financial Problems. FIN421 Investments, FIN431 

Financial Intermediaries. Later, a two-year transition in core courses took place from fall 

1997 until spring 1999. After the spring 1998, FIN 431 was replaced by ACCT 400c as a 

core requirement. (See Appendix E: Professional Curricula, Finance, for a summary of 

the core major program requirements for the Finance Department from 1990 to 2001) 

Interviews with the department chair, and a member of the Business College 

administration, suggest that the changes in elective and core courses is directly causcd by 

the maturity and size of the department, as well as sensitivity to employer needs 

(INTSF 1 & 2). According to the department chair, and based on the spring 1998 survey 

of Finance departments across the country, the curricular change was made for the 

following reasons: 

[To] "align the Finance major with all other majors in the 
business school. This reflects the fact that Finance is a 
well-defined area within a business school. All business 
school students must take a core set of classes exposing 
them to all aspects of business. Specialization - as expected 
by the people who hire our students - requires that they 
have a certain level of maturity w ithin the specific 
discipline that takes at least 5 additional courses to 
achieve" (Department of Finance 2001). 
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Core Course Content 

Sensitivity to new financial market tools, and sensitivity to new business 

environments, amidst stability or consistency, is accurate descriptions of change in the 

content of core required Finance courses during the 1990s. One Finance faculty member 

suggested that the pace of change in Finance is slow. "In academia, corporate finance, 

basic things don't change at all. We knew 30 years ago that net present value is the 

appropriate way to view value creation. Basic things don't change rapidly" (INTSE-3 

2001). In addition, the department chair asserted, based on his survey of major Finance 

Departments, there are consistent paradigms of knowledge across the country. 

The Finance Department of University of Arizona collects and maintains course 

syllabi. From this collection. I obtained a group of syllabi from FIN421. Investments; and 

F1N431, Financial Intermediaries'". In the case of FIN421 1 have analyzed the following 

years' syllabi (# syllabi in parentheses); 1991(1), 1993 (2), 1996 (2) and 2000 (2). 

F1N431, Financial Intermediaries, became an elective course when ACCT400C, 

Intermediate Financial Accounting for Finance Majors, was installed as a core Finance 

Major Requirement in the spring 1998. Even so. FIN431 is still worthy of analysis as 

most Finance students complete the course. I have analyzed the syllabi from the 

following years (# syllabi in parentheses); 1990(1), 1991(1), 1993(3), 1996 (1), 1997 (1), 

1999(1) and 2000(1). 

While analyzing these texts, my objective was again to identify changes and 

evidence of stakeholder influence: changes that could correspond to influence from 

The collection of syllabi from F1N412 is less complete than for FIN431, though still 
sufficient to represent course content. 
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stakeholders, concepts, or new practiccs that can indicate connection to stakeholders. For 

analysis I have extracted from the syllabi, course objectives, as well as the learning 

activities chosen, along with the text books and materials used. 

Content Class FIN421 

There arc several concepts present in all syllabi from 1990 until 2000. While the 

wording of these ideas varies slightly from syllabus to syllabus, the collection of these 

concepts is represented by the following: F inancial Systems and Functions of Institutions, 

Financial Markets and Management of Institutions, The Money Market, Bank lending 

and investing, and Commercial Banking Risk and Return Management. From among this 

consistency, there are two points of specific change: sensitivity to new banking 

regulations, and response to newly available financial tools. 

Sensitivity to Banking Regulation 

In syllabi for courses given before 1994, the concept of "banking regulation" was 

a significant element of each course. In original language, syllabi describe elements to be 

addressed in class: 1990, Regulation; 1993, Government Regulations; 1993 Bank 

Regulations. Words related to regulation are absent in syllabi from 1996 and later years. 

While it is possible that government regulation could still be a sub-unit of a lesson 

addressed during the semester, at this level of analysis, it appears that regulation is no 

longer a central concern. A professor who teaches FIN421, the Financial Intermediaries 

course, noted federal de-regulation of banking and financial services industry. He states 

the following: 

Pre-1980 there was a time of increasing regulation. 1980-
1982 deregulation. Late 1980, with the thrift debacle, we 
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had re-regulation. Now we are at the crossroads. We don't 
know what will happen. The only things we do know is that 
we will end up with massive financial institutions that 
provide all kinds of services ( lNTSF-3 2001). 

The Gramm-Leach-B 1 iley Act (1999) overturned the 1933 Glass-Steagle Act that 

separated investment and commercial banks. This "changed the paradigm of what you 

teach" and in response the faculty in the Finance department who teach the Financial 

Intermediaries course "met to agree on the content of this course" (INTSF-3 2001). Even 

in this significant change, consistency is still present "The way of viewing financial 

intermediation has not changed: the theoretical construct is the same. The actual 

application of that has changed significantly" (INTSF-3 2001). 

Sensitivity to New Market Tools 

In addition, syllabi from pre-1997 speak of the Capital Management of Banks 

with concepts such as: interest rate risk (1990); examine the asset, liability and capital 

management of commercial banks (1993); interest rate risk management (1993). From 

1997 one syllabus signals a shift in the Financial Services sector significant enough to 

say, simply: "Appreciate how and why these markets have been evolving dramatically in 

recent years" (1997). As a result, and by 1999, the following language appears in syllabi: 

"Learn how financial institutions utilize derivative securities to hedge risks" (1999). By 

1999, banks were able to use previously unacceptable (regulated as un-useable) forms of 

investment securities. The content of this Finance major course had changed to 

synchronize with this change in the professional practice. 
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Content Class FIN341 

A foundation of three broad concepts is consistently present from all years. I refer 

to these concepts as. Financial Instruments, Financial Markets, and Investment Valuation. 

These three concepts encompass most of the content explicitly and consistently expressed 

in syllabi for this course from before 1993. 

Syllabi from post-1993 show that content amount grew, and explicitly include 

several more concepts. These include; Fixed Income Securities (1996. 1996, 2000) 

(repeats mean difference courses, same year), Options and Futures/How to price 

derivative securities (1996. 1996, 2000), Risk, Return, Utility (1996), Equilibrium in 

Capital Markets (2000). Equity Valuation (2000), and Market efficiency (2000). A 

careful analysis of pre-1994 class topics reveals that Faculty addressed many of these 

concepts, such as Options, Risk and Return, or Futures, in the content of courses. 

However, the post-1993 courses list these topics as centrally important enough to warrant 

mention in the objectives of the course, or perhaps an entire sub-section (several days of 

content) of the syllabi. The new department chair (1998), when asked, "what changes 

have you initiated", confirms that one significant change as a result of his leadership, or 

the year, is a stronger focus on ''Derivatives, and I have tried to focus on tools, like 

business math, real life problems to work out on the computer (INTSF-4 2001). These 

concepts added to the content of courses in the curriculum are evidence of a change in the 

work of practitioners. Faculty, attentive to the work lives of graduates, altered curriculum 

content. 
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FINANCE. AUTONOMOUS UNIVERSITY OF NUEVO LEON^' 

Curriculum 

Between 1990 and 2000, the Finance Department at the Autonomous University 

of Nuevo Leon implemented two new curricula, in 1995 and 2000. Each new curriculum 

included a restructuring of course sequences and course content, as well as a response to 

revise the old, with newly relevant and international content. Curriculum committees 

arranged professional curricula based on information collected from various stakeholders 

- students, alumni, faculty, employers, administrators, and international experts - but 

each version of a curriculum placed different weights to these various voices in the 

creation of the new curriculum. Among other changes in the three curricula, a significant 

change occurred in the 1995 version that gathered opinions from American business 

school faculty on the course title and contents needed to respond to the knowledge and 

skill graduates would need to be successful. 

Add paragraph; some cases teaching faculty were heavily involved in the 

alterations, and in other cases teaching faculty were less involved in alteration processes. 

Mai or Course Content 

In the eighth and ninth semesters of business administration courses. Finance 

students enroll in their first core Finance courses. I analyze the contents of the 1995 and 

the 2000 curricula, and 2 core courses from the eighth and ninth semesters from each 

curriculum. According to interviews with six .senior faculty members, and curriculum 

redesign documents provided by them; institutional committees developed each 

Graphical description of the plans 1995, 2000 Appendix C Professional Curricula, 
Finance concentrations of the Administration Degree 
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curriculum with a goal of responding to societal needs. Substantial and significant 

changes are evident with each version of the curriculum, especially an international and 

standardized US focus in the 1995 program, converted to a strong local Mexican 

business-needs focus in the 2000 program. 

Academic Content Themes 

Since before 1990. the Business College has required all students to take common 

courses, five semesters of an "area comun", a common core of courses that all business 

students take to standardize the knowledge that graduates possess about business in 

general (Gonzalez 1999). The title of courses within the curriculum and the assignments 

within each course in 1995, are different from those in 2000. Substantial overall changes 

are evident between these programs, including a large jump in overall credits from to 53 

units in 1995 to 66 units in 2000. 

• The following classes were added; English as a requirement was added in 

1995 and sustained in 2000. General education courses (focused on 

business skills), were added in 1995 with 3 courses, and fortified in 2000 

with nine courses. Operations, was added in 2000. Human Resource 

Management is substantially dynamic, going from one course in 1995, to 

nine courses in 2000. Costs, was not present in 1995 but is present in 

2000. 

• The following classes were eliminated: Entrepreneurship and 

Commimicalion courses are present only in 1995. From 1995 until 2000, 

there is a reduction from three to one explicitly International courses. 
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The overall trend in the Academic Content Themes points to a stronger focus on 

international content in the 1995 curriculum, and a step away from such an international 

focus in the 2000 curriculum. This is explained by a dramatic change in the membership 

of the curriculum committee from the 1995 to 2000 curriculum formation processes: the 

committee in 2000 decided to continue some international based curriculum content, but 

to reduce the amount of credits. That curriculum remains static, and then changes when 

curriculum committee membership is altered, indicates that curriculum content is 

contested. I noticed that the subject of previous curricula was a sensitive topic during 

interviews with faculty members. This finding agrees with the common understanding 

that curriculum is a site of struggle. 

Major Course Content 

For detailed analysis of the core finance courses. 1 have selected from 10 Finance 

specific courses in 1995. and 7 in 2000. By examining course titles and extracting the 

four primary content themes from each course, 1 was able to choose two courses for 

detailed analysis. The charts. Content Class A and Content Class B, shown in Appendix 

D, present in order, the Curriculum Year, Semester. Class name. Class Subject Title, and 

the primary content purposes extracted from the each of the courses' syllabi. 

Senior faculty as a strength and limit 

During data gathering, the College Dean designated a senior group of four faculty 

members to assist me. With these individuals, and three other long-time business school 

professors / administrators I interviewed, had informal lunches, and consulted for follow-

up questions. These faculty members have contributed, in various manners, to the 
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creation of each curriculum reformation between 1980 and 2000. Some contributed as 

College Curriculum Approval Committee members, some as actual committee members 

to redesign a curriculum. In some cases, those faculty teaching finance during data 

collection in 2000 were working professionals who did not have a relationship with the 

University during curriculum reformation. 

EDUCATION. UNIVERSITY OF ARIZONA 

The teacher education curriculum was very stable, between 1990 and 2000, with 

only a couple course substitutions. However, influence is apparent from state level actors 

and a committee of local citizens who work in local school districts. The results have 

been changes in core course contents, and in elective concentration requirements. 

In some cases teaching faculty were heavily involved in the alterations, and in 

other cases teaching faculty were less involved in alteration processes. This process of 

seeking influence and its results are sensitive topics for some people I interviewed. 

Disagreement exists among faculty members and administration members. This also 

validates the understanding that curriculum alteration processes are a site of struggle. 

(For textual and graphical representations of the curricula from University of Arizona, 

please see Appendix C Professional Curricula, Education) 

Curriculum 

Several sources of data reveal the timeline of change in the education curriculum 

from 1990 until 2000. During the early 1990's, curricular maintenance was stable. A 

professor states, "during the period of 1990 to 1998, maybe 1999, there weren't any 

significant changes" (INTSE-10 2001). This is confirmed by a review of official 
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Academic Requirement Listings from University of Arizona (ARL's are the official 

record of required courses for each professional curriculum, each year), as well as 

College Catalogues, and other faculty interview statements, about the stability of the 

Elementary Teacher Education curriculum during much of the 1990's. From 1990 until 

1998, the major department made no changcs to the courses required of their students. In 

1998, the elective concentration requirements were changed. In 2000. the College 

Curriculum committee removed a Physical Education requirement for teacher education 

students, and in 2001 added a course on testing and assessment. 

Major Course Content 

Elective Concentration 

Educator testing and the development of statewide teaching standards are evident 

sources of state level influence in the elective concentration portion of the major 

curriculum. In the Elementary Teacher Education major, a consistent phrase has been 

used, since 1990, to guide students in choosing elective courses appropriate to 

complement the Teacher Education curriculum: "An 18-unit academic concentration 

selected in consultation with an advisor". Elementary teachers in Arizona, as across the 

United States, are expccted to be generalists, prepared to deliver a wide range of 

coursework to students, and teach content as determined by state standards. 

According to a senior academic advisor in the College of Education, Academic 

advisors suggest that elementary students use the academic concentration to enhance the 

subject areas that elementary teachers are responsible for teaching. From 1990 through 

1998, the concentration consisted of 18 units focused on one of the following subject 

areas: English, mathematics, second language, social science, general science and fine 
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arts. During that time, some states required that elementary students have a minor or 

concentration in a specialized subject area. 

With the implementation of new general education requirements at the University 

of Arizona in 1998, and the advent of the Arizona Assessment of Educator Proficiency 

(AEP) in 1999, faculty developed a concentration to meet the objectives of the subject 

knowledge portion of the AEP, and the Arizona teaching standards. Collaboration with 

local school district curriculum experts in early 2000 resulted in the current concentration 

that correlates even more closely with Arizona teaching standards. Advisors stress the 

importance of additional science, American history, economics, cultural geography, 

political science, and courses with an emphasis on multicultural issues, education and 

technology, according to the senior Academic Advisor with many years of experience 

assisting faculty with curriculum maintenance. They refer to the necessity of such 

courses, not only to meet the AEP subject knowledge test requirements, but also to meet 

the needs of elementary students they will teach ( Personal communication. University of 

Arizona. April 2001). 

Core Course Content 

State level laws, regulations, and guidelines are evident as determining factors in 

the content of the two core courses that I have analyzed. In addition, themes pulled from 

syllabi illustrate trends in educational thinking. Themes in the early 1990's expressed 

general concepts and became more specific and discrete. In addition, syllabi in the early 

1990's reflect reform while syllabi that are more recent reflect laws. These changes 

describe the flow of ideas within the field of tensions surrounding the curriculum. 
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Core Foundations Course 

Education 350 became part of the Elementary Teacher Education Curriculum in 

1986.1 have collected syllabi from this course for the following years (# of syllabi in 

parentheses): 1990 (1), 1993 (2), 1996 (1) 1999 (3) and 2001 {1). To analyze these syllabi 

my objective was to identify trends in program or course content, to locate evidence of 

influence from the network of actors and forces, or discover concepts or new practices 

that can indicate connection to this network. 1 have examined the purposes of the course 

expressed in each syllabus, the textbooks and materials used, as well as the activities 

chosen for student learning. I present text extracts from my analysis of these syllabi in 

Appendix F. 

Course Content Themes 

A syllabus explicitly expresses the intended purposes for each course. This 

Foundations course, keeping true to its purpose, has consistently focused on themes that 

are from behind the scenes in the classroom, or are one-stcp-removed from education. 

covering the how, why and whom, but not the what, of teaching. Clearly present in 

syllabi for this course, in various forms and manners of expression, are the following 

concepts: Educational Opportunity, Shaping Forces and Reform; Teaching and Content; 

and History and institutions. 

A review of the learning activities planned for each year of the course, and 

expressed in Appendix F. reveals differing levels of concern, areas of focus, and even 

words used to express concepts. It also allows us to take note of trends, and allows 

influence to emerge into view. Educational Opportunity as a consistent theme relates to 

who gets education or who has a specific experience in education. 1 name three concepts 
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that cach contains several related ideas from syllabi: The conccpt, "Shaping Forces and 

Reform", expresses professors" views of whom or what influences local education, and 

are an explicit acknowledgement of actors and forces that influence curricula. Concepts 

related to "Teaching and Content"" express ideas about why to teach this content this way. 

One final set of concepts. History and Institutions, address how education is organized. 

Drawn from syllabi, several emerging themes demonstrate that faculty members 

draw extensively from the environment of local schools in designing teacher preparation 

courses. State laws became explicit in 1999, and appear to supplant concepts related to 

school reform that were present in the early 1990s and absent in the late 199()'s. 

Similarly, general concepts from syllabi in the early 1990's became more specific and 

discrete in the late 1990's, for example, "Societal influence on students and schooling" in 

1990 became "Socio-economic and political forces that situate educational reform" in 

1999. Language related to school reform and societal influence were also central 

purposes of this course each year from 1990 onward. In addition, concepts related to 

History and Institutions, appear in all syllabi from 1990 forward. These observations 

suggest that professors have been sensitive to socio-cultural and political-economic 

movements each year of the study from 1990 through until 1999. 

As part of my analysis of the syllabi for this course, I examined the titles and 

authors of textbooks used. I found a massive variety of books used, and no patterns 

appear. Faculty creating new courses would reasonably draw from an evolving collection 

of potential sources. The Foundations course could also be viewed as a survey of 

literature about educational practice, a sort of general education for the field of teaching. 



94 

which potentially draws from eclectic sources. This small sample of syllabi used from 

1990-2000, show that the course was taught by a wide variety of teachers, within the 

College of Education overall, with differing approaches, skills, ideology, and training. 

Perhaps faculty members teaching this course have wrestled with how to make this 

course useful for students who are interested in the practice of teaching. 

Core Methods Course 

After completion of common courses, students in the elementary teacher 

education major completed several methods courses designed to provide them the 

methods, and the content, practical knowledge and skills, to teach elementary school 

courses. The methods courses include the following: Language Arts and 

Communication, Reading and Decoding, Science and Health. Mathematics in a 

Technological Age, and Social Studies in a Multicultural Society. According to the on­

line and paper versions of the General Catalog for the University of Arizona, the 

descriptions of these courses remained consistent from 1991 until 2000'"^. 

About the core major courses, one senior professor states: "The five methods 

content courses have been here all 25 years that 1 have been here" (INTSE-3 2001), thus 

EDUC 305 Teaching  Elementary  School  Mathemat ics  in  a  Technological  Age  (1991 -

2000), or its predecessor. Teaching Mathematics in Elementaiy School (-1991), have a 

long history in the Elementary Teacher Education program. I have collected syllabi from 

this course for the following years (# of syllabi in parentheses); 1990 (2), 1991 (1), 1996 

Before 1991. methods course descriptions were remarkably similar to post-1991, with 
slight changes in title, e.g. the major changes included the addition of technology to the 
Math course, and Multiculturalism to the Social Science course. 
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(2) 1999 (3) and 2000 (1). For each year during which I collected syllabi, I note that 1 

have analyzed only a sample of the full collection of syllabi used. If I were to analyze a 

full collection of syllabi, a more complete understanding of course change may possibly 

result, though such a complete set is not available, and the syllabi present are adequate to 

note the addition of stakeholder influence in the course contents themselves. 

When analyzing these texts my objectives were the following, to identify: 1) 

trends in change, 2) evidence of influence, 3) changes that could correspond to influence 

from actors or forces, or concepts, or 4) new practices that can indicate connection to a 

network of actor and forces. I have noted the purposes of the course expressed in each 

syllabus, the textbooks and materials used, as well as the activities chosen for student 

learning. I present text extracts from my analysis of these syllabi in Appendix F. 

Unlike EDUC 350. evidence from 1990 forward for EDUC 305 shows that a tight 

model has been used in creating succeeding syllabi~"\ Reading materials for the course 

supports the thesis that teaching faculty used a tight model in succeeding years of 

creating this course. From 1990, 1993, 1996 and 1999, teaching faculty used Elementary 

School Mathematics: Teaching Developmentally, published respectively in 1990. 1991, 

1994, and 1998. in New York by Longman, as the course textbook. Originally, in 1990, 

1993, 1996, and 1999, teaching faculty used an additional text. Collection of Math 

Lessons (for Grades 1-3 & 3-6 & 6-8) published in 1987, 1988, 1990 by Cuisenaire 

Company of America, to provide students with pre-established lesson-plans. 

All syllabi are from, or are strongly influenced by one faculty member. 
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A common approach is evident in the syllabi that I analyzed, even though several 

different instructors were involved in their creation. Each syllabus, except for one (1990) 

explicitly expresses the intended purposes for each course. Starting in 1990, a core set of 

the same course purposes is evident in every syllabus until 2001. Clearly present in each 

syllabus, in very similar, almost identical, forms and manners of expression, is the 

collection of concepts below. 

However, starting in a second 1999 syllabus from the same course, and continuing 

in the 2001 syllabi, even though the content is not dramatically changed, the influence of 

stale regulations is explicit. The following is an exact excerpt from the 1999 syllabus, 

except I have underlined text "like this" that is from the 1990 syllabus. Note that the 

teaching faculty member simply added the 1999 text to the pre-existing 1990 text in the 

syllabi themselves. 

The course student will: 

Have a positive and professional attitude toward teaching 
math; 

Know the organization and content of the elementary 
school math curriculum (AZ State R7-2-602. standard 7. 
Mathematics Academics Standards 1-6. Levels R. F. & E): 

Be able to select and use appropriate materials: technology, 
manipulatives, semi-concrete models, textbooks; and other 
materials for helping k-8 students develop meaningful 
mathematical concepts, related procedures, problem 
solving and estimation strategies listed in Arizona 
M a t h e m a t i c s  A c a d e m i c s  S t a n d a r d s  f o r  g r a d e s  K - 8  ( A Z  
State R7-2-602. Standard 8. Mathematics Academics 
Standards 1-6. Levels R. F. & E); 

Know a range of instruction strategies; such as cooperative 
learning groups, demonstration and discussions in large and 
small groups and learning center activities that facilitate the 
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learning of mathematics (AZ State R7-2-602. Standard 1 & 

Incorporate all forms of communication; literature, reading, 
writing, oral when teaching the Arizona Mathematics 
Academics Standard for K-8 mathematics (AZ State R7-2-
602 Standard 1,2. & 8): 

Understand K-8 student's development of mathematical 
knowledge that is listed in the Arizona mathematics 
Academic Standard for K-8 (AZ State R7-2-602 Standard 
1. & 8, Academic standards levels R, F, & E): 

Reflect critically about the leaching of mathematics 
including their own teaching ( AZ State R7-2-602 Standard 

Select and develop mathematics assessments appropriate 
for use with K-8 students (AZ State R7-2-602 Standard 4): 

Implement knowledge and teaching skills from the course 
in teaching mathematics to K-8 students (AZ State R7-2-
602 Standard 1,3.8). 

This change is a reliance on state standards, instead of those of professional 

practice for Mathematics professors, to demonstrate to students the purpose of the 

learning. The state source of influence that caused this change is evident in public 

documents. In 1999, The Arizona Stale Standards for Mathematics and Standards 2000 -

Principles and Standards for School Mathematics (Available from the National Council 

of Teachcrs of Mathematics) became the criterion to meet. The following is an excerpt 

from 1999 and 2000 syllabi that express the purpose for using these standards: 

These arc professional references every teacher of 
mathematics must read, understand and apply. They are 
essential to your professional library. State curriculum 
frameworks are built around these documents. Assessment 
methods and requirements are changing to fit these 
Standards and your teaching will be evaluated based on 
these standards 
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The content of this methods course has consistently evolved sincc 1990. It is 

important to note that the core objectives or purposes of this course have been re-adopted, 

in each new syllabus, and at no point was any element of the purposes overturned or 

rejected. Instead, while standards have always existed, the content of those standards was 

changed only slightly by the imposition of corresponding rules from the state leveP^. 

Implementing laws to influence the content of academic coursework seems like the use of 

a powerful mechanism for such a simple change, pointing to the contested nature of 

curriculum alteration. 

Overall, the themes drawn from these two courscs. illustrate the degree to which 

curriculum constructing faculty obtain ideas and purpose from the community in which 

their students will become employed. An important concept to note is the appearance and 

timing of state law issues in education. Syllabi in the early 1990's write of Reform, in 

1996 legal issues in education appear, and by 1999, laws related to teaching and schools 

became explicit in some courses, with legal code inserted immediately adjacent to course 

purposes. In one course, legal issues are within a broader concept of socio-economic and 

political forces, and various geographic levels. In this single track, the evolution from 

societal influence alone to the addition of specific statutory- requirements could indicate a 

developing sophistication in understanding of the various stakeholders that influence 

preparation of teachers, and an awareness of a broadening range of stakeholders, or the 

introduction of purposeful influence from state level factors and stakeholders. In addition, 

themes pulled from syllabi illustrate trends in educational thinking; for example, syllabi 

Who influenced the state is beyond the scope of this investigation, and a valuable topic 
for further research. 
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from the early 1990's expressed general concepts and became more specific and discrete 

in the late 1990's. Again, this interpretation is limited slightly by the unavailability of a 

complete set of syllabi. 

EDUCATION. AUTONOMOUS UNIVERSITY OF NUEVO LEON 

The education curriculum provides evidence that influence emanates from the 

local employment market for recent graduates, the American system of education, an 

increasing concern for student success in finding jobs in the evolving economy, and a 

desire to teach the development of practical skills that students can apply in the cconomy. 

Add paragraph: some cases teaching faculty were heavily involved in the 

alterations, and in other cases teaching faculty were less involved in alteration processes. 

Curriculum 

According to interviews with faculty members, and analysis of curriculum 

creation documents, the Education Faculty began a major revision of the curriculum in 

1990, 16 years after the adoption of the previous curriculum. Significant changes are 

evident with the introduction of a general studies curriculum at the institutional level, 

restructuring of the topical framework used to guide curriculum content, and the content 

of courses themselves. General studies, a uniquely American approach, is not part of the 

Mexican tradition (Lorey 1993), and its addition illustrates a tension to find a way to add 

internationally relevant material to the curriculum. Changes wrought by the education 

faculty in the topical framework from 1986 to 1990, indicate response to an ideological 

tension. Concern shifted from a pre-1986 theoretical and Marxian based ideology 

focusing on history, to a post-1990 focus on market oriented ideology and professional 
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development, as well as "practical" concerns, such as the employ ability of graduates. 

Between each whole-scale re-stmcturing, the Autonomous University of Nuevo Leon's 

cases held a stable curriculum with no changes through the addition or deletion of single 

courses. 

Topical Framework Content 

The professional major was completely re-written in 1984, with a select group of 

course titles from pre-1984 that survived as elements of courses in the 2000 curriculum. 

With a common curriculum in which all students take all of the same classes (generally at 

the same time), all courses appear suitable candidates for curriculum analysis. However, 

the Teacher Education department curriculum committee"" uses a topical framework, 

lines of courses based on subject, to bring coherence and integration to content sequence 

in all courses. Thus, the framework emerges as an informative form of data. Curriculum 

committee members write course syllabi that correspond exactly to this framework, and 

provide them to professors for classroom use. 

The education curriculum from 1990 until 2000 provided preparation in both 

traditional institution based schooling, and an alternative, non-formal education. A 

significant change in the curriculum was the switch from the 1990 focus on formal and 

non-formal education programs, and an emphasis on history and psychology, to the 2000 

focus on preparation for alternative education settings, and content for administration of 

education, community education, or business training. Clearly present in the syllabi for 

Composed of faculty and students using data from other interested parties (Survey 
respondents: all faculty, students, alumni employers, and local school district 
representatives). 
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this course, in very consistent forms and manners of expression, are the following 

concepts: History, Current Issues, Psychological Theory, Social Theory, Single Change 

Elements. Educational Research, Administration, and Design. 

The titles and contents of the framework show evolution from theoretical -

instrumental content lines and specialization lines (called "formal or non-formal" 

education) in the 1984 academic program, to four simple concentration lines in the 2000 

academic program. Foundation lines in the 1984 curriculum included Socio-Historical 

and Philosophical // Socio-Historica Y Filosofica; and Educational Psychology and 

Teaching // Psicopedagogica Y Didatica. Accent lines in 1984 included Formal Education 

Systems // Sistcma Educativo Formal; and Non-Fonnal Education // Educacion No 

Formal. By 2000 the Education Department altered the coherence and manipulated the 

integration of the professional major. The Accent Line was dropped in favor of four 

concentration lines that encompassed all professional content coursework in a set 

sequence. The sequence lines included: Philosophical-Anthropological, Socio-Historical, 

Psychology, Teaching and Curriculum, Practical Education and Research. 

Why was the formal versus non-formal system replaced with the concentration 

lines? "El mercado laboral. El perfil del egresado. los empresarios ven la necesidad de 

tener una capacitacion mas formal para los empleados que contrata // The labor market. 

The profile of the graduates, the employers know it is necessary to have graduates 

formally trained for the work they will encounter" (INTMP l). This faculty voice 

represents what most faculty members stated, in similar terms. 
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In addition, the number of courses in 1984 with a focus on the history of 

education in Mcxico were reduced, and supplemented in 2000 with more current-issues 

courses. The number of courses covering some form of psychological theory was 

dramatically reduced, and their content was replaced with more courses on social theory 

and education. Educational research was completely new in 2000, and educational design 

courses were more numerous. 

SUMMARY: OUTCOMES OF INFLUENCE 

The data in this chapter indicate that the official and formal curriculum formation 

story presented in Chapter 4 is incomplete. Changes to curricula and course content have 

resulted from a range of Actors and Forces from outside of the institution, in addition to 

professors and other actors from within the institution. While the maintenance and 

alteration of curricula is subject to various opinions and approaches, the outcome of such 

influence might be characterized as smooth evolution, such as in Finance in America, 

contested and discrete movements as in Education in America, or wholesale re-writing as 

at both departments in Mexico. 

In the case of the finance department at Arizona, the faculty began offering a core 

of finance specific courses, in place of relying on faculty in other departments, such as 

business administration, or economics. Connections were strengthened to other Finance 

Departments across the country, and relationships were built with alumni employers. I 

observed sensitivity to new banking regulations, and course change to study newly 

available financial tools used by practitioners. 
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Mechanisms and processes at the Business School of the Autonomous University 

of Nuevo Leon, produced two new curricula in the 1990's, each with new course 

sequences, and revised content. Significant changes include an international and 

standardized United States of America focus in the 1995 program, converted to a strong 

local Mexican business-needs focus in the 2000 program. 

In education at the University of Arizona, changes in core course contents, and in 

elective concentration requirements, have resulted from teaching standards imposed by 

the state, collaboration with local school district curriculum experts, and a College 

committee of local school district teachers, local citizens, and university professors. State 

laws, regulations, and guidelines, as well as other local community input, are determining 

factors in the content this curriculum 

In education at the Autonomous University of Nuevo Leon, the ability of students 

to make a contribution to society and the economy appears as the driving influence in 

curricular decisions. Factors that emerged as influential include the local education 

alumni employment market, the American system of education, and providing students 

with practical skills that they can apply in the economy and find employment. 
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CHAPTER 6: ANALYSIS OF THE ACTORS AND FORCES 

OVERVIEW 

Faculty control is a simple answer for the complex reality of curriculum change 

that I observed in the previous chapter. The connections between actors and forces, their 

associated mechanisms of influence, and the curricula reveal the complex story of how 

formation, or re-formation, occurs in professional education curricula. The categories 

below, for analyzing the actors and forces, have emerged from the data that 1 collected 

for the years 1990 to 2000 in all four departments at both institutions. 

ACTORS AND FORCES: ANALYTIC CATEGORIES 

Actors and Forces are common sources of influence among all four departments, 

even across the national boundary. These sources fall easily into categories that are 

suitable for analysis, and complement the official and formal actors in curriculum 

formation presented in chapter five. I will use these analytic categories through this 

section. 

1. Actors in the profession associated with the curriculum: college professors or 
administrators who teach in this field, professionals who work in the field, 
managers of programs or services in the field. 

2. Government and political actors and forces: people employed in local, state or 
federal governmental, and policies, regulations, or people who directly wield 
government forces, such as government administrators or managers who interact 
with university representatives. 

3. The economy and market movements and forces: labor market, employment rate, 
and alumni employers (corporations, schools, educational services 
organizations)'^. 

An additional category for future research, "Socio-cultural movements and actors", 
would include students, parents, or community members (voters) who have influence, 
including their ethnic group, social class, or gender, non-governmental organizations, 
student activists, etc. 
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UNIVERSITY OF ARIZONA 

PRE-1990 

Curriculum alteration and change is ongoing, though with periods of more, or 

less, activity. Before 1990, in the words of Levinson and Sutton, people in each academic 

departments appropriated (obtained, interpreted and applied) an academic ethos 

(Levinson, 2001). Geiger observed that across the United States, starting in the 1980's, 

factors in demographics, economics, and politics, altered the operating environment for 

public higher education (Geiger, 1995). From what Geiger describes as a marginal 

institution in the early 1970's, the University of Arizona transformed itself to rank with 

the top national performers of academic research by the end of the 1980's. 

Annual reports from the institutional president reveal his efforts to spread the 

academic ethos across the institution, including into the professional schools of Education 

and Business (American Institution 1980; American Institution 1981; American 

Institution 1983; American Institution 1984; American Institution 1985; American 

Institution 1986; American Institution 1988). One professor concurred, stating that efforts 

made by the University of Arizona to enter a new athletic league contributed to a shift in 

attitude at the University of Arizona, "Just before 1980 the University of Arizona moved 

to an upgraded athletic league. As a consequence, as an overall public university we are 

highly rated, with much more emphasis on research, and we are more ambitious with 

regard to national rankings and status" (INTSF-5 2001). This professor speaks about a 

consciousness as a national institution that spread within the Business School and the 

University in general, coincident with the president's efforts to increase the academic 

ethos. 
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Faculty in the Finance Department of the University of Arizona also noted a shift 

toward a research ethos during the 1980's. The shift is first evident in majors available 

through the department. During the 1970's, the department was responsible to deliver 

Finance. Insurance, and Real Estate course work for students. In 1977 insurance was 

removed as an professional major (American Institution 1975-76. 1976-77; American 

Institution 1977-78, 1978-79; American Institution 1983-84, 1984-85; American 

Institution 1985-86 & 1986-87; American Institution 1989-90, 1990-91; American 

Institution 1991 -92 & 1992-93). The last semester of the Real Estate portion of the 

department's major was spring 1994. Faculty members explained that the Real Estate 

portion of the Finance and Real Estate Major had become "a purely applied area" 

(INTSF-l 2001; lNTSF-2 2001), and thus was ripe for removal in 1994 when budget cuts 

were needed. In retrospect, the academic department itself moved to eliminate the units 

29 of applied studies, and thus the less-academic units . Real estate course work, though not 

a major, is still offered because some graduates of the business school establish 

businesses in real estate in this part of Arizona (INTSF-5 2001). 

A shift in the culture of the Finance department is evident in cohorts of new 

faculty hires. "By the mid-1980's we hired doctoral students from top flight schools and 

that was the time that the college came into a serious research culture (INTSF-l 2001; 

INTSF-2 2001). Because of the shift toward a research ethos, the culture of the finance 

department changed, for example, "to get tenure you must be a scholar in your field, and 

Across America, there are several Doctor of philosophy programs in Finance as an area 
of research. I am unable to locate a single doctor of philosophy program in Real Estate. 
There are however, several professional (non-research oriented) graduate Master degree 
programs in Real Estate. 
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this changed faculty value systems, and attitudes toward teaching" ( INTSF-5 2001. line 

1094). 

According to the University of Arizona President's reports, beginning in 1983 the 

College of Education's purposes, curricula and organization, were subject to an internal 

and external review, the purpose of which was to "structure and position the College so it 

can join the ranks of the nation's colleges of education" (American Institution 1984). 

Following the research program of the institutional president, the dean of the College of 

Education (1985) signaled a shift in the college "to help make the University of Arizona 

the flagship research institution in Arizona" (INTSE-10 2001. line 135). The dean came 

in with the mandate that he would make significant changes and initiated a professional 

curriculum revision process that resulted in a new professional curriculum in 1989 

(INTSE-IO 2001, lines 2-11). 

Several faculty members spoke about a research cohort of faculty that arrived in 

the mid-1980s. These new faculty members were connected to a national network of 

people who did research on teaching, specifically classroom research (lNTSE-12 2001). 

The environment in the college became intellectually different, focused on national 

concems, and the pain of change was obvious. As one respondent put it "During the 

period 1985-1992 national leaders were all coming to the University of Arizona. It was a 

very exciting time. There was discomfort for some of those who had been here longer 

(lNTSE-10 2001). 

Faculty also observed major changes in the Elementary Teacher Education 

program at the University of Arizona with the installation of the 1989 curriculum. One 



108 

respondent reveals "The whole professional sequences underwent a complete revision 

after I arrived and structurally and substantively everything was completely different than 

now" ( lNTSE-6 2001, lines 76 and 91). As I review the 1985 and the 1990 curricula 1 see 

the addition of three core courses in which all education students enroll, and substantially 

different course sequences. 

The appropriation of an academic ethos by the faculty appears to be the most 

significant change in the academic culture at the University of Arizona in the 1970's and 

1980's. The Actors and Forces (Actors in the profession, government and political actors 

and forces, the economy and market movements and forces) that appear in the data from 

1990-2000. is similarly useful for this pre-1990 period. In this case. Actors in the 

Profession, that is professors, appear to be the source of this change. In support of work 

by Geiger (1995), it appears that with a tight labor market for Professors the University of 

Arizona, a teaching focused institution up till that point, hired new faculty members from 

research oriented graduate schools, who then introduced changes to the curriculum. In 

sum, changes in the academic ethos between 1970 and 1990 set the context and 

background for changes that would occur between 1990 and 2000. 

FINANCE 1990-2000 

In the Finance Department of the University of Arizona, the professional 

curriculum has evolved to accommodate Actors in the Profession, Goveniment and 

Political Actors and Forces, and the Economy and Market Movements and Forces. 

Specifically, informal but effective national standards for finance education, and Federal 

Finance and Banking Regulations, are both significant sources of influence. 
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Actors in the Profession 

1990 Actors in the Profession 

Through several years Finance faculty members, who were aware of curricula at 

similar institutions across America, were concerned for the content of the Finance 

curricula. A faculty member states, "I was aware that our major looked a lot like 

everybody else's, other public universities" (INTSF-5 2001). When asked about any 

specific changes, 

"In the late 1990's we decided to add an undergraduate 
course in derivatives, that is hedging devices, options and 
futures. The impetus came from a younger faculty member 
whose peer institutions were now covering this material. I 
think the way one of them put it 'When I am asked how we 
cover this material I am a little embarrassed to say we just 
don't'. We added course FIN XXX" (INTSF-5 2001). 

1998 Actors in the Profession 

In the spring 1998, the new department chair completed a survey of the major 

Business School Finance departments from across the US: "to ascertain the structure of 

their Finance majors" (Department of Finance 2001). In all, the chairperson distributed, 

75 surveys nationwide, and the Finance Departments of 34 institutions replied to the 

survey. The survey sought information relevant to graduate and undergraduate education; 

the size of the program by number of majors; the academic qualification status of 

teaching faculty; and courses offered and required in the program, including number of 

sections and enrollment size. Several elements brought information that enabled the 

Finance Department to assess its own program, resources, and approaches to educating 

Finance students within the context of Finance Education across the country. 
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The chairperson says the application of the results from this sui*vey led to 

synchronization of the Finance curriculum to paradigms of knowledge that are consistent 

across the country. The new director is confident that the department and major at the 

University of Arizona are comparable, in several respects, to other financc programs 

across the country; Like other institutions, the enrollment in the Finance department at 

the University of Arizona is of large size, compared to other professional majors. Like 

much of the country, a smaller faculty offers fewer electives, and its courses are focused 

on producing graduates that are comparable to other graduates across country (INTSF-4 

2001). "Virtually all institutions that responded to the survey - including peer and 

aspirational peer institutions - have a structure that is identical to our post-1998 structure. 

A difference is that some institutions have more requirements and/or an additional 

required Finance course" (Department of Finance 2001). 

2001 Actors in the Profession 

During this interview, 1 noted that the faculty of the Finance Department has been 

in transition with the arrival and departure of individuals over the years, and 1 asked how 

this could have influenced the content of courses. The chair replied, "Not at all, the 

paradigms are consistent across the country. We hire people from different schools, but 

each fits right in, and knows exactly what we do" (lNTSF-4 2001). The survey of the 

major Business School Finance departments, an interview with a new University of 

Arizona faculty member trained at a different institution (INTSF-7), and my analysis of 

syllabi that the reader can find in chapter five, all support the chairperson's assertion of 

consistent paradigms of knowledge in Finance curricula across the nation. 
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Government and Political Actors and Forces 

1999 Government and Political Actors and Forces 

American Federal Finance and Banking Regulations 

During the late 1990's, the United States federal government dramatically 

changed the regulation of the financial services industry. The Banking Act of 1933, better 

known as the Glass-Steagall Act ( enacted during the Great Depression) implemented 

various laws affecting the financial services industry. It, along with the Bank Holding 

Company Act of 1956 (BHCA) acted to prevent banks from engaging in certain 

securities, insurance and commercial (i.e., non-financial) activities (Mitchell 1999 & 

2000). The Gramm-Leach-Bliley Financial Services Modernization Act. that became law 

on November 12, 1999. disassembled the barriers that Glass-Steagall and BHCA used to 

separate banking, securities, and insurance industries (Mitchell 1999). A faculty member 

who is central to deciding upon the banking course content said that this Act completely 

changed "the paradigm of what we teach" (INTSF 3). Faculty members in the Finance 

Department of the University of Arizona, were aware of changes in regulations, and 

responded by changing banking course content. 

The Economv and Market Movements and Forces 

2000 Internship Sponsor E.xit Interview Survey 

Since approximately 1985, the Finance department has been developing an 

internship program that places senior level students into a business enterprise for a 

semester. The program became more formal over the years, until 1990 it began to run 

year round, with 20-40 students each semester, have explicit requirements in a syllabus, 

and could substitute for coursework (College of Business at the University of Arizona 
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2000). This program has a survey that is a mechanism for faculty to obtain "feedback 

from internship sponsors concerning student interns, the internship program, and the 

finance curriculum for internal assessment purposes" (College of Business at the 

University of Arizona 2000). The coordinating faculty member stated "I wanted an 

external evaluation by people in industry to provide this feedback to college 

administration" (1NTSF_3). Questions posed in the Internship Sponsor survey include; 

• What suggestions do you have for the improvement of the program? 
• Based on your experience with this student intern, what skills did the intern 

possess prior to the internship? 
• What skills were deficient? 
• Do you believe the appropriate place to address/correct these deficiencies is in 

the classroom? 
• What skills did the intern obtain during the internship? (College of Business at 

the University of Arizona, 2000) 

EDUCATION 1990-2000 

Actors in the Profession 

In 1998 Clinical Assistant Professors, experienced Master's Degree level teachers 

from local school districts, were brought into the curriculum "to merge the College's 

preparation of teachcrs with local school districts' induction curricula for first- and 

second-year teachers" (College of Education 1999). These Clinical Assistant Professors, 

several individuals, teach elementary education students part-time in the education 

department, and work part-time in various local school districts, thus providing a strong 

connection to the local industry in which students will work: local school districts. 
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Government and Political Actors and Forces 

1990 Political and Government Movement 

In the mid-1990's, the local and state political environment began to try to 

influence teacher education at the institution. Previously, institutional oversight was 

adequate for approval of most changes in academic programs, and a state-level Board of 

Trustees oversaw major changes, such as the introduction of a new major. 

Statements from several faculty members reflected this trend with similar 

observations. Several gave examples of increased attention and control, during the early 

1990s, from government and political actors and forces: Standards, testing of students 

and teachers, review and regulation by legislative members, and greater interest from 

school districts (INTSE-1, 2,3,4,6,7,10,12). One faculty member states: "the public is 

very interested in the college of education. It belongs to the public, more so than other 

colleges. People own the college of education and have something to say about it" 

(INTSE-ll). 

The publications office of the College of Education, and its products, did change 

dramatically. For example, this office has published a periodical newsletter, for those 

closely associated with the college, since the 1980's. In the mid-1990's the newsletter 

became a much more public document, used by the college to keep its constituency 

informed, and the nature of the newsletter changed to match it purpose. 

An experienced educator in the College of Education described the movement of 

influence this way... 

In the past, we did not have to pay a lot of attention because 
our role was different. We were not allowed to lobby. We 
could provide information to the legislature, governors 
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office, the community, but normally within an acadcmic 
environment, our audience was a little different. Usually 
our audiences are national organizations, and journals that 
wc write in. The circle was very small. Over the last 5 
years, we had to expand this circle and do things that we 
had not done before. We visited legislators, the governor's 
office, the federal government is on our mailing list, we 
shored up our entire public relations and communications 
effort. In the past we didn't do it, we needed to (INTSE-4 
2001). 

Researchers have observed these forms of changes in colleges of education, and 

specifically teacher education programs, across the United States. Writing from 

Massachusetts in late 2002,1 note almost weekly newspaper reports about the 

controversy over the application of a statewide multiple-choice exam to test student 

competencies as a way to examine teacher skills and comment upon their preparation. 

The Economy and Market Movements and Forces 

In July 1999, the college Dean installed a Professional Preparation Board (PPB). 

The announced role of the PPB was to build stronger links between curriculum creation, 

faculty in other colleges, and local school district representatives (American Institution 

2001). In 2000, the College Curriculum committee, at the request of the PPB. removed a 

physical education requirement for teacher education students and in 2001 added to the 

curriculum a course on testing and assessment. With the installation of the PPB. the 

college Dean forcefully shifted the Actors and Forces to include local level employers: 

school districts. This curriculum had no significant changes since 1990 (INTSE 10), then 

the PPB became a new and powerful player, powerful enough to implement reform in a 

previously stable curriculum. Minutes from the first meeting of the group describe 

Membership on the PPB: 
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Representatives from colleges at the University of Arizona 
involved in teacher education, seven school districts, each 
College of Education department, independent schools, 
rural schools, a graduate student, and a Local Community 
College comprise the Board. Ex-officio members are the 
Dean, Assistant Dean, and Academic Program Coordinator. 
and a representative from the communications staff will 
attend to fulfill public relations efforts related to the Board. 

By early 2001, the PPB was described in public relations documents as "the 

collaboration of southern Arizona educators with oversight for University of Arizona 

teacher preparation programs" (American Institution 1999-2001). 

In sum, the Dean, in making such a move, observed pressures, pressures that 

Faculty members also spoke of at length, from actors and forces in government and 

politics, local actors, and the economy and market. Actors included: local, state or federal 

governmental actors; people who directly wield government forces; government 

administrators or managers who interact with university representatives; as well as 

students, parents, and other community members. Forces included; policies, regulations, 

the labor market, and employment rate, alumni employers (schools, educational services 

organizations), as well as Non-governmental organizations. 

AUTONOMOUS UNIVERSITY OF NUEVO LEON 

As noted in chapter 4 "Formal Processes," the Official UANL process for 

curriculum alteration requires input from a wide range of Actors and Forces. 

Nevertheless, the question remains: which specific elements did influence each 

curriculum, during each round of reformation? Moreover, what degree of influence did 

each Actor or Force possess? 
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PRE-1990 

Before 1990, the most influential element is the Economy and Market movements 

and forces. Otherwise, evidence of influence from so long ago is sparse, from actors or 

forces in either the Finance or the Education departments. 

Pre-1990 The Economy and Market movements and forces 

The economy of Mcxico, in particular forces such as employment and 

compensation for university professors, exerted tremendous influence over the academic 

curricula in both departments at the Autonomous University of Nuevo Leon. What 

happened in Mexico that had such a dramatic effect? In 1982, there was an economic 

crisis including a huge devaluation of the peso, a change in national president, 

nationalization of the banking system (Russell 1992 ), and a shift of capital out of Mexico. 

The Mexican federal government reduced public spending, including the reduction of 

government worker (professor) salaries, and began to structurally remove the protective 

policies in agricultural, industrial and service industries (Gutierrez Garza 1999). David 

Moreno was present during national congressional deliberations of this dramatic moment, 

a materia] witness. He was also an urban guerrilla turned state university president at that 

time, and states: 

With the next president Miguel de la Madrid (1982-86) a 
shift in the economic and social policies of the Mexican 
government was begun, and economic neoliberalism got a 
strong and growing influence in the national policies and 
discourse, along with strict austerity measures in social 
spending and unionized labor activities. This shift also led 
to a growing opening of the country to foreign investment. 
commerce, and to privileging the export sector of the 
economy. The sale of state enterprises, shrinking of the 
state and its social responsibilities, specifically as "Rector 
of the economy", and privatization, in sum, all got a big 
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momentum after the economic crisis of 1982 (D. Moreno, 
personal communication. 25 July, 2001). 

Pre-1990 Finance 

One very senior faculty member notes that he and two other "Old Guard" faculty 

members, still teaching in 2001, were present for the curriculum reformation process of 

1983. When asked "Who participated in the processes of program creation" one Senior 

faculty member stated "We followed a formal methodology, we consulted with 

employers, businesses, graduates, we all participated actively in creating the programs, 

all of the professors participated in the creation // Si siguio una metodologia mas formal, 

se consulto a otros usuarios, empresas, alumnos, participamos vivamente nosotros en la 

confeccion de los temarios nosotros los profesores todos participamos en la confeccion" 

(lNTMF-2 2001). This voice suggests that the College created even the 1985 professional 

major with the support of the entire academic community. Statements from the other two 

faculty members present during those processes agreed (lNTMF-4, lNTMF-5). No 

documents showing the data collecting process were available. 

Pre-1990 Education 

According to an institutional document, the College began planning for the 1984 

professional major in 1981, and implemented the model itself in the spring semester 

1984. A senior faculty member states, in 1984; We did a survey of students, graduates, 

professors, collected, and processed all of the results, and they became the Academic 

Plans of Study for 1985. H Se hizo un cuestionario para los alumnos, egresados y 

maestros, tod a esa informacion se capturo. se proceso y dio como resultado el Plan de 

Estudios 1985 (INTMP-1 2001). 
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There are two themes that appear consistently throughout the institutional 

document "Licenciaturas: Modelo 1984/Bachelors Degrees 1984", a document descended 

from the Academic Plans of Study for 1985 (Facultad de las Humanidades 1998). First, 

"the academic and educational function of our institution cannot be separated from its 

social obligations // la funcic'm academica y educativa de nuestra Institucicm es una 

actividad que no puede ser disociada de la funcion social" (9). Second, "the economic 

crisis of the country // La crisis economica del pais" (9) is the critical motivation to 

change the professional curricula. 

FINANCE 1990-2000 

Actors in the Profession 

1995: American Actors in the Profession 

One faculty member explains how faculty members from a collection of 

American institutions became involved in the creation of the 1995 finance curriculum: 

"We presented a draft curriculum to a consortium of border higher education institutions, 

TIEC (the Texas International Education Consortium). This was a group of 18 or 19 

professors from different business schools in Texas, from 10 or 11 different universities. 

// Ese diseno que sacamos nosotros lo presentamos, buscamos a una empresa 

norteamericana, TIEC (Texas International Education Consortium), con los que cntramos 

en contacto y este es un grupo, por parte de TIEC participaban como unos 18, 19 

maestros de escuelas de negocios de diferentes universidades del sistema educativo 

superior de Texas, de 10 u 11 universidades diferentes.. 

We asked their opinion, and they analyzed the design and told us their recommendations, 

some of which we implemented, some that we did not. //El diseno cual fue presentado a 
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TIEC, nosotros pedimos su opinion y ellos analizaron el diseno y nos dieron sus 

recomendaciones, algunas las tomamos en cuenta y otras no nos parecieron adecuadas 

para poncrlas en practica en nuestra institucion (lNTMF-6 2001). 

1997: Actors in the Profession 

A new Dean of the College of Business assumed control in 1997. In the 

introduction to the document. Professional Curricula 2000 //Planes de Estudio 2000, the 

Dean invokes community pressure to justify his decision to begin a change in the 

professional major; "Since 1997. when I assumed the direction of this college. Faculty 

and students have impressed upon me the need to revise the curricula and programs of 

study in the majors that we offer in our college" // Desde 1997 al realizar mi campana 

para la direccion de esta Facultad me externaron alumnos y profesores la necesidad de 

revisar los planes y programas de estudio de las carreras que se imparten en nuestra 

institucion. 

During an interv iew, the Dean of the College also stated his reasons for initiating 

a curriculum revision; When I arrived, I saw that the curriculum had a focus that was 

inadequate. Since it had been implemented, there were three or four years of strong forces 

from globalization. Therefore, the new curriculum gave a different focus, and gave a 

focus to each concentration, accounting, business administration, or Management 

Information Systems. Basically, this was the motivation. And on the other hand, the 

university now has a regulation that at a minimum each 5 years the curricula will be 

revised, it could be after two or three years. // Cuando yo llego aqui veo que el programa 

de estudios llevaba un enfoque que no era el mas adccuado porque de hecho hace tres. 
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cuatro anos, cuando llegamos. era cuando estaba de hecho muy fiierte el proceso de 

globalizacion. Entonces se le dio un enfoque diferente al plan de estudios, como plan de 

estudios o como programa y, ademas, se le dio un enfoque ya de primer ano ser contador. 

ser licenciado en administracion o ser licenciado en informatica. Basicamente ese fue el 

motivo. Ahora, por otro I ado, la universidad tiene como regla que cada 5 anos se revisa el 

plan de estudios, minimo, entonces puede ser a ios dos, a los tres. (INTMF_7). 

2000: Actors in the Profession 

Faculty members, who participated in the curriculum committee for 2000, 

registered various complaints about the 1995 curriculum as reasons to create the 2000 

curriculum. A statement from one faculty member summarizes the criticisms: The plan 

lost what we call the Institutional Profile, that you must have information about the 

students in general from many authors // Para nosotros se picrde lo que llamamos el peril 1 

universitario que debe de tener una informacion del alumno general de muchos autores 

(INTMF-3 2001). 

According to a Senior faculty member, who was also a member of the college 

level Curriculum Approval Committee, the 1995 curriculum was incomplete at the 

moment of approval; It had only a structure of course titles and no outline of course 

contents, when it was presented to the committee // el plan de estudios lo que nos 

presentan es simplemente un listado de materias (INTMF-2 2001 )^". According to the 

approval committee member, the committee was unable to reach a quorum to approve the 

It is customary in this college for the curriculum committee, composed of faculty, 
students and administrators, to specify course contents in full syllabi to provide to adjunct 
faculty. 
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curriculum, and the syllabi were written just before the start of the semester (INTMF-2 

2001). 

For the 2000 curriculum faculty members and documents indicate that curriculum 

committee members interviewed experts in higher education course content, and 

specialists in the majors of the Business College, from both national and international 

universities. // Entrevistas personales con expertos en materia de educacion superior y 

especialistas en las carrcras de nuestra Facultad, de universidades nacionales y del 

extranjero. (INTMF 1, (Facultad de las Negocios de la Universidad Autonoma dc Neuvo 

Leon 2000). 

Government and Political Actors and Forces 

1991 Finance: Government and Political actors and forces, 

As part of a national financial reorganization begun in 1989, privatization of 

banks was started in Mexico in 1991, and continental integration of financial services 

continued with the North American Free Trade Agreement in the mid-1990"s (Adams 

1998). According to senior faculty members, each of these changes in the Mexican 

financial services industry caused an adjustment in the finance curriculum and courses 

with the 1995 curriculum (INTMF 1). Since it was over 10 years from their creation, 1 

was unable to locate physical documents that corroborate the faculty story by explaining 

the processes that the faculty followed in creating the 1995 curriculum. 

2000 Finance: Government and Political actors and forces 

The curriculum guide for the Business College, in the year 2000, outlines the 

actual methods used by the curriculum planning committee to survey curricula at other 

institutions, as well as experts on higher education. 
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Study of the curricula and study programs of the principle 
universities of Mexico and of CENEVAL, plus specific 
reports from UNESCO about Higher Education in the 21®' 
Century, focused on those that contribute to the vision and 
development of higher education. // Recopilacion de planes 
y programas de estudio de las principales universidades de 
Mexico y el CENEVAL. ademas dc distintos informes 
editados por la UNESCO sobre la educacion para el siglo 
XXI, principalmente en lo que corresponde a la 
acentuacion de la vision y la accion de la educacion 
superiorCFacultad de las Negocios de la Universidad 
Autonoma de Nucvo Leon, 2000). 

The Economy and Market Movements and Forces 

1995 Finance: The Economy and Market movements and forces 

The Curriculum Creation Committee completed a study of the state of the 

Business school, the classes, and how graduates were faring in the job market. The 

chairperson of the committee describes the initial motivation he found to create the 1995 

professional major: The majority of graduates seek work in three areas, and the market 

cannot absorb them all. // La mayoria de los estudiantcs buscaban trabajar en tres 

actividades y el mcrcado no los podia absorber a todos (INTMF-6, 2001.) 

The Chairperson of the committee continued that the committee gathered data, to 

understand what students must learn and be able to do, by reaching into/surveying 200 

local businesses and College Faculty committees ( INTMF-6 2001). We asked local 

businesses: "What would you like the graduates of the Business School to do? What 

knowledge must the graduates have to do this professional service?" // "^Que quieres que 

hagan los egresados de una escuela de negocios? ^Que necesita saber un estudiante para 

saber hacer ese servicio profesional? (INTMF-6 2001). Another faculty member agrees 

that the College Dean and the Prov ost approved a survey of the institutional community 

(INTMF-4 2001). 
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2000 Finance: The Economy and Market Movement and Forces 

A team of Senior Business School faculty then began a substantial, two-year 

process of gathering information. They asked; Where do our graduates work? In what 

areas? Within Finance, where are the students headed? We did a study of all graduates, 

and this was one of many studies we did about where graduates go to work. // (.Adonde se 

cstan yendo mas nuestros estudiantes? ^Hacia que areas? ^A que areas se esta 

encaminando si a finanzas? Hicimos un estudio y tomamos todos los egrcsados eso fue 

uno de tantos estudios que se hicieron de los egresados a donde se fueron a trabajar 

(INTMF_1). 

EDUCATION 1990-2000 

The highest decision making body of the College of Humanities, established the 

standard for broad-based community participation in 1998, and set aside one academic 

year to "gather a widely supported and carefully understood consensus about the problem 

areas to be addressed, the proposed solutions, and the process for the integration of the 

new curricula // que se realizara un consenso mas amplio, participativo y cuidadoso sobre 

los acuerdos de los Colegios para la integracion de los nuevos planes de estudio" 

(Facultad de las Humanidades, 1999a. p. 9). 

According to interviews with nine of the 15 current faculty members, the Vice-

President for institutional Research, and curriculum redesign documents provided by 

them, committees of faculty and students developed each professional curriculum with 

broad community participation. One faculty member summarizes: "The process, for 

permanent Curricular Revision, involves updating the content and validity of the 
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program. This process takes about four years, approximately from 1996 to 2000, and 

involves the revision of the contents, survey's of graduates, survey's of employers, etc. // 

El procedimiento es la revision curricular, pemianentcmente existe la tarea de estar 

actualizando los contenidos y la vigencia de los planes. La renovacion del plan de 

estudios duro como cuatro anos, aproximadamente de 1996 a 2000, se hicieron revision 

de los contenidos, encuestas a los egresados, encuestas a los contratantes etc". (INTMP-l, 

2001). Indeed, the breadth of survey distribution encourages participation by actors in the 

profession, government and political actors and forces, as well as consciousness of the 

economy and market movements and forces. 

Actors in the Profession 

2000: Actors in the Profession 

A first stage of study began, in August 1994, when Evaluation and Curricular 

Redesign Workshops were organized, and peopled with faculty members and students, to 

assess the alumni profile, the curriculum, and the educational processes in the college. 

Indeed, interviews with faculty indicate that a majority of faculty members participated in 

the revision process; "la mayoria han participado" (INTMP-6, 2001) and "Los maestros 

que participaron en el rediseno del curso fueron los que daban clases" (INTMP-8, 2001). 

One faculty member, who had been a student in the program in 1994 indicated that she 

and other students also participated: "I was invited to participate in the restructuring of 

the new Academic Study Plans and some of my friends also participated // fui invitada a 

participar en la nueva reestructuracion del Plan de Estudios y algunos de mis companeros 

en este proceso" (INTMP-7, 2001). 
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2000; Actors in the Profession 

Practically all faculty members work half time in local school districts. This fact 

31 illustrates the potential for local school districts to influence faculty members . The fact 

that all faculty members at the Autonomous University of Nuevo Leon work in local 

school districts is a significant contrast to faculty members at the University of Arizona. 

And does suggest that in future research 1 will need to measure the various manners that 

local schools have influence in university teacher education curricula. 

2000; Actors in the Profession 

A committee of faculty members, the Curricular Redesign Team, examined and 

elaborated reports on the social function of the University; Epistemological, Ideological, 

and Axiological dimensions of professional majors; researched the content of similar 

curricula from across the nation, and as well, established general objectives for the new 

program (Facultad de las Humanidades 1999). 

The Economv and Market Movements and Forces 

1999; The Economy and Market Movements and Forces 

A motivating force for faculty members to undertake reworking the professional 

major can be summarized simply as lack of fit between the professional curriculum and 

its labor market. One faculty member states; "The task involves updating the content and 

validity of the program // la tarea de estar actualizando los contenidos y la vigencia de los 

planes" (INTMP-1 2001). The most important factors in initiating the change were the 

I am unable to make solid conclusions about this relationship, because I w as unable to 
ask some direct questions; What is the nature of the work that these faculty members 
perform for local school districts? And, how has that work experience in a local school 
influenced the curriculum related work of a faculty member? 
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labor market, the profile of graduates, and the employers that needed employees with 

more formal training than those already hired. // El mercado laboral. El perfil del 

egresado, los empresarios ven la necesidad de tener una capacitacion mas formal para los 

empleados que contrata (INTMP-1 2001). The previous curriculum was approximately 

16 years old. while the United Nations recommends that curricular designs be updated 

each five years. // El anterior diseno de estudios tenia aproximadamente 16 anos; cuando 

la ONU recomienda que los planes de estudio deben actualizarse cada cinco anos 

(INTMP-9 2001). 

2000: The Economy and Market Movements and Forces. 

By 1990. each year that passed was one more year with dramatic political-

economic and socio-cultural changes on the Mexican side of the border region, and this 

resulted in changes in societal need for prepared students. By 1994 the academic 

community in the College of Humanities began a process of evaluation for "the redesign 

of its curricula with the intention to adapt them to the needs imposed on the college by 

new social situations // el rediseno de sus planes de estudios con la intencion de 

adccuarlos a las exigencias que le imponen las nucvas situaciones sociales" (Facultad de 

las Humanidades, 1996). 

ON-GOING EFFORTS 

At the Autonomous University of Nuevo Leon each department, both education 

and finance, followed a consistent institutional process to revise curricula. Each 

department was connected to elements of the economy, each to the employers of its own 

students. Tliese employers could be from among a variety of private enterprises, or 


